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ABSTRACT

FROM THE MARGINS TO THE CENTER: A QUALITATIVE STUN GIVING

VOICE TO BLACK WOMEN IN ATHLETIC TRAINING EDUCATION PROGRAMS

By
Bonnie J. Siple

May, 2008

Dissertation supervised by Professor Rodney Hod3bi).

Black women are dramatically underrepresentedarptiofession of athletic
training. Failure to introduce Black women anditiperspective to the profession and
the literature may result in their continued exiduos It may be theorized that one of the
reasons more Black female students are not enteioghe study of athletic training and
matriculating through to the point of graduatior anedentialing is that they do not have
adequate mentors to successfully guide them. Thgoge of this dissertation study was
to examine the perceived effects of mentoring ahdrdfactors on the retention and
credentialing of Black women athletic trainers nder to understand the impact of those
factors on the academic success of Black womeetathiaining students (ATSs)

enrolled in athletic training education programs.



The theoretical framework utilized in this disséta was a Black Feminist
Theory, which recognizes and honors the uniquepeetse of Black women who are
simultaneously situated in U.S. society at therg@etion of race, gender and class. This
dissertation was a qualitative study that utilizethi-structured, open-ended questions
during interviews conducted with ten participantsowvere Black, female, certified
athletic trainers. Follow-up case studies weradaoted with three of the participants.
Qualitative data was triangulated with a persoagéhdurvey. Data analysis was
achieved through cyclical and constant comparatnadysis. Thick description, member
checks, and triangulation were used to ensureicaiibn of the results.

The findings revealed that (1) racism, sexism dadstsm persist as barriers to
success, (2) mentoring promotes matriculation aiedessful college completion and
credentialing of Black women ATSs, (3) mentoringoaprotects Black women ATSs
against racism, sexism and classism, (4) althobglred race and gender are favorable
mentor characteristics, accessible and approachadaiors are more essential traits, and
(5) several characteristics inherent to athleaming education contribute to successful
college completion and credentialing of Black womdiss. These findings have many
implications that potentially offer athletic tramgy educators ideas that may improve the
athletic training educational experiences of Blacknen ATSs and lead to their

increased participation in the athletic trainingfpssion.



DEDICATION

It is with great love, honor, admiration and redghat | dedicate this dissertation
to my first and most influential role models andntogs; my parents, Glenn and Bonnie
M. Siple. My father taught me the meaning of wetkic. He sacrificed a lot of time at
home and demonstrated dedication to excellencgah Bm not sure he really enjoyed.
He worked his way from the very bottom to the vey in order to provide for my
Mother, Brother and me so that we would have a&béte and opportunities that he
didn’t have.

My Mother is the strongest woman | know. She abscrificed, worked full time
and was always there for us, raising my Brotherrmador months at a time alone while
my Dad worked. She has such an amazing spintddpendence and strength. She was
also one of the most beloved teachers at Brockwag Aligh School because she was a
great teacher. If | can be half the teacher shelwall be great. Thank you both for
your support, love and example. | love you both.

| also dedicate this dissertation to my hero; Gmgndmother, Rotha I. Brocious.
| wish you were here to share in this accomplishtnagthh me in person. However, |

know you are with me, my Guardian Angel, becaueell you with me every day.

Vi



ACKNOWLEDGEMENTS

There are so many people to thank and acknowlemtgaipporting me in the
completion of this dissertation. First and foretridbank God for delivering me through
my doctoral studies and completion of my dissextatiGreat is your mercy towards me.
Thank you to Dr. Robertha Abney for sharing yourkwyith me and for your words of
support. Thank you to Dr. Rene Revis-ShinglesidadVeronica Ampey, former and
current chairs of the National Athletic Trainersssdciation Ethnic Diversity Advisory
Council for your help and encouragement. Thanktgotlne ten amazing, strong and
persistent women who agreed to participate inghudy and share their stories with me.
It was a pleasure and an honor to let your voieekdard. | would like to thank Erica
Nelson for being the inspiration for this studyhank you for your support and
encouragement and for teaching me the impact thataoning has. Thank you to my
deans, Dr. Anne Griffiths, Dr. Leona Parascenzo,Jane Fulton and Dr. Susan Hannam
and chairperson, Dr. Patricia Pierce, at SlippavgkRUniversity of PA (SRU) for being
amazing women and leaders. | appreciated yourueagement and example. Thank
you to the faculty in the Departments of Exercisd Rehabilitative Sciences and Health
and Safety and the many faculty and staff membsilscaaches at SRU who offered
encouragement. Thank you to my fellow certifielletic trainers at SRU for your
support and incredible patience during these mdfigudt years. Thank you so much to

my athletic training students and alum who nevenglained about my distractions and

vii



absences. | learn as much from you all every dayoa learn from me. Thank you to
Stefanie Romeo for the grueling hours of transngland proof-reading. You were a
God-send and a lifesaver. Thank you to my frielod&eeping me focused and humble.
To my fellow IDPELites in Cohort 2003, especiallyd@p 5, it was a privilege and a joy
to go through this program with you. Thank yowliche IDPEL faculty and staff who
work so hard to make this program so brilliant ancexcellent experience for your
students. Thank you to my Aunt, Georgie Keeneyfur example and support. Thank
you to my Brother, Douglas Siple, and my nepheveshary and Doug, for
understanding my not being around as much as ligl@ve been during this process.
And thank you to Renee Jannetti for being my réckughout the most difficult times. |
definitely could not have done this without youndfly, thank you to my dissertation
committee. Thank you to Dr. Helen Sobehart fotiggtme off to such a great start.
You are a true inspiration to all educators, bpeeglly women in education. No
student or educator who has known you can eveldftebehind”. Thank you to Dr.
Paula Sammarone-Turocy for your ever positive guadawisdom and empathy. You
have been a great mentor to me and | value yoamdship. Thank you to Dr. Peter
Miller for your contributions and support. And dilty, thank you to my dissertation
chair, Dr. Rodney Hopson for your incredible visignidance, and direction. You
helped me to do so much more with this dissertatian | ever thought possible. | have
grown so much under your mentoring and guidancéwias opened up a new niche
and vision for me. It was brilliant working witloy and | look forward to future

collaborations. Thank you so much.

viii



TABLE OF CONTENTS

Page
Y 0111 - X PP v
D= To [ oF= 110 o PRSPPI Vi
ACKNOWIBAGEMENT ... et e e e e e e e e ean e Vii
IS 0 ] = 1] T 3PP UPPPTRPPP Xili
IS o ] T T | PSP Xiv
(@ aF=T o] (=T gl A [ 1 ({0 o [Tt Ao o RSP 1
Introduction and Background ..............couuoreeiiiiiiieii e 1
Statement of the Problem ... ... e 3
PUrpoSe Of the STUAY ......oouuniiiii et 5
History of the Problem ... e 11
SIGNIFICANCE ...t e e e eaans 26
ReESEArCh QUESLIONS ... ..uiiii et e e e 29
Theoretical FrameEeWOrK ........ oo eee e eees 30
(O P o1 (=T g =\ Yo 11 | £ PRI 32
Chapter 2 Review Of the LItErature ............oeieiiiiiiiiii e 35
a1 oo 18 Tox £ o] o ISP 35
Standpoint EPIStEMOIOGY .......oeeieiiiii e 38
FEMINISE TREOIY ... e 40
Critical RACE TNEOIY ... e eae s 45



Black FEMINISt TNEOIY ... cciiiiieei e e eee s 50

Critical WhiteneSs STUAIES. ........ccoiiiiiiieeeiei e eeees 52
Ethnically Diverse College Student Recruitment Rediention.................ccceueeeens 54
Mentoring and REtENTION..........viiiii e eanes 58
Chapter 3 MethOdOIOQY ......cccuuniiiiii e e e 73
Qualitative ReSearch DESIQN ..........cieuuu e eeeeeie e et e et eeeei e eeaneaeeans 73
Interview Methodology .........oooeuiiiiii e e 75
Case Study Methodology ......cooeeeeiiiii e 77
Selection of Interview PartiCIPantS .......... e eeeeeereeiiaeeiine e 78
Design of the Interview Schedule ... 80
Procedures for the INtErVIEWS ...........oooi e 83
Design of the Case Study Interview Schedul@ ..., 89
Selection of the Case Study PartiCipants. ..o ooeeeeieiiiiiieiiiiieecii e 89
Procedures for the Case StUAY.......... ... eeeeinneeeiiie e eenanes 91
ANAIYSIS Of the DAtA......ccuuiiiiiii et s ettt e e e eaa e eeenns 97
Theoretical FrameWOrK ...........ouuuiiiiiiiiceeeme e 98
SUIMIMATY ettt ettt et e e et e e et e e et e e et e e et e e e an s emneebneeeannas 101
Chapter 4 RESUILS......ccui ittt e et e et e e et e e e et e e eean s 105
INEFOTUCTION ... e e e et eeenn e e e eeees 105
TRE INEEIVIEWS ...t et 106
a1 geTo (8 ol] oo I €] = Lo = PP 106
INErOAUCING HANNA ....oiiiiiiie et et e et e e e e et e e e et e eeen e eaees 109
INErOAUCING BEIMICE. ... i et e e e eeaens 111



Ta1geTo (8 od]qTo I N aT<To Lo (o] - VAP 116

Introducing Phoebe ....... .o 119
INntroducing ElSha..........oouiii e 121
INtroduCing DEDOTAN ......coiiiiiiiiii ettt e e e 124
INErOAUCING DAMAIA .....ciiiiiiiiiii et e e et e et e e et e e eaae e e eea e 127
Introducing Gabriella ...........o.u i 129
INErOdUCING MOTTAN ... e e ea e 131
PartiCipant SUMMEATY ......... it e et et e e e eea e eees 134
Data ANAIYSIS ... e e 137
Results of the Personal Data SUIVEY ........ o eeeeeeernieeiiinaeeiineeeeiineeeennnnns 144
The QUESHIONS aNA ANSWELS .. .cuuiiiiiicii e e e 147
Research QUESHION L......cooiiiiii e e e e e 147
Research QUESLION 2.... ... e e 161
Research QUESLION 3.... .o e e 172
Research QUESLION 4..........iii e e e e 184
SUIMIMATY ettt et et e e et e e et e e et e e et e e et e e een s emneeaneeeennas 197
(O P o (=] g B ST U 1= (o o U 199
a1 oo 18 Tox 1o o [P PT 199
FINAINGS - 201
FINAING ONE ..ottt e e e e e e e eaanns 201
10T [T o T I o PP 209
FINAING TAFEE ..o e e e e e ees 214
101 (o [ o To T I 0 T=T 0 oY PSP 231

Xi



Implications for the Field of Athletic TrainiNg wcee..o..oviiiiiiiiii e 232

LIMIEAEIONS ...ttt sttt e et e et e e 257
SUIMIMATY ettt et 2222 e e et e e et e e et e e et e e et e e e en s emnaean e eannas 259
REIEIENCES ... e ettt ettt e e e e e e e e e e e e naaa 262
Y o] 01T T Lo = U 275
Y o] 0 1] T [ PSP 275
APPENAIX 2 et e e aaa s 278
Y 0] 01T T [5G PRSP 281
Y o] 01T T [ PRSP 284
APPENIX 5 e e e e aans 295
Y o] 01T T [ G PP UPPP 297

Xii



1.1

1.2

1.3

3.1

4.1

4.2

4.3

5.1

5.2

LIST OF TABLES

Page
1999-2006 NATA Ethnic Diversity Percentages........ccooeeveveiieiiiiiieeeenineeeennnn. 21
1999-2007 NATA Ethnicity of Female NATA Méership Percentages ................ 23
1999-2007 NATA Ethnicity of Male & Female
Undergraduate Student PerCentagesS .o  iieriieeeiii ettt eei e 25
Summary of Abney vs. Siple’s MethodS ... 82
Participant SUMMAry TabIe ........... e 136
FOCUSEA COUBS ...ttt e e e e 140
(70 To [0 1Y/ - o I U SUUPTRPP 141
Beneficial Characteristics of SuccessSfuhMes ..., 211
Summary Of IMPHCALIONS ..........uiii e 250

Xiii



3.1

3.2

5.1

LIST OF FIGURES

Page
Black Feminist Theory FrameWOrK ........ccoeuuiiiiiiiiiiiiiie e eeea e 99
Summary Of MEtNOGS........coou e 104
ProteCtive MENTOIING . ... .icuuu et ettt e et e et e e et e e e e e et e e eaanas 232

Xiv



Chapter 1

Introduction

Introduction and Background

The face of allied health care is predominantlyité/la reflection of the existing
American society. By the year 2050, 52% of thalt@imerican population is projected
to be ethnically diverse (no longer the “minorityfolimann & Mulder, 2000; U.S.
Bureau of the Census, 1990). Conversely, thig shédthnicity in American culture is
not well reflected by the demographics of praatiics providing health care in the allied
health professions (Griffiths & Tagliareni, 199963a, 1991; Hill-Hogan, 1990; Lee,
1992; PEW, 1993; U.S. Public Health Service, 1995 a result, most allied health
professions and their professional organizationg macognized the need to culturally
and ethnically diversify their memberships by réong more ethnically diverse persons
into their respective fields of study. Ethnicalliyerse is a racial/cultural term used to
refer collectively to people who identify as non-Kéhor non-Caucasian (Hirschman,
Richard, & Reynolds, 2000).

Several allied health professions already haveesstally launched recruitment
efforts and begun to attract non-White memberso professions that have been
successful are dietetics and nursing; both prafasdave extensively published the

findings from their research on recruitment anémgbn efforts. The professional ranks



of nursing and dietetics have historically beelediloy women; predominantly White
women. Although implementing very different reément and retention programs, both
professions have begun to see a gradual incredke mumber of ethnically diverse
students drawn to their respective educationalnamog to graduation and credentialing
(Carmichael, Labat, Hunter, Privett, & SevenairQ3.9Griffiths & Tagliareni, 1999;
Gupta, 1991; Hill-Hogan, 1990; Lee, 1992; Simsi®ami & Holland-Hansberry,
1994; Thomson, Denk, Miller, Ochoa-Shargey, & jiHausth, 1992).

The athletic training profession is one of the prachantly White allied health
professions that will be examined in this papeikelthe medical profession, athletic
training is also a traditionally White male domie@tprofession, further contributing to
the lack of diversity. In 1991, the National AtfiteTrainers’ Association (NATA)
created the Ethnic Minority Advisory Council (latenamed the Ethnic Diversity
Advisory Council) (EDAC) to assist the leadershig anembership in addressing issues
facing the ethnically diverse membership and rdladethe lack of diversity in the
profession (www.nata.org/committees/edac/edac.htopon the recommendation of the
NATA Education Council, the NATA Board of Directonsade grant monies available to
the EDAC to disperse to those educational instihgiseeking to enhance ethnic diversity
within the profession. These grants may be awhtd@ducational institutions to assist
in recruitment and retention of ethnically divessedents into athletic training education
programs (ATEPSs), conduct research into the topétlmically diverse student retention,
or develop ATEPs at historically Black collegesuaiversities (HBCU) (S. Ward,
personal communication, January 20, 2003). An ATdEdRefined as an athletic training

education program that is accredited with the aitthto prepare students to become



certified athletic trainers (www.nata.org/publi@nfation/ educationfactsheet05.pdf).
However, increasing the ethnic diversity of thefpssion of athletic training is not the
responsibility of just one committee, but the rexsbility of the leadership and the
membership as a whole. An increase in the presaginethnically diverse students in
ATEPs is an important start to increasing the pres®f ethnically diverse persons in the
profession of athletic training since accreditede’E are the only door into the
profession.

STATEMENT OF THE PROBLEM

Ethnically diverse women are dramatically underespnted in the profession of
athletic training. Since 2003, 10% of the totahmbership of the NATA has consisted of
ethnically diverse persons, just over 2% of whomen&frican American. Women have
hovered close to half of the total members of tAd N for the last decade, however,
Black women have only accounted for just over 2%hefwomen’s membership. Failure
to introduce Black women to the profession of dtblgaining, and failure to introduce
their perspective into the literature, may resulthieir continued exclusion from the
profession.

One of the reasons more ethnically diverse stugdspeifically women, are not
entering into the study of athletic training andtmealating through to the point of
graduation and credentialing is that they do netladequate mentoring to guide them
successfully through this area of study (Gardig@mgmoto & Grogan, 2000; Grant-Ford,
1997; Abney, 1988). Through a discussion of lit@r@ around mentoring and retention,

this paper will explore that idea.



In order to inform the researcher and reader atheuthallenges of retaining
Black women in ATEP and the potential factors ih8tience retention, the following
issues may illuminate the historical complexitytleg problem related to the athletic
training profession:

1. Ethnic diversity in the health care professions
2. Ethnic diversity in athletics and sports

3. Ethnic diversity in athletic training

4. Ethnic diversity of athletic training students

First, it is important to recognize the lack ofrathdiversity, especially Black
women, in the health care professions in ordenttetstand the impact it has on the
quality of health care delivered to non-White patigse Thus, the first topic that will be
explored relates to ethnic diversity in the healihe professions. Since athletic training
is an allied health profession and certified atblainers are part of the physician
extender network of health care providers, it ipamant to assess the ethnic diversity
issues facing other health care fields, what iadpeione to increase diversity in those
fields, and how their challenges and successesdatate us about diversity issues in the
athletic training profession.

The second topic elaborates on related ethnic sityassues in the athletic and
sports professions where the athletic traininglffeds its deepest historical roots. Many
of the challenges in athletic training regarding tacruitment and retention of Black
women are shared challenges with the coachingtsp@nagement and athletic
administration fields. By simultaneously considgrthe experiences of Black women in

athletics and sports as well as the health prafasswe may be able to increase the



understanding by educators of the experiencesfgparBlack women in the athletic
training profession that contributes to their la¢kepresentation.

A third topic expands on the ethnic diversity of firofession of athletic training.
Specifically, the literature explores the challemged issues faced by Black women in
athletic training. Very little research has beenducted on ethnic diversity issues in
athletic training, thus increasing the importantéhe study in helping to understand
how to recruit more diverse women into athletiénireg education programs and retain
them in the athletic training profession.

Finally, the status of ethnically diverse athlet&ining students needs to be
addressed as a contributing factor to the undeeseptation of ethnically diverse
women in athletic training. Accredited ATEPSs dre bnly route to athletic training
certification. With only one HBCU having very retly secured program accreditation
for athletic training education, ethnically divetedents, specifically Black female
students, have little choice but to enroll in P\Wdgursue athletic training as a major.
PURPOSE OF THE STUDY

The purpose of this study is to examine the peetkeffects of mentoring and
other factors on the retention and credentialinBlatk women athletic trainers in order
to understand the impact of those factors on thdemic success of Black women
athletic training students (ATSs) in ATEPs. Altigburecruitment of Black women is an
important factor in increasing the participatiorettinically diverse women in the athletic
training profession, for the purposes of this studyention will be the focus of attention.
As a point of clarification, a Black woman is a wamwho self-identifies on the NATA

membership application and renewal form as hawaetaf origins in any of the Black



racial groups of Africa. This includes people whdicate their race as Black, African
American or Negro for those born in the United &atind those who have immigrated
from the Dominican Republic, Haiti, Jamaica, anel WWest Indian islands (Hirschman,
Richard, & Reynolds, 2000). Mentoring is a relasibip between a knowledgeable and
experienced senior person in a particular cultaceajunior person who desired to
successfully participate in that same culture (Bad®91). | also hope to examine the
impact of cross-race and cross-gender mentorigjamk women ATSs as a contributing
force on the successful attainment of the profesgioredentials. The information
procured from this assessment will contribute ol possibly initiate, the limited
literature available to the individuals responsilolethe recruitment, retention and
successful education of ethnically diverse ATSartliermore, this information will
assist athletic training educators to understanigibbow to guide Black female ATSs
(and perhaps other ethnically diverse studentss ienadl female) to professional success
in curriculums still heavily directed and influenlcby White male athletic trainers.
Research in higher education has lead to a pletifaeasons for poor
recruitment and retention of ethnically diversedstuts in higher education including a
focus on the allied health professional studieshthie marked exception of athletic
training). Some of these include underprepardtomrollege, racism, and stereotyping
(Aiken, et al., 2001; Greenwald & Davis, 2000; L2892; Hill-Hogan, 1990). A
common factor appearing in many of those studi#iseidack of strong mentoring of
ethnically diverse students in post-secondary ethuta settings (Amaury & Cabrera,

1996; Chavous, 2000; Douglas, 1998; Freeman/;18wser, 1997).



Compounding the lack of mentoring is the hesitaawag/or inability of White
health care professionals to serve successfullgeagors for ethnically diverse students
pursuing education in the health care professigmarfs, 1999; Mann, 1992). The
profound absence of ethnically diverse certifiddetic trainers (CATS) in the profession
of athletic training and in ATEPSs results in an @&guprofound lack of same-race
mentors for ethnically diverse athletic trainingdstnts (ATSs). A certified athletic
trainer is a person certified by the Board of Gedtion (BOC) who is able to practice in
the following domains of athletic training: prewem of injuries; recognition,
evaluation and immediate care of injuries; reli@bn and reconditioning; health care
administration; and professional development (wwata.org/about/ATCdefinition.htm).
With men (52%) still outnumbering women (48%) ie tRATA membership, this
research is especially important to ethnically tseewomen who have very few same-
race and same-gender CAT mentors available to (N&XWA, 2003). Grant-Ford (1997)
found that attrition of more than 25% of the mogtexienced ethnically diverse women
CATs resulted in the direct lack of role models amehtors visible and available to
ethnically diverse female ATSs.

Mentoring can be traced to ancient Greece in Ha@udyssey Odysseus
entrusted his son Telemachus’ growth and developtodms friend Mentor during his
travels. Mentor (the chosen disguise of the Gogeddess Athena) guided Telemachus
during his growth and development into a young imahe absence of Odysseus,
becoming a devout friend and counselor to the Soglker, 1994).

By definition, Webster's New Word Dictionary of Amean English (Neufeldt,

1988) defines the term mentor as “a wise advisdarusted teacher and counselor.” A



more in-depth perspective is provided by Franke@aklgren (1996) who define
mentoring as a “situation in which a more expergghmember of an organization
maintains a relationship with a less experiencethbes of the organization and provides
information and support, in order to enhance the &xperienced member’s chances of
success.” When the mentor is a faculty or stafbleyee of the university, and the
protégé is a student, the goal of the mentorirgticeiship is to enhance the student’s
academic success and to facilitate the progressipost-graduate plans (Franke &
Dahlgren, 1996). Haring (1999) identifies mentgras a reciprocal relationship between
an advanced career incumbent and a protégé, vatgdhl of promoting the careers of
both individuals. Yet another perspective is jmled by Jacobi (1991) who defines the
mentoring process as a relationship between a laugebble and experienced senior
person in a particular culture and a junior pensto desires to successfully participate
in that same culture.

Characteristics of traditional, successful mengprelationships is that they are
longitudinal, not unidirectional, intentional, sttured, voluntary, evolving and
developmental, usually one-on-one, and frequertilynld by an emotional attachment
(Murrell, Crosby & Ely, 1999; Levinson, 1979; Lel999; Kram, 1983; Blackwell,
1989). The more successful mentoring relatiorsshie informal ones, created and
developed naturally, based upon multiple, sharedacheristics (Lee, 1999; Harris,
1999). Haring (1999) indicates that the usualades used to match mentors and
protégés are gender, ethnicity, and academic raafor career goal. The foundation
of traditional mentoring relationships is similéag between the mentor and the mentee

(Leon, Dougherty & Maitland, 1997). Specific t@tprofession of athletic training, a



mentor is a CAT who cares about the ATS’s profesdiand personal growth and who
the ATS trusts and respects (Hannam, 2000).

It is important to note that role modeling is ngh@nymous or an interchangeable
term with mentoring. Role modeling is defined agpérson whose behavior in a
particular role is imitated by others” (Merriam-Wééx’s Collegiate Dictionary, 2003).
Vander Putten (1998) characterizes role modeling gesneral activity that is pervasive,
frequently occurring and less formal than mentotmghe point where an individual may
not even be aware that they are a role model t@som

The process of mentoring, with its benefits toghecessful education and career
development of young professionals, has long b&éred in many professions from
education to business (Gardiner, Enomoto & GrogafQ; Kogler & Grant, 2000;
Sobehart & Giron, 2002; Whitely, Dougherty & Dreh#£991). In efforts to recruit and
retain ethnically diverse students at the univeisivel of both PWI and HBCU, the
persons responsible for recruitment and retenggngnized the valuable potential of
mentoring in achieving successful outcomes forte#orts. The implementation of
formal mentoring programs has been demonstratbdve a positive effect on the
retention and graduation of ethnically diverse stuid (Astin, Tsui & Avalos, 1996; Lee,
1999; Leon, Dougherty, and Maitland, 1997, andaB]d.996). In her assessment of a
formal mentoring program at North Carolina Stateversity, Lee (1999) found that
ethnically diverse students participating in thentoeing program adjusted more
successfully to college and were more likely tosfser

Young ethnically diverse women in athletic trainiducation share very similar

challenges from the lack of same-race, same-genteemodels and mentors with young



diverse women aspiring to careers in athletic adtmation and coaching (Abney, 1988;
Abney and Richey, 1991; Lopiano, 2002). Abney Richey (1991) cited barriers such
as racism, “womanism” (the act of women hinderimg $uccess of other women), class
oppression, inadequate or biased counseling a&dheational level, and the lack of
ethnically diverse women to serve as role modedsraentors. The authors found that
there is a profound negative effect that the laoktbnically diverse role models and
mentors have on the inclusion of ethnically divessemen in the sports professions. By
not having ethnically diverse role models and mentisible in the sport professions,
young ethnically diverse women who would otherwisiesue a career in the sport
professions, are sent a negative message thapesitions are not attainable, appropriate
or valued careers, nor would they be welcomed ppasried by the White individuals in
those professions (Grant-Ford, 1997; Abney, 198Bney & Richey, 1991; Acosta,
1986; Alexander, 1978; Houzer, 1974; Lopiand2Z20Smith, 1995).

Regarding the lack of visible, ethnically diversemen mentors and role models
in athletics, Abney refers to C. Vivian Stringensrently the head women’s basketball
coach at Rutgers University, one of the three marshing coaches at the NCAA
Division | level and a Black woman. Abney sayshé&¥y can see a Vivian Stringer and
that gives them the drive and the hope and thenfgétat the dream can be a reality.”
(Berg, 1992, p. 27).

The purpose of this study is to examine the peetkeffects of mentoring and
other factors on the retention and credentialinBlatk women athletic trainers in order

to understand the impact of those factors on thdemic success of Black women athletic
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training students (ATSs) in ATEPs. In order toiaeh this purpose, several research
guestions have been formulated to guide this desisen:
1. What is the perceived effect of mentoring on thecessful college retention and
attainment of the BOC credential of Black women APS
2. What is the perceived effect of mentor race andlgeon the successful
mentoring of Black women ATSs?
3. What other factors contribute to the successfuegel retention and attainment of
the BOC credential of Black women ATSs?
4. What barriers hinder effective college mat@atian and attainment of the BOC
credential of Black women ATSs?
A Black feminist theoretical framework will serve the lens for analysis of this research
study.

The following topics presented throughout the rear of chapter one progress
from the broader topics of ethnic diversity in tiealth care and sports professions to the
specific topics of ethnic diversity in the athletiaining profession and its educational
programs. These topics are presented to demansteasignificance of the problem
involved in the retention of Black women in athtetiaining education.

HISTORY OF THE PROBLEM
THE PROBLEM OF ETHNIC DIVERSITY IN THE HEALTH CARE
PROFESSIONS

America is continuing to diversify both culturabiyyd ethnically, moving in the

direction of a more realistic “melting pot”. Byelyear 2050, the diversity of non-White

persons in the United States is expected to inerea52% of the total American
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population. Only English will be spoken more oftean Spanish, with a greater
percentage of Whites and non-Whites being bilingu#the two languages (Hollmann &
Mulder, 2000). In response to the increasing etllyi diverse population growth,
several health organizations have called for arease in the number of ethnically
diverse persons being recruited into the alliedthgaofessions. In 1993, the Pew
Health Professions Commission stated that nursgsiliad health professionals would
be critical caregivers in the future of primary gwdventative health care (PEW, 1993).
However, in 2003, the ranks of these professiom&ie desperately absent of ethnically
diverse persons. This sentiment echoed a repblispad in 1985 by the U.S.
Department of Health and Human Services citingedrier “culturally sensitive health
care providers” to better serve the culturally atithically diverse population it provides
care for. The documehtealthy People 20Q(published by the U.S. Department of
Health and Human Services in 1990, also indicateeeal to increase the number of
ethnically diverse health care professionals inltte. health care system.

The lack of ethnically diverse health practitioneositributes to the already
significant public health issues faced by minositie the American health care system.
Fewer ethnically diverse health care professioofitn results in unequal treatment of
minorities contributing to higher mortality and rbatity rates from chronic diseases.
One example of racial disparity in health care imgs infant mortality. From 1980 to
2000, infant mortality, although showing a decliheing that 20-year span, was
significantly greater for Blacks (22.2% to 14.0%am Whites (10.9% to 5.7%) (Umar,
2003). Culturally and ethnically diverse healthecpractitioners are needed to

effectively communicate linguistically and cultuyalith patients (Scott & Umar, 2003).
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The nursing and dietetics professions have stugheldoublished their
professions’ challenges with recruitment and res@ndf ethnically diverse people in
their respective fields and educational prepargbimgrams. Identification of those
barriers to recruitment and retention are echoédd®n each profession’s findings and
have allowed them to make recommendations towapdawing diversity (Aiken et al.,
2001; Fitz & Mitchell, 2002; Greer, 1995; Grealav& Davis, 2000; Griffiths &
Tagliareni, 1999; Hill-Hogan, 1990; Thomson, Dellller, Ochoa-Shargey, & Jibaja-
Rusth, 1992). Aiken, et al. (2001) conducted alitative study examining the
converging affects of race, class and gender orairAmerican women’s participation
in nursing programs. They framed their researolua Black feminist theory. They
identified the factors that both encouraged andadisaged program completion.
Discouraging factors that served as challengesdagram completion revolved around
the subjects’ awareness of being on the outsidieeoélassroom culture and feeling
alienated as well as being subjected to overt amdrt racism. Aiken et.al. (2001) hoped
that future research on the perceived experiencBiok women students in
predominantly White academic programs would be dbreugh the lens of a Black
feminist theoretical framework. This dissertatoifi build on this work by Aiken, et.al.
(2001).

Greenwald and Davis (2000) conducted a surveyaentdy credentialed
registered dietitians and dietetic technicians ak as program directors for dietitian
education programs to determine their perceptionshe underrepresentation of
ethnically diverse persons and males in their reipgefield. Subjects of the Greenwald

and Davis study attributed underrepresentatiohéddck of ethnically diverse persons
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visible in dietetics and the underpreparednesshofieally diverse students for the
educational experience of dietetics programs, aslbhed the sciences. In response to
similar studies in dietetics, the American Dietetikssociation initiated the Diversity
Mentoring Project in February of 2001 in order &velop a model for mentoring
ethnically diverse people into dietetics prografitz(& Mitchell, 2002).

Other allied health professions are sorely lackmegthnic diversity (Carmichael
et al.,, 1993; Gupta, 1991; Lee, 1992; Levin &&i1994; Simmons-Rami & Holland-
Hansberry, 1994). The Association of American MatiColleges has called upon
medical schools to actively increase the diversittheir students and graduates in order
to “bear a reasonable resemblance” to the patibascare for (Japsen, 1996). The
American Physical Therapy Association (APTA) haplemented th&lan to Foster
Ethnically Diverse Representation and ParticipatiarPhysical Therapyn response to
their dramatic lack of ethnicity in the professwilPhysical Therapy. Despite enjoying a
marked increase in students enrolling in physicatdpy education programs in the
1980’s and 1990’s, the APTA’s membership demogieptiemonstrate a severe lack of
non-White members with only 6,332 (10.8%) being roera of ethnically diverse
populations. Only 2% of the APTA membership caissig African Americans (APTA,
2002).

THE PROBLEM OF ETHNIC DIVERSITY IN ATHLETICS AND SP ORTS

Although the profession of athletic training isahed health profession
recognized by the American Medical Association,tthditional employment setting of
athletic trainers is based historically in athlsticThe lack of diversity in athletic training,

especially where Black women CATs are concernexety mirrors the professional
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plight of Black women coaches, athletic directard aports managers. Any assessment
of the lack of diversity in athletic training woullee remiss if it did not include a
discussion of these sister professionals in atgeti

The passing of Title IX in 1973 was the most proldct impacting women’s
athletics by creating great opportunities for ganlel women in sports (Abney, 1988;
Abney & Richey, 1991; Acosta & Carpenter, 2002yplano, 2002). Title IX states that,
“No person in the United States shall, on the basgex, be excluded from participation
in, be denied the benefits of, or be subjectedgorihination under any educational
programs or activities receiving federal finan@asistance.” (National Organization for
Women, 2003). In the last 30 years, the numbeirtsf and women participating as
athletes in sport has grown tremendously resuitiran all time high of sporting
opportunities and female sports participants. Ha@wnethere has been a steady and
consistent decrease in the number of professigEdmunities for all women in the
sports arena including coaching, athletic admiaigin, and athletic training. For
example, in 1972, prior to the passing of Title 80% of women'’s athletic teams were
coached by women (predominantly White women). Harein 2002, only 44% of
women’s teams were coached by women (again, predmtly White women) (Acosta
& Carpenter, 2002). Additionally, all women haaedéd barriers preventing their
matriculation into the areas of athlete repres@mateam ownership, merchandising and
the media (Carney, 2002).

The literature explores several of the barriers@néing women and ethnically
diverse women from enjoying the employment oppatiesthat Title IX should have

brought. One of the barriers cited in the literatinvolves the loss of budgetary control
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by women'’s athletics after Title IX was passedlldvang the passing of Title 1X,
women’s intercollegiate athletic programs and thespective operating budgets were
brought under the control and direction of the Whihale athletic directors and coaches
involved in the men’s intercollegiate athletic praxgs (Acosta & Carpenter,1985;
Lopiano, 2002).

Another barrier facing all women in athletics wasd still is, discrimination
(sexism for White women, sexism and racism for ettty diverse women) since White
males tend to hire people they know, associate, witlare similar to, within their
professional network. Another barrier is base&@milar trend found in the nursing
and teaching professions, which are traditionaipdle dominated professions.
Historically, nurses and teachers have been mistleend underpaid for their services,
resulting in significant shortages of nurses natiole and of teachers in various regions
of the country. Female coaches, athletic admatists and CATs have traditionally been
underpaid and misused, resulting in marked “burh@xit from their respective
professions, and an underrepresentation in atklatid sport (Lopiano, 2002).

Abney and Richey (1991) specifically examined theiers encountered by
ethnically diverse women in sports administratiod aoaching. Similar to the barriers
experienced by ethnically diverse women in nursdhetetics, and athletic training
(Aiken et al., 2001; Greenwald & Davis, 2000; Gr&ord, 1997), they cited barriers
such as racism, “womanism” (the act of women himmdgthe success of other women),
class oppression, inadequate or biased counsdlifg aducational level, and the lack of

ethnically diverse women to serve as role modeadsraentors.
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There is significant literature specifically examig the profound negative effect
that the lack of ethnically diverse role models amehtors has on the inclusion of
ethnically diverse women in the sports professioBg.not having ethnically diverse role
models and mentors visible in the sport professigosng ethnically diverse women
who would otherwise pursue a career in the spoifepsions, are sent a negative
message that such positions are not attainableopipgte or valued careers, nor would
they be welcomed or supported by the White indialdun those professions (Grant-
Ford, 1997; Abney, 1988; Abney & Richey, 1991¢oAta, 1986; Alexander, 1978;
Houzer, 1974; Lopiano, 2002; Smith, 1995).

The issue of the underrepresentation of ethnichllgrse persons, male and
female, in the sports professions has become adregdopic of publication in many
research and popular resources from@heonicle of Higher Educatioto Jetmagazine.
The National Collegiate Athletics Association (NCAA voluntary association of about
1200 colleges and universities, athletic confersraze sports organizations, and
professional sports organizations have come umdereindous criticism for failing to
hire ethnically diverse coaches and other spoffepsionals, especially for the more high
profile, lucrative and revenue generating spodshsas football and basketball
(Burdman, 2002; Hernandez, 1999; Blaudschun, 2@lack Issues in Higher
Education, 2002; Hill, Ritter, Murry, & Hufford,®2; Greenlee, 2000; Suggs, 1999,
2000 & 2001; Jet, 2001). Much of this literatigdocused on ethnically diverse males.
The statistics on ethnically diverse women in caagland sports administration is
markedly worse. African American women represess fthan 2% of all coaches and

less than 1% of all college athletic administratdsée is still the victim of “sports

17



stacking” or being stereotyped into coaching posgifor basketball and track and field
(Abney, 1988; Lopiano, 2002).

According to the 2001-O0Race Demographics of NCAA Member Institution
Athletic Personnelthe percentage of Black women serving as the beadh for
women’s teams at NCAA member institutions is onBA3 with the highest percentages
in basketball and indoor and outdoor track andlifielhile the percentage of White
women is 38.5% with the greatest predominanceeid fiockey, ice hockey and softball.
The overall percentage of Black women head coafdnesomen’s teams drops to only
2% when the figures for HBCUs are excluded. Thegages are only slightly better
for Black women who serve as assistant coachesdaren’s teams at 5.9% overall and
4.9% with HBCUs excluded.

Similar data was assessed by the NCAA (2002) raggttie racial demographics
of women in the various athletics administrativeffgpositions. White women
accounted for 34.8% of administrative positiongwaitall NCAA member institutions,
while Black women represented only 3.6% of the spostions. When HBCUs were
excluded from the data, White women held 35.9%dohiaistrative positions and Black
women reached only 2.5% of the same positions.

THE PROBLEM OF ETHNIC DIVERSITY IN ATHLETIC TRAININ G

The NATA, formally chartered in 1950, has histolligdeen a White male
dominated profession. Women broke into the profes$b years after the inception of
the NATA by becoming members of the NATA (Grahansé&hlabach, 2001). Between
1970-1975, 39 women were certified by the BOC twoaat for 6% of the total

membership. It wasn't until 1975 that the firstigks American, African American, and

18



Native American women were certified by the BOCeTirst Hispanic American
woman became certified in 1980. By 1985, of tH®9,NATA members, there were 19
ethnically diverse women in the NATA (Grant-For@9Y). Unfortunately, statistics
regarding the number of women during that timerenteavailable from the NATA in
order to create an accurate perspective. Howdwenumber of women members in the
NATA grew over 20 years from approximately 60 (1)4#61976 to 10,013 (44%) in
1996. Considering that type of growth, 19 ethiycdiverse women in 1985 accounted
for a very precious few CATs (NATA, 2001).

The NATA recognized the need to diversify its memsh@ in order to enhance
the character of the profession, to more accuraggyesent the diversity of the athletes
treated by CATSs, and to increase the cultural seitgiof the membership. In
November, 1991, the NATA created the Ethnic MinpAtvisory Council, which was
later renamed the Ethnic Diversity Advisory CouEiDAC) (V. Ampey, personal
communication, March 14, 2002). The EDAC was cedrgith advising the NATA in
“issues relevant to American Indian/Alaskan Natjvsian/Pacific Islanders, Blacks
(non-Hispanic), and Hispanics both in the healtte @ena and in the NATA” to include
the recruitment of a more ethnically diverse mersbipr(NATA, 2002).

In 1997, Martin and Buxton drew attention to ther@asing ethnic diversity of
the U.S. demographics and the potential impactigimeln education in the future. They
extrapolated from that information the possiblenmatation of more ethnically diverse
students into ATEP in the 2Tentury. Just two years prior to the publicatibtheir
article, the authors, with colleague Menegoni ()98&ported the results of a survey

done to assess the student demographics of aeatexhtd approved ATEPS. They
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reported that of the 94 accredited programs coetia@4 responded to the study to
produce results indicating that 18% of studentsléad in their programs were ethnically
diverse, 3.6% of whom were African American. Théhars recommended that athletic
training educators, program directors and cliniosiructors participate in multicultural
training, acquire cross-cultural communicationiskibecome more aware of their
attitudes toward ethnically diverse persons, leanne about the ethnically diverse
populations whom they would be teaching, and “...lbeeonore aware of prejudices,
stereotypes, misconceptions, or a combinationede¢habout members of cultural and
ethnic groups that differ from their own.” (Mari&Buxton, 1997, p. 53). The goal of
such practices would better prepare CATSs to fatdithe educational and health care
needs of the current and future American societgr{M & Buxton, 1997).

By 1997, female CATs made up 43% of the total NAMAmbership. However,
ethnically diverse CATs, male and female, still magh a very small percentage of the
total membership. Of the 43% women CATSs in the MA®nly 3% were women of
color (Graham & Schlabach, 2001). The numbeatloically diverse women has made
a significant increase in the last few years, bitth ¥he total membership of the
profession continuing to grow as dramatically, pleecentage of ethnically diverse
women members has not been able to propagate \lidimembership. Table 1.1
(NATA, 1999; NATA, 2000; NATA, 2001; NATA, 2002NATA, 2003; NATA, 2004;
NATA, 2005; NATA, 2006) details the NATA memberglathnicity demographics
from 1999 through 2006 (2007 year end statisticeewet available at the time of
writing). The total ethnically diverse membersbithe NATA was only 7% of the total

membership in 1999 and only rose to 9% from 2000uth 2002 and to 10% from 2003
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through 2006. The number of ethnically diverse MATiembers, who were certified
athletic trainers, rose from 5.8% in 1999 to pea® &% in 2005.
Table 1.1

1999-2006 NATA Ethnic Diversity Percentages

1999 2000 2001 2002 2003 2004 2005 2006

% Ethnically Diverse Members 7 9 9 9 10 10 10 10
% Ethnically Diverse Certified 58 71 75 75 84 88 91 091
Athletic Trainers

Table 1.2 (NATA, 1999; NATA, 2000; NATA, 2001; NA, 2002; NATA,
2003; NATA, 2004; NATA, 2005; NATA, 2006; NATA007) details the percent
ethnicity of the NATA female membership from 1988augh 2007. In 1999 and 2000,
women represented 46% of the NATA membership, wioske in 2001 to 47% and 50%
in 2005 and 2006. In 1999, ethnically diverse vwarmade up only 6.2% of the female
membership, with 1.4% of the women being Africanekiman. The number of
ethnically diverse women gradually rose to 9.79006, with 2.6% of the women being
African American (NATA, 2000; NATA, 2001; NATA002; NATA, 2003: NATA,
2004; NATA, 2005; NATA, 2006; NATA, 2007).

The blank responses to ethnicity may be refleativa trend currently observed in
other data collection projects requiring self-idiecdition of race. Due to the growing
diversity of the U.S. population, the increasingntier of mixed-race persons, and the

ambiguity of racial/ethnic definitions, traditionace self-identification methods no
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longer allow ethnically diverse people to accusasalect categories they feel reflect

their true ethnicity (Hirschman, Richard, & Reynsl@000; Rodriguez, 2000).
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Table 1.2

1999-2007 NATA Ethnicity of Female NATA MemberBleiicentages

Ethnicity 1999 2000 2001 2002 2003 2004 2005 2006 00722
African American 1.4 1.5 1.9 2.1 2.2 2.3 2.4 2.6 6 2.
Asian American 1.9 1.9 2.2 2.4 2.5 2.7 2.6 2.8 2.8
Hispanic American 1.6 1.8 2.0 2.2 2.3 2.3 2.5 25 6 2
Native American 0.4 0.4 0.4 0 0.4 0.4 0.4 0.4 0.4
Other 0.7 1.7 1.3 1.2 1.3 1.4 14 14 1.1
White 78.5 83.9 85.2 85.8 86.4 87.4 86.2 84.6 84
Blank Responses 15.3 8.8 7.0 6.3 4.8 3.5 4.5 57 1 6.
Ethnically Diverse Total 6.2 7.3 7.8 7.9 8.7 9.1 30. 9.7 9.5
Total of All Women 45.7 45.8 46.9 47.8 48.4 48.6 50 50 50
Total Membership # 26,096 24,481 28,199 29,697 @,7 30,471 30,608 30,257 29,370
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THE PROBLEM OF ETHNIC DIVERSITY OF ATHLETIC TRAININ G
STUDENTS

The dramatically low number of ethnically diversedents in undergraduate
ATEPs indicates that the diversity of the NATA @t tikely to increase any time soon.
Of the 103 historically Black colleges and univBesi, none sponsor an accredited
ATEP, although North Carolina Central Universitysana candidacy status at the time
this writing (V. Ampey, personal communication, Fedry 12, 2008). Therefore,
ethnically diverse students wishing to pursue &thteaining as a profession must enroll
at a predominantly White institution of higher edtian.

Table 1.3 (NATA, 1999; NATA, 2000; NATA, 2001; N, 2002; NATA,
2003, NATA, 2004; NATA, 2005; NATA, 2006; NATAM®7) details undergraduate
athletic training student demographic trends. h@f4,434 undergraduate students
enrolled in ATEPs in 1999, only 9.7% were ethnigdiverse students. This statistic
gradually increased over the next four years to #52003. In 1999, Hispanic
American undergraduate students had the most allyndiverse student members at
2.8% of all undergraduate students enrolled inextited programs, followed by African
American students at 2.6%, Asian Americans at 2a28d,Native American at only
0.5%. This statistic has changed in four yeart) iisian American and Hispanic
American undergraduate students representing 4f3thoically diverse students in
2003 followed by African American students at 4.@%¢ Native American students
barely increasing their percentage of represemtatid.6% (NATA, 1999 and NATA,
2003). A greater diversity of the NATA membershifi come from greater diversity in

the ATEP that prepare students for the profession.
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Table 1.3

1999-2007 NATA Ethnicity of Male and Female Undadgiate Students Percentages

Ethnicity

1999 2000 2001 2002 2003 2004 2005 2006 002
African American 2.55 291 3.30 3.44 3.99 4.42 4.10 3.96 3.78
Asian American 2.21 3.32 3.98 4.43 4.28 3.94 3.72 .494 4.28
Hispanic American 2.75 3.08 3.35 4.04 4.26 4.07 04.3 4.28 4.31
Native American 0.54 .041 0.60 0.0 0.62 0.54 0.53 .630 0.64
Other 1.62 2.44 1.56 1.63 1.87 1.47 1.50 1.24 0.77
White 54.10 72.95 78.13 79.28 80.15 82.45 78.36 9F2. 71.33
Ethnically Diverse Total 9.68 12.17 12.80 13.44 025. 14.66 14.41 13.95 14.12
Total Students 17.00 14.87 15.25 15.50 15.34 12.292.38 12.52 12.80
Total Membership # 26,096 24,481 28,199 29,697 3,7 30,471 30,608 30,257 29,370
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SIGNIFICANCE

Research examining the recruitment and retenticgtlofically diverse students
into ATEPs is an important topic deserving therditen of ATEP directors, especially
those who direct an ATEP at a predominantly Whiggitution (PWI). In January of
2004, the internship route to BOC credentialing wffisially eliminated upon the
agreement of the NATA, BOC and Joint Review Comemitfior Athletic Training (the
organization recommending program accreditatichetime). The internship program
was a primary route into the athletic training pssion for students enrolled at HBCU.
With the loss of the internship route to BOC cegétion, and only one HBCU currently
sponsoring an accredited ATEP, Black students hawvether option but to pursue their
athletic training education and credentials at d B\nt, 2004 and V. Ampey, personal
communication, February 12, 2008). With this imdyiprogram directors at PWI need
to be cognizant of their responsibility to recranid successfully retain Black students in
their ATEPs until Black students have the oppottuta choose to attend a HBCU with
accreditation.

This research is also important to the same progliegstors since the only
mechanism to increase the ethnic diversity of thietic training membership is by
increasing the ethnic diversity of the accreditddaational programs that produce
certified athletic trainers (CATs). Continued tmé on the part of ATEPSs to successfully
matriculate greater numbers of ethnically divetselents into the profession will result
in the continued underrepresentation of ethnicdilyerse members in the athletic
training profession. This will result in the atiidetraining profession’s inability to

demonstrate reasonable representation of the divefshe athletes and physically
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active clients it is dedicated to serving. Inthfee divisions of the National Collegiate
Athletics Association alone, 28.4% of all male atbs and 20.9% of all female athletes
self-identify their race as non-White (NCAA, 2003).more ethnically diverse athletic
training profession would allow all athletic traise¢o learn more about each other,
become better educated in the racial and cultuffereinces of our diverse athlete
population, and become more effective and cultyisghsitive in our care of ethnically
diverse athletes and physically active individuadsmore ethnically diverse profession
would also allow ethnically diverse athletes toksagention from an athletic trainer who
shares the same race (Hunt, 2004).

Since 1990, the total membership of the NATA hasaased over 50%, growing
from 14,598 members to 30,795 in 2003 (NATA, 200Bgtween 1999 and 2007,
ethnically diverse CATs have consistently accoufbed-9% of the total NATA
membership. African Americans have accounted fidy 8-3% of that membership with
African American men just slightly outnumbering ®ain American women each year
until 2003 (NATA, 2007). The ethnic diversity diident NATA members enrolled in
accredited athletic training programs has increatigtitly from 9.7% in 1999 to 15% in
2003 with Asian American and Hispanic American stitd each making up 4.3% of the
students. African American student members accfourt.0% and Native American
students with only 0.6% of the student membersNTA, 1999; NATA, 2003).

In 2000, theJournal of Athletic Trainingofficial journal of the NATA, focused
attention on a letter to the editor by Dr. DavidriPecalling for a need to recruit more
ethnically diverse persons into the membershipsarikhe NATA. This editorial drew

attention to the statistics that placed the pradessf athletic training into the category of
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ill-diversified allied health professions (Perr2Q00). Dr. Perrin followed up this

editorial with an impassioned keynote addressea0003 Eastern Athletic Trainers’
Association (EATA) Annual Meeting, questioning tlhek of ethnic diversity in the
athletic training profession and challenging thelBAmembership to create change for a
more ethnically diverse profession. Perrin statéd,become more diverse as a
profession is to become more inclusive and accgtirtolleagues, athletes, and patients
regardless of color, national origin, race, religisex, or sexual orientation.” (Perrin,
2003, p. 2).

Perrin gave examples of his own efforts as an éduead administrator to
increase ethnic diversity at his university. Heiaated that he had participated in a
campus wide formal mentoring program for ethnicdliyerse students and found it to be
a rewarding and successful venture for both hehesdtudents. He also indicated that he
has applied for an EDAC grant with the primary noiego recruit, retain and educate
ethnically diverse ATS at the graduate level. iRaerlso made several suggestions to the
membership to encourage their involvement in réicigiand retaining ethnically diverse
students into ATEP and the profession. He encaaragrrent ATSs to recruit a diverse
classmate to explore athletic training as a possifeer. He suggested that CATs
working with professional sports could contact guice counselors at local schools with
predominantly Black students to visit team fa@htiand to encourage their professional
teams to support scholarship programs targetingcglhy diverse students interested in
athletic training. Perrin recommended that CATskiay at high schools could invite
ethnically diverse high school students to attendkahops on athletic training and

counsel them on attending an accredited ATEP. Isteiavited his colleagues at the
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university level to incorporate multicultural edtioa into the ATEP curriculum. He
also encouraged the membership to read and fohlewecommendations of the EDAC
on recruitment and retention of ethnically divessedents already made available
through the EDAC brochures and web site (Perrif320
Additionally, this research is important to thelatic training membership as it
begins to fill a gap in the area of ethnic diversésearch in the profession of athletic
training. Such research is nearly nonexistentth\tfie exception of a few unpublished
dissertations and projects, no research on etlivecsity could be found regarding the
athletic training profession.
With the changing ethnic demographics of the Un&eates, a similar
ethnically diverse population of health care ptamters in all allied health and
medical fields will be important to meet the healdine needs of our increasingly
diverse society. Athletes and other physicallyvacindividuals have a right to
seek medical attention from members of their owltuce and ethnicity. In order
to fulfill that right, more ethnically diverse CAEse needed in the ranks of the
athletic training profession.
RESEARCH QUESTIONS
1. What is the perceived effect of mentoring on thecessful college retention and
attainment of the BOC credential of Black women APS
2. What is the perceived effect of mentor race andlgeon the successful
mentoring of Black women ATSs?
3. What other factors contribute to the successfuegel retention and attainment of

the BOC credential of Black women ATSs?
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4. What barriers hinder effective college matriculataind attainment of the BOC
credential of Black women ATSs?
THEORETICAL FRAMEWORK

The theoretical framework that will guide this raseh project requires an
approach that will not objectify the experienceshaf participants, but will instead bring
voice to a historically silenced population of wanand encourage their journey from
the margins to the center. Thus, a Black femthisoretical framework will guide this
study through data collection and analysis.

Black feminist theory (BFT) is a standpoint epistémgy, which is the study of
the world of experiences from the point of viewtlod historically and culturally situated
individual (Denzin, 1997). Epistemology is a “syst of knowing” that examines how an
individual views the world based on their lived expnces in that world (Ladson-
Billings, 1997 and Delgado-Bernal, 2002). Accoglio Hartsock (1983), standpoint
epistemology contends that there are some perspsdti society in which real lived
experiences in the world are not visible or realibg all participants in that world. Two
realities exist in standpoint theory. Persons wkist in the superficial reality do not
realize or experience the same existence as tlewserns who exist in the deep reality. As
such, persons in the superficial reality alienhtesé persons in the deep reality,
progressing through their world ignorant and ireléit to the experiences of others.
Persons in the deep reality realize and acknowléageworld and the world of the
superficial. As such, those in the deep realigyiarthe unique position to inform and
disclose their experiences to those in the supaffielartsock, 1983). This is what

Collins (1990 and 1986) refers to as “outsidersinit
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In the case of BFT as a standpoint epistemologgyvitals the lived experiences
of Black women who experience the world in socfetyn the unique position created by
simultaneously being Black women who are histolyoappressed (deep reality). BFT
offers Black women the opportunity to inform thagleo exist in the superficial reality of
society (the dominant White male perspective) abloeit experiences in the margins.

BFT is the study and articulation of the experiengEBlack women who are
simultaneously situated politically and historigah society at a position based upon
their race (Black), their gender (female), andrtb&iss (disadvantaged) (Collins, 1990
and Collins, 1986). BFT is a framework that dediaad recognizes “a Black women’s
perspective on and for Black women” (Collins, 199053). Collins (1990) identifies the
features of Black feminist ideals as experienceh vacial and gender oppression that
have resulted in distinct issues that are diffefiearh the issues faced by White women
and Black men who have also been oppressed.

By placing Black women at the center of analysid Becognizing the intersection
of race, gender and class in their experiencegkBlaomen are brought from the margins
to the center and their voices can be heard. Bwngpice to the marginalized cultivates
resistance and brings power to the silenced (Ford2ov).

By breaking the silence of the historically mardired and allowing them to tell
their own stories in their own words, Black womeadte their voice, validate their
experiences, and construct knowledge about wina¢&ns to be a woman and a person of
color in a White male dominated society (Formar@4lnd Smith, 1992).

Although BFT is the theoretical framework that gegdhe analysis of this

dissertation, | would be remiss if | did not addrd® influence that Critical Race Theory
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(CRT) will assert of my analysis. CRT is also ansipoint theory that informs and
reveals the insidious, deep reality of color-bliegis and meritocracy in society’s
institutions (administration, economics, politiceleeducation) in order to create change.
CRT submits that racism is a permanent institutib.S. society and that giving voice
to marginalized people is critical to reveal theiperiences that go unrecognized by the
dominant society (Bergerson, 2003; DeCuir & Dixsp@04; Delgado-Bernal, 2002;
Ladson-Billings, 1997; Parker & Lynn, 2002; Parkeeyhle & Villenas, 1999;
Soldérzano & Yosso, 2002; Sol6érzano, Ceja & Yo&a8)0).

Specific to this study, bringing voice to the Blagkmen athletic trainers who
struggled through the historically White male doated athletic training educational
institution and who work in the historically Whit®minated athletic training profession
will hopefully result in the successful alteratiohthe existing social structure. Doing so
may generate momentum toward educational transtarmthat values the Black woman
as an equally proficient student and colleague.

CHAPTER LAYOUTS

As a form of introduction, Chapter 1 of this wadrves to initiate the topic of
diversity in the profession of athletic trainingdaimow the lack of ethnic diversity,
specifically Black women, negatively impacts aticléiealth care in general. It also
includes a discussion of the purpose of this rebe@aroject, which is to examine the
perceived effects of mentoring and other factortherretention and credentialing of
Black women athletic trainers in order to underdtdre impact of those factors on the
academic success of Black women athletic trainindents (ATSs) in ATEPs. Chapter 1

then examines the problem of ethnic diversity m liealth professions from the
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perspective of the other health care professiach&tas and sports professions, and
athletic training before examining the ethnic dsmgrof athletic training education and
the students enrolled in ATEPs. Chapter 1 incliadesxamination of the significance of
the topic of ethnic diversity in athletic trainiog the future of the profession and poses
research questions directed at increasing the launel specific to the perceived role of
mentoring on the successful matriculation of Blackmen in ATEPs. Chapter 1 also
includes an introduction to the theoretical framekwthat will serves as the lens through
which this study will be analyzed.

Chapter 2 will review literature specific to tlyaalitative study. It will include a
discussion of various standpoint epistemologies¢bald serve as the theoretical
framework for this project. Those standpoints enésd range from feminist theory to
several critical race theories. Chapter 2 therclkemes with a review of literature
surrounding the recruitment and retention of ethllyaliverse students and how
mentoring influences college retention.

Chapter 3 will outline the methodology of thisearch project. The qualitative
research design will be presented followed by audision of recruitment methods. The
research instrument will be addressed as wellaptbcedures that were followed for
data collection and analysis. A description ardifigation of the theoretical framework
guiding this work will be detailed.

Chapters 4 will present the results derived fromanalysis of data collected
from the participant interviews. Details of thaalaollection will be presented followed

by an introduction of each of the ten participamsthorough description of the data

33



analysis will be detailed before presenting thellteof the Personal Data Survey and
participant responses to the research questiorgipnghis study.

Chapter 5 will present the findings of this studsach description of the findings
is followed by a review of relevant literature siiedo each respective finding and a
discussion of Black Feminist Theory applied to tirading. The chapter concludes with
implications to the field of athletic training, m@mmendations for future research and

limitations of the study.
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Chapter 2

Review of the Literature

Introduction

A review of the population and census literatuneeads that American society is
becoming more ethnically and culturally diverse aniticontinue to do so through much
of the initiation of the new millennium (Hollmann Mulder, 2000; Manzo, 2000; PEW,
1993; Roach, 2001). The projected increase iretheic diversity of the United States
will affect many facets of American society. Orfdlmse affects will be on the
American health care system and how it will meetvaried needs of all patients
regardless of race and ethnicity (PEW, 1993; U &pddtment of Health & Human
Services, 1985). The body of literature addreskewjth care in an increasingly diverse
American society addresses the need for that fathiaic diversity to be closely mirrored
in the persons working in the allied health prof@ss, which include athletic training.

During the 1990's, colleges and universities aggvedy recruited ethnically
diverse students onto their campuses resulting in@ease in the number of ethnically
diverse students enrolled in higher education. &l most of those newly diverse
colleges and universities failed to equal theirugment efforts with retention efforts,
resulting in a dramatic lack of ethnically divestadent persistence, retention and

graduation in virtually all fields of study, inclumdy the academic programs that prepare
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allied health and medical professionals (Bourne-BoR2000; Campbell, 2000; Roach,
2001; Schwitzer, Griffin, Ancis & Tomas, 1999; ilEh& Matt, 1995).

Although many of the academic programs that prepaadth professionals have
attempted to increase their diversity, few haventmeccessful at recruitment and
certainly not at retention (Aiken, Cervero & Johmd®ailey, 2001; Greenwald & Davis,
2000; Gupta, 1991; Lee, 1992; Fitz & MitcheD(2; Japsen, 1996). Several reasons
have been cited for the continued absence of etlnidiverse students in medical and
health profession preparation programs. Someesktlinclude underpreparation for
college, racism, and stereotyping. Another fredgiyearted reason is the dramatic lack of
ethnically diverse role models and mentors curygmtksent in the health professions
(Aiken, et al., 2001; Greenwald & Davis, 2000; L&892; Hill-Hogan, 1990). Another
reason for the lack of ethnically diverse studentie hesitancy and/or inability of White
health care professionals to serve successfullgeagors for ethnically diverse students
pursuing education in the health care professigrarfs, 1999; Mann, 1992).

The initiation of a formal mentoring program beemdaculty and ethnically
diverse students has been raised as one posslii®sdo the problem of ethnically
diverse student retention and the absence of diyensthe allied health professions
(Lee, 1992; Fitz & Mitchell, 2002; Griffiths & Tgiareni, 1999; Hill-Hogan, 1990;
Mann, 1992; Pittman, 1995).

In order to better inform the researcher and reatleut the current status of
ethnically diverse student college retention ad ag&the concept of mentoring, the
literature review will address the topics of etladlig diverse student retention and

mentoring. However, before addressing these tptlieschallenges of racialized
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research, specifically qualitative research, thd@ilation on several theoretical
frameworks warrants inclusion and will initiateglthapter as part of the literature
review. The definition of standpoint epistemologyl be addressed first in order to
illuminate its role in racialized, qualitative reseh. Next, several standpoint theories
that are appropriate for framing this study willfresented: Feminist Theory, Critical
Race Theory, Black Feminist Theory, and CriticaliM/Istudies.

Feminist theory is a standpoint epistemology thatgs women and their
experiences at the center of analysis. It rec@gnizomen’s subordination in gendered
power relationships in a White male dominated sg@ed her resultant gender
oppression. Because this research project willngxa the experiences of women in
during their athletic training education, Feminigieory is a standpoint in which this
study may be framed.

Critical Race Theory (CRT) is a standpoint thedwttsprang from Critical Legal
Studies (CLS) as a method to expose and resistl iaeguality and oppression in
American institutions (Parker, 1999; Taylor, 1998 RT was developed by people of
color in order to better understand their unique eollective experiences and to utilize
the knowledge derived from that understanding voltgionize the current paradigm in
ways that could ultimately be viewed as costly tbités and beneficial to people of color
(Bergerson, 2003). As a form of oppositional salghip, CRT stands on the insistence
that American society is not as de-raced as theMawld have it seem and it forces us to
critically confront the institutions of law, autlkyrand policy as the focal promoters of
White supremacy in order to break the bond betviesrand racial power. This

dissertation will be examining the experiences laicB women athletic training students
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as they move through the predominantly White edocat establishments that remain
entrenched in institutional racism.

Black Feminists Theory (BFT) is the study and verbéion of the lived
experiences of Black women who are simultaneous$itipned in society at a station
based upon their race (Black), their gender (fejnaled their class (oppressed) (Collins,
1990; Collins, 1986; Delgado-Bernal, 2002). Tiranch of CRT is a relevant frame
for this study, which will look at the effects @&ae, gender and class on the experiences
of Black women in athletic training education prags.

Critical White Studies (CWS) is a subdivision of Ckiat focuses on the critical
study of racism and White supremacy and the mettieadsallow them to persist in
American society (Karenga, 1999; Leonardo, 200¢has an activist purpose directed
at creating social and political change within Airoan society. CWS examines White
privilege as the center of racial institutional gvas it pertains to the eradication of
racism (Rodriquez, Bennefield & Fields, 1999; Warr1999). As a potential theoretical
framework, CWS may serve as an appropriate lesighr which to examine the
institutional racism experienced by Black womeithletic training education programs.

The following discussion will illuminate the spac#g of each of these standpoint
epistemologies and reveal which will serve as tbstrappropriate theoretical framework
for this study.

STANDPOINT EPISTEMOLOGY

An epistemology is the study of the world of expades from the point of view

of the historically and culturally situated indivial (Denzin, 1997). Epistemology is a

“system of knowing” (Ladson-Billings, p. 257, 1997} examines how one views the
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world based upon the knowledge one gains and therexces they encounter in that
world; how one lives and learns based on themsundings (Delgado-Bernal, 2002). As
a form of epistemology, standpoint theory is a s&eaf being engaged not just a bias on
the part of the author or researcher” (HartsoclB3)9 A standpoint theory asserts that
there are some perspectives on society from wigalistic human relationships in the
world are not visible to all participants in thabsd. Hartsock (1983) makes the
following claims about standpoint theory:

1. Material life not only structures but sets tsmon the understanding of social

relations.

2. If material life is in opposition of two grougke vision of those two groups

will also be in opposition (inverse); the visiohtbe dominant group will be

imposed on the subordinate group.

3. The vision of the dominant group is forced bparties and is truth, it cannot

be denied.

4. As aresult, the vision of the oppressed madbhght for; science is required

to reveal the true social situation for all (donrmhand oppressed); education is

required for both to change the situation.

5. An engaged vision (standpoint) of the oppressgases the truth of

relationships with the dominant culture.

Hartsock (1983) also contends that a standpoiatryhievolves two realities; a
deep reality includes and reveals the superfieiality. The superficial reality is not
apparent to both parties in the relationship. @&tamt theories attempt to disclose the

logic that is used to permit those who exist ingbperficial reality to alienate those who
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exist in the deep reality. As stated by Ladsoiigjs (2000), “...there are well-
developed systems of knowledge, or epistemolothes,stand in contrast to the
dominant Euro-American epistemology” (p. 258).
FEMINIST THEORY
Feminist research theory places women and the&résqces at the center of

analysis; its focus is gendered. It recognizeseiws subordination in gendered power
relationships in a White male dominated society lagidresultant gender oppression
(Campbell & Wasco, 2000; Collins, 1990; Collin886; Baca-Zinn & Dill, 1996). As
a standpoint epistemology, womanhood is an earagdjgoint from which researchers
can view the truth of the struggle of women in thelationships with men in a male
dominated society (Harding, 1991). Torkelson ()98éntifies eight criteria for feminist
research:

1. The researcher is a woman.

2. Feminist methodology is used.

3. The research has the potential to help its pasndig

4. The focus is on the experiences of women.

5. Itis a study of women.

6. The words ‘feminism’ or ‘feminist’ are used.

7. Feminist literature is cited.

8. The research is reported using non-sexist language.

As a standpoint theory in research, Hartsock (1888gates the following

principles of Feminist Theory:

1. Money (material benefits) motivates social relasioips.
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2. Feminist standpoint threatens man’s material sgcasi the
dominant gender that forces men to maintain theesysand
forces women to suffer under it.

3. Women and men are forced to participate in a maieigiated
system of relationships; it is real and cannoti&eied.

4. Women must use scientific study to reveal the talgbut their
oppressed status and male dominated system. Wiomsin
educate men about the reality of the relationshgpeducation
women about how to struggle against male domination

5. Research results in a feminist standpoint that sspaonale
dominance as truth in relationships between mensamden in
society.

Hartsock (1983) goes on to indicate that femirtishdpoint theory is important to
the purposes of revealing, understanding and theonsing all forms of domination in
society. As a critical theory, research framed fieminist theory lens aims to generate
knowledge that critically examines and exposes gexttipower and privilege within a
social context and ultimately initiate change fowge who are oppressed by their gender
(Hartsock, 1983; Merriam, 1998).

In 1991, Anderson conducted a qualitative dissertagtudy in order to
investigate and describe the perceived experiesici® first women who became
certified athletic trainers and entered the maimidated field of athletic training in the
1970s. Anderson’s (1991) study was the first stfdyomen in athletic training and

very little was known about the early experiencethe first women athletic trainers, the
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barriers they faced and the strategies they usedge. Anderson conducted semi-
structured interviews with thirteen women, all diam were White, who were identified
from the 1989 NATA Membership Directory as CATsviee¢n January 1970 and
December 1974. At the time of the interviews thdipipants ranged in age from 38-56.
Feminist and oppression theories were the theatdtmmes used to analyze and discuss
the experiences of the participants. AndersonXi#ntified several findings in her
study:

1. Athletic training was a male domain.

2. Women athletic trainers were excluded from accegsdgrams, facilities,
equipment, budgets, high risk sports and supenvidiat male athletic trainers
had access to.

3. Coaches, athletic directors and male athletic érainlid not understand what
the role of women athletic trainers and were nppsutive of the women.

4. Women athletic trainers were responsible for a teeavorkload assignment.

5. There was a good ole’ boys network in athleticriireg.

6. Women athletic trainers faced homophobia regardiéseir sexual
orientation.

Anderson’s (1991) study revealed that the first warathletic trainers faced a
prevalence of sexism and homophobia in the physitatation and athletic training
environments. The oppression that the participaxperienced because of their gender
in a male dominated setting kept them silent abiweit situations and feeling isolated,
fearful and powerless. Anderson also found thatdrticipants did not share the

perception of shared identity as a subordinatsaatied group with other women athletic
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trainers. As a result of her findings, Andersb®91) recommended that women CATSs
needed to educate themselves about sexism and hotnapdevelop a collective
identity as women CATSs, and develop mentoring i@tships and support networks with
each other to start to create change for womelneirptofession.

In utilizing interviews to collect data from thergiaipants, the investigator serves
as the research instrument. Due to the fact heaintvestigator in this study is a woman
and the participants are also women, a ready asgamyould be that this research
project would be framed and guided by a feminisbtitical framework. After all,
feminist research is defined as “research on woimgmomen, for women” (Webb,
1993, p. 422). Feminist research theory placesevoamd their experiences at the center
of analysis; its focus is gendered. It recognwemen’s subordination in gendered
power relationships in a White male dominated $g@ed her resultant gender
oppression (Campbell & Wasco, 2000; Collins, 1¥8ca-Zinn & Dill, 1996).

This research project certainly meets several®ttiteria outlined above:

1. The researcher is a woman.

2. Feminist methodology is utilized.

3. The intent of the research is to produce resuéts il benefit the

participants.

4. The focus of the investigation is on the lived eigxaces of the participants.

5. The research participants are women.

6. The terminology “feminism” appears in the content.

7. Feminist literature is cited.
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Despite meeting these criteria, a feminist resetrebry will not be the
framework through which this study is guided. Altigh the investigator in this research
project shares the same gender with the particgpahte does not share the same race;
the investigator is White and the participantsBleek. With this interracial dynamic
between the researcher (research instrument) anghittiicipants, a traditional feminist
theoretical framework becomes a frame that warravglance.

The problem that traditional feminist theory pogea “multicultural” study such
as this is that traditional feminist scholarshig héstorically placed the White, middle
class (privileged) woman at the center of analymgnowledging gender, but excluding
its intersection with race/ethnicity and class @sgion (Collins, 1990 and Collins, 1986).
By focusing on White women in their studies oneéRkperiences of women, traditional
feminists failed to recognize that while they mayd been oppressed by their feminine
gender, White women were also privileged by thentéhess.

In the feminist struggle for gender equity and watsdiberation, shared race
(White) was a more powerful social and politicadtta in the movement than shared
gender. Black women continued to be oppressetidiy gender AND again by their
race. This resulted in increased knowledge oedtperiences of White women who were
then able to parlay that knowledge into benefia@lon in order to enjoy greater equality
and less sexism in a White male dominated socigtyfortunately, this early feminist
research also resulted in an assumption that theriexces of White, middle class
women were the universal norm for all women regasslbf race or class. As such,

ethnically diverse women were excluded from therbition enjoyed by White women,
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their voices silenced, and their experiences matged (Forman, 1994; Taylor, 2001;
Collins, 1990; Collins, 1986; hooks, 1989; hqakd81; Baca-Zinn & Dill, 1996).

Black women (and other ethnically diverse womemjticme to be objectified at
the hands of traditional feminist research, whiaynmclude data collected from
ethnically diverse research participants, buttisnately analyzed and interpreted with
the White woman and her experiences (the assunwd"hat the center (Collins, 1990;
Taylor, 2001; hooks, 1989).
CRITICAL RACE THEORY

Critical Race Theory (CRT) is a derivative of @atl Legal Studies (CLS), which
originated from American law during the mid-1970sl a grounded in activism. CLS is
an activist legal movement that evolved when trawil civil rights litigation failed to
create significant racial reform in the U.S. THeSGmovement challenges legal
scholarship that was originally developed exclulgivoly members of the dominant
(White male) culture. CLS focuses on a policylgsia, which favors a form of law that
specifically addresses individuals and groups giad@nd cultural contexts. By doing
so, CLS attempts to expose inconsistencies inatlvdohsed upon racism, which has
perpetuated White dominance in American SocietyQe& Dixson, 2004; Ladson-
Billings, 1997; Parker & Lynn, 2002; Smith-Madd&&Soldérzano, 2002; Soldrzano,
Ceja & Yosso, 2000; Taylor, 1998).

CRT is a standpoint theory that sprang from CL&ddress and expose racial
neutrality and color-blindness in arenas beyondubieial system such as
administration, economics, politics, sociology, wanis studies and education (Parker,

Deyhle, & Villenas, 1999; Taylor, 1998). CRT wadsveloped by people of color in
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order to better understand their unique and calle@xperiences and to utilize the
knowledge derived from that understanding to revmhize the current paradigm in ways
that could ultimately be viewed as costly to Whigesl beneficial to people of color
(Bergerson, 2003). As a form of oppositional sahghip, CRT stands on the insistence
that American society is not as de-raced as theMawld have it seem and it forces us to
critically confront the institutions of law, autlkyrand policy as the focal promoters of
White supremacy in order to break the bond betviesrand racial power (Bell, 1993;
Ladson-Billings, 1997; Taylor, 1998).

Within the American educational system, CRT cam lbseful framework to
allow researchers to evaluate the effects of raosrhe educational experiences of
ethnically diverse students from the perspectivinho$e students (DeCuir & Dixson,
2004). Solérzano, Ceja & Yosso (p. 63, 2000) dessrCRT in education as a theory
that,

... offers insights, perspectives, methods and pegiagahat guide our

efforts to identify, analyze, and transform theistaral and cultural

aspects of education that maintain subordinatedanainant racial

positions in and out of the classroom.

As a critical research theory, the knowledge predusy educational research
framed in CRT is an ideological critique of pri\gke, power and oppression in the
areas of American educational practice. When &unolwledge is created,
resistance against oppression within the educdtiositution is better able to
initiate transformation (Merriam, 1998; Smith-Madxd& Sol6rzano, 2002).

Parker and Lynn (2002) insist that CRT is needegtlimcational research in order
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to give voice to historically marginalized groupgualize the dominant culture’s
racial bias propagated by traditional methods séaech and rectify knowledge
generated by inappropriate methods.

There are several tenants of CRT, which drivefthimework. The first is that
racism is permanent and rooted in all aspects odrdgan society. Racism is SO common
in American society, and is so ingrained in the.l$&ial order, that it appears both
normal and natural to the people participatinghat tsociety. Racism is a central and
enduring fixture that operates at all levels of Aicen life. It is such a normal part of
daily American life that racism, whether overt abe, goes unrecognized and
unacknowledged by the dominant culture (Bell, 198&rgerson, 2003; DeCuir &
Dixson, 2004; Ladson-Billings, 1997; Parker & lyr2002; Smith-Maddox &
Solérzano, 2002; Taylor, 1998). The institutiaswal of racism in the American
education system results in the alienation, mafigeizon and silence of ethnically
diverse students, especially those educated watlihiVl (DeCuir & Dixson, 2004;
Soldérzano & Yosso, 2002; Soldérzano, Ceja & Yo&a80).

A second tenant of CRT is the collection and iraéign of experiential
knowledge of ethnically diverse people throughytdling or counter storytelling
(Bergerson, 2003; DeCuir & Dixson, 2004; Ladsotiijs, 1997; Sol6rzano & Yosso,
2002; Taylor, 1998). Storytelling is an acceptaljualitative method “to analyze the
myths, presuppositions, and received wisdoms tlakierap the common culture”
(Ladson-Billings, p. 264, 1997). Counter stories ‘@aarratives that challenge the
dominant version of reality” and oppose the negasitereotypes and beliefs promoted by

Whites about non-Whites in order to maintain rap@ier (Bergerson, p. 54, 2003;
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Parker & Lynn, 2002; Solérzano & Yosso, 2002; [0ay1998). Storytelling gives
voice to the marginalized and exposes the truthitatacism informed by the lived
experiences of the subordinate culture (DeCuir &bn, 2004; Delgado-Bernal, 2002;
Parker & Lynn, 2002; Sol6rzano & Yosso, 2002; [6ay1998).

A third tenant of CRT is a critique of liberalisrdust as CLS challenges
traditional, liberal legal scholarship for beingffective in combating racism within the
American legal structure, CRT challenges the libgraas being ineffective in reversing
the institutional racism that plagues American styci CRT asserts that traditional
liberal practices are too slow and unproductivenaking worthwhile and tangible
progress and change in the struggle against rg@sigado-Bernal, 2002; Smith-
Maddox & Sol6rzano, 2002). As stated by Ladsoiijs (p. 264, 1997), “Racism
requires sweeping, immediate changes, but libenalias no mechanism for such
change”. CRT is skeptical of liberal methods sasmeutrality, color blindness and
meritocracy as weapons against racism, insteaddmngy them tools that are more
effective in sustaining racial discourse. If thesologies were effective, racism could
not persist in American culture (Bergerson, 2008CDir & Dixson, 2004; Ladson-
Billings, 1997; Solérzano & Yosso, 2002; Soléraa@eja & Yosso, 2000; Taylor,
1998).

A fourth tenant of CRT is that White people havaedféed most as a result of
civil rights legislation because it fell under tt@ncept of interest convergence. For
example, White women benefited most from Affirmatiction in the employment
market. Affirmative Action was a worthwhile prognand met with government

approval and lawful enforcement (both predominawlyite entities) because it also
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contributed to the self-interests of White Amerg#&beCuir & Dixson, 2004; Ladson-
Billings, 199; Taylor, 1998).

DeCuir and Dixson (2004) conducted a qualitativelgtutilizing CRT to
illustrate the presence and effects of racism erettperiences of African-American
students enrolled in a predominantly White indegemdecondary school. The school
where the study took place was located in a laitgarcan affluent, predominantly White
area in the Southeast. The study took place duine@002-2003 school year when the
enrollment consisted of 599 students, K-12, wittydd African-American students
enrolled. Two African-American students were intewed in this study; Malcolm, a
17-year-old senior from a middle class family aratl#ra, an 18-year-old recent
graduate from an upper class family.

One of the tenets of CRT is counter-story tellisgaameans of giving voice to
those who are silenced by their positions as mahged within society. Quite often
Malcolm and Barbara were silenced by their isolated marginalized positions within
the predominantly White school. This study gawentlthe opportunity to share their
stories and experiences, giving them voice and grgdhe “Othering” they experienced
at a school that claimed to celebrate diversityGDie & Dixson, 2004).

Another tenet of CRT is the permanence of racisfalcolm cited an incident in
which a White male student was not expelled frohost for making terroristic and
racialized threats against an African American stid Malcolm felt that the White
administrators did not consider the racializeddtseserious or significant enough to
warrant expulsion. Because racism is a permamndotd in U.S. society, the

administration was not surprised by the racistdant (DeCuir & Dixson, 2004).
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Another tenet of CRT is interest convergence. notlaer example cited by
Malcolm, he was asked several times on the firgtheaattended school if he played
football. He felt stereotyped by the White studest a Black athlete and that he would
be more welcome at the school if he could conteltatthe football team. The schools
interest in improving its football program convedgeith Malcolm’s interest in attending
a good school and getting a strong education (De&diixson, 2004).

BLACK FEMINIST THEORY

Black feminist theory (BFT) as a standpoint episitrgy has been extensively
written upon by a great number of Black feminisB&T brings attention to the unique
lived experiences of Black women who participatéocagsiders within” a society at the
intersection of race, class, and gender (Collif®0land Collins, 1986). In the case of
BFT, it is the study and articulation of the expedes of Black women who are
simultaneously situated politically and historigat society at a position based upon
their race (Black), their gender (female), andrth&iss (oppressed) (Collins, 1990 and
Collins, 1986 ). Delgado-Bernal (2002) describ&3 Bs a critical raced-gendered
epistemology that creates knowledge and understgrim#ised on the racialized and
gendered experiences of non-White people. BFTiigmework that defines and
recognizes “a Black women'’s perspective on andfack women” (Collins, 1990, p.
53). As stated by Forman (1994, p. 38),

By seeking to multiply rather than reduce the knawanables that influence

positionality and perspective, Black feminist thetsrare able to apply standpoint

theory to their experience with greater precisiod atility. In this sense, one can

begin to address precise questions about how fheriexces of Black women can
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be approached from within the theoretical contextteminist and Afrocentric
analyses.
Taylor (2001, pp. 18-19) further describes Blaakifasm as a theory that,
...attacks racism, sexism, and poverty simultaneouBlgck feminism places
Black women at the center of analysis and addrebsesimultaneous
convergence of racism, sexism and poverty in tipeeanced life of Black
women in a patriarchal society that is dominate@utmpcentrism. The ultimate
goal of Black feminism is to create a political reovent that not only struggles
against exploitative capitalism... but that also saekdevelop institutions to
protect what the dominant culture has little resecl value for — Black
women’s minds and bodies.
Collins (1990) identifies the features of Black farst ideals as experiences with racial
and gender oppression that have resulted in disgsges that are different from the
issues faced by White women and Black men who béseebeen oppressed. The
knowledge produced by research framed in the |€B&® emerges from the
experiences that Black women have lived througHendtanding at the intersection of
racism, sexism, and classism (as well as othenpatéorms of oppression) (Delgado-
Bernal, 2002).
By placing Black women at the center of analysid Becognizing the intersection
of race, gender and class in their experiencegkBlanmen are brought from the margins
to the center and their voices can be heard. Bwngpice to the marginalized cultivates

resistance and brings power to the silenced (Ford2ov).
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Aiken, Cervera and Johnson-Bailey (2001) conduatgdalitative study to
explain factors that encouraged and discouragepaheipation of Black women in
registered nursing (RN) completion programs. Theidy was analyzed and discussed
through BFT framework. The researchers conduated-structured interviews with ten
female participants, all of whom self identifiedBlack. The results revealed that the
participants were encouraged to continue in theprRigram by their personal character
traits and belief system as well as their motivatio improve their social mobility. The
participants with greater previous nursing expergefound it easier to continue in the
program. The results also revealed that the paatits were discouraged by feelings of
alienation (outsiders), intimidation, differentatment, silence, indifference, and
humiliation because they were Black.

CRITICAL WHITENESS STUDIES

Critical Whiteness Studies (CWS) is “...the explayatof what it means to be
White...” (Rodriquez, Bennefield & Fields, p. 20,989. It is a subversion of CRT that
focuses on the critical study of racism and Whiteremacy and the methods that allow
them to persist in American society (Karenga, 1988pnardo, 2004). CWS is often
misunderstood as a White supremist movement ardy stf “White trash” culture.
Although it includes the study of White populartavé, CWS is a strand of CRT with an
activist purpose directed at creating social andigal change. CWS examines the
unearned privileges of Whiteness as the centeaailrinstitutional power as it pertains
to the elimination of racism (Rodriquez, Bennefi&ldrields, 1999; Warren, 1999).
Instead of investigating racism from the marginendwWhite and racially oppressed),

CWS investigates racism from the center (White raaehlly privileged) (Warren, 1999).

52



CWS attempts to reveal how White people view théveseand others in relation to non-
White people and how Whites define Whiteness. CGAg8 examines how Whites define
race, view racism and White privilege and how Whetgs is socially constructed. These
are all examined under the frame of CWS in ordesmi racism and the racist practices
of White society that create and continue to reereacial oppression and White
supremacy in American Society (Leonardo, 2004; riqaoéz, Bennefield & Fields,

1999; Warren, 1999).

Croll, Hartmann and Gerteis (2006) conducted aaresestudy using survey data
from the American Mosaic Project and following a S\heoretic framework to guide
the analysis. The American Mosaic Project is atinyelar, multi-method study of the
bases of solidarity and diversity in American liféhe survey portion of the American
Mosaic Project was administered via random-digal-ghone survey to 2,081
participants in the summer of 2003. The reseascbeught to analyze three specific
propositions:

1. The salience of White identity (that Whitenessigsible).

2. Awareness of White privilege (the lack of awareraisé/hite privilege).

3. Adherence to colorblind, meritocratic individualigthat hard work is the

American way).
In their analysis of the data, Croll, et al. (20@9used on the ideal of CWS as a deep,
normative, taken-for-granted quality of Whitene3ey found that Whites see their race
as less salient, visible and important than otterand that they are less aware of White
privilege than other racial groups. Another firgliwas that Whites adhere to the

colorblind ideology and system of meritocracy asriason for their success. They also
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found that Whites are more connected to their ownt&\dentities and more aware of
the advantages of Whiteness than previously thoughe surprise finding in this study
was that all Americans, regardless of age or faelgve in a colorblind ideology; in
other words, all American share a similar visiorthef American dream (Croll, et al,
2006).
ETHNICALLY DIVERSE COLLEGE STUDENT RECRUITMENT AND
RETENTION

The call for more ethnically diverse allied hegitlofessionals appears to be a
major factor in the need to retain diverse studentee academic preparation programs
that feed those professions. Another interestmgnd) force to support the retention and
persistence of ethnically diverse students is beaggnized following the assessment of
the 2000 U.S. Census and a publication from thec&ithinal Testing Service. These
reports predict a coming surge in ethnically dieesgident college enrollment.
Institutions of higher education will need to prep#or an even greater ethnicity of
college students between the ages of 18 to 24ébydar 2015, when a potential 1.6
million students will enroll in higher educatiorBy 2015, approximately 80% of the
increase in enrollment will be attributed to etlatiig diverse student enrollment, while
the White student presence on campuses will dezifeas 71% to 63% of total student
enrollment. It is anticipated that the enrollmehAfrican American students will grow
just slightly and remain relatively constant withrient enroliment at 13%. Asian
American college students are predicted to bedbed growing population, increasing

from 5% to 8% and outnumbering African Americaniegé students by 2006. Hispanic
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Americans will increase from 11% to 15% to représbke largest college enrolled
ethnically diverse group by 2015 (McGlynn, 20009akh, 2001; Manzo, 2000).

These ethnically diverse undergraduate studentleraot trends already are
being demonstrated in the NATA undergraduate meshii@idemographics, with Asian
American and Hispanic American athletic trainingd&ints outnumbering African
American students. Asian American students hawtentiae biggest jump in enroliment
from 2.2% in 1999 to 4.3% in 2003 (NATA, 1999; NAT2003).

During the last decade, institutions of higher edion recognized the need to
improve the diversity of their campuses and intitvigorous recruitment efforts of
ethnically diverse students. Their efforts re=iiiin a considerable increase in the
number of ethnically diverse students who enroitekigher education (Bourne-Bowie,
2000; Campbell, 2000; Roach, 2001; Schwitzer etl8PR9; Thile & Matt, 1995). Both
Historically Black Colleges and Universities (HBOQUsd Predominantly White
Institutions (PWIs) enjoyed this surge in collegedent enrollment. However, PWIs saw
the greatest growth with 75% of African Americandgnts attending PWIs (Bourne-
Bowie, 2000; Harris, 1999). Despite efforts torogicand enroll diverse students into
higher education, most of the newly diversifieditagions failed to assert the same
efforts, energy and attention on retention metfaakprograms to help ethnically
diverse students persist in college to the poirgrafiuation. This failure resulted in a
remarkable increase in ethnically diverse studenp dut rates in virtually all fields of
study, including the academic professional progrras prepare allied health
professionals (Bourne-Bowie, 2000; Campbell, 20R&ach, 2001; Schwitzer et al.,

1999; Thile & Matt, 1995).
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As PWIs have had to recognize their responsikititgupport ethnically diverse

student persistence and retention, researchersdti@rpted to assess the reasons

contributing to the failure of PWIs to retain thdiverse students. A plethora of reasons

have been noted in an overwhelming amount of liteea African American students

have encountered the following challenges to thesdemic success and retention

(Bourne-Bowie, 2000; Thile & Matt, 1995; FeagWera & Imani, 1996; Amaury &

Cabrera, 1996; Chavous, 2000; Douglas, 1998erka@, 1997; Rowser, 1997):

1.

8.

9.

Difficulty adjusting to a predominantly White socand academic
environment.

Subtle and overt racism.

Student segregation (institutional or self imposed)

Perceived unwelcome campuses to diverse students.

Lack of ethnically diverse faculty and staff meistand role models.

Culturally insensitive faculty and staff.

. Socioeconomic problems.

Poor secondary academic preparation.

Dissatisfaction with academic program.

10.Unclear academic and career objectives.

11. Greater levels of stress.

12.Negative stereotyping.

African American female college students conterith these, as well as

additional challenges, impeding their successfurindation through college to

graduation. Not only does the African American &arstudent face the challenges of
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being a person of color, but she also faces thiéeclgees of being a person of color and a
female (Levey, Blanco & Jones, 1998). Abney arnchBy (1991) referred to this unique
challenge as a “double whammy”. The African Amanidemale is often stereotyped by
the surrounding White environment as a “whore”,farel queen and not “fully human”
(Feagin et al., 1996). People assume she is ufigdalcademically to be in college and
was admitted to fill an affirmative action quot@uite often, she feels she must put her
social life on hold until after college due to theavailability of African American male
students who are far fewer in number than Africanefican women on college
campuses and who also “discover White women” (Lefdgnco & Jones, 1998). Just as
the African American female college student is albgialienated from her peers, she is
also less likely to find support from the predonmitia White male faculty who tend to
mentor students more like themselves (White ane)r{deruchim & Shapiro, 1992)

The 1990’s saw the initiation of several formalmoging programs with the
primary purpose of increasing ethnically diversalsnt retention implemented in higher
education. It was proposed that college retemtades of ethnically diverse students
could significantly improve with the formal and amfal assistance and participation of
faculty sponsors and mentors. Those ethnicallgrde students who did complete
college degrees recognized for themselves the tapoe of connecting with a faculty
member to guide them through college and into ghefessional career path (Brown,
1998; Evans, 1999; Thile & Matt, 1995; Levey, BRlar& Jones, 1998;Haring, 1999;

Lee, 1999; Murrell, Crosby & Ely, 1999; WilsorQ@D).

57



MENTORING AND RETENTION

The concept of mentoring, as a means to improvacglly diverse student
college retention, has been shown to have memtwdyer, there are several problems
that decrease the effectiveness on ethnically sevstudent recruitment. An obvious
problem is the lack of mentors, specifically etlatlig diverse mentors, at predominantly
White colleges and universities (Lee, 1999; LeBgnco & Jones, 1998; Mann, 1992;
Evans, 1999; Haring, 1999; Murrell, Crosby, & EI999). Another problem
surrounding the mentoring model is the assumphah & mentor is someone with status
who assists a protégé who needs to be mentoradthé&ethnically diverse student, this
assumption promotes a negative connotation thatristégé’s need is based on weakness
or a deficit of some kind (Haring, 1999; Leon, DQbarty & Maitland, 1997).
Traditional mentoring relationships also are fouh@ehomogeneity that significantly
favors Eurocentricity, meeting the needs of theté&/male and alienating women and
people of color (Harris, 1999; Murrell, Crosby &ENL999). Mann (1992) and Pittman
(1995) agree that traditional models of mentorirgtaerarchial and allow an unequal
power relationship that favors European Americafemand places women and
ethnically diverse people at risk. Bulstrode antht{2000) go so far as to refer to
mentoring as a form of “nepotism” supported by sexand racism. Another obstacle to
the successful mentoring of diverse students isehéency for mentors to focus their
mentoring attention on persons similar to themse(ann, 1992; Jeruchim & Shapiro,
1992).

There is evidence to indicate that successful aneng has a positive effect on

ethnically diverse students’ college retention prafessional success (Brown, 1998;
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Campbell, 2000; Lee, 1999; Levey, Blanco & Jod€88; Thile & Matt, 1995).
Therefore, it will be important to determine if eitally diverse female students enrolled
in ATEPs have access to mentors, if ethnically igdemale students do participate in
successful mentoring relationships, and if the menare White or non-White mentors.
It also will be important to determine if the ettity of the mentor is important for the
relationship to be successful in terms of graduagiod professional matriculation.

A handful of studies suggest that mentors whoestia@ same race and gender
with their students are desirable. However, shased and gender are not necessary so
long as the mentor is connected to a professiogtatark and able to effectively
introduce his/her students into their shared psafes Brown (1998) published an article
citing an informal assessment she performed witle@gues at a conference regarding
their academic success leading to professionakssccShe found that 100% of her
ethnically diverse female colleagues believed tiwit mentor, usually a White male, had
made the biggest difference in assisting themtovige” their educational experience in
the sciences.

In their bookHow to succeed on a majority campus: A guide flonieally
diverse studentg,evey, Blanco & Jones (1998) present their suhsuategies for
women of color enrolled at PWIs. One of their sesj@ns is to find a mentor, a task the
student should consider a high priority upon afmracampus. They also indicate that it
may be necessary to look for that mentor among &\fatulty members who have a
reputation for being supportive and sensitive tac&in American student culture.

Lee (1999) conducted a qualitative study at a langean, research institution in

the Southeast United States to answer such qusestiime institution’s enrollment was
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predominantly White with 81% of the undergraduaipyiation being White, 11%
African American, and the remaining 9% represefibéder” ethnically diverse students.
The six-year completion rate for the Class of 1888 55% for all students, but only
37% for African American students. Only 4% of teaured faculty consisted of African
Americans, resulting in a ratio of one faculty memto every 27 African American
students. This ratio created a poor mentoring/nadeleling to ethnically diverse student
ratio for same-race mentoring.

In this study, Lee investigated the University Tition Program (UTP) to assess
the program’s contribution to first year ethnicalliyerse college student persistence.
She conducted a qualitative study to ascertaipénspectives of diverse students toward
their adjustment to college at a PWI and the véhey placed on faculty mentor
relationships. Her study consisted of focus grimtgrviews conducted three times per
academic calendar. Each focus group consisteeveisstudents. A total of 120
students participated in the focus group sessitps. specifically studied three particular
areas:

1. The students’ perspective of adjustment to lifeaggredominantly White
campus.

2. The students’ perspective on having a mentor.

3. The students’ perspective on the importance ofrftagisame-race
mentor.

Lee found agreement among the participants thatramsition to student life at a
PWI is a yearlong process that requires the studesdjust to the majority culture. The

investigator also found there was significant agreat among the students who thought
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that a mentor would be a tremendous help to tlw@idamic and professional
development, and would assist them in persistirid graduation. Additionally, there
was strong agreement among the participants timetexting with African American
faculty mentors was less important than having atoran their career field. Most felt
they could get the cultural connection throughla model outside the university setting.
Most of the students also felt that there wasangtneed for cross-cultural mentoring,
and that diversity was needed to promote multicaltperspectives of the real world, as
well as gain insight into the dominant culture.cRavas less important than the quality
of the faculty interaction, and ethnically divestadents preferred mentor relationships
matched by academic career paths. The author reeoded that future research be
conducted at other institutions to determine iffirdings on mentoring and retention
extended elsewhere (Lee, 1999).

Campbell (2000) also examined the differing petiogys of mentoring
relationships between ethnically diverse studentisfaculty. In this study conducted
between 1995 and 1998, a questionnaire was samaiedom sample of students and
faculty mentors participating in a mentoring pragrat a large West Coast metropolitan
university. Responses were collected from 205lfgcuentors (38%) and 182 students
(17%). Sixty-three percent of the faculty resparidevere women, 66% were White,
13% were Latino, 10% were Asian and 8% were Afriéamerican. Fifty-eight percent
of the student respondents were women, 70% wered_ahd 18% were African-
American. Both students and mentors perceivedttigaientoring relationships were

valuable to both students and faculty and bothgmltenefited from the mentoring
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relationships. The perceived benefits of the mamgarelationship did not differ due to
gender or ethnicity of the students or the faculty.

Lee (1999) and Campbell's (2000) conclusions selecnasistent with several
other studies that also found that quality, netwedrknentoring was critical and desirable
to ethnically diverse students. They also fourat #ame-raced mentoring was welcomed
when the opportunity presented, but was not asartEnomoto, Gardiner & Grogan,
2000; Gibbons, 1993; Hall & Rowan, 2000; Harih§99; Harris, 1999). Similarly,
Wilson (2000) made the distinction that, althoughoan American male mentors held a
special place in the growth and development ofcafni American male students at
predominantly White colleges and universities, raesifrom both races were welcome
with the importance lying in the actual existenééhe mentoring relationship.

In another study, Thile and Matt (1995) investaghthe Ethnic Mentor
Undergraduate Program (EMU) at a predominantly @/&iite university. The EMU
program was a yearlong program targeting Africanefican freshmen and transfer
students in the College of Health and Human Sesvicevho were undeclared. The
focus of the program was centered around the ictieraof the student with the assigned
faculty mentor in both individual and organized gp@rocess. The purpose of their
study was to assess:

1. whether the program helped protégés to perfornebettheir first year
than all freshman and transfer students.
2. whether protégés were more likely to return thet aeademic year that all

freshmen and transfer students.
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3. whether protégé self-esteem , generalized contenfrard academic self-
efficacy changed during the first academic year.

Participants for this study consisted of 27 womedh five men, ten of whom were
African American, 19 who were Hispanic Americansg éhree who were Filipinos.
Seventeen of the participants were freshmen amiel® transfer students. Eighteen of
the participants had declared a major, while 14ewsrdeclared. The participants were
matched as closely as possible with a faculty nreatoording to ethnicity and major
(specifics of faculty ethnicity were not includedthe study). Measures used in this
assessment were administered as a pretest inlthé T890 at the beginning of the
semester and then again as a posttest at the ¢imel gfring 1991 semester.

Results demonstrated that the freshmen participgrade point average (GPA)
dropped slightly but was higher that the total ensity freshmen population. The
transfer student participants’ GPA rose signifitgrwhile the GPA of total university
transfer student population remained the same. tdlleg results were the 82% return
rate (retention) of the participating freshmen 8élo return rate of the participating
transfer students in comparison to the 73% and &Z&6n rates of the corresponding
university populations. The results lead to a agsion that the faculty mentor
relationship with the participants of the EMU pragr had a positive influence on
retention of the ethnically diverse student pgvtacits. The authors indicated that future
research on mentoring as a means of retention warnéfit from assessing the nature of
mentor-protégé interaction (Thile & Matt, 1995).

Schwitzer et al. (1999) conducted a study assesBetyansitions of African

American college students to PWIs. Participantheir qualitative investigation were
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fourth year African American college seniors. Twyetwo participants, 13 women and
nine men, took part in a series of focus grouplseylwere asked three open-ended
guestions about their social adjustment to theegellexperience. Four factors of African
American student social adjustment at PWI weretiled. Of particular interest was the
agreement among participants that they desiredrdameg relationship with a faculty
member they would be comfortable with. The red®ens recommended that new
students be matched with a faculty mentor based aptiural/racial similarities
(Schwitzer et al., 1999).

In 2001, Aiken et al. conducted a qualitativedstusing a Black feminist
theoretical framework to examine the factors timaberaged and discouraged African
American women from participating in registeredsaucompletion programs. Their
problem of focus was motivated by the lack of reseassessing the educational
experiences of non-White adult students pursuinging education and that omission
resulted in the assumption that the experienc&$lotfe students were the norm. Their
subjects consisted of seven women who were enrmileghistered nurse completion
programs and three women who were recent gradpetgsams of a registered nurse
completion program. All subjects self identifiasl Black.

The subjects participated in a semistructuredyiddal interview that was tape-
recorded in a two-hour session. Investigators tale& field notes during the interview
process. Data were analyzed by constant companaigthodology and subjected to peer
examination to improve internal validity. Findingsoduced factors that encouraged

program completion as well as factors that disogenlgprogram completion.
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Two themes emerged as factors that encouragedfects to complete their
programs and were grouped as intrapersonal angraliltinterpersonal factors that
encouraged subjects to complete their program personal characteristics such as
determination and self-motivation and belief systesuch as a belief in God, faith and
spirituality. Cultural factors that encouragedgraom completion were social mobility,
professional advancement and previous nursing epss.

Two themes also emerged as factors that discouthgezlibjects to complete
their programs. One theme was consistent withheeries grounded in Black feminism
in which the Black woman is aware of herself agatsider when compared to the norm
(assumed to be White). This awareness of beirmugsider resulted in feelings of
alienation from classmates and instructors bothenclassroom and the clinical setting.
Thus, mentoring relationships were not formed wlitdr instructors and clinical
supervisors. The other theme of factors that disoged program completion revolved
around cultural racism and racial discriminaticgsulting in a sense of injustice and
psychological distress for the subjects. As descrby the authors, the culture of racism
experienced by the participants involved situativhen the Black women nursing
students were discriminated against by way of imt&tion, difference in treatment, and
being ignored or humiliated in with respect to th&hite classmates. Ultimately, the
authors concluded that institutional racism is aibato Black women enrolled in
registered nurse completion program, resultingoiarpetention of those women in such
programs and a lack of representation in the ngrsmfession.

Specific to the mentoring of Black women in atluigt Abney (1988) conducted a

gualitative study to examine the significance arftbence of persons on the professional
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development of Black women in athletics at insiitag of higher education. In addition
to other factors, her study included a specifidysia of the influence of role models and
mentors in the lives of her subjects. Subjectevidentified from the 1986-1987
National Directory of Intercollegiate Athletics. furvey questionnaire was used to
identify Black women coaches and athletic admiatstts. One hundred and ninety one
Black women were identified as coaches or athbdiministrators and were surveyed.
Ninety-one (48%) responded to the second surveyenty Black women were then
selected to participate in an interview with theeacher.

Most of Abney’s subjects were between the age®ab210, unmarried, born in
the South, raised in large communities, and wegista The participants listed the
following factors as most helpful in the developmefitheir professional careers:
having strong drive and determination, being caenrftd being competent, believing in
God, having family support and being a good athldtiee participants also named the
following factors as the most experienced barttiertheir career development:
inadequate salary, lack of support groups, bemwgman, employer discrimination
(sexism and/or racism), and the lack of cultural aocial outlets (at PWISs).

Mentors and role models were not available to tleatgr percentage of the Black
women coaches and athletic administrators in Alsstldy (1988). As such, the
subjects turned to family members and friendsltohiese roles. The respondents listed
mothers, teachers and coaches as influential rotdets. For Black women at HBCUSs,
the respondents named teachers, administratorsoauthes as their mentors with most
being Black, teachers being women and adminissatnd coaches being men. For

Black women at PWI, mentors tended to be a coaemd, or mother with most coaches
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being White females and most friends being Black ared women equally. Interviews
with the subjects brought out the perception thatrhentoring process was more directed
than guided for a majority of the Black women analtta bond was not established with
the mentor.

For the participants in Abney’s study who did ngperience the guidance of a
mentor during their career development, they fedt had they enjoyed the guidance of a
mentor, their career development would have bekereint. Ninety three percent of the
subjects interviewed were committed to mentoring iadicated that they had acted as a
mentor in the past, while 70% indicated that theyenstrongly committed to acting as a
mentor in the future.

The 20 women interviewed in Abney’s study (1988yavasked why they
perceived there were so few Black women in coachmgjathletic administration as well
as what their specific obstacles were in obtaiaind maintaining their current positions
as coaches and administrators. Of the severabnesg, the respondents included the
lack of role models, mentors and networks. Theéi@pants also believed that an
increase in the number of Black women in athletmsld be realized by several changes
which included more mentors, role models and nete/as well as more visible and
gualified Black women in the profession to helpganee young Black women for careers
in athletics. Forty-five of the respondents intkchthat there were no Black women
available to them as role models and mentors duhieiy career development years.
Several of the respondents who did have a role haydeentor indicated it was a
positive relationship. Ninety percent of the Abisgyarticipants perceived it was

important for young Black women to have a mentéifty-nine percent thought a Black
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woman should be the mentor and 40% did not indideenentor had to be a specific
person by race or gender. Abney (1988) recommetidgdhis study be replicated on
Black women in other career fields in order to mficthe literature on the importance of
role models, mentors and mentoring to the profesdisuccess of the Black women in
those respective fields. As will be describedrlat®s dissertation study expands on
Abney’s recommendation to replicate her study.

Revis-Shingles (2001) conducted a study of the mapees of diverse women
CATs in order to describe their perceptions offtilewing: 1) differences and
similarities of educational and career experiemcedhletic training, 2) opportunities
provided by changing social structures caused tig X in women'’s sport, 3) social
processes and structures of discrimination andeggpyn in athletic training, 4) women’s
experiences of empowerment in athletic trainingnégrsections of race/ethnicity,
sexuality and gender in the perceptions of womale@at trainers.

Revis-Shingles (2001) used both quantitative arditgiiive data to achieve a
richer description of these factors as perceivetidnysubjects. A random sample of 419
diverse women CATs were sent surveys assessingpneeived experiences in athletic
training. Five participants from each ethnicaliyaeitse group (American Indian/Alaskan
Native; Asian/Pacific Island; Black, non-Hispanidispanic; White, non-Hispanic)
were randomly selected from the survey respondergarticipate in an interview.

Revis-Shingles (2001) found that the experienéesomen CATs were not
universal based on the single fact that all ofsinejects were women, and that those
experiences were generated by the intersectioacefethnicity, gender, sexuality and

other social conditions. Significant differencessted between diverse women CATs
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and their perceptions of sexuality and use ofélsbilin label in athletic training,
interactions with colleagues and general educatexmeriences, and issues of structural
power.

Upon analysis of the qualitative data, Revis-Stesgbund that most women
CATs formed “tight knit” group relationships withassmates and instructors. The
diverse women CATSs generally agreed that theirscteesm experiences were comparable
to that of their male and other female classmakémwever, qualitative data revealed that
two African American/Black women had described pered experiences of
marginalization, alienation and “tokenism” (a digadtage of their ethnic diversity) in
their athletic training education as well as a latkupport by instructors.

Revis-Shingles (2001) also found that women CATauiturally diverse settings
experienced good or professional relationships watéiches except when those coaches
disregarded or disrespected the women’s profedsitmagsion making. Also, African
American/Black and some Hispanic women enjoyed eotions with athletes of their
same race/ethnic group (an advantage of theirethwersity). Women CATs
experienced sexual harassment and were affectsdugs of sexuality and the lesbian
label. Interestingly, some of the women CATs nagler perceived that being a woman
CAT was unique, although others did express pndéat accomplishment. An overall
conclusion of the Revis-Shingles study was that @ATs were both privileged and
oppressed simultaneously by race/ethnicity, geaddrsexuality depending on social
location. With regard to mentoring and role moaigliRevis-Shingles found that almost
all of the women CATs had a desire to be a gocelmaddel or mentor regardless of

student race/ethnicity.
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Among the participants’ recommendations to imprthesexperiences of women
CATSs, the participants suggested that athletinimgi educators and clinical instructors
interact with students of color, particularly Aflc Americans, in order to determine if
those students are experiencing isolation anddater‘safe spaces” for them within the
campus community. The participants also suggedbgdathletic training educators and
clinical instructors avoid stereotyping ethnicaliyerse students. Revis-Shingles (2001)
indicated that future research should include aensomprehensive examination of the
social meaning of race/ethnicity and its impactlioerse women athletic trainers.

Grant-Ford (1997) conducted a study to investitfageperceived ethnic and
gender based external barriers experienced by g@iqtiee first) ethnic ethnically diverse
women CATSs during their athletic training educatibexperience and their first five
years as a CAT. The 16 participants provided deapigc information prior to
participation in a semistructured interview. Sixlee participants were African
American, four were Asian American, five were HisgaAmerican and one was Native
American. The participants ranged in age fromd28@ years of age. Eighty one percent
of the participants attended an ethnically diveskege, 37% graduated from a NATA
approved curriculum program, while 62% pursuedhbernship route to BOC
certification. The participants had an averag&Soyears of experience in athletic
training. Sixteen of the participants had achieaggaduate degree, 2 had an earned
doctorate, and 5 were dual credentialed as phydieahpists. Eleven of the 16
participants were still active in the athletic tiag profession, ten were still employed in
the traditional athletic training setting, and thenaining 6 had left the athletic training

profession.
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Thirteen of the pioneer ethnic ethnically diversenwven CATSs in Grant-Ford’s
study indicated they had experienced the positiflaence of a role model or mentor.
Most often the role model was a White woman, algtotwo participants acknowledge
her role model was of the same ethnicity (one wgroae man). Nine of the participants
indicated they had mentors who were most often byt race but equally gendered
between women and men. Although the participaessmbed the profound affects of
mentors, they also indicated that often the le¥@hwolvement of the mentors was not
sufficient to prevent some of the negative barribessubjects faced in their pursuit of the
athletic training profession.

An interesting result of Grant-Ford’s study revedleat with only ten of 16 of
these pioneer ethnically diverse women CATs stijfagged in the traditional athletic
training setting, there is a significant loss & thost experienced ethnically diverse
women to serve in leadership positions and asleisdle models and mentors to young
ethnically diverse women (and men) pursuing thégsion of athletic training.

Chapter 2 presented a review of the challengesrexped by researchers who
pursue racialized research, especially when tisatareh methodology is qualitative
research. Several standpoint theories were pregelRéminist Theory, Critical Race
Theory, Black Feminist Theory, and Critical Whitei@es. Any of these theories held
the potential to provide the theoretical framewtbriough which this research could be
viewed for analysis. However, BFT offers the magpropriate lens to serve as the
theoretical framework for this study. As the staahyl verbalization of the lived
experiences of Black women who are simultaneous$jtiopned in society at a station

based upon their simultaneous race, gender, asd, 8&T shares similarities with CRT
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(Collins, 1990). As a form of oppositional schalsp, CRT stands on the insistence that
American society is not as de-raced it would seadhitaforces us to critically confront
institutional racism and White privilege.

Additionally, Chapter 2 attempted to better infaitme researcher and reader about
the current status of ethnically diverse studeliege retention as well as the concept of
mentoring in education. Understanding of thesecepts informs the reader about how
Black women athletic trainers are uniquely posgidm society and the ATEPSs they

attended and their perceived experiences with miegtas students.
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Chapter 3

Methodology

The purpose of this study is to examine mentorimd) @her factors that lead to
college persistence of Black women CATs in ordasriderstand the importance of those
factors on the retention of Black women ATSs in A/BE This chapter will describe the
research methods and procedures followed in thdyst The chapter will begin with an
overview of the qualitative research design setefiie data collection to include a
detailed discussion of the use of interviews argkatudies with justification. The
processes for selection of the interview participamill be detailed followed by a
description of the design of the interview schedntduding a comparison of methods
between this dissertation study and the study beaplicated. Next, Chapter 3 will
describe in detail the procedures that were folthves per the Duquesne IRB approved
methodology, to conduct the interviews. A deswipbf the design of the case study
interview schedule will be presented followed byetailed outline of the steps followed
to select the case study participants. Next, ailddtdescription is provided of the
procedures followed to conduct the case studyvigerss. Finally, the data analysis and
theoretical framework are presented before Chapigiconcluded with a summary.
QUALITATIVE RESEARCH DESIGN

This study is an investigation of the lived expades and perceptions of the
participants in order to gain a new and deeper nstaieding of mentoring and other
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factors that lead to college persistence and rietethirough graduation. Thus, the
design of this study is qualitative. Qualitatiesearch is characterized by in-depth study
and is focused on understanding the participamisgective of how they experience the
world they live in (Gay & Airasian, 2000; Maykut Blorehouse, 2001; Merriam,

1998). Gay and Airasian (2000) and Merriam (1988jcribe five characteristics of
gualitative research:

1. Itis conducted in a real-world setting utilizirngetresearcher as the research

instrument for data collection and analysis.

2. It pulls out descriptive data instead of numeradata.

3. It brings a holistic approach to the setting argkegch participants.

4. Data analysis is induced and interpreted by theareber.

5. It emphasizes the perspective of the researchcymatits.

According to Merriam (1998), there are three b&sims of educational research;
Positivist research, Interpretive research, antddatiresearch. Quantitative methodology
is associated with Positivist research. Positrg@search investigates education as an
object where the knowledge that is gained througdntjtative, scientific methods is
objective and measurable. With interpretive redgagducation is a process that is
experienced by students. If researchers can gaiaeratanding of the process, and the
experiences of students, they will produce knowdedlgout that educational process.
Finally, with critical research, education is aiabmstitution capable of social and
cultural transformation. The knowledge producedulh critical research reveals how
the institution of education and educational pagiare structured to promote the

dominant culture while supporting the oppressioth mearginalization of the subordinate
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culture. The goal of revealing such knowledgeisreate social change and
transformation (Merriam, 1998).
INTERVIEW METHODOLOGY

Qualitative data was collected through the util@aibf a personal interview
conducted by telephone. Gay and Airasian (200fhel¢he interview as a “purposive
interaction between two or more persons, one triongptain information from the other”.
Interviews are active interactions between two orarpeople resulting in negotiated,
contextually based data, which are used for thpgae of understanding the perspectives
of those interviewed (Fontana & Frey, 2000; Malish&ossman, 1999). An excellent
definition of interviews is offered by Seidman (199.3) stating,

“The purpose of in-depth interviewing is not to gaswers to questions,

nor to test hypotheses, and not to “evaluate” ate¢lm is normally used.

At the root of in-depth interviewing is an inter@suunderstanding the

experience of other people and the meaning theyerakhat experience”.
Interviews can be especially useful in explainimgacthat has already been collected from
other methods of data gathering or collecting grmedépth and detail of data that wasn't
realistic to explore in a survey (Morgan, 1997hepersonal interview method is an
important tool that allows researchers to “heanthiees” of ethnically diverse women
who have not historically been able to speak fenttelves, in their own words and
languages (Hammersley & Atkinson, 1995).

Marshall and Rossman (1999) describe 5 speciaiitedview methods;
ethnographic interviewing, phenomenological intewing, elite interviewing, focus

group interviewing, and interviewing children. Baular to this study, phenomenological
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interviewing methodology will be most appropriabeuncovering the information desired.
Phenomenological interviewing allows the researthetudy the lived experiences of the
participants and derive understanding of how thpzsécipants viewed the world they
move in as a result of those experiences. Thia fofrinterviewing method assumes that
there is a socialized structure to shared expeggehbetween participants that can be told
or narrated. The goal of revealing these liveceermces is to produce knowledge of a
phenomenon that is shared by participants (MarghRbssman, 1999). For example,
what lived experiences will the participants osthiudy share based on their unique
standpoint as women who are also Black within a BWd historically White male
dominated major?

There are several different types of interviewingtimods utilized in qualitative
research. Unstructured interviews are used whenesearcher wishes to obtain
spontaneous information on a chosen topic by fatitig informal conversations with
participants. Unstructured interviews allow foreapended (cannot simply respond with
“yes” or “no” responses), in-depth responses framipipants. Interviewers are free to
probe for deeper understanding of participant nesge and explore unscripted topics.
Structured interviews involve the use of interviguestions that are predetermined and
ordered in a logical sequence. This method lipegiticipants to a more limited set of
categorical responses but allows researchers ® ttmde responses for more controlled
analysis. Qualitative research interviews tendaanstructured to allow for greater depth
of understanding of the topics that arise duringnéerview (Gay & Airasian, 2000;
Merriam, 1998). However, semistructured intengesmpport the cultural traditions of

storytelling among Black women, thus encouragirtiya@ngagement of the interviewee
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and license to be heard (Vaz, 1997). Semistrudtimerviews involve questions, which
are predetermined and ordered in presentation, Ventkey allow for open-ended
responses from participants (Gay & Airasian, 2000).

The purpose of utilizing the interview method iiststudy was to gather in-depth
responses specific to the participants’ experieaoesperceptions with mentoring and its
effects on their education, credentialing, and @apatterns. The interview process was
also used to gather the participants’ perceptionsaw the process of mentoring may be
used as a tool for the retention and successfidagunal of young Black women
enrolled in ATEPs. The interview questions wersgubin an open-ended manner in
order to give voice to the participants and alltxenh to tell their stories to the researcher
for documentation. The interview schedule was s&naictured in order to allow the
researcher to gather comparable data across ssibgstd upon the predetermined
schedule of questions yet allowing the researaherdbe for greater detail and follow
where the participant may lead (Bogdan & BiklerQ8p
CASE STUDY METHODOLOGY

In addition to the interview methodology employedhis study, case study
methodology was also utilized. The purpose ofcdee studies was to acquire in-depth
descriptions of the lived experiences of the pgudiots in order to answer questions
about the effects of mentoring and other factoas tontributed to the participants’
persistence in athletic training education. Theecstudies were utilized as a follow-up to
delve further into the results revealed from therghinterviews and to validate the

knowledge acquired in those phone interviews.
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The case study is recognized by Merriam (199&)r&sof the five types of
gualitative research commonly used in educatiogsgarch. Case studies are utilized
when the researcher wants to identify and expla@tific problems and issues and gain
greater depth of understanding and meaning of thosglems and issues. They are more
focused on the research process than the outcoamgext than variables; and discovery
versus confirmation of a hypotheses. The uniqueoéthe results derived and revealed
from case study research may hold direct influemteffecting policy, practice and
future research in education. Case studies mapihaucted with individual participants,
programs, events, groups and communities so lonigeasbject being studied is bound to
a single unit or entity of investigation (Merriat98; Stake, 1995; Yin, 1984).
Merriam (1998, p. 21) defines the case study ash.intensive, holistic description and
analysis of a single instance, phenomenon, or lsocid.

Specific to this research study, | was interestawt only revealing the findings
of the phone interviews with greater depth and nmgghy employing case study
methodology, | also hoped to increase validityhafse findings by including multiple
cases as part of a collective case study invesiigatAccording to Merriam (1998, p.

40), “The more cases included in a study, and thatgr the variation across the cases,
the more compelling an interpretation is likelybi'.
SELECTION OF INTERVIEW PARTICIPANTS

Qualitative research is characterized by in-deptjuiry of the participants’
perspectives from a particular context or standpoliine goal of qualitative research is
not the generalization of results to other setteugd situations. Thus, the sampling

procedure most appropriate in this study is puyBsPurposive sampling, also known as
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judgment sampling, occurs when the researchertsedesample of participants based
upon his/her experience or knowledge of the grdypecsons who have the potential to be
sampled. A sample is obtained according to thereli®n of someone who is familiar
with the relevant characteristics of the populat®articipants need to have information,
perspective and experience about the researchaagdibe willing to provide that
information. Specifically, criterion sampling wased in this study in order to select
participants who were most likely to possess, and/iling to provide, pertinent
information, perspective and experience with mangpwhile matriculating through an
ATEP. In utilizing criterion sampling the reseagclsets criteria or characteristics and
identifies participants who meet those criteriaifmusion in the study. This method of
sampling is very strong in quality assurance (Ga&i&sian, 2000).

The participants met the following criteria for lasion in this study:

1. Self identify as Black or African American.

2. Hold BOC certification as a certified athletic trar.

3. Are employed or were employed as a certified athtediner.
These criterion were established to identify a dampparticipants who represent the
range of experiences related to mentoring anceitsgived effect on influencing the
successful matriculation of the participants inAarEP to the point of BOC credentialing
and employment in the field.

To assist the researcher in identifying twelveeptiil participants for this study,
the aforementioned criteria were shared with theetii and former chairpersons of the
Ethnic Diversity Advisory Council to the NATA. Botchairpersons are Black women

and CATs with intimate knowledge and familiaritythvother colleagues and peers who
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are ethnically diverse. As such, they were ableetoe as experienced and
knowledgeable experts and identify participants wiet the researcher’s delineated
criteria (Maykut & Morehouse, 2001).

For the purposes of this study, the following kennts further defined the criteria
used to select participants:

Black or African American — persons with at lease parent of African origin.

Certified athletic trainer (CAT) — a member of tHATA holding “Regular
Certification” through the BOC.
DESIGN OF THE INTERVIEW SCHEDULE

The interview schedule (Appendix 1) was modifiezhfirone designed and used
by Dr. Robertha Abney in her doctoral dissertasaotitled, “The effects of role models
and mentors on career patterns of Black women @saahd athletic administrators in
historically Black and historically White institotis of higher education” and defended
in 1988. In addition to other factors, Abney’s bjaéive study examined the influences
of mentors and role models on the professionalldpweent of Black women in athletics
at institutions of higher education, both PWIs &#R®ICUs. Subjects were identified from
the 1986-1987 National Directory of Intercollegidtihletics. A survey questionnaire
was used to identify Black women coaches and athdeiministrators employed at
institutions of higher education. One hundred aimeéty one Black women were
identified as coaches or athletic administratos\aare surveyed for quantitative data.
Ninety-one (48%) responded to the second surveayenty Black women were then

selected to participate in an interview with theeacher.
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Mentors and role models were not available to tieatgr percentage of the Black
women coaches and athletic administrators in Almstdy. Interviews with the
subjects brought out the perception that the mermgqrocess was more directed than
guided for a majority of the Black women and théiload was not established with the
mentor. The 20 women interviewed were asked why trerceived there were so few
Black women in coaching and athletic administrasrwell as what their specific
obstacles were in obtaining and maintaining theirent positions as coaches and
administrators. Of the several responses, thenegmts included the lack of role
models, mentors and networks. They also belielratdan increase in the number of
Black women in athletics could be realized by salvelhanges which included more
mentors, role models and networks as well as misiele and qualified Black women in
the profession to help prepare young Black womerdoeers in athletics. Forty-five of
the respondents indicated that there were no Blawken available to them as role
models and mentors during their career developyeans. Several of the respondents
who did have a role model or mentor indicated it &gositive relationship. Ninety
percent of the subjects perceived it was impoffianyoung Black women to have a
mentor. Fifty-nine percent thought a Black womhawdd be the mentor and 40% did
not indicate the mentor had to be a specific pelgorace or gender.

Abney’s interview schedule provided a reliable instent in the replication of
her study of Black female coaches and athletic aghtnators with this study of sister
professionals in athletic training. The instrumenthis research was slightly modified
by directing the questions and terminology to ditiainers instead of the coaches and

athletic administrators in Abney’s study. Additadly, this dissertation study did not
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formally address the component of family and chwashvas included in Abney’s study

in order to narrow the focus of inquiry. Thus, theearch instrument was modified to
eliminate specific questions addressing family elmdrch. However, the semi-structured
nature of the interview allowed participants tocdiss these components at will. With the
aforementioned modifications, Abney’s interview eghle was designed to measure the
perceived experiences of Black women CATs with meng and its influence on career
development. Table 3.1 illustrates a comparisamisfstudy with Abney’s 1988 study.
Table 3.1

Summary of Abney vs. Siple’s Methods

Abney Siple
Title The effects of role models and | Mentoring and other factors
mentors on career patterns of contributing to the retention of
Black women coaches and athletidBlack women in ATEPS.
administrators in HBCUs and
PWIs of higher education.
Date 1988 2008
Participants Black women coaches and athletBlack women certified athletic
administrators trainers
Number of 191 survey participants 10 survey participants
Participants 20 interview participants 10 interview participants
3 case study participants
Participant 1986-1987 National Directory of | 2004 National Athletic Trainers’
Selection Intercollegiate Athletics Association Membership
Random Selection Purpose Sampling
Methodology | Qualitative Qualitative
Interviews 20 Personal Interviews 10 Phone Interviews
3 Personal Interviews
Theoretical Black Feminist Theory Black Feminist Theory
Framework

There were other differences in methodology betwk&ndissertation study and

Abney’s 1988 study. Abney sent the personal dateey to all 191 Black women listed
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in the 1986-1987 National Directory of Intercollatg Athletics and had a 48% response
rate with 91 participants responding with the peadalata survey. She then randomly
selected twenty women for the interview portiorhef study. For this study, the current
and former chairpersons of the NATA EDAC were askedtilize criterion sampling
(criteria pre-determined) to identify (purposivergding) ten women from the NATA
membership for participation in the personal dataesy and interviews. Abney
conducted her interviews in person while this disg®n study utilized phone
interviews. Additionally, | conducted case studmth three of the participants from the
phone interviews in order to further inform thediings. Abney did not conduct case
studies in her 1988 study.
PROCEDURES FOR THE INTERVIEW

Upon approval of the Duquesne University Internaview Board, | requested
and received from the NATA membership director emgeehensive list of all women
who self-identified as Black or African Americanexe certified athletic trainers, and
were employed actively as an athletic trainer.lusion on this list from the NATA
membership director meant that these members kad gheir consent to be contacted
by researchers and included their preferred comémtmation. Upon securing this
membership list from the NATA, | forwarded the listthe current and former
chairpersons of the EDAC to review. When | fornneygldissertation committee, |
invited Dr. Paula Turocy to serve on my committebich she agreed to. Dr. Turocy is
the ATEP Director at Duquesne University. She alas (and remains so at the time of
writing) the Chair of the Committee on Accreditatiof Athletic Training Education

(CAATE). This position exposes Dr. Turocy to mawTs in the field and in athletic
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training education. As such, Dr. Turocy recommeinel@rly on that | contact and seek
the guidance of Dr. René Revis-Shingles, the for@tairperson of the EDAC. At the
time | was putting my dissertation proposal togetBe. Turocy and | were both in
attendance at a professional conference wherenlogliiced me to Dr. Revis-Shingles. |
shared my dissertation proposal with Dr. Revis-§leisiand asked for her help in
identifying potential participants in my study. .[Revis-Shingles agreed to my request,
offered any assistance | might required, and askedo contact the current chair of the
EDAC, Ms. Veronica Ampey, to seek her participa@ntification assistance and
additional support, which | did. The chairpersemse asked to identify potential
participants they felt confident would be most kk possess, and be willing to provide,
pertinent information, perspective and experierfamatriculating through an ATEP as a
Black woman. The two chairs in collaboration widthk other initially identified
seventeen women who met those criteria. | narradeseh the list of 17 even further by
purposely selecting participants from different ggeghical regions, dates of graduation,
work settings and continuing education. The fieal participants met the
aforementioned criteria. The chairs of the EDA€ bt identify two of the initial ten
participants. | selected one of the participantsom | knew personally. A professional
colleague of mine identified the other. Both pdisdrparticipants did appear on the
NATA membership list given to me by the NATA memd&lap director.

The Personal Data Survey was uploaded onto thebasbd program
Surveymonkey™ for the convenience of the partidipafithey chose to take the survey
in this delivery format. | contacted the first earticipants in alphabetical order by

telephone to invite each woman to participate instoyly. Upon initiation of the phone
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conversation, | identified myself, my affiliationitlv Slippery Rock University and
Duquesne University, my purpose for calling, andlaxed how the EDAC chairs had
identified her as a potential participant in mydstu As each potential participant
expressed interest in participating in my studpdicated that | would immediately e-
mail to them attachments of my Cover Letter (Apperd), Informed Consent Form
(Appendix 3), and Personal Data Survey (Appendj>agd)well as the link to the Personal
Data Survey also available at surveymonkey.comsked each potential participant to
read the Cover Letter, read, sign and return tfenmed Consent Form via e-mail
attachment and follow the Surveymonkey™ link inerrth complete the Personal Data
Survey. If the participant preferred to receive #forementioned materials via U.S. Mall
and return it to me the same way, | offered to 1@l materials including a self-
addressed stamped envelope. All of the particgpreferred to correspond via e-mail.

It was not necessary to send participation remmdérchose the make the Personal Data
Survey available to the participants as an altereab the paper format after having
completed several surveys myself over the preweas on Surveymonkey™. | found it
to be very easy to complete surveys using this am@sm and considerably more
convenient, which | thought would be appealingh®s participants. The results garnered
by Surveymonkey™ were much easier for me to sa@rehnically and to assess.

As | was calling each potential participant, at ¢nel of my initial conversation
with a woman identified by the pseudonym Deborak, ecommended that | contact one
of her classmates from graduate school for padi@p in my study. She gave me her
classmate’s name and contact information. | crefexenced her classmate’s name

against the NATA membership list and found her aadcontact information included

85



there. | did need another participant in the sagerange as Deborah so | contacted her
classmate, identified as Elisha, and followed tloeeamentioned procedures in securing
Elisha’s participation in my study.

| received consent to participate from nine oftdre potential participants initially
identified. After several attempts to contacttineth potential participant with no
success, | referred to the list of 17 women idediby the EDAC chairs to select another
potential participant. As | reviewed the list @mes, one woman appearing on the list
had been identified by one of the other consergangicipants, identified as Hanna,
during our initial phone conversation. As | shatieel participation criteria with Hanna,
she gave me the name of a woman, identified asa¥ipand recommended that I invite
her to participate in the study as she felt shedx@eriences that would be critical to my
study. Moriah met the participation criteria andsmalso selected by the EDAC chairs,
thus, | called her and followed the same proceduses in contacting the first nine
participants. Moriah consented to participatingny study and also selected to
correspond via e-mail and Surveymonkey™.

Upon receipt of the Informed Consent Form, | caéé@edh of the participants to
establish a date and time for the phone intervieveminded each participant that her
responses would remain confidential and offereahnswer any questions she may have
had at that time. | indicated that the individuérviews would take place with each
participant by telephone at a date and time deggginay the participant. | requested that
the location allow for private conversation andcbaducive to an audio recording of the

interview. | also asked the participants to tdleeRersonal Data Survey on
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Surveymonkey™ at their earliest convenience. Attime, | also assigned a pseudonym
to each participant for future identification iretetudy.

At the designated date and time agreed upon with participant, | called each
woman using the phone number preferred by thaicgzant. | conducted all phone
interviews from my private office at Slippery Rodkiversity of PA with the permission
of my department chairperson. This was espedmlgful in recording the telephone
interviews with a RadioShack™ Telephone MicrocdssRecorder since a traditional
earpiece-to-base cord was required to be hooked e recording device. My cellular
phone and home phone were wireless and could nasdxtwith the recorder. Sixty
minute Maxell™ UR Microcassettes were used for réiog the interviews. A
Realistic™ Minisette-15 Compact Cassette Tape Rerand 60 minutes cassettes were
present during all interviews as a backup in trenethat the RadioShack™ recorder
would malfunction during the interview.

Prior to the start of the interview, each participaas reminded that the session
was being audio recorded and that her responselsl wemain confidential. Each
session was audio taped in its entirety and | tomikes throughout the interview on a
form that | developed listing each question withpéerspace for note-taking between
guestions. At the conclusion of each interviemdwaered the participants’ questions and
expressed gratitude for the subjects’ participatibalso asked each participant if she
would be attending the NATA national conventiorAttanta, GA, in June, 2006. As
each participant indicated her intent to attend\A& A convention | asked those who

would be attending if they would consent to papting in a follow-up personal
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interview. All contact, both written and verbalasvtracked on the Correspondence
Check-Off List (Appendix 5).

Throughout the process of conducting the phone\iees with each of the ten
participants and following each interview, | refled on the responses of the participants.
| reviewed the notes | had written during the migwvs, making additional notes about
each participant’s voice, perceived attitude andt@n, and highlighted the points |
thought were of particular interest or that | waslaar about. | added further thoughts,
ideas and reflections and ensured the accuracglanty of the notes | had written while
it was fresh. This process further allowed me tnmain organized notes specific to
each of the questions posed to the participantsileWweviewing my notes | also looked
for commonly appearing follow-up questions or cties | was asking the participants in
order to remember to pose the same questions strteube remaining participants.
Additionally, | looked for common themes and unextpd issues that began to emerge
from the data in these initial interviews. Thesstfemergent themes were utilized to
further prepare the interview schedule to be usethd the case study portion of the
study. Questions were revised or added in ordgatber additional information or seek
participant experiences specific to the common #eand unexpected issues that
emerged from the interviews.

The audio recordings of each participant’s intewivere delivered by me to a
paid transcriptionist to be transcribed into tesing Microsoft Word. The Word files
were attached to an e-mail and sent directly backeé upon completion of transcription.
All of the transcript files for each participant reealso saved to a compact disk and given

to the researcher when the transcriptionist coraglall transcripts. The transcriptionist
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then deleted all transcript files from her persawahputer and returned all microcassette
tapes to me. | read the transcripts of the ingsvsiwhile simultaneously listening to the
recordings in order to check for accuracy of tlaascripts against the participant
interviews. All necessary corrections to the tcaipts were made at that time. As each
transcript review was completed, | sent the trapseria e-mail attachment to the
corresponding participant to review for accuraceifmer check). All participants
reviewed their own transcripts and affirmed accym@icthe content in writing via e-mail
with very few corrections.
DESIGN OF THE CASE STUDY INTERVIEW SCHEDULE

Following analysis of the data revealed in the ghmterviews, topics for further
discussion were identified to serve as guides ff@neended, semi-structured, face-to-
face interviews with the participants selecteddase study (Gay & Airasian, 2000;
Merriam, 1998; Yin, 1994). The three case sisidvere conducted in order to explore
more deeply the unique experiences of the partitgpaho dealt with more excessive
occurrences of racism and sexism as athletic rgisiudents. Appendix 6 delineates the
topics that served as guides for the case studieivs. Questions were developed with
the objective to seek richer, more in-depth desong specific to the data revealed by
the phone interviews in an attempt to better uidadsand gain greater comprehension
of the perspectives detailed by the participartdditionally, the questions posed to the
case study participants sought to validate themétion revealed through the phone
interview process (Merriam, 1998).

SELECTION OF THE CASE STUDY PARTICIPANTS
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The purpose of the case studies was to acquire malepth descriptions of how
the participants confronted the specific problemyseeienced in their matriculation
through an ATEP and further inform and validatefthdings revealed in the phone
interviews. The case studies also afforded me@ppertunity to present my initial
outcomes from the previous interviews and get r@a@nd feedback from the three case
study participants. In this qualitative study, geticipants have unique experiences that
can add unique knowledge to athletic training etlanawhich is the desired outcome.
As such, the participants are themselves uniquensnd selectively chosen. Thus,
nonprobabilistic sampling was most appropriatesiecting the case study participants
for this investigation. The most common methodafprobabilistic sampling is
purposeful sampling (Merriam, 1998; Yin, 1994helparticipants in this study were
purposely chosen because of their unique expesea®lack women in athletic training
who alone can offer their expert opinions spediithe questions being studied. Only
Black women athletic trainers can offer the unigabness and depth of knowledge
specific to their lived experiences, which are ¢batral focus of this research study.

Upon conclusion of the interview process and wthikeinterview transcripts were
being finished, | began the case study portiotefstudy. Three participants were
purposely selected from the ten original intervgavticipants to take part in further case
study interviews. The initial criteria for selemtiincluded:

1. The participant is currently employed within th@minant/traditional
employment settings in the profession of athleming.

2. The participant identified a mentor who posiyvafluenced her successful

matriculation through an ATEP and professional ergidling.
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3. The participant indicated willingness to papate in a case study following
the phone interview process.

Additionally, each of the three selected partictsashared other common criteria
leading to their selection as a case study. Tiheetbase study participants had shared the
most significant quantity and quality of experiend@®m their undergraduate athletic
training experiences. The three case study paatits represented graduates of the
1980’s, 1990’s and 2000'’s. | also felt that | leeloped the strongest rapport with the
three women selected for case study, had earnednil and confidence, and would be
able to draw even greater detail from their stoaled experiences to enrich the content of
my study. Perhaps most important in the seleaifdwo of the women in particular for
participation in the case studies were their matesene experiences with racism and
sexism.

PROCEDURES FOR THE CASE STUDY

| was able to conduct face-to-face interviews wiitb of the three case study
participants at the NATA national convention ingktta, GA, in June of 2006 as
originally planned. 1| followed the same procedusdgth the case study interviews as |
did with the phone interviews, reminding the papaants of the principles of informed
consent previously provided to them, signed angrned to the researcher for the phone
interviews as well as their assured confidentiahtthe study. | also indicated that the
interviews were being audio recorded. | carriedbagk-up recorder in case the first one
malfunctioned. | posed semi-structured, open-empedtions to all three of the case
study participants based upon the interview scleeddated from the initial data in the

first ten phone interviews (Appendix 6).
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The first participant selected for the case studgg@ss was Deborah. In addition
to the aforementioned criteria outlined for casglgtselection, Deborah shared stories
and experiences with me of the most extreme stnatspecific to sexism and sexual
harassment. | met with Deborah on the first daghefconvention in the convention
center. We had previously shared our cell phomebaus with each other knowing that
we would have to use them to find each other arohaenient place to meet since
neither of us was familiar with the convention @nh Atlanta. | offered to make myself
available at her convenience. After staking oatdbnvention center | found an
excellent, private meeting room conveniently lodatext to a Starbucks™. Upon
hearing from Deborah, | suggested that we medteabtarbucks™, which she agreed to
and offered a time. We met at the designhated &ntklocation and settled into the
private meeting room next door with two iced lattdhe room was private and offered
us the opportunity to speak openly with each omer for me to properly record the
interview.

Deborah and | knew each other right way and sheeidiately offered her hand in
introduction. The perception Deborah had giverowver the phone during the initial
phone interview with her was very accurate. Ass#eond to youngest of the
participants in my study, she gave off a very yultexuberance. She was indeed very
animated when she spoke, and was very passionai t@tling me the stories of her
athletic training education experiences. Deborahk aspecially intent on sharing with
me the concerns she had for upcoming Black wometests who had to deal with
significant sexual harassment, based on her ower@qees with it. Deborah felt that

her mentor in undergrad had protected her fromgbsirbjected to the sexual harassment
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she saw other Black women coping with as athlegining students, which ultimately
drove them away from the profession or got them irduble. We spent approximately
two hours conducting the interview. At the con@asof our interview we spoke about
unrelated topics like my pursuit of my doctorate &aer future employment search. 1 felt
that in our few conversations | established an kxaerapport with Deborah, even
becoming something of a mentor to her as welhahked her for her contributions to my
dissertation study and we hugged each other asamedocompany.

The next woman selected for participation in a igdy was Gabriella. In
addition to the aforementioned criteria for caselgtselection, | felt that | had
established an excellent rapport with Gabriella l&dphone interview left me feeling
she had more she would like to have shared with Ifes. phone interview did not reveal
any extreme examples of sexism or racism, but hallenges were unique from a
classism perspective in that she had to overcomeliallenges of being a dual major in
two professions that are not very cohesive; athtedining and physical therapy.
During her time as an athletic training studeng, wsfas discriminated against by the
athletic trainers, especially the head athletim&a because she was also pursuing
physical therapy. This was a particularly difficahallenge for Gabriella to overcome
and could very easily have lead to her withdrawaifthe athletic training program to
pursue physical therapy alone.

| met with Gabriella at the convention. Gabrigllad | had also exchanged cell
phone numbers in order to set a time and locatohédr case study interview. She
called me the morning of the second day of the eation upon her arrival. Oddly

enough, as we were talking to each other on oliphehes we were both walking
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through the convention center. As | was descrilbiniger the directions to the meeting
room | had used with Deborah, | discovered | watatsame landmark Gabriella was
and we were talking to each other from 20 feet aw&f hung up and laughed as we
hugged like old acquaintances. Such a displagmilfarity is common for me, but |
thought it amusing that Gabriella felt compelledkare with me that it was “custom for
Black people to hug, so expect it from me”. Wettddhbriefly and set a time for our
interview the next day, meeting at the Starbuckgf&ira The next day at the designated
time and location we, too, settled into the sannape meeting room with our preferred
caffeinated beverages to do her case study intervigabriella is just a few years older
than me and one of only two of the ten participavtte have children. She was very
warm, cheerful and maternal in the way she spolaraher mannerism. Gabriella was
very thoughtful in her responses, often pausing@olering the question before
answering. Quite a few times the topic would takelown a different but related path
and | had to pay close attention to what broughbubat tangent in order to return to
task. | appreciated her perspective very mucheMithad asked all of my questions, we
spent some time at the end talking about my diasentand how | came to pursue this
topic. Gabriella was very encouraging and offaredmany good wishes toward
completing my project and how she felt it was ayweorthwhile topic, which | certainly
appreciated. After approximately two hours, | ethGabriella for her participation and
support and we hugged each other good-bye.

| could have interviewed several of the other phioberview participants in
person who were in attendance of the conventioweher, | felt that the third participant

selected for case study was the best individuap&ak further with in the case study
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phase of the study. The third selected particigdotiah, met the criteria | had
established for selection to the case study. Wmhately, she was not able to attend the
NATA national convention. In order to conduct ttase study with Moriah | decided it
was better to interview her again via telephona tisanot include her in the case study at
all. She consented to another longer phone irerwivhich we conducted after |
returned from the NATA convention. | followed teame procedures recording her
phone interview as | did the previous ten phonerinéws.

Based upon my review of the initial phone interngeMoriah seemed to have
experienced the most difficulties in pursuing dibléraining as an undergraduate major
in college. Those difficulties presented themseimeseveral forms, including racism,
sexism and classism. However, the most prominktiitose difficulties was racism.
Because of the varied experiences and storiesahetared with me in her initial phone
interview, including her transferring from her ficollege, | had a lot of questions to ask
and points to clarify with Moriah. Before begingito ask the questions from my
interview schedule, | retraced the timeline of Nbr'é matriculation through college,
reviewing her experiences and answering my questadout why she chose to transfer
from her first college, as well as how she chogectiileges she attended. Even though |
could not see Moriah, | could hear the pain andtfation in her voice as she shared her
experiences with me. She was very forward withim&haring that she is very jealous of
the young Black women who are recent graduatesamdnt students of her alma maters
and who now enjoy the benefits of a program, fycaiftd campus climate that are far
more supportive of ethnically diverse students tlvaat she experiences. At the end of

our interview, Moriah had several questions foraheut my dissertation topic and what
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| was discovering. We spoke for approximately twoairs. At the end | was very glad
that |1 had the opportunity to include Moriah in tase study portion of my study and
that her story was included in my dissertation.

Throughout the process of conducting the case shidgviews with Deborah,
Gabriella and Moriah, and following each intervidweflected on the responses of the
participants. | reviewed the notes | had writtening the case study interviews, making
additional memos about each participant’s voicecgieed attitude and emotion, and
highlighted the points | thought were of particulaterest. | added further thoughts and
reflections and ensured the accuracy and clarith@hotes | had written while it was
fresh. While reviewing my notes | also looked dommonly appearing follow-up
guestions or cues that | was asking the particgpenbrder to remember to pose the same
guestions or cues to the other participants. Aaldhily, | looked for common themes
and unexpected issues that began to emerge frodathaluring the case study
interviews.

The audio recordings of each case study particparierview were delivered to
the same transcriptionist to be transcribed inkd wsing Microsoft Word. The Word files
were attached to an e-mail and sent directly to¢searcher upon completion of
transcription. All of the transcript files for dacase study participant were also saved to a
compact disk and given to the researcher whemaadstripts were completed by the
transcriptionist. The transcriptionist then dede#dl transcript files from her personal
computer and returned all microcassette tapes tolmead all the transcripts of the case
study interviews and simultaneously listened tordeordings in order to check for

accuracy of the transcripts against the case gtadycipant interviews. All necessary
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corrections to the transcripts were made at tha.tiAs | completed the review of each
transcript, | sent the transcripts via e-mail ditaent to the corresponding participant to
review for accuracy (member check). All case stpaticipants reviewed their own
transcripts and affirmed accuracy of the contentriing via e-mail with no need for
additional corrections.

ANALYSIS OF THE DATA

In order to identify similar or consistent themeshim the responses to the
guestions, | reviewed each of the transcripts. lysmof these themes was accomplished
by following the four steps in classifying data cidsed by Gay and Airasian (2000):
reading/memoing, describing, classifying and intetipg. Gay and Airasian describe this
as a “cyclical process” that revolves around (Iomeing familiar with the data and
identifying the main themes (reading/memoing);g2amining the data in depth to
provide detailed descriptions of the setting, pgyéints and activities (describing); (3)
categorizing and coding pieces of data and phygigabuping them into themes
(classifying); and (4) interpreting and synthegizihe organized data into general
conclusions or understandings (interpreting) (Ga&igsian, 2000, p.239).

In a qualitative study such as this, the researsderes as the research
instrument. Thus, the data analysis and resuitamtlusions are based upon the
researcher’s understanding of the data throughcti@muand interpretation (Gay &
Airasian, 2000). As the research instrument | eded avoid objectifying the
participants, their experiences and their individaral collective voices. In order to
accomplish this goal, | adhered to a Black Femitsbretical framework throughout the

data collection and its analysis. By utilizing B& Feminist theory to guide the
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research, the Black woman was placed at the cehtbe analysis, the intersection of
race, class and gender was considered, and the ebibe participants were heard and
honored, bringing validation to the conclusiongipteted from the themes (Collins,
1990; hooks, 1989). Additionally, the transcriptshe interviews were sent to each
participant for review to ensure accuracy of tHenmation shared by the participant
with the researcher. While following the cycligabcess of data analysis, the data was
classified into categories consistent with thee¢hntersecting themes of BFT; race,
gender and class.
THEORETICAL FRAMEWORK

The methodology utilized in this research projecjuired an approach that would
not objectify the experiences of the subjects,ldouy voice to a traditionally silenced
population of women. Thus, a Black feminist theioed framework guided this study
through data collection and analysis. Black festitiieory as a standpoint epistemology
has been extensively written upon by a great nurmbBtack feminists and is included
in the literature review of this research. Blaeknfnist theory (BFT) is a standpoint
epistemology, which is the study of the world operences from the point of view of
the historically and culturally situated individy&enzin, 1997). In the case of BFT, it is
the study and articulation of the experiences atBlwomen who are simultaneously
situated politically and historically in societyaposition based upon their race (Black),
their gender (female), and their class (disadvaadp@Collins, 1990 and Collins, 1986).
Black feminist theory brings attention to the uradived experiences of Black women
who participate as “outsiders within” a societyla center where race, class, and gender

intersect (Collins, 1990 and Collins, 1986). Thewtaneous tri-point of convergence of
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these three standpoints creates the unique placewhich only Black women can
experience the world. Figure 3.1 conceptuallyesents the convergence of race, class
and gender with the Black woman centered in thesmid

Figure 3.1

Black Feminist Theory Framework

[/

This dissertation study incorporated a second di@ait framework to guide the
analysis of data. CRT served as that secondasy Iens also a standpoint epistemology.
CRT was developed by persons of color who wishezkpmse the flaws of racial
neutrality and color-blindness in predominantly WHi.S. institutions such as
administration, economics, politics, sociology &adication (Parker, Deyhle & Villenas,
1999 and Taylor, 1998). CRT is a form of oppositibscholarship that wishes to
transform systems that oppress the ethnically deserhile continuing to advantage

White, dominant society. The primary tenets of GRiVe the research (Bergerson,
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2003; DeCuir & Dixson, 2004; Ladson-Billings, 1@9Solérzano & Yosso, 2002;
Solérzano, Ceja & Yosso, 2000):

1. Racismis permanent and embedded in all aspetisSofsociety. The
dominant society (White) does not recognize or askedge the persistent
presence of racism in the greater society. Indiisl in the non-dominant
society experience the world affected by racism.

2. Experiential knowledge of ethnically diverse pess@collected through the
gualitative method of storytelling. These stosesve as evidence in
opposition of the dominant perception of the world.

3. Traditional liberal practices such as objectivitgutrality, color blindness and
meritocracy are ineffective in challenging institmalized racism.

By embracing BFT as the guiding framework of thigdy and also pulling in the
tenets of CRT, the researcher intends give voitbdadlack women who shared their
unique experiences as ethnically diverse femaletathrainers in a predominantly
White profession with a predominantly White edumaail system. By placing Black
women at the center of analysis and recognizingnteesection of race, gender and class
in their experiences, Black women are brought ftbenmargins to the center and their
voices can be heard. Bringing voice to the malgied cultivates resistance and brings
power to the silenced (Forman, 1994, p. 39):

Coming to voice as a preliminary objective of poét struggle can, in a

Foucauldian sense, contribute to the acquisitioposfer at the margins.

Feminist standpoint theory offers a further theioag¢tmeans to generate a radical
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project of empowerment from a position of margityaliln light of this, coming
to voice is regarded as a key element of Black riesnthought.
By breaking the silence of the historically margdimed and allowing them to tell their
own stories in their own words, Black women loddur voice, validate their
experiences, and construct knowledge about wina¢&ns to be a woman and a person of
color in a White male dominated society (Formar@4t9Smith, 1992).

Specific to this study, bringing voice to the Blagkmen athletic trainers who
struggled through the historically White male doated athletic training educational
institution and who work in the historically Whit®minated athletic training profession
will hopefully result in the successful alteratiohthe existing social structure and
generate momentum toward educational transformatatnvalues the Black woman as an
equally proficient and valued student and colleagliee Black women who matriculated
through ATEPs will be given the opportunity to v@iheir experiences in the traditionally
White male dominated educational system and infinerreader, and potentially the
membership, about how mentoring influenced thoperances.

SUMMARY

| believe that the methods I followed in conductihg dissertation study
complied with the methods approved by the Duquésmeersity IRB. With the
assistance of the EDAC chairs | selected sevemagitipants from the NATA
Membership Directory who met the necessary critierianclusion in this dissertation
study. From that initial list of seventeen potahparticipants, | selected eight women.
The ninth participant | selected was a Black wori@&T whom | knew personally and the

tenth participant | selected was referred to ma pyofessional colleague. Both of the
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women were also in the NATA Membership Directorg anet the necessary criteria. The
ten participants attended college in various lecatiacross the country, graduated at
various times over the last thirty years, and wdrikea variety of traditional and non-
traditional athletic training settings.

Upon initial contact with the participants, theyrevall very happy to accept my
invitation to participate in my dissertation stuayd offered support and words of
encouragement. They quickly returned the Infori@edsent forms to me and completed
the Personal Data Surveys via Surveymonkey™.

As | conducted the phone interviews, | quickly beeamore comfortable,
confident and efficient at conducting the procedufacilitating the interviews, offering
prompts or cues and gathering data and notes.pdiieipants were able to recall stories
and experiences from their time as athletic trgirstudents, which lead to a collection of
rich and salient data. Through the analytical psses of reading and memoing,
describing, classifying, and interpreting | waseatal begin to see common themes and
codes and create new guestions about the data.

The process of conducting the initial ten phoneriiews enabled me to identify
three participants who met the necessary criterigdrticipation in the case study portion
of this dissertation study. | had the opportutatygonduct two of the case study
interviews in person and the third case studyefigphone. The case studies afforded me
the opportunity to pose new questions, follow uglaninitial codes and themes revealed
in the phone interview process, pursue deeper sismos about racism, sexism and

classism, and validate the initial findings.
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| utilized ATLAS.ti to analyze the large volume @dta that | have collected from
the phone and case study interviews. This wascpéatly helpful in organizing the data
and identifying themes. | then organized thedgairthemes into findings by creating a
Code Map, which will be discussed in greater datalhapter 4. Figure 3.2 summarizes
the steps that were followed to collect and anatiieedata in this dissertation study.

| thoroughly enjoyed my phone conversations andqal interactions with all the
participants and feel that | learned so much fracheof them that not only contributed to
my dissertation, but also increased my own persomalvledge and understanding about
this topic. | have added new colleagues to my prafessional network, re-connected
with lost acquaintances, found a new dissertatigppsrt system, and even established a

mentoring relationship with one of the participants
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Figure 3.2
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Chapter 4

Results

INTRODUCTION

The purpose of this chapter is to introduce eachqggzant in the order her
interview took place. The introduction of eachtggpant documents how each woman
discovered the profession of athletic training dedided to pursue it in college, a brief
description of her experiences as an athleticitrgistudent, the process of credentialing,
and where her career has taken her since pas&mgQl examination to the present.
Also documented are thoughts about what each peticfinds most satisfying about
being an athletic trainer. Throughout the prod¢elscovered shared connections with
some of the participants, which | described inrth@roductions. Each participant’s
introduction is concluded with a description of thetails of each woman'’s individual
interview process.

Next, a summary of the participants follows, preése details regarding the
participants’ degrees and credentials held, cueengloyment settings, years of college
matriculation and BOC certification, accreditatgtatus of their ATEPS, the states they
attended college in, the states they are emplayeahd the NATA districts they

represent.
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The data analysis is then presented in detadviadd by a presentation of the
results of the Personal Data Survey. Finallg,résults of the data analysis are detailed,
organized against the four research questions pngad study. A brief chapter
summary concludes chapter 4.

THE INTERVIEWS
INTRODUCING GRACE

Grace was a “military brat”, growing up on sevatiflerent military bases and
attending military sponsored schools that were gmadantly White. She felt those
experiences equipped her to successfully manebk@ugh White society. Grace knew
in high school that wanted to go to college to Ipee@ physical therapist. She was in the
sciences program at her high school and was preptripursue physical therapy school
with the long-term goal of applying her physicagttépy knowledge and skills with an
athletics population. Although she was an athletagh school, she never had access to
an athletic trainer and was unaware that such f@gsion existed. As a senior, Grace
visited several colleges as she was deciding wioege. During one of her college
visits, she met the head athletic trainer at tHege, who happened to be a White
woman. Grace ultimately wanted to work with anetib population and as she learned
more about athletic training, she realized it wasoae appealing route to achieve that
goal. She also professed to be a quiet, resendrddual, and she felt that she could be
successful in an athletic training program at allemeollege and wouldn’'t get “lost” in
the process. Grace found the head athletic tréanbe a strong mentor for her and

enjoyed working with her.
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The college Grace attended, a small (800 totdkstis), diverse, Division Il,
Christian college in North Carolina, sponsoredraarnship route program. She
described the motivation behind her academic sgscaesery self-driven. She felt that
her previous high school experiences at differeitary schools helped prepare her to
cope with the challenges she faced in college, asdeeling disadvantaged as a Black
woman, and stereotyped and unwelcome by her p&irs.had great support from her
family, especially her mother, but on campus Giidenot experience great social
support from Black student organizations (most pizgions were geared toward Native
American students), academic support systems adeaisor. There was significant
turnover among the two athletic trainers on canwlas taught all of the athletic training
courses and covered all the athletic teams. 3uSrace established a positive mentoring
relationship with the female athletic trainer, i for another position. During her last
year, a White male athletic trainer was hired wiibadfer her guidance and support as
she completed her senior year and began planningrofessional future. Grace never
had the opportunity for interaction with other Bdagomen in athletic training or in her
classes and she identified her Mother as her giteatie model and influence.

Grace graduated from college in the early 2000 t@tame a certified athletic
trainer the following year while enrolled in grade@chool to pursue her master’s
degree. She completed her graduate degree ineameapd has since initiated her
doctoral degree in health education. Since conmgjdter master’s degree she has been
working as a faculty member at a Division | univigrshat sponsors an accredited
athletic training education program. In additiortéaching, Grace also serves as the

clinical coordinator of student clinical educatioBhe does not practice clinically as an
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athletic trainer. When she did practice clinicadiife found it very rewarding to return
her athletes to play and facilitate the rehabibiaprocess. As an educator, Grace finds
satisfaction in facilitating the learning procestimher students and helping them realize
the “Ah, ha” moment.
The Interview
My phone interview with Grace was my very first orerace was one of three

participants not identified by the chairs of theA&Dfor participation in my study. Grace
was a co-worker of a colleague of mine when they mrked together previously at a
national organization for women in sports. My eatiue recommended that | contact
Grace to participate in my study. | cross-refeeghGrace’s name against the NATA
membership listing and found her contact informatwailable. | invited her to
participate in my study, which she agreed to do.

| was very excited and nervous about doing my fifrview and initiating this
phase of my study when | called Grace in her offiteemorning we scheduled her phone
interview. She had just finished her semesterveasiavailable to speak with me from
her office that morning. Grace was very soft-spo&ed offered very brief, direct
responses to my questions, which prompted me ¢pénetly cue her throughout the
interview to expand or elaborate on her answers. céhcluded at one hour with my
asking her about her willingness to participata personal interview at the NATA
convention. She indicated she would be at theeation and willing to meet with me

in person if selected to do an additional interviewmy study.
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INTRODUCING HANNA

Hanna was a physical education major and collegititiete who was injured and
spending time in the athletic training room reaagvireatments when she learned about
the profession of athletic training. Hanna hadnbjgesparing to graduate from her
undergraduate college on the East Coast and parpasition teaching health and
physical education, but she also thought aboutungsa graduate degree. She was
previously unaware of athletic training as sheiteltas not well promoted as a
profession in the 1970’s and certainly not to wom&ie took a job teaching physical
education and health to grades K through 8 befec&lthg to go ahead and pursue her
master’s degree. A friend from undergrad, who g@sg to graduate school for
physical therapy, had suggested that Hanna puesugraduate degree in athletic
training. Hanna enrolled at a large, DivisionBjg Ten” university in the Midwest that
sponsored a NATA approved graduate program in phleducation with an emphasis
in athletic training. Hanna remembers her expeaeas great fun, working closely with
the athletes and the other graduate studentslgtiattraining. She recalls that many of
her classmates at the time were also from the déasit, so they became very close and
supportive of each other. Hanna felt that she mexperienced racial discrimination
during her time in the athletic training prograier greatest challenges were financial.
Hanna worked two jobs to support herself and paghdor her out-of-state tuition. She
remembers working harder outside of school thaminyder to support herself
financially. Although she had access to Black stuicbrganizations, she did not seek out
participation in, or support from, those organizasi as she did not feel she needed to.

Hanna remembers feeling great support from hesglates, family, faculty, staff and
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especially her advisor, who was a White male. Wlithis support and guidance, Hanna
stated that she likely would not have taken the BXR&m and become an athletic trainer.

Hanna became a certified athletic trainer in thd-@880s. She worked at the
collegiate level as an athletic trainer at seveodleges and universities and also served
as the program director at three different univesi Additionally, Hanna earned her
doctoral degree in Higher Education Administration.

Currently, Hanna teaches health related coursde® atniversity level and is not
actively practicing as an athletic trainer. Altighushe misses working as an athletic
trainer, she stated that she doesn’t miss theloongs common in athletic training.

During her time as a practicing athletic traineanida enjoyed working in an
athletics setting and rehabilitating her athleteseturn to play. She found it very
satisfying to work with athletes and received veogitive and altruistic feedback from
them. Hanna also enjoyed the opportunity to sartgtomy and biomechanics through
her professional pursuits.

The Interview

Hanna's interview was my second phone intervieithdugh | had never
previously met Hanna, | was familiar with her thgbuher reputation in the field and we
also shared several connections. | was very hdribig this well respected colleague
had agreed so readily to participate in my stuldyad to prepare more quickly for her
interview than anticipated as she was promptlyiteatown for vacation for several
weeks. | took advantage of the brief window of @ppnity she afforded me to do her

interview one afternoon.
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| initiated the interview according to the proceskiputlined in chapter 3. Hanna
had completed the online survey and forewarnedtrtfeeaonset of our interview that she
wasn't sure she had much to offer my study as blkege experience was “pretty
uneventful”. | reassured her that anything she wiling to share with me about her
experiences as an undergraduate athiegining student were valuable to me and the
purposes of my study.

Hanna spoke in an assertive and confident martdlee. was very direct with her
responses and needed very little prompting to enacmuher responses or keep her on
task. She seemed to have very specific experighatshe wanted to be sure to share
with me about her time as an athletic training stiid Hanna'’s experiences as an athletic
training student were at the graduate level. Gribeoreasons for my familiarity with
Hanna was that we were alumna of the same grapguageam. As she spoke of her
mentor in graduate school, a White male, she destrihe same qualities in him that | so
appreciated since he was my mentor as well. Aetitkof our interview | invited her to
participate in a personal interview if selectedhe $onsented to further participation and
indicated that whether or not she was selecteth®personal interview she would like
to meet me in person, which | agreed to. Additign&lanna invited me to participate in
an electronic list-serve that she had started pp@u athletic trainers working on their
doctoral degrees.

INTRODUCING BERNICE

Bernice first decided to pursue athletic trainisga career when she was a junior

in high school. She discovered the professiortldétc training from the certified

athletic trainer who covered the sports at the Bighool she attended. As an athlete
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herself who wanted to stay involved in athletics; guidance counselor in high school
also recommended that she pursue athletic trassrg career. Bernice earned a
scholarship to attend college at her chosen untyeesrural PWI, which offered an
accredited program in athletic training. This lient assisted her in deciding to pursue
athletic training. Bernice felt that her high sohexperience at a predominantly White
high school in the suburbs prepared her well fojonag in athletic training and
navigating through a PWI of higher education.

On her first day of class as a freshman, the psofeis her Introduction to
Athletic Training class made a lasting, positivgpmssion on Bernice. That professor, a
White woman, also became one of Bernice’s key mientocollege. She also considered
two professors in the physical education departm@sth Black women with their
doctorates, to be strong mentors and role modelseioduring her time in the ATEP.
However, she felt that the athletic training pretas who also served as her academic
advisor, was her strongest mentor. Bernice Ietaht she experienced a strong bond
with her classmates and that they were a tightdmtip who were well supervised and
mentored by the other certified athletic traineBernice felt that she never experienced
racial discrimination and was very well supportgdhte university, classmates,
professors, her advisor and her family. She aigoyed participation in Black student
organizations and was a member of the gospel choir.

Bernice graduated from college in the early 1990@thin four years to become
the first Black woman to successfully completedtidetic training program at her alma

mater and pass the certification examination. &eamtually enrolled in graduate school
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to pursue her Master’s degree, which she compkategears after completing her
undergraduate program.

Bernice has been certified since 1994 and is théied athletic trainer employed
full time at a private high school outside Philgde&, Pennsylvania. Bernice is
responsible for providing athletic training care &bhletes participating in a plethora of
various sports with the exception of ice hockeythédugh she enjoys her current job as
an athletic trainer, she professes that she dageelachallenged and is frustrated that
after twelve years in the profession, she still teesducate the public about who athletic
trainers are and what athletic trainers do. Winenfsst passed her certification
examination she was very excited and proud to édittst Black woman from her
institution to graduate from the ATEP and becoméifi.

Bernice finds it very satisfying as an athletidrtes to return her athletes to full
athletic participation, especially in the wake cfeavere injury. She enjoys the challenge
of rehabilitating an athlete to the point of reiaghhim or her to play.

The Interview

Bernice was one of three participants not idesditoy the chairs of the EDAC
from the list provided to me by the NATA memberstigia. | selected Bernice from the
list myself. Bernice was a former classmate andestt of mine. She was a sophomore
in the same undergraduate ATEP | graduated froensemnior. When | returned to my
alma mater as an assistant athletic trainer, Benvas a fifth year senior on target to
graduate in December of that academic year. I'nadawn Bernice well in undergrad
since the freshmen and sophomores didn’t inter@bttive seniors very much and | had

spent a semester overseas as a foreign exchamgastiwhen | returned to my alma
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mater to work, | remembered Bernice and had th@xppity to briefly interact with her
during that one semester before she graduatedfeMéut of touch for many years until

| was sitting at an EDAC town hall meeting at th&T convention in 2004 and Bernice
sat right next to me. | leaned over, touched Imethe arm and asked, “How are you?”
Bernice almost fell off her chair when she recogdime. After the meeting we sat and
talked for almost an hour about each other’s caraed aspirations. | shared with her
that | was working on my doctoral degree and priegao initiate my dissertation.

When | told her the area of research | was purssitggwas excited about the topic,
encouraged me to follow it through and adamantigretl her help and support in any
way. Over the years after that meeting we remaimedntact and | kept her informed of
my dissertation progress. When | began workindgp ®it. Revis-Shingles and Ms.
Ampey to identify my participants | decided to indé Bernice and asked to take her up
on her offer of help by serving as a participarttiolr she was happy to do.

Bernice was the third participant that | interveshand the third of four
interviews that | did on the same day. We stanednterview at 2:00 in the afternoon
on a Wednesday afternoon. | called Bernice astheol where she is currently
employed and we did her interview during her dometbefore the athletes reported to
the athletic training room for treatments. Berngemployed full-time as the head
athletic trainer at a private high just outsideledf city of Philadelphia. The school is a
coeducational boarding and day school with an émsegit of approximately 540 students
in grades nine through twelve. As the head athtetiner she is responsible for the
health care of the athletes who participate inifférént sports that include almost every

high school level sport except ice hockey.
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After completing the introductory procedures foe phone interviews | began
asking my outline of questions, recording Bernige'sponses and writing notes
throughout. Quickly | recognized the steady intilee of Bernice’s voice that has
remained unchanged from when | knew her as a studére direct, even sound of her
voice as she spoke reinforced the perception thatl Ipreviously formed of Bernice.
She had always struck me as being very straightdiat, focused and serious. Bernice
was very open and forthcoming as she shared heriexgges as an athletic training
student with me. We both shared laughs when Igpgsestions to her that we both
knew | already knew the answers to, having gortegsame alma mater and having
been mentored by the same woman. It was intege&imme personally to hear her
perspective of such a familiar environment.

| was especially intrigued by the story she shaviéd me of her first day in the
Introduction to Athletic Training course, an inttmdory level athletic training major
course for freshmen. She sat in that class of b®@rfreshmen, all hoping to win one of
15 seats in the program a year from then. As Berloioked around the classroom where
she only saw White faces, she raised her handkta gaestion of the professor, the same
woman who mentored me through undergrad and bey@'tken called upon, Bernice
stood in front of all those students and askedtH#se a place for me in athletic
training?” The room grew silent and all eyes @gllher and then on the professor. The
professor asked for clarification, to which Berniesponded, “Is there opportunity for
minorities in athletic training?” As all eyes famd back on the professor, she asked to
speak with Bernice after class. Bernice shared mig in the phone interview that she

and the professor spoke for half an hour aftersdlaat day. The professor told Bernice

115



that there was indeed a place and a need for lahletic training. After that, Bernice
never doubted that athletic training was the psiasfor her. Just short of an hour, our
interview concluded just before | heard the claséring in the background. After |
thanked Bernice for her participation and got lersent to potentially participate in a
future personal interview, we hung up | felt vergpd of my alma mater and mentor for
providing such a positive and supportive environnfenBernice to matriculate through.
The same camaraderie that | experienced as a stwdsralso Bernice’s experience.
INTRODUCING THEODORA

Theodora was one of the very first Black womendodme a certified athletic
trainer. Theodora was a very active, multispdntete in her predominantly White high
school with no access to an athletic trainer (amviedge of the profession of athletic
training) during the early 1970’s. Her high schpbysical education teacher (a White
woman) served as a mentor to Theodora, encourhagintp attend college as did her
basketball and track coaches. Despite being adadyrunprepared in high school for
the rigors of college, Theodora found success@asdlage student and student-athlete.
She successfully worked her way through the phyedacation major in college and
enjoyed a successful collegiate basketball canet@rher senior year. As a senior, a new
head women’s basketball coach was hired who didyebalong with Theodora, resulting
in Theodora being cut from the team. Having beeatalete her whole life, Theodora
felt lost not having sports in her life. The cket athletic trainer who covered women'’s
basketball and had treated Theodora for a previgusy recognized her depression and
loss of direction and encouraged her to remairvaati athletics by becoming an athletic

trainer herself. Theodora had become very famuli#in athletic training as an athlete
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and took the advice of her ATC and applied to tA€&R. The program at the time was
NATA approved. As a senior Theodora was acceptiedthe program and began her
educational preparation in athletic training. 8l the only Black student in the
program (and one of very few Black students atuthgersity). Theodora only
remembers feeling very supported by the athlegimimg students, staff and faculty, who
all seemed very interested in seeing her succeathletic training. In fact, she did not
recall experiencing racism within the universityaditwith the rare exception of perceived
discomfort on the part of some physical educataulty, whom she felt did not know
how to work with Black students.

Theodora remembers that all of her mentors thralighhases of her education
were White men or White women, and predominantlyté/men during her athletic
training education. She always felt very suppoligdier mentors and attributes her
success in becoming an athletic trainer to theuance and encouragement.

Theodora graduated with her Bachelor of Scienceegeip physical education in
1975 and completed her athletic training educat®a post-baccalaureate becoming a
certified athletic trainer in 1976, one year after first Black woman, Marcia Grant,
became a certified athletic trainer. Theodoraspae year teaching physical education
at the junior high level and serving as the atblegfiiner for the same school district. She
realized that she did not enjoy teaching as mudhasnjoyed being an athletic trainer,
and applied for a job as the head women'’s athiediner at a junior college in southern
California. She was offered the position and leases] as that college’s athletic trainer
ever since, completing her 3@ear at the time of this writing.

The Interview
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Theodora was the fourth participant that | intemee for my study. | followed
the procedures established in chapter 3 to initreenterview. | have to admit to being
thrilled to interview Theodora. Her interview wide longest one at just under two
hours. During her interview | thought, “Someoned®to do a single subject case study
about this woman so that her story is not lostr stery needs to be told and recorded”.
Hopefully my study will serve as a preface to thtary (and maybe I'll just do it myself
someday). | couldn’t help but think about how thisman serves as such a remarkable
role model for not only Black women in athleticitiag, but for ALL women in athletic
training. It was amazing to hear the enthusiasenhsis for her work after nearly 30 years
in the profession. Theodora had so much to shaheme and told it in such great
storytelling mode that | found myself forgettingteke notes and just listening to her
speak. She has a warm, deep, resonating voicextdes tangible enthusiasm. You can
picture her smiling as she speaks with you. Byeth@ of the conversation | felt as
though she was an old friend reminiscing with mi&deodora was most open to sharing
her experiences with me. Most interesting to me la@v humble she was when we
talked about her being one of the first Black wonmeathletic training. She indicated
that she didn't even realize until a few years #ig she was one of the first.

At the end of the interview | thanked her for hartgipation and inquired about
her availability for a follow-up interview in pemsat the NATA convention.
Unfortunately, she was not going to be in attendaard due to vacation and various

other trips over the summer would not be readilgilable for further interviews.
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INTRODUCING PHOEBE

Phoebe “fell” into athletic training. She was ativze athlete in high school with
the goal of pursuing physical therapy as a prodessWhen she graduated from high
school in the early 1980’s Phoebe initially majomreghysical therapy in college. She
volunteered at a children’s physical therapy climi@ccumulate volunteer hours required
for the physical therapy major, but found it toveey depressing. Ultimately, Phoebe
wanted to work in a more positive and dynamic sgtin health care. A friend suggested
that she look into athletic training. Upon leaghimore about the profession of athletic
training she realized it offered exactly what slanted to do, so she changed her major.
The university she was attending, a large, DivigidP\WI institution, happened to have
an accredited athletic training program. Despémdpa PWI, her university did have a
rich, multicultural environment. Although she didt feel that her high school
experiences prepared her for college, Phoebe selftdd herself to academic success
and remembers her collegiate athletic training egpee as having been fun. She recalls
that she had few peers in the ATEP. As such, Werg a small, tight group that was
closely supervised and mentored by the staff acdltiaof ATCs. Phoebe did not
remember experiencing racial or gender discrimamagin the part of the university,
faculty, staff, or athletes while enrolled in th@ P, however she did recall experiencing
occasional stereotyping by her peers. She didesbshe had access to other Black
students or Black social organizations, but didegigmce support from her advisor,
friends, significant other and family and felt steed sufficient financial assistance to

pursue her collegiate goals. Phoebe remembersierpmg a very positive mentoring
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relationship with the White, male head athletiertea, which lasted beyond her
graduation and through her career pursuit of besgraiphysician assistant.

Phoebe became a certified athletic trainer in timrser of 1986 and wanted to
break into professional sports. She felt that gaa “squashed” due to the lack of
opportunity for women in the professional sporenas at the time, so she focused on
collegiate athletics and pursued her master’s @egtgpon completion of her graduate
degree she enjoyed a career working as an athlaiier at several universities covering
different levels of collegiate sports including bobhen’s and women’s sports. After
working several years in the collegiate environm@hibebe made the decision to go
back to school to become a physician assistant.

Since 1995, Phoebe has worked as a physiciana#ssstd athletic trainer at a
children’s hospital specializing in orthopedic n@de. She continues to volunteer her
services as an athletic trainer with track andifeaid the United States Olympic
Committee. Phoebe enjoys utilizing both her aitketining and physician assistant
backgrounds to better serve her patient populatiéime feels that her current work
setting allows her to earn a better salary, wotkebéours, and enjoy a more fulfilling
social life than when she was working as an athtesiner in the traditional setting. The
physicians Phoebe works with acknowledge her eigeesis an athletic trainer and offer
her significant autonomy as a physician assistanich she enjoys and values.

The Interview

Phoebe was the fifth participant that | conduct@th@ne interview with. Since

Phoebe lived on the west coast | did her intervae in the evening for me, while it was

early evening for her. | called Phoebe on hermatine while she was relaxing in the
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park at the end of her day. | followed the procedias outlined in chapter 3. Phoebe
sounded very enthusiastic and energetic on theeptiwoughout the interview until our
conversation took us to the topic of what couldibee to recruit and encourage more
diverse women to pursue athletic training. Shevgnereasingly frustrated and irritated
over how she was treated by the EDAC as membédreodtiginal task force charged with
the EDAC’s duties and the current disorganizatibthe council. We ended the
interview in just under one hour on a positive ratbeut her experiences in athletic
training. | also invite her to participate in ag@nal interview if selected, which she
consented to do at the NATA convention.

INTRODUCING ELISHA

In high school, Elisha was very involved in hegthschool's health professions
magnet program that encouraged students to exihlerearious health professions as
future careers. Elisha was also an athlete in saffool with access to her high school's
athletic trainer and she became an athletic trgistadent during her junior and senior
years. This “intense” experience and her athtesimer, a White male, inspired and
prepared her well to pursue athletic training asagor in college.

The university she attended, a large, Divisionl/I Rvith a diverse student
population in Florida, sponsored an internshipeditkraining program that was granted
CAAHEP accreditation during her senior year. Tthelents enrolled in the ATEP were
predominantly White, however, Elisha recalls thegeng three other Black women, two
Hispanic-American women, and one Hispanic-Amerigcam in a program of
approximately 30 students. Elisha remembers spgnrdio seasons working with the

university football team, which had a very stroagutation for success. As an athletic
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training student working with a sport of such natty, visibility and success, she had a
very intense, time consuming experience that akblaer to bond with her athletic
training peers. It also created a significant atist to her ability to work and earn money
for college. One of the professors in athletimirey, a White woman, who is now the
director of sportsmedicine, tried to alleviate samh&lisha’s concerns by offering her
work study hours and working with her to find aftative funding and scholarships.
Another strong person of influence on Elisha’'segdl career was the dean of the college,
a Black woman, who organized a mentoring progranBfack students enrolled in her
college. Elisha met with or had contact with thardéhroughout her undergraduate years
as a result of participating in this program. Thesntacts were helpful in supporting
Elisha as she dealt with discrimination from codlegstructors and supervisors and even
resentment directed at her by other ethnicallyrdiwdemale students. Other support
systems she remembers were the Black student aggmms on campus, her advisor,
friends, and family. Elisha graduated with hedengraduate degree in the early 2000’s
and passed her BOC examination within a year.

Elisha received her master’s degree in 2006 wihliieg a graduate assistantship
as the athletic trainer at a local public high sthdJpon completion of her graduate
degree, Elisha was hired by the same high schoetevdhe served as a graduate assistant
to fill the full time position for athletic trainer

As the athletic trainer at a high school, Elishelde¢hat working with high school
athletes is the most satisfying thing about bemgthletic trainer. She feels like she

makes a positive impact on both their athletic ees@nd their academic careers. Elisha
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finds that she not only treats her student-athlat@sies, she spends a lot of time
counseling and mentoring them.
The Interview

Elisha was the sixth participant that | intervieweshe was also one of three
participants not identified by the chairs of theA&Dfrom the membership list that |
invited to participate in this study. Elisha wagraduate school classmate of Deborah,
another participant in my study. When | initiatazhtact with Deborah via telephone and
secured her participation in my study, Deborah gagehe name and contact
information for Elisha and recommended that | conkteer to participate in my study as
well. Deborah felt Elisha had experiences she deujoy sharing with me for my
study. | cross-referenced Elisha’s informationiagfathe NATA membership list of
Black women who were certified athletic trainerd dmund her name. | contacted Elisha
and invited her to participate in my study, whitie sigreed to do. Elisha’s participation
was secured according to the sampling method c8lhedvball Sampling. This involves
selecting participants who are identified by otparticipants of the same study (Gay &
Airasian, 2000). Elisha also met the same critierigarticipation established according
to the Criterion Sampling methods used to iderthy other participants of this study.

| conducted the phone interview with Elisha eanig anorning before the start of
her school day. She was able to speak freely mélduring her prep period that
occurred first thing in the morning. Elisha spakigh me in a soft, even tone with a deep
resonance in her voice. Although she was softapokcould hear the passion for her
chosen profession come through the phone. We spakethe phone for just under an

hour. She agreed to participate in the persotaiview at the NATA convention if
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selected. We ended our conversation with Eliskangsne several questions about my
study and my own personal opinions about the piisigib and opportunities for Black
women in athletic training.

INTRODUCING DEBORAH

Deborah wanted to be a pediatrician since sheawittge girl. She first heard of
athletic training as an athlete her senior yedngt school, but didn’t know how one
became an athletic trainer. She enrolled in heletgraduate college in the state of
Michigan, close to home, to pursue a major in lgglas a route to medical school.
Randomly, a friend in a general studies class, was an athletic training student, told
her about the ATEP he was participating in at Hmaesinstitution. She changed her
major from biology to exercise science her soph@nyaar of college in order to
participate in the ATEP. The program at her undedgate college sponsored an
internship route program to certification in whiie was the only Black woman. Her
friend who introduced her to the athletic trainprggram was the only Black man in the
program, although other Black students had pagiegb in the program previously
without success.

During her time in the ATEP, Deborah did not iatgrvery much with the other
athletic training students, primarily because tiveeee so few students in the program
and their paths rarely crossed. She did feelghatwas occasionally the minority
spokesperson in class or stereotyped by her p&rs.did come to be good friends with
the student who introduced her to the program amdidered him a “peer mentor” who
offered her much advice about “what to do and wiwato do” during her time in the

program. Although Deborah did not get along witl head athletic trainer, she did
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enjoy a very strong, positive mentoring relatiopsiith one of the White women
athletic trainers who eventually became the progiaector while Deborah was there.
She remembers the female ATC offering her guidamceeven protecting her, helping
her to make good decisions that set her up foressccDespite attending a PWI, it was
located in a diverse city. Deborah recalled hawogess to Black student organizations
and she felt supported by the university, her adyigrofessors, supervisors, friends and
family while enrolled in college.

Deborah felt that her high school education didadequately prepare her for
college. Despite that, she successfully gradutaited her undergraduate program and
passed her board of certification examination i@20Deborah considers these two
accomplishments to be two of the top three thitngstas accomplished in her life so far.
At the time of the interview, Deborah was pursuigg master’s degree at a Florida
university and is a graduate assistant athletingra She felt that moving to Florida is
her third greatest accomplishment.

As a certified athletic trainer, Deborah consideespecially satisfying to have
been able to take advantage of the opportunitiesemted to her as an athletic training
student to gain experiences at different universiin different regions of the country.
She also enjoys helping people and helping athtetessn to play following an iliness or
injury and values the appreciation shown to hethleyathletes she helps.

The Interview

My phone interview with Deborah, the seventh of teas initiated according to

the procedures outlined in chapter 3. | calleddmeher cell phone at home at 10:00 AM

on a Friday morning. Deborah is a graduate assigtarking with rowing and tennis,
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however, the spring semester had just finishedshedvas enjoying some down time
before the start of her summer classes at thedfroar phone interview. Deborah was
very energetic during our phone interview and héat g0 share from her experiences to
her opinions about Black women in the athleticnirag profession. She would go from a
loud, excited intonation during something she wasted about to a hushed inflection
when she shared something that frustrated havadteasy to envision Deborah being
very animated and gesturing emphatically with rerds as she spoke throughout our
phone conversation and told her story. With eagstion she stayed on the topic despite
having so much to share about each topic. | feit Beborah was excited to share her
stories and perspective with me. | was thankfutlie recording of our conversation as |
would never have been able to write fast enoudteép up with her. She was very
passionate about sharing her experiences.

| discovered that | had a connection to Deboralveasalked about her mentor.
The woman she identified as her mentor during heletgraduate experience was a
fellow alumna of mine from undergraduate schoolwds helpful to know who Deborah
was referring to when she spoke about her mentorguided and advised her through
her clinical experience. Deborah shared with m& her mentor also protected her from
the negative experiences with sexual harassmenttiher Black female students had
experienced before her during their clinical expreces with the men’s basketball team at
her undergraduate institution.

Our phone interview concluded with me thanking Drebdor her participation
and gaining her consent to potentially particigata personal follow-up interview. The

interview with Deborah barely made it under 60 rhasu
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INTRODUCING DAMARA

Damara had never been exposed to an athletietranthe profession of athletic
training in high school because her high schoohdiisponsor athletics programs. She
participated in gymnastics and ran in a track dupgrogram her few years at a prep
school, but never met an athletic trainer. Darséaged out her undergraduate
experience as a physical therapy major at a largsi®n | university in Florida. She
had prepared to major in physical therapy all throher high school years and felt well
prepared for college. As an undergraduate coktgaent, Damara volunteered as a
track official for university track meets. It wearing those track meets that Damara met
her first certified athletic trainers. As she lgzal more about the profession of athletic
training and what athletic trainers do, she fourtd be a great way to combine her
interests in sports with rehabilitation so she gemhher major. It just so happened that
the university she was attending sponsored an @ibedeathletic training program.
Damara was the only Black student in the ATEP atithe. Additionally, she minored
in exercise physiology. Damara remembers not @mgolyer general studies courses
while enrolled in her undergraduate college, citiegative experiences with her peers
including alienation, stereotyping, and feeling @tm@me. She also experienced what
she perceived as racial discrimination directeldeatby faculty in her general studies
courses. However, Damara did remember receivipgat from the Black student
organizations on campus, as well as from otherkBfiaends in her social circle, church,
and her family. She also felt supported by théetithtraining faculty, supervisors and
her advisor. Damara was very close to her athietining peers, all of whom were

White, who all studied and socialized together idetef class and clinical rotations.
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Damara’s academic advisor, a White woman, wasthsprogram director at the time
and was very supportive and influential in guidivey academic career.

After graduating with her undergraduate degre@éndarly 1990’s, Damara did
not take her BOC examination right away, seleciistead to first go on to graduate
school to earn her master’s degree and initiatelbetoral work with the intent of
pursuing her interests in exercise science. Ewadlgfishe realized that exercise science
was not what she wanted to do and resumed hewnfbacoming an athletic trainer.
During her years in graduate school when she refaton athletic training, Damara was
mentored and supported by two other women she wlosht; the White woman who
served as director of sportsmedicine and the Blamkan who coached the women’s
track team. In 1997 she passed the BOC examinatidrbecame a certified athletic
trainer.

Damara is currently an assistant athletic traioea Division | athletics program
at a large university in the Southwest. She hesary coverage for women’s track and
field year round in addition to other administratguties. Although she wants her
athletes to be successful individually and as enfestae most values the relationships she
has established with her athletes and colleagDesnara appreciates those relationships
and finds happiness knowing she has positivelyrdmried to the success her athletes
experience as a direct result of the care she gresvior them.

The Interview

I had the most difficulty connecting with andaarging a date and time to do an

interview with Damara for reasons most common nedic training. Her women'’s track

and field team was very active in the championslassinto the spring, keeping Damara

128



on the road and unavailable until the end of tremgiionship season. She was gracious
enough to sit down and speak with me on the phaneglone of her first days off.
Damara’s interview was the second to last one tcopepleted.

| called Damara on her cell phone at home at 10t4Be morning. After
completing the introductory procedures Damara shetith me that she was concerned
that she wouldn’t be able to remember enough atewathletic training education
experiences to sufficiently help me with my studye her experiences had occurred
over 15 years prior. | reassured her that anyteimggremembered about her experiences
and could share would be very valuable to me andtonyy.

Damara was a very soft spoken woman and seemgdagiback as she
responded to my questions. She was very diremhswering my questions and often
required verbal cues in order to encourage hexpared and offer greater detail about the
examples and experiences she started to shareint®wiew was one of the shorter ones
| did, lasting just short of 45 minutes. | con&ddhe interview by thanking Damara for
her participation and asking for her consent tepoally participate in a personal follow-
up interview at the NATA convention. She statedat thhether or not she was selected
for additional interviews she would like to meet at¢he convention in order to put a
name with a face, which | indicated | would likedo as well.

INTRODUCING GABRIELLA

As a senior in high school Gabriella knew that whated to work with athletes.
She thought a career as a physical therapist (RJhtroe the best route to do that. Then
Gabriella met a man who worked as an athletic eérafior the local college football team

and thought what he did looked fascinating, soasked him if she could help him
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during fall football camp. That experience insditeer to pursue athletic training. When
she chose a college, Gabriella knew she neededbaldtat would allow her to pursue
both athletic training and physical therapy. She/ed from South Carolina to a
university in Florida that would allow her to puesbioth programs. That university was a
large, Division |, PWI that allowed students tosue an internship route to BOC
certification. Gabriella began her clinical expeges as a freshman under the
supervision of the assistant athletic trainer. &lgical education was smooth and
productive until she ran into time conflicts witietsports she was working with and the
afternoon laboratory classes she needed as prsteguor physical therapy. The head
athletic trainer at the time didn’t believe thatb@alla would return to athletic training
after missing her clinicals for a semester andadisgged her from continuing to pursue
physical therapy. With the help of the assistdhletic trainer, Gabriella was able to
successfully complete her classes and return tolimcal experiences in athletic
training. Gabriella almost never experienced radi®m her instructors, supervisors or
other students and felt that it was a greater sgesaichge to be a woman in athletic
training. She had great support from the Blackistt organizations on campus, as well
as from her family and friends. The two assistdhtetic trainers she had the opportunity
to work with, who were both White women, also meatbher.

Gabriella graduated from college in the early 198f1id became a licensed
physical therapist before passing her BOC certificeexam the next year. She was the
first Black woman in her NATA district to becomeertified athletic trainer. She has

been working as a PT, ATC since.
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Gabriella has worked as a PT, ATC in several ggstincluding the private
outpatient clinical setting, at the collegiate lewand with U.S. Olympic teams at the
1988, 1996, and 2000 Olympic Games. She stillysnf@lping people and being
involved in the excitement of athletics. Gabrid#als that she has made an impact on
her athletes no matter what level of participatiogy pursued.

The Interview

Gabriella was the ninth participant that | phomerviewed. | followed all the
procedures outlined in chapter 3 at the initiabdthe phone call. Gabriella had a higher
pitched voice with a hint of a southern drawl. Sheke fast and enthusiastically and |
wrote my notes fast, thankful that | was recordimg conversation. Since Gabriella is
dual credentialed as a certified athletic traimet physical therapist (and always has
been) | had to remember to pose my questions wibksus on athletic training without
forgetting that her experiences include the petsgeof a physical therapist as well.
Gabriella’s undergraduate experience was very @iqihat she pursued athletic
training at the internship level while she was piurg physical therapy at the same time.
| concluded our phone interview within an hour aaquested her permission to contact
her for participation in a personal interview isested. Gabriella consented but indicated
she would only be available at the NATA conventiontwo days.

INTRODUCING MORIAH

Moriah was in the ninth grade when her high sclhareld its first certified athletic
trainer. The football coach suggested that Mowahk with the athletic trainer as her
student assistant. Moriah felt that she neededetung to do so she pursued it. The

athletic trainer made her experience as a highddtbletic training student fun. She

131



gave Moriah responsibilities, made her feel impatand became a mentor and advisor
to her. Though athletic training was fun she aspyed working hard. The athletic
trainer, a White woman, also exposed her to athtedining camps that were popular in
the 1980’s. She felt that her high school expessrmprepared her well for college and to
pursue athletic training as a profession.

Moriah pursued athletic training at two differenileges, both of which
sponsored an internship route program. At thé ¢éolege, Moriah was not only the only
Black student in the program she was also the wolypan. Moriah did not have a
positive educational experience at either colleDaring her time as an athletic training
student at the first college, there were only fetudents in the program, each in a
different class and assigned to work with differgmbrts. As a result, they never
interacted. Moriah remembers feeling very alonal@nated. She also experienced
severe sexual harassment and racial discriminatiber clinical assignments and in the
classroom. Moriah felt very intimidated by the thoall coaches who verbally and
sexually harassed not only her but all of the ofbarale students working in the athletic
department. None of the supervising athletic gwsror athletic directors did anything to
protect or assist the female students. Morialeg&pced such overt and covert racism at
this college that she transferred to another urtsbib.

Her experiences there were only slightly improvétbriah remembers the head
athletic trainer being very uncomfortable workinghaher and being racially
discriminated against. Here, she was the onlylB&iadent in the program but she
wasn't the only female. She remembers both irgiitg, located in the Midwest, as

being very unwelcoming to Black students. Moriabreconsidered transferring from
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the second institution, when one of the older, Whilale students convinced her to stay
for fear of jeopardizing her ability to successfudraduate from undergrad in less then
six years. She did stay and while doing an offmasninternship, she met her first Black
athletic trainer, a man who worked in a local otigrd rehabilitation clinic. He had a
significant impact on her completing her undergeddudegree, serving as a strong
mentor for her. Another strong mentor for Moriahsra new assistant athletic trainer, a
White woman, who came to work at her undergradoallege. This woman worked
closely with Moriah during her last year and offittbe mentoring, support and guidance
that had not been offered to Moriah previously. risllo graduated in the early 1990’s.

Moriah pursued her master’s degree in health educaiVhile in graduate
school she passed her BOC examination and becaewtifeed athletic trainer. After
completing her graduate degree Moriah continuaslaik on receiving her teaching
certificate in health. Moriah currently teacheshat high school level and works as the
school's athletic trainer.
The Interview

Moriah was the last participant that | intervieweshe was not in the first ten list
of names initially identified by the chairs of tB®AC and appeared twelfth on my list.
As | had difficulty confirming one of the potentiaarticipants from the initial list of ten,
| went to my list to identify the tenth participantianna had actually recommended
during her interview that | contact Moriah becaske felt that Moriah had many
experiences as an athletic training student thedee to be included in my study; she
had a story that needed to be told. Hanna wadigamiith Moriah’s story because she

took over as program director at one of the institis that Moriah had attended and had
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a bad experience at. It was very profound to nwe tiidferent Moriah’s experience could
have been as an athletic training student if Hdrathbeen the program director for
Moriah’s program while she was a student. Mog&aén noted during her interview that
she was jealous of the experiences students heddsatt graduated and Hanna came to
the program at Moriah’s alma mater.

The phone interview with Moriah lasted well overechour. Unfortunately,
Moriah indicated that she would not be attendirgNIAT A convention to participate in
a personal interview; however, she indicated thatvgould be happy to do a follow up
interview by phone if it would be helpful to my diu
PARTICIPANT SUMMARY

Over the course of seven weeks | conducted thegimberviews of ten
participants and the case study interviews of tpagéicipants. Using the stories from
those interviews and the Personal Data Surveye hacumulated a summary of the

participants. Table 4.1 highlights some of thagamsary points.
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All ten women were active members of the NATA.
All ten women were in good standing with the BOC.
All ten women were actively practicing as certifidhletic trainers.
Four of the women held Bachelor’s degrees.
Five of the women held Master’s degrees.
One woman earned her doctorate.
One woman was also a licensed physical therapist.
One woman was also a certified Physician Assistant.
One woman was also a certified health teachereasebondary school level.
Three of the women worked at the secondary sclewel,|two of which were
public schools and one was a private day school.
Five of the women worked at the collegiate levetie as a graduate assistant, one
as an assistant athletic trainer, one as the heéatia trainer, and two as
instructors.
0 Three of the colleges were NCAA Division .
o0 One college was NCAA Division Il.
0 One college was NCAA Division Ill.
One woman graduated from her undergraduate institaind became certified in
the mid-1970’s.
Three women graduated from their undergraduatéutiens and became
certified in the 1980’s.
Three women graduated from their undergraduatéutiens and became
certified in the 1990’s.
Three women graduated from their undergraduatéutiens and became
certified in the 2000’s.
Five women graduated from ATEPSs that were accrediteapproved.
Two women attended undergraduate school in Peransigly
One woman attended undergraduate school in Michigan
Three women attended undergraduate school in Elorid
One woman attended undergraduate school in Vermont.
One woman attended undergraduate school in Ohio.
One woman attended undergraduate school in Nevada.
One woman attended undergraduate school in Natbli@a.
Two women worked in Pennsylvania.
Two women worked in Florida.
One woman worked in Texas.
One woman worked in lllinois.
One woman worked in Tennessee.
One woman worked in Ohio.
One woman worked in Washington.
One woman worked in California.
Based on residential location, the women repredesitieof the ten NATA
Districts including Districts 2, 4, 6, 8, 9 and 10.
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Table 4.1

Participant Summary Table

Grace Hanna Bernice | Theodora] Phoebe Elisha Deboralh Damara | Gabriella | Moriah
Accredited| Internship | Accredited Accredited Accredited Acctedi| Internship| Internship Accredited Internshjp etnship
or
Internship
Highest MS PhD MS BS BS MS BS MS BS MS
Degree
Held
Additional PA PT Teacher
Credential
Current College College Private College Hospital Secondary College/ | College/ | Clinic Secondary
Work Instructor/ | Professor | Day Head ATC School Graduate | Asst. ATC School
Setting Clin Coor School Assistant
State IL PA PA CA WA FL FL TX TN OH
Currently
Working
Date 2002 1987 1994 1976 1986 2004 2004 1997 1982 1994
Certified
ATEP
State NC VT PA PA NV FL MI FL FL OH
Attended
College
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DATA ANALYSIS
In order to identify similar or consistent themaesomg the participants’ responses
to the questions, | followed the cyclical analysisthods outlined by Gay and Airasian
(2000): reading/memoing, describing, classifying aterpreting. First, | reviewed the
notes | wrote during the phone interviews both irdiately upon completion of the
phone call and several times thereafter as thevaedordings were being transcribed.
As | reviewed those notes | looked for and docueemitial impressions, themes and
data that became consistent between participambmess. | then reviewed each of the
transcripts for the participant phone interviewsheey were completed by the
transcriptionist. As | read each transcript, telieed to the accompanying audio
recording, checking for accuracy of the transcipt, also making notes/memos about
the consistent themes | saw emerging from the @a. dl began to identify preliminary
codes, important insights, common themes and umégassues in the material. Some
of the preliminary themes were:
1. Almost all of the participants had a mentor dutingir athletic training
education program.
2. Almost all of the participants’ mentors were wonaam were White.
If not White women, their mentors were White men.
3. Almost all of the participants agreed that ment@mvas important in
their athletic training educational and career sasc
4. Almost all of the participants agreed that theintoes helped them to

more efficiently matriculate through their educatibexperiences.
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10.

Almost all of the participants agreed that access Black mentor
would be preferred but was not necessary.

Almost all of the participants agreed that a fenmaéntor was
preferred.

Almost all of the participants graduating from acr@dited ATEP
indicated that they experienced a “close-knit"ghti-knit” relationship
with their athletic training major peers or desedka “family” feel in
the program between their peers.

Almost all of the participants shared more expersnwith sexism
than racism.

Almost none of the participants shared incidentsvairt or covert
racism in their experiences in athletic trainingi@ation.

Many of the participants felt that having prior erence navigating in
predominantly White environments was helpful inngesuccessful in

matriculating through their athletic training edtioa.

Next, | uploaded the transcripts, which were coagpih Microsoft Word® files,

5.0, 2 Edition (2004).

CAQDAs have been used since the earlysl@B8ssist researchers in the analysis

of qualitative data (Weitzman, 2000).

into the computer assisted qualitative data amafGAQDA) software program ATLAS.ti

the volume of the data and to assist me in pursaingre in-depth examination of that

Howevegaj caution has been emphasized by

expert qualitative researchers to novice qualiatasearchers such as | to not lose sight of

the data and my place in the research scheme asithary instrument of analysis based
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on my intimate familiarity of the raw data (Coffayplbrook & Atkinson, 1996; Kelle,
1995; Kelle & Laurie, 1995; Seidel, 1991; andidf@an, 2000). With that information
in mind, | recognized that a carefully selected @¥Qcould help promote an accurate
and transparent data analysis process during ddgsssof my data. CAQDAs have been
most beneficial in the following tasks: Taking esttranscribing notes, editing notes,
coding text, storing text, organizing text, seamghfior relevant segments of text,
connecting relevant text segments to each othanamg, counting frequencies of text,
drawing conclusions, building theories, mappingramtions to those theories, and report
writing (Miles & Huberman, 1994). There are a titutle of CAQDAs available to assist
in the analysis of qualitative data. Some of th@egrams include: ATLAS.ti,
HyperRESEARCH, MAXqda, N6, NVivo, QDA miner, andahisana. Two programs
that appear to be most popular within the qualiatesearch population are NVivo 2.0
and ATLAS.ti 5.0 (Barry, 1998; and Sage Publica$ic2004). These two programs also
happened to be readily available to me betweendhgus where | work and the campus
where I'm earning my doctoral degree. After revimythe pros and cons of both
programs with my dissertation chair, we agreedotild best serve my purposes to utilize
ATLAS.ti. Other advantages ATLAS.ti offered me wets ease of use, online tutorials,
ability to import Microsoft Word® files, and unliteid coding (which is easy to do and
organize).

Once | imported the transcripts into ATLAS.ti, Igaa to further analyze the text.
The initially emergent themes were used when agblécto code and organize the
narratives (data) and new themes were added wiessary. Every thought, topic,

issue, experience or idea was coded liberally gnout, utilizing sentence-length
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descriptors to preserve the meaning and contelxis pgrocess resulted in a significant list
of initial codes. These initial codes were refitleugh the process of focused coding
by combining infrequently used codes and dividipghe more frequently used codes
into subcodes or focused codes. The focused ¢bdesmerged from the ten participant
interviews and three case studies were categointedhree families as follows as shown
in Table 4.2

Table 4.2

Focused Codes

Mentoring Support Factors Barriers Faced

Mentor actions Internal Factors Racism

Mentor Access Character Traits Sexism

Mentor Race Experience with White | Classism

Mentor Gender Culture Financial Challenges
Role Models Academic Challenges

Family Support
Time Constraints

Mentoring Effectiveness | External Factors

Results WITH mentoring Faculty
Results WITHOUT Peers
mentoring Friends
Desirable Clinical Supervisors
Family

The focused codes were organized against tharasgquestions to form a First
Iteration of codes according to Anfara’s Code Magpnethod (Anfara, Brown &
Mangione, 2002). With the guidance of the reseguastions, the First Iteration of
focused codes were grouped into themes (Secoratittiey. Through constant
comparative analysis, relationships were identibetlveen the themes to create the

gualitative findings of the study. Table 4.3 owtknthe Code Map.
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Table 4.3

Code Map

RQ1:

RQ2:

RQ3:

RQ4:

What is the perceived effect
of mentoring on the
successful college retention
and attainment of the BOC
credential of Black women
ATSs?

What is the perceived effect
of mentor race and gender g
the successful mentoring of
Black women ATSs?

What other factors contribute
no the successful college
retention and attainment of
the BOC credential of Black
women ATSs?

What barriers hinder effectiv
college matriculation and
attainment of the BOC
credential of Black women
ATSs?

First Iteration

1A. Mentoring: 2A. Race is Irrelevant 3A. Internal Factors: 4A. Lack of Support
1. Is Desirable 2A. Gender is Irrelevant 1. Personal Character 1. Family
2. Promotes Efficient 2A. Black Female Mentors 2. Experience with White 2. Financial
Matriculation are Preferable Culture 3. Academic
3. Encourages Confidence2A. Female Mentors are 4. Time
Independence & Preferable
Validation
4. Is Welcoming & Safe
1B. The Absence of 2B. Effective Mentors Are: | 3B. External Factors: 4B. Sexism
Mentoring Allows: 1. Accessible 1. Faculty & Staff
1. Distraction 2. Welcoming Support
2. Quitting 3. Supportive 2. Clinical Education
3. Transferring 4. Interested 3. Relationships:
4. Not Taking the BOC a) Peers
Exam b) Family
5. Not Practicing in the

AT Profession

141



1C. Mentoring Activities
Include:
Advisement &
Guidance

Career Planning &
Placement
Introduction to

Professional Network

4C. Racism

Second lteration

1A. Mentoring is effective,
desirable and valuable

1B. The absence of
mentoring has the potential
to contribute to
discontinuation

1C. The activities associate
with mentoring contribute to
successful matriculation,
professional advancement &
credentialing

2A. Mentor race and gender

are less relevant criteria for
effective mentors

2B. Qualities of effective
mentors are most important

d

3A. Internal Factors
contribute to successful
matriculation of Black womer
ATSs

3B. External Factors
contribute to successful
matriculation of Black womer
through ATEPs

N

N

4A. The lack of institutional
support challenges success

4B. Sexism is a constant
barrier

4C. Racism is a constant
barrier

Third Iteration
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Mentoring is desirable,
promotes efficient
matriculation, and
contributes to successful
college completion and
credentialing of Black
women ATSs.

Not only does mentoring

promote Black women ATS$

it also serves as protection
against racism, sexism and
classism.

Py

Although shared race and
gender are favorable mentor
characteristics, accessible a
approachable mentors are
more essential traits.

In addition to strong persona] Racism, sexism and classisin

student attributes, several

ndharacteristics inherent to AT

education contribute to
successful college completio
and credentialing

>

persist as barriers to succes

Theory

Mentoring is a critical and efficient method thantributes to the retention, promotion and protecof Black women athletig

training students.
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RESULTS OF THE PERSONAL DATA SURVEY

Half of the participants decided upon a careethteéic training during high
school, while the other half decided while alreadyolled in college. Four of the five
women from the internship route decided to purshkec training in high school while
only one of the women from an accredited/approvedam decided in high school.
Eight of the ten women, equally between internsbige and accredited/approved
program, would choose athletic training as hereraagain, with one woman choosing
physician assistant and one choosing either playsmssistant or nursing if she had it to
do all over again. Half of the participants félat their high school education prepared
them well to pursue a college degree while twchefwomen, each from internship route
and accredited/approved program, did not feel agkedpuprepared at all. Six of the ten
participants occasionally experienced discrimimabg a college instructor, four of
whom were from the internship route. Four of thie women occasionally experience
discrimination by a supervisor, three of whom wieoen the internship route. Only three
of the ten participants occasionally experiencedt®iemale peer resentment and they
were all from the internship route. One participlaom the internship route occasionally
experienced ethnically diverse female peer resamtmBwo of the ten participants, both
from the internship route, experienced White maergesentment. None of the
participants felt they experienced ethnically deégemale peer resentment. Two of the
participants, each from the internship route arwteatited/approved programs, felt
disadvantaged because she was Black. Six of theateicipants felt disadvantaged
because they were women; all five from the inteimsoute, but only one from an

accredited/approved program. Three of the tenggaaints felt they were disadvantaged
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because they were Black women, two of whom wene fiiee internship route. Two of
the ten participants felt they were alienated lgyrtpeers, equally between the internship
route and the accredited/approved program. Sikeofen participants felt stereotyped by
their peers, again, equally between the internsgdupe and the accredited/approved
program. Four of the ten participants felt unwaleoamong their peers, equally between
the internship route and the accredited/approvedrpam. Four of the ten participants

felt they served as the minority spokespersonassds, three of whom were from the
internship route. Eight of the ten participantstleey had access to cultural support,
with accredited/approved participants feeling thagl better access. Eight of the ten had
access to social support, nine of the ten had atcoescademic support, eight of the ten
had access to an academic advisor and nine oéthielt their significant other was
supportive of their academic pursuits, with pap@eits from accredited/approved
programs feeling great support in all four categmriAll participants felt that their

friends and families were supportive of their acamepursuits and that they had
sufficient financial support to complete college.

Eight of the ten participants indicated that theg both a personal and a
professional mentor, although the internship rqateticipants felt they had more
experience with a professional mentor than theeatited/approved program participants.
Nine of the ten participants felt they had botresspnal and a professional role model
with internship route participants having greatgrezience than accredited/approved
program participants.

This was a great contrast to the results of A;€1088) study that found

mentors and role models were not available to mwbite Black women coaches and
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athletic administrators. The participants in itedsg turned to family members, friends
and colleagues to fill the role of mentor and moledel.

The ten most highly ranked attributes for suctedisated by the ten participants
were:

1. Having a strong drive and determination
2. Being competent

3. Having a good personality

4. Believing in God

5. Being confident

6. Being assertive

7. Having a mentor

8. Feeling emotionally supported by family
9. Being patient

10.Having a role model

The top three attributes indicated by internshitegarticipants were:

1. Being competent
2. Having strong drive and determination
3. Having a good personality

Feeling emotionally supported by family

The top three attributes indicated by accreditguifayed program participants were:

1. Having a good personality

2. Being confident
Being competent

3. Having strong drive and determination
Being assertive

These results are consistent with results in Ab5€1988) study. The
participants in her study of Black women coacheasathletic administrators listed the
following attributes as most helpful in their cardevelopment:

Having strong drive and determination
Being confident
Being competent

Believing in God
Having family support

agrwdE
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Finally, the ten participants were asked to idgritie individuals who had the
greatest influence on their lives during their etiel training education. The most
frequently cited individuals of influence on thetm@pants while matriculating through
their athletic training education experience wé ihstructors, professors and program
directors who guided their educational experiemeesd out of the classroom, ranking
their level of influence at 4.2 out of a high scofés. Head and assistant athletic trainers
who supervised the participants during the clineglcation experiences were the second
most cited individuals of influence, ranking thigivel of influence at 3.3 out of 5. Half
of the influential individuals served as both mestand role models to the participants,
while the other half served equally as either meatoole model. Interestingly, more
participants from the internship route identifieémtors as most influential, while more
participants from accredited/approved programstitied role models as most
influential. Most of the participants who attendedaccredited/approved program
considered the instructors and professors to bentds influential individuals to them,
while the participants from the internship rout@sidered the head and assistant athletic
trainers most influential.

Of the individuals cited to be of greatest influerto the participants, more than
70% were White and 66% were female. Almost allf@%eld graduate degrees.

THE QUESTIONS AND ANSWERS
What is the perceived effect of mentoring on the successful college retention and
attainment of the BOC credential of Black women athletic training students?

Based upon the experiences of the participantst bedieved that having a

mentor was definitely an advantage that Black fenstddents needed access to and to
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take advantage of. The benefits of having a mahttrthe participants experienced

were valuable to them as students and influenceid dlcbademic and professional

success.

MENTORING IS POSSIBLE, DESIRABLE AND VALUABLE
Hanna moved away from home in order to pursuletathraining. Having a

mentor available to her that she trusted helpeddsuccessfully complete the program.
Well, | think it’s important for everyone, but sotimes you feel, you feel lost
depending on what part of the country you're eelh your program. | mean,
if you don'’t see a lot of you, you know, in the way um you feel, you feel kind
of alone. So it's really, really important justtmuch base with somebody. To
bounce stuff off of. It's like, “That’s okay to dbat” or “It's not okay to be in
that kind of situation.” So it's very important.

Gabriella agreed.
| think it’s desirable. | don't think it's a musia. | actually think it's a
perspective that you could surely do it withoutihg\vseen someone before you,
but I think it’s always good to be able to have some you can share with, or
bounce things off of, or, and to realize you knasagn you come to different
points, am I, is what I’'m thinking okay, or shouildo, you know, go forward
with this or should | re-think this, or is it fifer, you know, this track that I'm
on, this direction that I'm trying to go in, thisatk and you know, that kind of
thing. And essentially just trying to make it ajotiie way, | think it's helpful to

have someone that you can bounce things off oftiveet’s in close contact or
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not. You know, someone you, that you just needdald just call or e-mail
every now and then | think is desirable.

Bernice added,
| think it’s, it’s a challenge but | think it's vgrimportant because they need
somebody who's been through the process to heip Km®w the steps and to
guide them when necessary if they go astray ottliesi can’t do it or they fail to
see it, just to give them that extra boost alomgwhy.

Damara found access to a mentor who was also Btals& helpful as well.
| think it’s vital. | don't think that it's imposble for them to do what they have
without a mentor, but | think it definitely makdsetm aware of things that they
may encounter, how to deal with it, they wouldhit were not for a Black
female telling them.

In addition to helping students matriculate sucitdlysfrom point A to point B, Deborah

thought that a mentor would be helpful in prevemtiiack women from quitting athletic

training before they gave it a chance.
| think that it's mandatory, to put it like that.think that a mentor encourages
you, because a lot of times you're just going tdikke“l quit! | hate this. | don'’t
want to do it anymore.” And | think that that’seoaf the problems with African-
Americans pursuing athletic training, is becausedls a lot of times where you
run into situations where you, you don’t want toitdanymore. Just, | mean, just
maybe for a split second, but I think that in innéy schools and things of that
nature, they're allowed to give up. They're all@ite quit something. You

know what | mean?
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Mentoring is effective
Several of the participants shared exampleseptsitive effects of mentoring
that contributed to their educational success. Waethat mentoring was effective was
specific to the efficient college matriculation sewf the participants felt they
experienced with the help of their mentor. Anothey that mentoring was effective for
the participants was in how it helped them to gainfidence in their knowledge and
skills and become independent practitioners. Aacld#ily, mentoring was effective in
how it created a fun learning environment for thetipipants and a sense of belonging in
a predominantly White environment. Finally, memigrwas effective for many of the
participants in that it created a sense of safethat learning environment that allowed
them the freedom to learn and practice their nellssk
Mentoring promotes efficient matriculation
Mentoring may have helped some of the participémnavigate through college
with greater efficiency and opportunities and weétver problems. Elisha stated,
| think that guidance was very helpful in preparing for things, specifically
what | wanted to do or what goals | wanted to aehiel’d probably still be an
undergrad somewhere now, trying to decide whatritedto do with the rest of
my life. But | think for that it’s helpful.
The efficient matriculation was not isolated totjtree classroom, but to their clinical
experiences as noted by Grace.
She just gave us opportunities to do whatever wetedbto do. She never stifled
us, she just said if you want to do something,mgétere, jump in, get involved.

You can't just sit back and wait for things to happyou have to make sure
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you’re there, you have to make sure you know wbatrg supposed to do, so
that you can act appropriately when the time comes.
Deborah felt her mentor helped her stay on tratk ther plan to graduate on time.
... basically, to get from A to B, | think that withba mentor, you’re gonna go all
over. You're gonna go to C, you're gonna go toy@y’re gonna go to F. And
then maybe eventually you'll get to B, but you'ustjgonna do a whole bunch of
unnecessary things before getting there.
Deborah felt that her mentor helped push her basbbstacles that might have otherwise
impeded her progress.
And | think that’s one of the issues I think thia¢ imentor can be there to, you
know, kind of grab you by your butt and push yoermthe hill so you get past the
obstacles and stuff. | think without a mentor, 'yeigonna roll back down the
hill without getting to the top so | thinks that ntering is necessary. Absolutely.
Mentoring encourages student confidence, independea and validation
Many of the participants felt that mentoring wastiumental in helping to build
their confidence in athletic training and theirepé&ndence as a future practitioner.
Hanna’s mentor helped her to become a confideriepsmnal.
He just really led by example on how to be orgahized on to, to think before
you speak. His actions spoke, | think, in the Wwayconducted class, it was
organized, how he disseminated information to ng,v@hen you came in with
problems he showed you how to get through it farrgelf. He was a great
leader. So, he just showed me how to grow up, akgicTo, you know, take

responsibilities for my own actions.
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Gabriella’s mentor began to help her develop hefidence early on.
| think for the role model or mentor, her job wastj uh, instilling the confidence
of “Yeah, you can do this,” you know, “Yeah, yolositd be able to do this,” and
“Yeah, you've already done that.” And so she wasef a confidence-builder
and instiller along the, the whole process, paldidytoo with you know, when
you’re getting later towards your, your trainingtiwthinking about internships,
and preparing for certification, and you know, Be was kind of like “Alright,
you’re ready to go on out.”

Grace echoed those ideas when speaking about momnethe clinical education

setting.
| was like okay, | know I've seen this or | knowe done this already, so | can
just go ahead and do it. So, I think, if nothihged got more confidence out of
my program than some people do.

Moriah appreciated her mentor and clinical supervadlowing her to practice her skills

and build her confidence.
She gave us a lot of responsibility if she knewoaeld handle it. And, she gave
us a lot of, not so much as a lot of leeway, battting | liked the most about her
was she gave us a lot of responsibility. She nusdeel important. And | really,
really liked that, how she made us feel important.

Moriah felt that a mentor’s influence was importarternal validation within the

profession.
Oh my God, it's very important, because we all néed support system. We all

need to know that we'’re not crazy. As a womanalWeeed to feel validated. |
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don’'t know why, but we do. We look for outsideidation. Instead of looking at
validation within ourselves, we look at it from tbatside. And as a young Black
woman, we definitely look at our validation fronetbutside. We look at it from
other people. And we look to it from other peopibjch we don’t understand
that that's actually wrong, until we figure it owhen we get older. But when
we’re young, we’re not as confident. We look foe tvalidation from outside of
ourselves. And oh my, and it is just so importarthave that mentor there to just
tell you when you’re messing up, tell you when yeuwloing a good job, and to
really give you a lot of, just advice but alsoigidn. Especially in handling
certain situations.
Mentoring creates a sense of safety, welcoming abelonging
Moriah’s mentor created an environment where hetests had fun while they
learned in the clinical environment.
Oh my goodness, she was awesome, | mean, we badfadun with her. She
made athletic training fun. And, on top of it, ghst, we did a lot of activities
together, and as an adult and kids would do, aadustt made, she just made it so
much fun. | mean we, we had a great time.
Gabriella’s first experience entering the athlétaning room as a freshman made her
feel welcome because of her mentor’s welcominguaii.
| think the very first thing | would have to say svaist the, as a student, my
coming in as a freshman and you know, not haviagrg great skill yet, but
being very excited and wanting to work, was that\sias welcoming, and she

was encouraging, and she would just teach me wbasie could teach me along
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the way. So, first day | walk in, and | expressimtgrest in being a student
trainer, she was welcoming from day one, so that wau know, it doesn’'t seem
like that could that make such a difference, [la]diut, uh, and as a Black
freshman in, in a different area and a new envi@minthat was, that was key.

As the only Black student in a class of 80 Whieshmen athletic training majors,

Bernice asked the professor on the first day afscibthere was a place for her in athletic

training.
It was good. | mean at first, when | first wenttae of Dr. H's classes | stood up
and asked her was there a place for me, ‘caussketbaround and obviously |
was like, | feel out of place. And once she talk®dne | felt fine. | mean | went
to a, a school that had very few minorities invalwe it as far as high school so |
felt comfortable at [the institution], but | wantemlmake sure that there was a
place for minorities in athletic training. And stedd me there was very much of
a need for us to get involved. So after thattldemfortable. Just knowing that
there was a place.

Bernice spoke with her mentor after class that day.
And then it was good that I, you know, we talkedgoobably about a half hour,
and it was good. Because she just told me, howkypow, minority athletes
would probably prefer, or feel more comfortabléitad to a minority. Being that
we’re from the same background. And to talk to sone of any other race as far
as any kind of challenges that they may have agldete. So | thought that was

very important. And | never thought of it that way
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Deborah’s mentor knew that several Black womendtagygled with sexism while
assigned to work with the men’s basketball teafreatinstitution, resulting in their
failure to complete the ATEP. Her mentor triegptotect Deborah from the same fate.
Now, she straight came out and told me, she was'likn not putting you in
men’s basketball for that fact.” Simple. PlaFat out. That's it. And at first |
was upset because | really wanted to work with &tsitl. But then | got to
thinking, I'm like, well wait a minute-she’s notying to be mean, she’s just, she’s
seen it before. And she doesn’t want that to happene. You know? And so
things like that, she kinda guided me and proteotedn that kind of way.
THE ABSENCE OF MENTORING CONTRIBUTES TO DISCONTINUA TION
Many of the women were able to describe what faktycould have happened to
their future in athletic training had they not esipaces the benefits of mentoring as
athletic training students. Without the benefitpositive mentoring many of the
participants in this study felt they would have:
1. Been distracted from matriculating through the pangin a reasonable amount
of time.
2. Quit their athletic training program/major.
3. Transferred to another institution.
4. Not taken the BOC examination, thus not becomingrtfied athletic trainer.
5. Not practiced as an ATC despite earning the créalent
Without the benefit of a mentor, Deborah felt shauld have made it through

athletic training, but she wouldn’t be where shoday.
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| probably would still be an athletic trainer, | amel definitely would be. But |
just probably would have made a lot of bad decsiolndefinitely would still be
one, but | probably wouldn’t be here at [curremtitution], | probably would
have made some really stupid decisions. That wordtably be it. Just bad
decisions.

Elisha is not sure she would have remained in athi@ining without the guidance of

her mentor.
Truly | don’t know. | think that she was very iaéintial in terms of guiding me
towards what specifically my career goals wered fr me, | was very
undecided. | wasn't sure if I, | even wanted tgtlifully go on working in the
field at that time. | thought | wanted to go todiwal school, and things of that
nature. And | think that she was very influentraletting me know that it was
important to weigh my options, and, and give egutioo an adequate weight in
terms of its importance or its viability and howwbuld affect me career-wise,
and then evaluating those options that | had, asithally saying, you know, this
would be the best option for me at this time.

Moriah’s mentor guided her through a situation imiray sexual harassment by a coach.

Without that mentor’s guidance and support, shemsasure she would have remained

at her school or even in athletic training.
Believe it or not, | probably would have left thehseol. Would | have stayed in
athletic training? | don’t know. Had it been #elient person dealing with me at

the time [sexual harassment scenario], with thatarach, | probably would have
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gotten out of [institution]. And | probably wouitbt have stayed in athletic
training.
Theodora was cut from the women’s basketball teptind new coach at the start of her
senior year. Although she was on target to gradwith a degree in Physical Education,
she was lost without basketball. The head athiedioer, who had taken care of her as
an athlete, became her professional mentor, intiadiher to the ATEP, helping her find
direction, and initiating a future in the athletiaining profession (that has lasted over 30
years).
| wouldn’t be an athletic trainer. | would havehdlieve, | been successful in
whatever field | had chosen, because that's myopiiy, to go get what | think
| should have, and to work really hard becausewlzet instilled in me from my
mom, but without him | would definitely not be ithéetic training.
Hanna became ill at the end of her academic caf@aring that time, she lost her
confidence and focus, feeling that she would nadlide to take the BOC examination.
Her mentor encouraged her to not give up and fithshprocess to become a certified
athletic trainer.
| wouldn’t have, | wouldn’t have started to take #xam. A lot of times we
don’t, we don’t want to pursue something ‘causerevafraid of failing, so if we
don’t pursue it we won't fail. So, | mean, | wiisat the, at the end of my getting
my degree, and | was just, | was just tired, yoovkh And he said, “Well, you
can do this,” and we developed a strategy. Buanltadhink | would have done it
if 1 didn’t have his support at that particular &mNot saying that someone else’s

support wouldn’t have worked, but that’s all I knaathat experience. | really
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don't think | would have even become an athle@arter. | had to be hospitalized.

He was very supportive. So every time | see hicoavention | always thank

him but, just, not, not in detail but just a praiesal thank-you, so . . ..
Damara’s mentor and network opened doors of oppiyttor her that she would not
have had access to without her mentor.

| don’t know had she not been there if | would hgeee through the master’s

program at [institution]. She helped me play uppnys and cons. Had | not

gone to the master’s program at the [institutitimn, you know, a chain of
events would not have happened. | would have b&sewhere. So had she not
been there | probably would be in a different plagat now. | don’'t know if it
would be good or bad, but just different.

Without the influence of a mentoring, many of tlatipants would not have
become certified athletic trainers or they feeltheuld have had a much more difficult
time achieving that end goal. Many of the paracifs stated they might have quit the
ATEP, transferred to another institution, not takesm BOC examination, or elected to
pursue a different field after completing the ATEPheir mentors played a critical role
in retaining these women, not only in college @@ gursuit of the ATEP, but in the
profession as well. Even the two participants wiazted to become a physical therapist
and a physician assistant have remained practegngied athletic trainers.
MENTORING ACTIVITIES CONTRIBUTE TO STUDENT SUCCESS

Many of the participants cited activities spectbcmentoring that they found
particularly helpful. Even though most collegedstnts are assigned an academic

advisor, the participants’ assigned advisors mayay not have been effective. Some of
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the participants felt that the advisement and quideprovided to them by their mentors

was especially helpful in the successful matricatathrough college. Beyond

advisement, many of the participants benefited focam@er planning, job placement and
employment assistance offered by their mentorsneSaf the participants felt that their
mentors helped create opportunities for them atrdduced them to the tenants of
professionalism and professional networking, wiaatpowered the participants to guide
their own future careers.

Advisement and guidance
Deborah remembered being more comfortable goifggtonentor than her

assigned academic advisor for advisement and geediarundergrad.

Pretty much, after | got into the program like rmwould say like around my
junior year | pretty much stopped going to the tagadvisor’s office, and |
would, just have her help me with what | shouldetakd stuff. Help with classes,
letters of recommendation, whether or not | sharydo apply at this school, or
what, and she’s also, she also introduced me tbehd athletic trainer who got
me the position, the graduate assistantship paditgoe.”

Deborah’s mentor also assisted her with probleradated in her daily life as a student.
D was my mentor, and every time | would have soarea mini-crisis, | would
always go into her office and she would be glabep me and chat with me and
help me out. Do this, or make phone calls or wreate

Career planning and job placement
At the end of Theodora’s time in the ATEP, her toemided her in securing her

first job even though the school wanted a malestithtrainer.
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Well, he assisted me after | finished the prograat summer, he got me a job at
the local high school. He recommended me, they lkexking, they were looking
for a male to be their trainer for football, antl, he recommended me, and |
know he was instrumental in me getting that positio

Professionalism and networking
Elisha’s mentor, a dean, was instrumental in daacating her to the ideals of

professionalism and networking.
She actually enrolled me in a program called MEN& iawas Mentoring
Minorities in Nutrition and Exercise Science. Aungdt being a part of that
program, it taught me a lot of the fundamentalthofgs that | guess | should
have gained early on or perhaps | should have knowigh school or in the
early stages of college. We learned things liker tminterview well, how to
network, how to write an effective resume, howrtinaduce yourself to certain
people, how to land a job, and how to speak to lpeitye right way to get what
you want. We would go places and go to, you knbwe,dean’s dinner at a
university, and you know, we essentially would iaduced to these influential
and important people within the university. And necessarily so that we could
gain access and network, but just so we could wtaled the culture, and the
dynamic of how to speak to the right people, and wbu need to go to about this
problem. So I think in, that particular case, ditkan excellent job of doing
things like that for me. This is what you needitg this is the place that you need
to be. These are the people that you need to spettlese are the circles that

you need to have yourself in. It was more so thdapnce from a professional
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standpoint, than even an academic standpointastpveparedness for the future

that | think she was giving me.

Moriah’s mentor exposed her to educational oppdiesbeyond campus.

You could go to her and talk to her about anytharyj, and she gave you good

advice back. Plus she got us exposed to a lahtdta training camps, so she,

she put us in camps, and we had a chance to bedaotker kids, be around other
trainers.”
Additionally, Moriah’s mentor encouraged her to édaback-up plan to athletic training
to ensure her future job security.

He told me | needed to be more than just an athiietiner. And | didn’t believe

him at the time, | kind of cried when he said ttwamme, but, later on | understood

why he said it. So that’s one of the reasons wivgrited to be a teacher-athletic
trainer at the high school and | didn’t want toamg place else.

Many of the participants received assistance amdbgce from their mentors that
helped them to achieve success as athletic trastugents and young professionals
entering the field. That assistance was not lidhitethe textbook knowledge or skills
specific to athletic training, but as importangithassistance including professional
acculturation and introduction to a professionaWaek to help secure employment as a
certified athletic trainer.

What is the perceived effect of mentor race and gender on the successful mentoring of
Black women athletic training students?
The majority of participants felt that, based oeitlexperiences as athletic

training students, having female mentors, espgdélick female mentors was
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preferable. However, most of the participantstiedit it was more important that Black
female athletic training students have accessféaztefe mentors who could help advance
their careers as students and professionals.ellotiy run, effective mentors were more
important than mentors who shared race and genitdetiveir students.

MENTOR RACE AND GENDER ARE LESS RELEVANT CRITERIAF OR
EFFECTIVE MENTORS...

Many of the participants felt that mentor race gadder were less important than
mentor effectiveness. Hanna, who has worked asgrgam director herself, and
currently works as a college professor within acredited ATEP, felt that shared race
between students and mentors was not a criticedfa¢ier professional mentor was a
White male.

| think anybody could be a mentor. | mean, | thyoki, you need to mentor. You
know once you become involved it should be somelwaaty you, you want to
emulate their qualities, and their professionalighmd | don’t think it has
anything to do with race. Just because they ld@kyou doesn't mean they're a
good role model or a mentor.
Theodora’s first mentor in athletic training wagvaite man who later was inducted into
the NATA Hall of Fame. She felt that his care atigzntion to her as a student was
valuable to her future and career as an athledindr, and that his being White did not
affect his ability to be an effective mentor to.her
Anyone who has the ability to be positive and bestactive, and who is willing

to respect and listen to you. | don'’t think it'scessary-obviously for me it didn’t

162



have to be another Black person. It just has tsdmeebody who cares, who is
willing to help. You know, most of my mentors havat been Black.
Phoebe’s mentors were all White males. “I thinkiylo need a mentor, | don’t know
that that mentor has to be any specific race odgeh Gabriella agreed that race was not
a primary criterion for an effective mentor. Bathher mentors were White women.
| would say any individual that individual feel®sk and confident with, | don't, |
really don’t think it had to be another Black wontanany means. But I-1 do
think it’s important to have a mentor, and I've f@tler mentors along the way
too, you know, like particularly in physical theyaeghat were White males, but
that | always felt very close and confident witldamho were very good people,
and wanted to always help, were encouraging, andckgow, that kind of thing.
Grace’s mentor was a White womaflYou shouldn’t just choose a mentor because they
look like you, | don’t think. | think you shoulchoose someone because you work well
with them, and because they can give you appr@pgaidance, and help you along your
path.”
... but, Black female mentors would be nice
Elisha’s mentors were a White woman and a Black ammntShe felt that it would
be been nice for Black female students to haveaakBiemale mentor, but didn’t think it
was a necessity.
| think that in terms of mentors for Black wometnmiay not necessarily
encompass the characteristics of ethnicity, butensorpersonality traits.
Someone who is sympathetic to the issues and amnteat we face culturally

and socially, professionally. Someone that undads specifically what
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challenges we might face. It should be someonstialling to push us to
achieve the goals that we should have set for tu@s¢hat we sometimes don't
necessarily know about because we don't feel tieatan achieve them. So, |
think that it's good if we can have a minority asiantor, but | don't think it's a
necessity.

Although Gabiriella didn’t think it was necessaryheve a Black female mentor, she

recognized that it would be an advantage to a yd&lagk woman.
| think-again, it's desirable and it’s nice, ‘causs nice to see, uh, that someone
either has done it or is doing it, you know, anelyttre kind of like you, or they
experienced maybe some of the things that you égperienced or, you know,
have felt some of the same feelings along the wity different, you know,
situations. But | definitely don’t think it's a oessity.

Damara felt that Black female students would relteiger to a Black female mentor and

benefit from her experiences, however, shared aadegender shouldn’t be the only

criteria for a mentor. Her professional mentorseage White woman and a Black

woman.
| think obviously other Black women are going todise to relate a little bit more
to some of the situations that Black women faceé aboybody that takes an
interest, a pride in their profession, and juseauine concern that they care about
other individuals can mentor Black females. Itstoehave to be only us that
mentor each other. But like | said, | think th#ter Black females are going to
bring more to the table that they can relate wlBlecause there’s some things

that, you know, as Black women, other people derfierience and never will,
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and | think Black females going through the progsimauld be exposed to that
and learn to deal with that, but it doesn’'t havéécsolely Black females.
Deborah, whose mentor was a White woman, agree¢@ tBiack female mentor in the
profession would be in a better position to ap@teca Black female student’s
experiences.
| think other African-American athletic trainerggardless White or Black, |
think they should be in the field. | mean, they'tidave to be, but I think it
would help if they were in the field, because theybeen there, they've done
that, so they know what to tell you, they know wtzaexpect. | mean, it doesn’t
have to be another person in the field, and | do@an to do a race thing, | mean
| think you should-I don’t think it matters whatloothat your mentor is.
However, Black mentors have probably gone througatwou will go through.
Female mentors are preferable
Despite the majority of the participants feelihgttmentor race and gender were
less important criteria for their mentors than etffeeness, some of the participants did
state a preference for their mentors being a woniernice was the most emphatic
participant who felt the mentors for Black fematiedents should only be women.
It's a male-dominated profession to begin with slom't think that they would
have the nurturing spirit that | would need in artteget through because they're
not nurturers, nurturers by design. It's reallyportant to have someone who has
a nurturing instinct. | pretty much-1 think arany woman really should be a
mentor. | mean, you know, any array of color-iedo't really matter. Just it has

to be a woman because we all are minorities hargaced to men, so | would
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just think that pretty much the, the rainbow netedise represented-Latina,
African-American, whatever we have-Caucasian, Imgidnoever, whoever’s
involved. So | think, I think it was definitely vital that ¢ly be there, really just
to show, you know, that women are productive inmnofession. Because if they
weren’t there we’d just have gentlemen availablag@nd | don’t think | would
have been able to-to build a, a solid rapport ajttvith a man versus a woman.
Phoebe agreed that mentors for Black female staddmatuld be women, despite her
mentors being all men.
| think it should be a woman. Because they ar¢ gp@sna be able to relate and
understand, some of the feelings and obstaclesthdd get in you way, and how
that’s, how you dealt with them. And you can &k about alternatives on how
to deal with it.
Moriah’s mentor was a White woman and she felt W@amen were better able to mentor
young Black women through the challenges of beimgoman in the profession better
than men.
Gender-wise, he may not understand all the aspleats will be faced with, so
that’'s why | say yes and no as far as gender. @&eceen can go out and get
married, leave their wives home while they're tilangg and there’s no problem
with that, whereas a woman trying to be a collegmér and trying to be
pregnant, trying to get married-oh, let, hold @t,rhe back up-trying to find a
boyfriend and a husband, and, that doesn’t, thasmlg that don't fly-it doesn’t
fly. Oh, honey, you’ve got to be here to raisesthkids. No honey, I-I've got to

travel on the road. That becomes conflict. Ba@ngoman in itself is just way
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different. You need to see a woman mentor. Yadrie see that woman being a
college trainer working with women’s basketball dr&ing pregnant, and being
married. Because that lets you know if she cait,dben you can do it. And also
maintaining a home and maintaining that family. w\&m still waiting to see

that one. | don’t think I've seen that yet.

Most of the participants agreed that mentor raxcckgender did not have to be
shared characteristics with Black female studemtdlow for a positive mentoring
relationship to occur. However, some of the pgrdints felt that a Black female mentor
would be beneficial and that a woman would be ewere beneficial. The participants
were able to identify characteristics that madeeator effective regardless of race and
gender, which they placed great value on.

QUALITIES OF EFFECTIVE MENTORS ARE MOST IMPORTANT

Many of the participants valued the accessibdityheir mentors. Hanna saw her
mentor, “...on a weekly basis, if not more than thathether it was just in class, or
going to a, the meeting in his office, or just pagdy in the athletic training room.”
Gabriella saw her mentors everyday. “They bothewetmediately accessible. | mean, |
was in the training room every day. They were yvgeyy accessible.” Bernice, Moriah,
Phoebe and Theodora had daily access to their nsessavell.

“Well, | had her for class most of the time. Aa$ on a regular basis, at
minimum twice a week.” — Bernice

“Oh Lord, | saw that woman every day.” — Moriah

“Oh, daily. Daily.” — Phoebe

“Every, every day. Every day.” — Theodora
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Bernice agreed that accessibility was helpfubimfing her mentoring
relationship with her mentors. “Other than beingré and being willing, just access,
access to them was very important.” Damara’s nrem&s very accessible to her in
several ways.

She was very available. She put a lot of time th&d program, and it wasn't just

for me; she was available for everybody. Dr. S wae of my professors, so we

would see her, you know, in the classroom, and, tb#fice hours, she made
herself available even if she, if she was, off tinmem office hours. So she was
definitely accessible.

Elisha’s mentor, despite being a dean, was adiledsi her quite frequently
through the MENS program. “During the semester tlaatually took the course, we
met once a week. After that | think we probablyresponded by e-mail once a week or
once every two weeks. Clear until | graduated fomitege.”

Even though Deborah’s mentor changed positionsimitie program, making her
less accessible in the clinical setting, she reethaccessible to Deborah.

Anytime pretty much. My sophomore and junior yslae was the men’s

basketball athletic trainer, and so she was alratige training room, regardless,

you know. And then, | think my senior year, shét@pe program director

position, and so she, even though she wasn't itréi@ng room she still was just

across, across the way in a different building gt went over to her office.
Gabriella valued her mentor’s ability to make helfwelcome. Her mentor met her with

a welcoming approach the first day they met.
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She was welcoming from day one, so that was, yawkit doesn’'t seem like
that-how could that make such a difference, ara Bsick freshman in, in a
different area and a new environment that was,whatkey.” She added, “l think
if anything the first thing that drew me into thliaihing room at [institution] is
just welcoming. You know, if something isn’t wetamg to you, then it may not
even give you initial draw, you know?
Theodora valued her mentor’s support. Her ments very supportive when it felt like
everyone else had given up on her. “And he’sallstys been supportive-he was always
very supportive.”
Moriah’s mentor provided not only academic supplout financial and emotional
support following the death of Moriah’s mother ahgriher final year of college.
She helped me out with clothes. Sometimes | jigst'have enough money to
buy certain things, so she would, you know, fotanse if they, if the program
said that you need to be in a college shirt, wedl lsnew | couldn’t afford some of
those college shirts that they wanted the kidautg bo she would just give it to
me as a Christmas gift, or birthday gift. Wintéathes; sometimes there was just
some winter stuff | just couldn’t afford, and agalme would give it to me as a
Christmas gift, or a birthday gift, so that way powouldn’t really know what
she was doing. Oh my God, it's very important,ause we all need that support
system. And oh my, and it is just so importarhdwe that mentor there to just
tell you when you’re messing up, tell you when yeuwloing a good job, and to
really give you a lot of, just advice but alsoigidn. Especially in handling

certain situations.
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Hanna also felt supported by her mentor when faaipgrsonal challenge with her

health.
My mentor. He was my advisor, and he, he just,gase me his time, his door
was always open. | think that was really helpight toward the end of my
degree. | was very sick towards the end and hgeldehe out. So, | don’t know,
| think that was the biggest thing. Because | avémng ways from home too, so,
my mentor, my advisor and mentor was there for me.

Elisha felt supported by her mentor as she dealit various problems that she faced as a

student.
Yeah, it-it was, and she helped me out a lot, evleen | was having problems
with the university as far as you know, getting fimancial aid and making sure
everything was right as far as my program was ameck you know, she was
always going to bat for me. She would write lettéo you know, my athletic
trainers that were over my sports; everything.ytAmg that she could possibly
do, she did.

Phoebe appreciated that her mentor was not onsaitide to her, but valued that he

listened to her and took the time to advise hezneafter she graduated.
J was a great listener. And, uh, family man andiké | said, because our group
was so small, and he was vested in each and ewergfaus. | remember him
confiding in me and saying how glad he was becaasenly had X amount of
students and X amount of staff. And I'll neverdet the day that we got to
increase everything, and going in his office, sgyinbet you wish things were

smaller.” [Laughs.] He did. You know, and jusidha nice talk about it. Every
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time that I, like when | went for my master’s degifevent and talked to J. When
| talked about each time | changed in jobs, | werit. When | thought about
being a physician assistant, | went to J. Andlivays had really great, sound
advice and good things to say and encouraging words

Damara’s valued her mentor’s guidance as she prdpargraduate.
Um, it was mostly, mostly guidance or directiokelshould | go into the master’s
program, things about my internship. | was delgatihat to do with my
internship, so she guided me with that, if | wartiedo a thesis and that kind of
thing. It was those types of questions with mygpession through the program.
It was more of what to do next, um, career-wise eshacation-wise; that kind of
guidance.

Grace valued the fact that her mentor was intedl@atenentoring her and skilled at

serving as a mentor.
Whoever can, whoever’s capable of mentoring you@mately. | think you
should choose someone because you work well waimtland because they can
give you appropriate guidance, and help you alang path.”

She added, even for students who don't think thredra mentor, they offer valuable

assistance.
| think some people may need guidance, and | thinke people don't. Some
people go into any situation and succeed, and gmople need to have a person
they can fall back on and talk to in order to gbeve they need to go. Sometimes
you need that person who'’s there to talk to and kinkeep you in line and kick

you in the butt when you’re not doing what you'tgpposed to do.
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Bernice valued that two of her mentors, Black worpssfessors in another department,
were also role models for her.

| mean, | wanted to emulate them-they were stronbarganized individuals, so

just concentrating on organization and just a geotk ethic got me through. So

just to emulate what they were doing pretty muctihatschool, and then just their
help and guidance.
For many of the women, even the little things thair mentors did were valued. Grace
felt supported by a new staff member.

Maybe my last semester a new assistant came irabgwetty, he was pretty

good. He kept an eye on us and helped us whenese tnying to get into grad

schools and things like that. Letters of recomnagiod . . . . And | keep in

contact with him every now and then too, but.. . .

Many of the participants were able to identify lijiess of effective mentoring
demonstrated by their own mentors that they bedieamntributed to their own success as
athletic training students. Some of these qualitieluded; mentor accessibility, a
welcoming attitude, a sense of caring, interestsumpbort, and the skill to be a mentor.
What other factors contribute to the successful college retention and attainment of the
BOC credential of Black women athletic training students?

Many of the participants were able to identify maithe things they felt helped
them to attain college success leading to thedaargaling as certified athletic trainers.
Those things were both internal factors, as wedbdsrnal factors, that they recognized

in themselves, in other Black female athletic tragrstudents, and in their environments.
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THE INTERNAL FACTORS
Some of the factors that contributed to the sisfaésnatriculation of the
participants were things they identified within tieelves or within their fellow Black
female athletic training students. These factarselbeen classified under 1) a wide
variety of personal character traits, and 2) thgperience navigating within the
dominant White culture.
Personal character
Damara felt that her even-keeled temperament coéd to her ability to
successfully matriculate through her ATEP.
| think that | had a relatively uneventful colleliffe as far as, you know, problems
or issues. I'm the type of person who, I'm vergmikeel and | don’t take a lot of
things personally, so a lot of things that may kboththers didn’t bother me...
Damara also found that her self-determination atidnsotivation kept her on track with
her goal of becoming an ATC.
Once | learned of the profession and decided thetat | wanted to be it wasn't
that-there wasn't anything to really deter me froontinuing that focus on that
field. I guess that to keep me motivated, | me¢avas just something that | knew
| had to do, high school, everything from high saheas geared toward college,
college education was really important in my hooesghamong my friends that |
went through high school with, it was just someghihat was expected. | don't
know that | ever thought any other kind of way thaiu know, | wouldn'’t finish
college. And so once | decided what | wanted tevidb my career, it was just

autopilot. You know, this is, this is, these dre steps that | have to follow,
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okay, so | do that. This is what's needed for madtually have a career as far as
the licenses and certification, okay, so whateverve to do to prepare for that,
that’'s what I did. Like I said friends and classesal guess would help with the
learning part of it, but | don’t know that | evdrought any other way. There was
never another option.
Bernice agreed that self-determination was a atifector in her success.
| just say that because | had my mind set wheft high school, so | was just
determined. Like | said, sacrificed, committed sifjsand just you know,
planned with the end in mind, because you havetihat. Some people don't
plan with the end in mind, they just plan as they g
Grace called her self- determination being stubbbdf'm just stubborn so | don’t
like failing at anything so part of it was just mi.doesn’t really matter what’'s going on
around me. If I have things to get done | justitem, so ... .”
Phoebe shared in the self-determination themeibatihg to her successful
matriculation.
And | think that your own assertiveness comeTin.be determined. | don'’t
believe that the whole world has to hand you thinigthink you, | think you need
to work at it. And that’s, | guess that’s one lod things | have decided. So |
think a lot of it is self-determining.
Experience with White culture
Some of the participants found that their previexgeriences navigating within a
predominantly White culture and environment weripfoé in successfully matriculating

through college at a PWI. Hanna went through bee@ic training experience at a PWI

174



in the mid-west. She found that her experiencevgrg up in a multicultural
environment aided her in being successful in celled grew up on the east coast, and |
grew up in a multi-racial family-1 grew up aroundoa of diverse individuals, and so |
think we seek out diverse people in support systems
Bernice attended high school a predominantly Whigé school and felt
prepared by her experiences interacting with Weutieure to attend a PWI for her
athletic training education. She offered a stropmion about college students being
prepared to navigate through White culture if yoei@n ethnically diverse student.
Well, the thing is too is | think that people hdawebe prepared. Like for example,
if ’'m coming from a Philadelphia school, and Irtkithat I'm going to flourish at
[institution], there’s something wrong with me. Y&now what | mean? That's
just, just a total cultural difference. | meardkhave to sort of put some of that
responsibility on themselves-go visit these schotlyou’ve never flourished in
a predominantly, you know, white population, thew'ye not going to do that
fresh out of one of these public high schools iildelelphia. Maybe you need to
look at South Carolina State or Tennessee Uniyeysiti have these sports
medicine programs, but they’re predominantly Blaflkkaughs.] | mean, you
have to look at your surroundings and the areagyew up in. | mean, some
people are like “Oh, | just want to take a leagaath,” but you, you can’t do that
unless you've been in a workplace, you know, if y@@oming as a non-
traditional student or something of that nature.
Grace grew up on military bases that were predomiyw&Vhite. She also felt that her

experience interacting with more diverse peopledether prepare to attend a PWI.
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| grew up on a military base, so | was used to kihd varied population, but |
was also not, | don’'t know, | was never really sunded by a lot of people who
looked like me, so to speak, so it was never alba for me and | was used to
that.”
Damara summed up well how she thought internabfaatontributed to successful
matriculation in an ATEP.
| think it's important to note that a lot of suceeepends on the individual,
regardless of the path you choose to follow, if awe help along the way, if you
have mentors, or what type of mentors, if you haue know, people that look
like you, in the long run, it doesn’'t matter, besathe only thing that matters is if
you're able to persevere, and if you're able tonat it is you want to do, and
that comes from within. That comes from your owxde, your own willingness
to sacrifice, and your own self-worth.
THE EXTERNAL FACTORS
The participants were able to identify severaéexdl factors that they felt helped
contribute to their success in pursuing athleaining as a student in college. These
factors focused on their personal and professiaiationships and their clinical
education components.
Faculty and staff support
Many of the participants felt support from role aets who were Black women on
faculty or staff at the institution but not invotién the athletic training program or were
ATCs. Bernice enjoyed a positive mentoring exper@gewith two Black women on

faculty in the physical education department. ‘Bmwas a very influential woman. And
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Dr. A. But | was closer to Dr. R. | know she washarge of physical education, and
she did a lot of the physical fithess and aerobi&he added that she also felt supported
by the faculty, staff and her peers in her ATEPcdnh'’t say anyone in particular, it was
just everyone as a, as a whole. Dr. H, Dr. M, know, some of our peers, you. Some
of the staff who were closer to our age than ocultg.”
Elisha’s mentor was also a role model to her. @ a Black woman who was
the Dean of her college and not an athletic trainer
Uh, well, I can only think of one, and it was thead of the college, and she
wasn't even an athletic trainer at all. She wasahly African-American female
that | considered or that | even knew, or consdereole model or, or a mentor
of any sort.
Moriah identified a Black woman who taught the cistng lab as a role model. She was
a role model for Moriah, not only because she wBfek woman, but because she was a
teacher, which Moriah also wanted to do in additmathletic training.
| know there was one chemistry teacher-she taughindab, and | really liked the
way that she taught chem lab. That woman knevstugf. And I, and | tried to
emulate her, knowing her stuff, and it would justlittle things that she would
tell you, and then she would wink her eye at yocalbee she knew, because she
wanted you to know that she said that specifidalilyyou. And then she’d get
like this little smile on the side of her mouthléd you know that she said that
specifically for you, and to let you also know tlshe was helping you out.
Theodora remembers being very supported by thdtyeand staff athletic trainers in the

ATEP.
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The support | had, of uh, I-1, you know, I-1, | htieé feeling that, those people,
those trainers, wanted me to succeed, and theyedadally hard to help me
succeed. And | did everything that | was askediato But | think, | got most of,
most of my help from the trainers at the schodieyfthought it was something
that | could do.

Hanna felt that her mentors supported her ashdetittraining student. “l had
great, great, great mentors there.” Phoebe remsnhiee mentor and staff members
supporting her through her educational experience.

| would say if anything, it was J our head athlétainer. He acted as a mentor

for me-so it was great. It wasn't the universityyasn’t-at that time | didn’t

know any others, | didn’t know of any other Blac¢klatic trainers-women, for
that matter. So, I'm just kind of out there andngoit and had great support from
staff throughout the whole thing.

Clinical education

Grace remembers that the small program cultivateeinse of familiarity among
the faculty, staff and students.

It was small. There were only about 800 studeintsyaschool, so it was super

small, so | knew all the athletes and | knew adl &thletic trainers and | know,

like, there were only two people in the program weaaght, so, you kind of had
the same classes with everybody, in terms of Spetifletic training courses.

And then, the rest of the physical education depant obviously taught a few

things. So, | don’t know-intimate, | guess wouklthe way to describe the

university.
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Many of the participants remembered that the @diheducation experiences kept
them interested and involved in the ATEP. For Rernshe relished working with the
football team.

The most challenging was football. Fall footb&ason, | think that’s where you

got most of the bulk of your experience. So thasweal memorable, ‘cause then

you felt like you were challenged all the time tepsup a notch and start utilizing
your skills.
Damara enjoyed working with her supervisors antetgh at a high school clinical
rotation.

The most enjoyable memories | have are at thedabbol where | worked, | got

a chance to work with some really good supervisitidetic trainers. They were

GAs in the master’s program at [institution], biséy were farmed out to the high

schools, so getting to learn from them was readlgdy They were women, both

of my supervisors were women so they were justyrgalod people to be with.

The athletes there, | still have contact with sahthem, that part was the best

part.”

With regard to her clinical education experiencetha collegiate level, Damara added,

| mean it was just different opportunities to bealved in athletics even at the

university being, being a part of the behind thengs thing, so just being part of a

unique group of people in athletics. Everybody koow, [institution] was huge

on athletics, so everybody wanted to be in the kraowd in the crowd-I think
being a trainer there allowed me that.

Grace enjoyed the hands-on aspect of the clinthat&ion experience.
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| remember putting in a lot of hours. [Laughs.hdA remember working a lot of
football. | don’t know, it was nice, it was ingsting-it was an internship. So my
experience obviously is much different than stusemiwadays, because I, my
first, | don’'t know, | think I'd been in classesrfabout a week and | was already
taping things and helping with rehabs, and evenghihat they're not really
supposed to do initially. So | think my experieneas very hands-on, and it was
very interactive. And it was-I liked it-so-I staye it so | guess | had to like it.”
Deborah enjoyed the challenge of the clinical edanacomponent, especially in the
down eliminated internship route to certificatiovhere students became independent
learners very quickly.
Let's see. Being a student from the get-go, ldélad by myself. And I think that
that was extremely helpful in developing me, yoowndeveloping me, career-
wise, basically getting thrown into the fire, aarsx as | was, you're forced to do,
do it. Like, you're forced to do something-youfoeced to handle an injury even
though you're really really scared and you thinkiymn’t know what you're
doing, but that’s not really the case ‘cause atdimes you do know what you're
doing. But you're not gonna know that until you geced to do something. So
I’'m very very grateful for that.
Peers & Friends
Elisha remembers how important her shared bondmitasher classmates.
Uh, football. | spent two years with Division Ofe®tball at [institution], so, it
was working the long hours, getting up at four @ in the morning for mat

drills and things like that, but most importantliyvas being able to have a group
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of friends that understood what | was going througtollege, because we all had
the same career. So it wasn't like, “Oh, you ttiese hard sciences, | can't
relate,” because they take music history. It wasaWhad to take organic, we all
had to get up at four o’clock in the morning anyveditgr we studied, so | think
being able to go through that is that you’re witbaaticular group of people that
can relate and that could understand exactly whasl going through.”

Elisha added that the supportive relationship sh@yed with her athletic training peers

crossed the racial divide.
It is, ‘cause we all have to go through it togetlserit was, it was funny because
the football trainer, we were always looked up@cduse we got the uniforms,
because we got to travel with the football teand &e got to eat with the football
players, and then, you know, trainers that traioedoftball were wonderful
because they always had softball, like there waayd a competition but we
always knew, okay, the first-years are the coobptiee seniors, those are the
people you look up to and you ask them questionsitalyou know, what teachers
do | take classes with. So, we're all friends. lig® we all hung out together.
We all hung together on Thursday night ‘cause ,meaessarily because we had
to, but because we spent so much time, you knogvwamking in class that we
generally, we truthfully became a family. Becatiseas funny for me, as an
African-American you know in college, my mom usedsk “Why you have so
many white friends?” And I'd say, you know, it'stmecessarily an issue of, |
like White people more than Black people, but thesee my peers, you know,

and those were the people that | got along with.
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Hanna remembers the bond that she shared witHds=smtates.
And there were a bunch of us from the east coastwibre going to school there,
and we were kind of, we kind of hung together, amdve, we kind of pushed
each other academically, so, it was, no, | hadaal gione.

Theodora remembers feeling supported by her peershe faculty.
And, so they were very, very-very, very helpfuk $tudents who were part of the
program were, were very helpful, Linda T, | dontokv if you know her. She
was our grad assistant at the time, and so it wasyasupportive program, and
you know, in your survey | saw you were asking dbaagism and things like that,
and at [institution] | never, never experienced,that in the athletic training
arena.

Phoebe felt she enjoyed a close-knit circle inpegram.
They were fun. We were a, a small, tight groupe N&d only a few students and
a few, staff-very tight. Because we were veryttgha small group they really
mentored us, made sure that they, we were capét@m the job that they
required of us. We always had nice supervisiod,lgast remember feeling
more like family. You, you never got tossed by wWeeyside.

Bernice remembers that close-knit feeling with ppeers, faculty and staff.
| don't think there was anything really particuljyst think that we had a, not
only a close-knit peer group, but also a close-taatlty who really wanted all of
us to succeed. So I think that was very imporiaainy challenges that we had
that we were, you know, it was an open-door pofiaybody that you felt

comfortable and you need to talk to you just ditl it
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She added that she really enjoyed, “...the camameatih my fellow peers.” Damara
found that her peers helped sustain her.
The students that | was around or hung out withevgerod friends-a lot of study
groups, you know, hanging out, doing dinner, thatl lof thing, so it allowed me
a chance to be in a close-knit group of peoplesidetof the classroom.
Family
Deborah recalls how important it was for her Mottoesupport her through her
college education.
Let's see, my mom. Knowing that if | didn’t page texam she would be really
disappointed in me. And so | think that that wdmige deal. So | think that’s
definitely the main thing right there-is trying neake her proud. So | think, yeah,
‘cause | mean the further | go the prouder she gétsl | love it.
Moriah’s mother was a role model to her and a gsepporter of her decision to pursue
athletic training.
I’m going to go ahead and say somebody outsidbaifwas my mother, because
she was just a hard working woman. She was ahang/working woman.
Supportive, and hard working. She really suppontedn a lot of my decisions.
Grace also found that her mother was a tremenchativator for her to be success as a
college student. “Probably my mother. [LaughSHe always gets more excited about
my new degrees than | do. I'm not allowed to amything, because she gets mad.
Damara found a lot of support in her family, chuand friends.
| just think | had some really nice people in micld of people that looked after

me, you know, friends and church and you knowthait kind of thing. So |
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don't, | didn't really have problems-I-1 didn’t hayl had a supportive family so,

you know, | could talk about things if | was strligg with a particular class or

one of my friends would help me if | couldn’t undamd something, so it wasn't
any real major issues.

Most of the participants identified some key em#édifactors that they found to be
significant in contributing to their success adettb training students. The major and
non-major faculty and staff provided guidance, roeing and support during their
college matriculation that helped ensure their essdn college. The clinical education
component was another significant motivator foroemaging persistence in the ATEP.
The participants also indicated that the relatigmsthey experienced as students were
critical contributors to their success in beconuegtified athletic trainers. Family,
especially Mothers, were key individuals for som¢he participants. Especially
significant was the close-knit or tight-knit, farailrelationships that some of the
participants shared with their athletic traininggpse
What barriers hinder effective college matriculation and attainment of the BOC
credential of Black women athletic training students?

The participants identified a few barriers thatytihad to face and overcome as
Black women in pursuit of the ATC credential at dadlegiate level. Some of the
participants identified factors that limited thepport they received ranging from a lack
of family support to financial support. The pagp#nts struggled with significant
demands on their time that created challengesetio shccess. The women also had to

overcome the barriers of sexism and racism.
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LACK OF SUPPORT

Even though some of the participants felt suppdotetheir families to pursue
athletic training as a career choice, not all efplarticipants enjoyed that support. One
participant found the lack of support by her fantdybe a barrier she had to overcome as a
college student. Phoebe remembered that her gasemé not supportive of her major in
athletic training, mostly because they really didmiderstand what athletic training was.

I, you know honestly | don't think so, ‘cause my@s didn’t understand what |

was doing. They didn’'t get it until after | hadelpein the career for a while. But

my family didn’t understand what | was doing, seytlweren’t, they weren’t
against it, but they just weren't all that suppaetjlaughs]. Because they didn't
know what in the world | was doing.

Other participants faced a lack of financial suppd&ecause athletic training
students participate in their clinical educatiompmnent at the same time they take
classes, the demands on their time limit theiritgttib hold employment, even on a part-
time basis. Deborah remembered struggling aslegeostudent to support herself
financially. “Money, was, money was an issue. elam, but that’s like a normal thing for
college students, you know? But, money basically.”

Elisha remembered having a hard time working oateither class and clinical
requirements. Although money was a barrier, stididd some support from the
university, but not until she struggled first.

| think for me the biggest problem-which actuahg tschool helped me work out

a little bit-was financially being able to be ahlatic trainer because it required

so many hours it was hard for me to have a job,paydfor college and
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everything all at the same time. So having to vawlan athletic trainer in the
training room, and then having to go to a real grg then having to take real
classes-like basically being able to balance, stppgself was a huge challenge.
Hanna overcame the financial barrier she faceddyyng her own way through college
without financial aid.
It was just mostly uh, | guess not being, uh, infed enough about different
kinds of financial aid and stuff, because I-I-I Wed, | paid in cash for my uh, for
my degree. So, and that was, that was a hard3iip.hardest thing was | had to
have uh, two part-time jobs because | was payirigpbatate tuition. So |
worked, | worked a lot more outside of school thald in school.
When Moriah went through her internship route paogyrshe received work study
monies during her clinical rotations, which is alation against the CAATE
accreditation standards today. However, she aquestiwhy there were so many
scholarships available from colleges and univesito the other health and science
majors, yet almost none available to students nmgjan athletic training. (The NATA
and most NATA district and state athletic trainorganizations offer scholarships, but
not until the students are upperclassmen).
Another issue is scholarships. There are no athhatining-real athletic training
academic scholarships. And, like for instancedlisesome for engineering,
there’s some for biology, but as far as athlening itself there’s hardly any.
And the institution itself doesn’t give any academihletic training scholarships.
And that would be nice if they'd do that too. WHemas in school, my athletic

training hours, | got paid for those, because We part of my work study. But
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now the kids can’t even get paid. You're expedtettavel and put in all these

hours, but how are you supposed to maintain agiwhen you can’t work?

Some of the participants did not feel supporteddyous challenges of their
academic institutions. Hanna struggled with ameniified learning disability that
became a barrier to her success, which she overgarher own. “Back in the day, |
personally, was not prepared from way back, becthesedidn’t realize that | had a
learning disability.”

Gabriella had to overcome the barrier of pursuitndeéic training through the
internship route. Since her institution did nobisgor an accredited ATEP, her
matriculation through an internship program wasjanized.

| wouldn’t say they were problems, because evemngtiwas kind of worked out,

but early on they didn’t know what to do with ménéTsummer of my freshman

year, again realizing that there wasn't an athkeiming major, they were trying
to kind of develop an independent-type study oepehdent major, so it was kind
of set in the college of health, recreation, andgsmance, and also non-teaching
track.

Moriah did not enjoy the support of her peers hietic training. Many of the
participants did enjoy the close-knit bond of thgers and considered it a huge
supporting factor in their successful matriculatidvioriah was an exception to this. She
went through an internship program that only haokal of five athletic training students,
including her. Because it was so small, and thesevassigned to work with different

supervisors at different sports, they rarely intezd together. Moriah felt she missed out
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on working with the others, especially when sha$ietéher athletic trainers talk now
about the bond they shared with their peers iredbfiit programs.

Well, you've got to understand that at the timealsveoming through my program

there were only four boys and myself. Each ofexenreally had a time to

really, | mean, you think about it, okay, theraigefpeople, that would mean that
come fall, we have, one guy was out doing footbaillas with soccer-women'’s,
one guy was with soccer girls, one guy was witheytlall, and the other guy he
was helping out with basketball. So we never hatlaace to interact, because it
was so little of us there.

Theodora remembered going through her program silguahat she did not feel
prepared to enter the workforce after graduatiahamsidered her lack of experience to
be a barrier. As she started her first job, sbendt feel supported by anyone.

| honestly feel that at one point | felt unprepateecause | didn’t, | don’t think |

spent enough time being supervised early on, becgas know, | became

certified in a year, I-1 went through the pro-, émt through everything so quickly
and, and passed everything the first time and-kgpt through it so quickly so |
felt out there on my own a little bit. | felt thkévas out on my own a little bit too
soon.

Many of the women remembered struggling with wasitime conflicts and
challenged their overall success as athletic tmgistudents. At the time most of the
participants matriculated through their athletaning experiences, the accreditation
route required 800 clinical hours and the intenmsbute required 1500 clinical hours, all

while taking a full academic load of coursework.
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Theodora felt that the clinical education compdradrathletic training created a
huge barrier in terms of time conflict. As an atb| she was unable to pursue athletic
training until she was cut from the basketball td@nsenior year, causing her to initiate
athletic training very late in her college career.

But | think here, in that, | don’t know why and,dasometimes I think that a lot of

times Black females that would be interested, edted in athletic training are

athletes. And because they're athletes they dmt'involved in the athletic
training aspect. And, that has, that has beenxpgréence at the junior college
level. You know, it takes up so, the athletic, &tieletic portion takes up so much
time they don’t have time to spend between the emach and the practices.

There is no time.

Gabriella was a dual major in physical therapy atidetic training (internship
route). Most of the laboratory classes she ne&l&gke for physical therapy were
scheduled in the afternoons, conflicting with higrical education requirements. She
was forced to take a semester off from her clisi@@lorder to take the science classes
she needed, creating conflict with her supervisitidetic trainer.

Maybe one little stumbling block along the way vpasbably, sophomore or

junior year when | was working still full-time imé training room and realized, to

get all my sciences in and labs, would have thoaghsciences were
prerequisites to physical therapy, | was gonna haveke either, you know, take

a quarter off from the training room-from workingthe training room-because of

the times that the chemistry and physics labs weheduled and that kind of

thing, so | had to actually take some time outeftraining room, which at the
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time wasn'’t very favorable, by the head athletarter that | also worked with, |
mean, she didn’t, well, | won't say-she didn’t discage it, but it wasn’'t
encouraging, so that was hard, you know. But bgwknew from the beginning
| wanted to work both together, so | mean, | wasngodo what | needed to do.
And | knew | was coming back to the training rookter thought was, “Well,
you’re gonna be away, you're gonna not have expeeiavith this sport, you
know, that you're assigned to, and you know, wkirel of moving on without
you,” and | would just do that, but | would judtdito, | had to, you know, for this
semester be a full-time student, you know, to be ttbget the courses and get the
labs in that | needed to. So, you know, some thinjgst kind of had to work
around.

Moriah considered it a barrier that she was unebfgarticipate in more activities on

campus.
Yeah, you know what, yeah, and that’s one thing tefjret when | was in college
that | didn’t do more, but it's so hard to do that do your clinical. It was just so
hard traveling, on the road every other weekenthdrto keep up in classes, plus,
| mean, minoring in biology, | carried a lot mo@esce classes than other kids
who just majored in PE. It was, you know, the &rais that I, that | chose, you
know, was more academically demanding on me antimgyand | just really
wish | had more time to be, to, to have been slyamlolved with the school.
And, and | do, and | do believe | did miss out data At the time, | believe that |
missed out on a lot, but nowadays, | did miss out@amething-yes, | will say

that. | did miss out on a lot. And, just becaysst because of the clinicals and
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the time. Because you know back then, you haegtyagur 1500 hours in. The
workload didn’t bother me because | already wa®sag to the work load in
high school. So the work load wasn’t a problencaose | already know what |
was getting into from high school. | think thefdience was, was now I'm
actually traveling more, whereas in high schoohyg@au went to Friday night
football game, and you were home that night. Wedleling was one of the
things-1 mean, | enjoyed the traveling, but it chdke me behind in a lot of the
classes.”
SEXISM
Moriah and Deborah in particular shared experiemadssexism. They
struggled with disturbing experiences with sexwablsment that, in Moriah’s case,
contributed to her decision to transfer from hestfcollege. When | asked Moriah about
the biggest obstacles she faced as an athletiorigastudent, the first story she shared
was her experience with sexual harassment frorhébd coach of the sport she was
covering.
Alright, let’s start on the bad stuff first. A lof it was coaching staff. | had a
very bad coach that just did not respect me agdest. | think, too, he didn’t
respect me as a woman and as an African-Ameriéad. he would be bullying
the girls, | think it was some other stuff goingtbere too, that I, that | really
didn’t respect. Oh, he would cuss at us, and akeye’s one thing in, in a coach
saying, “Move your ass,” but a coach saying “Moweiyfat ass, bitch,” no, no,
no, no-you don't do that. You know, fondling thelg and touching them, and

one of the girls had mentioned to me that she,diatfelt intimidated by the

191



coach, that he was even asking her for sexual $avAnd | think at the time that

also sparked an investigation too that | was agfart didn’t really appreciate

being a part of it.

Unfortunately, the athletic training staff thabsild have protected Moriah from
those sexually harassing incidents did not.

The one head trainer, | don't, he didn’t feel cortdble working around

minorities period, and, and let alone women. Sbadd then me coming in, oh,

Lord, that was just two things combined. You kntw,would have other people

sitting in a room with him when he would talk to.m&nd | don’t know whether

or not they were witnesses to what was being salebw it was being said, but
the other people would kind of cut in and say tq fidéell, he’s trying to say
this.”

Deborah was protected by her mentor from beingally harassed by the men’s
basketball team by not assigning her to work wigm. The team had a history of
sexually harassing the Black female athletic trajrstudents previously assigned to
them, causing the young women to discontinue irptbgram for various, and related
reason. Deborah remembered her fellow Black feipedgs’ experiences. “But when
they see that it’s not what they’ve conjured thatyre up to be, that’'s when they get a
shock, and they're like, ‘Okay, | don’t want to thes anymore.”

Deborah also felt that there was more Black-oaeBlsexual harassment to deal
with as a Black female athletic training student.

And also, | mean, again, I'm gonna-I can’t get avrayn this, but | think that, |

think that it has to do with, with the athletesrgeAfrican-American. For
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example, it's tough, how do | explain this, beimgAdrican-American girl, or
woman, in athletic training, when you first areagtuced to an all-male team, it’s
very, | mean, it’s, it’'s not as difficult for me wo because I've done it for a little
bit, and | know how to handle it, but all the catlg, and all the “Hey, can | get
your number?” or, you know, just, they're tryingtadk to you and get your
number, because they don’t realize that this is gaveer, this is not some after-
school job that you have. And, so, | think thatlzé extra attention that is given
to African-American females who are just entering tield, they're like, “Oh,
yeah, they like me now. And I-I can talk to thenAhd they don’t know that, no-
that’s, you're, setting us back, by doing that.dAi’s, it's a race thing. Because,
yeah, I've seen it too where they do it to Caucagids, but it's way, way worse
with African-American girls, because Black guys wamtalk to Black girls the
majority of the time. And I've seen it. I've segflirsthand. It happens every

single day.”

RACISM

In addition to dealing with sexism, Moriah and Deddodealt with considerable

instances of racism. The same coach who sexualBsked Moriah also subjected her to

racist behaviors as well. “The one coach actualy his Black coach come and talk to

me, because he didn’t feel comfortable talking &"mrhe racism that Moriah dealt with

was not limited to her clinical experiences. Slse aemembers that the racism she

experienced in the classroom sealed her decisitmansfer to another university.

This is the reason why | didn’t finish up my progxamy athletic training

program at the original undergraduate school | was'here was an instructor,
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an AT instructor, who, whenever | raised my handgk questions in class, she
would say my answer was wrong, and then the, tberesne else White in the
class would raise their hand and say the exact sawer and she’d praise them.
And then there were a couple tests that | had tak#dre class where she marked
my answers wrong, the kids in the classroom witheakact same thing | wrote,
and theirs was right. 1 just really felt at theaéi my existence was not being,
being present, or acknowledged, | don’t think migsence was being
acknowledged.

Moriah’s experiences only slightly improved at #8zond institution she attended.
There were some White people who were like, readlyl, and they had no
problem having you near them and around them. tRhed there were others who
don’t have a problem with you, so long as you kgmjr distance. And a lot of
that was my attitude and my personality just ditlalick well. And | think
because of my attitude and my personality, combiaigd me being female and
Black it just, it just was not a good mix at th#qe.

Deborah believed that her conflicts with one of stef athletic trainers were racially

motivated.

One of the staff members, we didn't get along weeyl. | don’t know why, but |
just felt that he always hated me. Which was wédiatause | got along with
everyone else in the whole place; students, $&sf€hing assistants, everyone.
And it was just, except him, like | was deathlyrschof this person. And so |
think that affected, how | approached issues wihh Ht was a good learning

experience for me, now | know how to handle, yoawnproblems and issues
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with people that | don’t get along with. So | thii's good. But back then |
think that it did affect, how | handled stuff witiim. So, but now, you know, you
live and you learn. You look back and learn framWas it racism? | mean, to
be honest, when | don’t get along with someonetdmatically think that. Like
that’s the first thing that I think, even thouglsitouldn’t be. But, | mean, being
Black, you have to.

As one of only five athletic training students miaternship route program, Moriah felt

alienated from her peers both logistically andathgi
At the time, it was only four guys and myself, s@ds the only girl, and | was the
only African-American. We had one person in eacdg. There was a
freshman, | was a sophomore, a junior, a seniaf adifth-year senior, and that’s
how it was. So we never really interacted withheather. And, you know, now,
now, you know, our program is accredited. The paoys accredited now at my
old university, well, now they have a lot more loéin, and they all kind of know
each other. And | do feel envious of, I'm just gargo ahead and tell you, | am
jealous of, and | wish | had that, because thegaite up at the same time in the
program. There were like five kids in one gradee kids in one grade, three in
one grade. So they had a lot more chance to ettéran | did. | just, it was just
me, | felt like | was alone and lonesome.

Moriah remembered that the racism she experienesdhet limited to her ATEP, but

was an institutional issue as well.
You know what too, being Black on a predominantlizit4 campus, a lot of the

campuses were not as open to making African-Amesidéeel more welcome. |
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will just put it that way, that’s a nice way of piag it. They were not welcome.
They were not very welcoming to African-Americarfso that in itself put a
damper on things, where you had kids say to you kymw, “There’s no campus
life here, but you can make campus life outsidéhefschool.” Well, the thing
was, was getting outside of school so | can hasenapus life and | can have fun,
that was the difficult part. And not really knowia whole lot of students. |
mean, | barely knew a whole lot of kids at my sdhotou know, somebody said
“Are you gonna buy a yearbook?” I'm like “Why bayyearbook when | don't
know anybody in it?” And somebody said “Well, g gonna take a picture?”
I’'m like “Why take a picture when | don't even knamybody in it?” So, that
hurt.

Moriah also experienced instances of being stepeotys a Black woman in an athletic

setting. Despite wearing identification that irated she was an athletic trainer, it was

assumed by others that she was an athlete or h.coac
Other examples were when | traveled on the roaaletivould be other athletic
trainers who didn't, [laughs] even though | haveaoshirt that says “athletic
trainer” that says “sports medicine” on it, thererevother White trainers that just
kind of said, “Oh, where’s your trainer?” | hag@ng lady stand next to me for
about twenty minutes, we talked back and forth alathletic training
information, | had on a shirt that said “sports mew”. | had on a shirt that said
“athletic trainer” and she still asked “Where isuydrainer?” Other things would
be being mistaken for a coach, being mistaken faager.

Deborah also remembered being subjected to st@iagty
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Unfortunately I think there are a lot of thingsttikan discourage, | mean,
discourage me, but I get over it in like five sed®n Just little things that occur.
Which reminds you that people still don’t understastill don't realize that I'm
just as qualified as anybody else, and a reallyfdgo@mple of that is my student
who | had was a White male, and we would go otihéotennis courts and watch
a match. And we would be dressed exactly alikd,lanean, | look young; |
look like I'm nineteen even though I'm twenty-siklook really young. But we
would be dressed in the same exact outfits, we dvbelsitting on the same
bleachers, we would both have fanny-packs on, whaté¢ would be sitting
closest to whoever, they would go around me antb gloe White male, and ask
him whatever they needed to ask, and he would aticatly say “Well, I-I'm
sorry, she would have to answer that for you, shg/supervisor.”

Many of the participants identified various fastthat became barriers to their

success and made matriculation through their ATERadlenge. Some of the

participants were not supported by their famili€thers dealt with significant financial

challenges. Many of the participants faced varymsgitutional challenges. A common

challenge faced by some of the participants wasléimeand on their time. Two of the

participants dealt with significant incidents oksgn and racism. However, all of the

women overcame those obstacles to become cerdifféetic trainers.

SUMMARY

The results of ten interviews and three case assudith ten Black women who

are certified athletic trainers were captured ams$gnted in order to tell the stories of

their experiences as Black women who successfudlyioulated through an athletic
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training program in order to become credentialedi @macticing athletic trainers. The
methodology for collection of the participants’ 56, as approved by the Duquesne IRB
and followed, was documented. An introductionadle participant and the details of
their interviews were presented as were the detatise follow-up case studies. The
details for the data analysis were documentedvi@tb by the results of the Personal Data
Survey. The details of the participants’ experenwith regard to the effects of
mentoring, mentor race and gender, and the fattatserved as support or barriers to
success were documented in response to the respagstions of this study and serve as

evidence to sustain the findings.
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Chapter 5

Discussion

INTRODUCTION

The purpose of this study was to examine the pezdezffects of mentoring and
other factors on the retention and credentialinBlatk women athletic trainers in order
to understand the impact of those factors on tademic success of Black women ATSs
in ATEPs.

Based upon a review of literature focusing on memgo a question was raised as
to the effectiveness mentoring offered as a metti@dllege retention for Black women
ATSs enrolled in ATEPs. Through this researchemijit was my hope to answer the
following research questions:

1. What is the perceived effect of mentoring on theceasful college

retention and attainment of the BOC credential tB women ATSs?

2. What is the perceived effect of mentor race andigeon the successful

mentoring of Black women ATSs?

3. What other factors contribute to the successfuegel retention and

attainment of the BOC credential of Black women A?S
4. What barriers hinder effective college matriculatand attainment of the
BOC credential of Black women ATSs?
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The information acquired from this study will cabtrte to, and possibly initiate,
the limited literature available to the individua¢sponsible for the recruitment, retention
and successful education of ethnically diverse ATBsthermore, this information will
assist athletic training educators to understatigibbow to guide Black female ATSs
(and perhaps other ethnically diverse studentss ienadl female) to academic and
professional success.

The college experiences of ten Black women whaartfied athletic trainers
were documented in order to tell the stories oif tbeperiences as Black women who
successfully matriculated through college in otddsecome credentialed and practicing
athletic trainers. Three of the women were setkftein-depth case study in order to
further explore their more extreme experiencesfarttler inform the experiences of
their peers. The details of the participants’ eigyees with regard to the effects of
mentoring, mentor race and gender, and the fathatserved as support or barriers to
success were documented in response to the respagstions of this study. In order to
identify similar or consistent themes among thdipigants’ responses to the questions, |
followed the cyclical analysis methods outlinedgy and Airasian (2000). | elected to
utilize ATLAS.ti 5.0, 29 Edition, a CAQDA program, in order to better origarthe
volume of the data and to assist me in pursuingienmm-depth examination of that data.
Initial codes were identified and later refinedaotingh the process of focused coding by
combining infrequently used codes and dividing g more frequently used codes into
subcodes or focused codes. The focused codesrti@mged from the ten participant
interviews and three case studies were categoinredhree families. The focused codes

were organized against the research questiongrnodd-irst Iteration of codes according
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to Anfara’s Code Mapping method (Anfara, Brown & hgone, 2002). With the
guidance of the research questions, the Firsttiberaf focused codes was grouped into
themes (Second Iteration). Through constant coaparanalysis, relationships were
identified between the themes to create the qtigétéindings of the study.
FINDINGS

In light of the stories shared by the ten partioigaand elaborated on by
Deborah, Gabriella, and Moriah in their individgalke studies, there are several results
that reveal answers to the four research quespiossd in this study:

1. Mentoring is desirable, promotes efficient matratidn, and contributes
to successful college completion and credentiadihBlack women ATSs.
Not only does mentoring promote Black women AT8ald0 serves as
protection against racism, sexism and classism.

2. Although shared race and gender are favorable mehtwacteristics,
accessible and approachable mentors are more iassexits.

3. In addition to strong personal student attribuseseral characteristics
inherent to AT education contribute to successfliege completion and
credentialing.

4, Racism, sexism and classism persist as barriensdcess.

The following pages will elaborate on each of thelihgs of this study. The
perspectives and experiences of the participadtbaiecalled, followed by a review of
literature that creates agreement with the findingdditionally, the lens of BFT will be
cast over the findings to seek clearer understgnolinhe participants’ experiences.

FINDING 1

201



Mentoring is desirable, promotes efficient matricuation, and contributes to
successful college completion and credentialing Black women ATSs

Mentoring is Effective, Desirable and Valuable

Based upon the experiences of Hanna, Gabriellayi@srDamara and Deborah,
they agreed that mentoring was a desirable andlbdprocess for promoting academic
and professional success. Hanna and Gabrielladfowentoring provided them with
someone to, “...bounce things off of.” Bernice anebbrah found that mentoring
provided someone who would offer an “extra boosh@lthe way” or who “encourages
you” when you want to quit or don'’t think you caa itl (athletic training).

Additionally, Elisha, Grace, and Deborah belieVieak thaving positive mentoring
provided them with a more efficient matriculatiorpess through college and the ATEP
than if they had not been mentored. Having a memtailable to them to offer guidance,
direction, advisement, goal setting, and opporiesibelped them to avoid the obstacles
that could potentially lead to their academic attn. Perhaps of even greater criticality,
having a mentor also helped to promote their sisfokeand_timelyprogress to the point
of graduation and post-graduate appointment. &sdtby Deborah, using a point A to
point B analogy, “...maybe eventually you’ll get to It you're just gonna do a whole
bunch of unnecessary things before getting therdiout the benefit of mentoring.

Several studies examining recruitment and reterdfaethnically diverse students
at both PWIs and HBCUs have recognized the valueeasitoring in achieving successful
graduation outcomes, which is in agreement withfimgings. The implementation of
formal mentoring programs has been demonstrathdue a positive effect on the

retention and graduation of ethnically diverse stud (Astin, Tsui & Avalos, 1996;
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Brown, 1998; Evans, 1999; Lee, 1999; Leon, Doughand Maitland, 1997, Levey,
Blanco & Jones, 1998; Haring, 1999; Murrell, Grp& Ely, 1999; Sloan, 1996; Thile
& Matt, 1995; Wilson, 2000). In AT, Curtis, Hehp& Domsohn (1998); Malasarn,
Bloom & Crumpton (2002); Mensch & Ennis (2002);dditney & Ehlers (2004)
reported that mentoring was a desired and critaallfor supporting, promoting and
acculturating ATS and young CAT professionals.

The participants of this study stand as ATSs wiedraditionally positioned at
the intersection of oppression driven by racismisse and classism. As ATSs who are
oppressed by their race, gender and class witkia¢hdemy, the shared obstacles they
commonly faced had the potential to disrupt theargpess, interfere with their academic
preparation, delay their matriculation and ultinhafgevent them from successfully
completing their ATEP and professional credentglitdowever, the effectiveness of the
mentoring process was a strong, positive forcentbhbnly sustained the participants,
but also helped to protect them from the oppredsareiers encountered along the way
and ensured their college matriculation was efficend successful. Even for Grace and
Phoebe who felt that their success was primarifydse/en and inevitable without a
mentor, mentoring was still a factor that helpeskgect them from pitfalls along the way
and promote their timely matriculation.

The shared experiences of Hanna, Gabriella, Gnagdé/@riah revealed that the
process of mentoring helped to build their profesal confidence and independence as
novice ATS, offering a sense of validation in tlefiency of their AT knowledge and
skills, thus propelling them into future success@sbriella remembered her mentor

instilling confidence in her in various situatiomg always telling her, “Yeah, you can do
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this.” In accompaniment with confidence, mentoraigp added a sense of validation
from an external party. With reference to her ragn¥loriah stated,

...she gave us a lot of responsibility. She madieelsimportant. And | really,

really like that, how she made us feel important.is just so important to have

that mentor there to just tell you when you're nregsip, tell you when you're
doing a good job.

Consistent with this finding, Curtis, Helion, andmsohn (1998) found that
ATSs desired confidence building behaviors andaeef autonomy through mentoring
from their supervising athletic trainers. They w;d’/Acknowledgement and validation
from their supervisors of their knowledge and sksiét a positive tone for a productive
clinical experience” (p.252). Pitney and Ehler802) found similar results from their
study that revealed how mentoring in ATEPs encoettagpnfidence in ATSs. A study
by Mensch and Ennis (2002) revealed that purposefching and mentoring offered by
clinical instructors created a greater sense acdpeddence that enhanced confidence in
ATSs.

For the participants who had to overcome the haroéracism, sexism and
classism in order to attain academic success,uttanmg, guidance and validation
inherent in the mentoring process were factorsldepa creating a sense of
independence and confidence in the AT related kedgd and skills of the participants.
This autonomy empowered Hanna, Grace, GrabiellaVaorehh to overcome the
oppressions that may have given them reason tdiguékeir abilities to successfully

complete the ATEP and become a CAT.
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The perspectives of Moriah, Gabriella, Deborah Barhice revealed the finding
that the process of mentoring could create a safloming environment and sense of
belonging. Gabriella remembered that her firstidaye athletic training room as a
Black female student and freshmen her future memés:; “... welcoming from day
one... it doesn’'t seem like that could make sucHffarénce... that was key.” When
Bernice asked her future mentor if there was agplac minorities in athletic training, she
remembered her mentor sharing with her, “And skeertee there was very much a need
for us to get involved. So after that | felt coméble. Just knowing that there was a
place.” Deborah’s mentor felt that she neededabept her from the risk of sexual
harassment from a men’s team that had previousiyriboted to the attrition of other
Black female ATSs. So Deborah was not assigneetét with the team. At first,
Deborah was upset with the decision, but then shlized, “... she kinda guided me and
protected me in that kind of way.”

This finding is consistent with literature thatestmentoring as an effective
method of support for ethnically diverse studeAisif, Tsui & Avalos, 1996; Brown,
1998; Evans, 1999; Lee, 1999; Leon, Dougherty,Maitland, 1997, Levey, Blanco &
Jones, 1998; Haring, 1999; Murrell, Crosby & BEI999; Sloan, 1996; Thile & Matt,
1995; Wilson, 2000). Several researchers initld 6f AT have also cited the benefits
of mentoring on the success of ATSs (Curtis, Hel&®omsohn, 1998; Malasarn,
Bloom & Crumpton, 2002; and Pitney & Ehlers, 200densch and Ennis (2002) found
that it was important for the faculty and clini@astructors to create a positive
educational environment within the ATEP for AT Shis was accomplished by

establishing positive mentoring relationships.
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Racism, sexism and classism individually have thtemtial to create unsafe and
unwelcoming environments. Racism, sexism and iglaisare even used directly to
create an atmosphere that clearly indicates thgettad groups are not welcome in
selective environments. The methods used to ctease unwelcome atmospheres
usually equates to unsafe practices and acts &nde. For example, there were several
incidents in 2007 in which the hanging of a noggebolic of racialized lynchings, on
school grounds or places of employment were usattioate that targeted individuals
(Black male students and Black female employeeshat welcome in those
environments (NAACP, 2007).

Black women simultaneously stand in the face oftate forms of oppression
where racism, sexism and classism intersect. hédle forms of oppression are used
exclusively and collectively to exclude Black wonfemm the academy and other
institutions. The process of mentoring can cregpesitive, welcoming and safe
environment that builds a sense of belonging andrgg for Black women and has the
potential to diminish or interfere with the exclusiof oppression.

The Absence of Mentoring Has the Potential to Gbute to Discontinuation

The perspectives described by Deborah, Elisha, dtpiitheodora, Hanna and
Damara lead to the finding that an absence of migigtdas the potential to result in
college and professional discontinuation. Thes&ggaants were able to place such
value on the benefits of the mentoring processttigt believed the absence of
mentoring could have resulted in significant deémtal effects on their successful
college matriculation and entry into the athletaring profession. Deborah recognized

that mentoring helped her to avoid making, “... adbbad decisions.” She added, “... |
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probably wouldn’t be here at [current institutiar §raduate school].” Without the
guidance and support of mentoring following a negagxperience, Moriah believed,
“... ' would have left school.” Both Theodora andrida believed that without
mentoring at a critical juncture in their colleg@eers they would not have gone on to
become CATSs.

In Abney’s 1988 study of mentoring with Black womesaches and athletics
administrators, her participants who did not exgrere the guidance of a mentor during
their career development felt that had they besgfitom the guidance of a mentor, their
career development would have been better.

These findings are consistent with those of Asisyi & Avalos (1996), Lee
(1999), Leon, Dougherty & Maitland (1997) and Sl¢a896) who found that mentoring
had a positive effect on graduation outcomes. ilet.al. (2001) found that a lack of
mentoring among nurse participants lead to sigamiidrustration, alienation and
difficulty successfully completing the nursing prag. In the field of athletic training,
Malasarn, Bloom & Crumpton (2002) and Pitney, Mstand Rintala (2002) found that
mentoring contributed to the successful suppodiasi@aation and acculturation of young
CATs entering the profession.

The danger of academic discontinuation that haveker the participants in this
study came in many different forms, yet spawnedftbe point of convergence of the
triple threat of racism, sexism and classism comtodBlack women. The forms of
discontinuation included distraction, institutiomthdrawal, college transfer, and failure
to sit for the BOC examination, all of which wereated or amplified by racism, sexism

and classism. The participants who benefited fneemtoring recognizethe positive
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impact it had in helping them to overcome or avialling victim to the dangers of
academic discontinuation that threatened them Isecaitheir unique loci as Black
women.

The Activities Associated with Mentoring ContribtdeSuccessful Matriculation,

Professional Advancement and Credentialing

Another finding of this study was the participantgntification of specific
mentoring activities that contributed to their segsful completion of an ATEP and entry
into the AT profession. Deborah received advisdraed guidance through the
mentoring process that aided her in overcomingont the big obstacles but also the
daily challenges of being a college student. “Lldcalways go into her office and she
would be glad to help me...” Her mentor also gavegnaduate school and career
advice, helping her to set post-graduation goaisiaimoducing her to a professional
network.

Mentoring was an effective tool for Theodora upoadgation when her mentor
helped her acquire her first job at a high schdal. he recommended me and | know he
was instrumental in me getting that position.” eThentoring program Elisha
participated in helped instill in her the need oofessionalism, professional interactions
and networking. “It was preparedness for the fithiat | think she was giving me.”

These findings are consistent with several pietdéteoature that cite evidence
which indicates that successful mentoring has @ipe®ffect on ethnically diverse
students’ college retention and professional sic@@own, 1998; Campbell, 2000;

Lee, 1999; Levey, Blanco & Jones, 1998; Thile &tfty1a995).
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The participants were positioned to experiencéegelfrom the standpoint of
Black women who are historically oppressed by thevergence of race, gender and
class. As such, they were at risk for not compgetiollege and becoming CATSs.
However, not only did the positive influence of @mg protect them from the barriers
of racism, sexism and classism, mentoring alsorddit them the basic advantages that
all college students should have access to; sacademic and professional advisement,
guidance, planning and placement within a profesdiaetwork. The process of
mentoring was an effective method of protection Aptomotion for several of the
participants, serving as great assistance in lglihia participants attain academic and
professional success early in their careers.
FINDING 2
Although shared race and gender are favorable mentaharacteristics, accessible
and approachable mentors are more essential traits

Mentor Race and Gender are Less Relevant Criternd&ffective Mentors

The findings revealed, from the participants pectpe and based upon their
lived experiences as Black women ATSS enrolledTiERs, although shared race and
shared gender are preferable mentor characteribggsarticipants believed that having
accessible and approachable mentors are more iamporElisha, Gabriella, Damara and
Deborah all noted that it would be preferable teehBlack women CATSs serve as
mentors for Black women ATSs. Elisha believed th&lack woman CAT would be
better able to understand the challenges thatB&ak women ATSs. Gabriella felt it
would be nice as a Black woman to see another Biaxkan in the profession you

aspire to participate in. Damara felt that Blagikéle students would relate better to a
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Black woman mentor because the experiences of Blacken are unique. Deborah
thought that, “Black mentors have probably goneulgh what you will go through.”

Bernice, Phoebe and Moriah believed that Black et TS would benefit more
from having a woman as a mentor. Bernice was adaymnant that Black female students
should only be mentored by women because she difé@lkathat men had the nurturing
ability to successfully mentor female studentg’s‘teally important to have someone
who has a nurturing instinct.” Phoebe felt thajarelless of race, women were better
mentors for female students, “Because they aredmsta be able to relate and
understand...” Moriah believed that women would sexs better mentors for female
students because men do not face the same chaldraevomen in AT do, thus men
would not understand all of the issues or offeriegl¥or overcoming those challenges
and issues.

Qualities of Effective Mentors are Most Important

Ultimately, almost all of the participants belieMiat although shared race and
shared gender with a mentor were preferable, thieseed characteristics were less
relevant criteria for effective mentors. Hannagdtiora, Phoebe, Grace, Elisha,
Gabriella, Damara and Deborah all agreed that st mvare important that Black woman
ATSs 1) have a mentor and 2) have a mentor whoghttageveral other characteristics
and benefits to their students. Table 5.1 listaesof these characteristics and benefits as

noted by the participants.
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Table 5.1

Beneficial Characteristics of Successful Mentors

Accessible Respectful Confident
Approachable Attentive Encouraging
Supportive Caring Sympathetic
Interested Helpful Culturally Sensitive
Professional Engaged Welcoming
Constructive Nurturing Appreciative of Mentoring
Trustworthy Knowledgeable Networked/Connected

These findings from the qualitative portion of gtady are consistent with
information provided by the same participants fribwa Personal Data Survey. Seventy-
one percent of the participants’ mentors and radeles who influenced their educational
experiences were White and 66% were women. Rifty{qtercent of the key individuals
were White women and only 14% were Black women,dw@v none were CATs. The
participants in this study did not have the oppatjuto be mentored by Black woman
CAT because none of the participants had acces8tack woman CAT during their
athletic training educational experience. As st participants only had the
opportunity to be mentored professionally by aifted athletic trainer who was White.
These positive experiences with White mentors flietpdorm the perception that race
and gender were not critical criteria for successientors.

These findings are consistent with a qualitativelgtconducted by Lee (1999)

who concluded that shared race between studentmenitly was less important than the
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quality of the faculty interaction, and ethnicalliverse students preferred mentor
relationships matched by academic career paths.

The findings of my study are also consistent wéhesal other studies of
ethnically diverse college student participants thand that same-raced mentoring was
welcomed when the opportunity presented, but waasaritical as benefiting from
qguality, networked mentoring (Campbell, 2000; Ewntm Gardiner & Grogan, 2000;
Gibbons, 1993; Hall & Rowan, 2000; Haring, 199%%arris, 1999; and Wilson, 2000).

In the field of AT, several studies agree with nmdings that ATS perceive it to
be important and desirable to develop a positiveamngful mentoring relationship with
a CATs and that their mentor should be accessiipieroachable, nurturing, and
competent with the students best interest (acadenaqrofessional) at heart (Curtis,
Helion, & Domsohn (1998); Mensch & Ennis (20020d Pitney & Ehlers (2004).

This finding in my study may appear to diverge sarat from the tenets of
BFT, however, | would suggest that further examaraof this finding through the BFT
lens clearly exposes the principles of BFT. BF& sandpoint epistemology that
recognizes and gives voice to Black women who argmalized by their unique and
shared experiences at the intersection of racelegeand class (Collins, 1990). As such,
it seems logical to assume that novice Black wostadents would prefer to be
mentored by experienced Black women faculty menipestessionals; afterall, who
better to guide a young Black woman through theentdzacism, sexism and classism
unique to Black women in U.S. society and the acgdinan another Black woman who
has successfully navigated that same maze? | sgbraral factors that inform this

finding:
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1. The participants statedpseferenceio be mentored by a mentor who shares
their race and gender. However, the participdr@siselves stated that shared
race and gender were not the pivotal criteria twsier when selecting the
most effective mentor. Through their own experexche participants came
to recognize that the factors identified in TabMére more valuable and
desired characteristics of the best mentor.

2. There are not enough Black women CATs availabketee as mentors for all
of the Black women ATSs matriculating through ATERsS addition to the
lack of Black women who have historically enterle profession of athletic
training, the lack of experienced Black women CA&s been compounded
by the early exit from the profession of AT by thest experienced Black
women CATs (Abney, 1988 and Grant-Ford, 1997).

3. As Black women who were successful in gaining adimisinto college,
many of the participants recognized, from theirquei perspective as Black
women experiencing the world from the point whexee; gender and class
collaborate to work against them, that as margiedlwomen, “outsiders
within” according to Collins (1990), they would k&t from mentoring
provided by an experienced member of the profegsitime majority (White),
who could increase her skill at navigating in thedqominantly White
profession (Lee, 1999 and Campbell, 2000).

4. Consistent with Abney’s (1988) findings, the papamts felt that they had the

support and guidance of Black women and men roléetsamoutside of the
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profession of AT and the academy who would helptinavigate the maze of
racism, sexism and classism.
FINDING 3
In addition to strong personal student attributes,several characteristics inherent to
AT education contribute to successful college comgtion and credentialing

Internal Factors Contribute to Successful Matridida of Black Women ATSs

Based on their experiences as Black womenledrol ATEPs, Damara, Bernice,
Grace and Phoebe all identified internal factorpemsonal characteristics within
themselves that they believed helped them to oweedibie challenges they faced in
college and contributed to their successful attamnof the BOC credential. Damara felt
that she possessed a strong ability to toleratesitiem and sexism in her environment
and not let negative things deter her from perssnetess as an ATS. Damara, Bernice
and Grace all believed themselves to be self-detedrindividuals who had made up
their minds about pursuing the profession of athkeaining, set goals to become athletic
trainers, and committed themselves to those gaafeatter what challenges were laid
down in front of them. Phoebe believed that setledmination and assertiveness
contributed to her success. The most consistemtused to describe themselves was
“self-determination”.

This qualitative finding is consistent with théarmation provided by the
participants from the Personal Data Survey. Thaggaants ranked the following
attributes as contributing to their academic susces
Having a strong drive and determination
Being competent

Having a good personality
Believing in God

PwnpE

214



Being confident

Being assertive

Having a mentor

Feeling emotionally supported by family
. Being patient

0.Having a role model

ROONO O

This finding is consistent with a similar finding Biken et al. (2001) who
identified that interpersonal factors such as deiteation and self-motivation
encouraged subjects (Black women) to complete fiveigram in nursing. The Black
women participants in Abney’s 1988 study also ideat the internal factors of having
strong drive and determination, being confident being competent as personal
characteristics that contributed to their succesaching and athletics administration.

As Black women oppressed within a maze of inténsgdarriers constructed
from racism, sexism and classism, the participahthis study had to avoid these
barriers in order to secure success (college nuddation and credentialing) with tools
they possessed within themselves; determinatefip®tivation, knowledge, skill, and
competence.

Another internal factor that some of the particizaidentified in themselves as
ATSs was the acquired skill of navigating in a gnethantly White culture. Hanna,
Bernice, and Grace believed that their previoussggpces with White culture provided
them with the skills and knowledge to successfuibtriculate through ATEPs at PWIs.
Hanna grew up in a multiracial family, had famikedperience with White culture and
felt comfortable and confident attending collega &WI and interacting with
predominantly White people. Bernice attended a@m@nantly White high school and

felt prepared and comfortable to navigate her iagugh college at a PWI. Grace grew
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up on military bases that were predominantly Whateending schools that were diverse.
She believed that this prepared her to successhdlyiculate through college at a PWI.

This finding was consistent with previous studiest investigated the role of
student background and previous interracial expegs of Black college students on
their perceived ethnic fit, adjustment, and retenait PWIs. These studies found that
previous experience and interaction with studentsfeends from the dominant culture
(predominantly White) prior to enroliment at a PWdreased the participants’ comfort,
perception of fit, successful retention, acaderatistaction and academic performance
(Chavous, Rivas, Green, & Helaire, 2002; GrahaakdB & Wapner, 1985; and Levey,
Blanco & Jones, 1998).

As “outsiders within” the dominant culture, Blaslomen must navigate their
way around the oppressive barriers of racism, se&isd classism in order to
successfully attain their personal and professigoals. Hanna, Bernice and Grace had
the advantage of experience navigating within tlagonity culture before attending
college. They had the benefit of developing peattopls within a predominantly White
environment before college. As such, they broegbperiences to college with them that
helped them to not only successfully deal withdecits of racism, sexism or classism,
but to establish a level of comfort and fit witl@rPWI that supported their successful
educational endeavors. By acknowledging theirtjposwithin the margins, recognizing
that they would face oppressive barriers, and kngwiow to tolerate and resolve the
issues brought by those barriers allowed themdarsetheir own successful
matriculation through college at a PWI.

External Factors Contribute to Successful Matri¢ida of Black Women ATSs
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The participants of this study were able to idgraipecific external factors that
contributed to their successful completion of arEATand entry into the AT profession.
In addition to the didactic component requiredanradited ATEPS, there is an equally
important and requisite clinical education compdrikat ATSs participate in. Similar to
most health care provider preparation programsgtathraining includes a supervised
clinical practice requirement. What makes athlgtaning education different from the
other professions is that the clinical componeanigpires while the athletic training
student is taking associated coursework. Othdttheare provider programs include a
supervised clinical practice, such as an internshiesidency, after the coursework has
been completed. ATSs are required to be assignadXAT who provides athletic
training services to varied athletic teams at tigh kchool, college and professional
levels or to patients in outpatient rehabilitatgattings as well as many other approved
environments. This co-requisite clinical educatomperience affords the athletic training
student with the unique opportunity to interacthwand learn from clinical supervisors
(usually other CATs approved by the program) duthrgr formative collegiate years.
Many of the faculty members who teach the athke&iming courses and provide
academic advisement are the same individuals wiviceghe athletic teams and
supervise the ATS in the clinical setting. Onéhaf unique findings of this study was
the support that comes from the clinical educatiomponent itself.

One of the most commonly identified external fastaas the support that many
of the participants enjoyed from faculty and aticlétaining staff members while
enrolled in their collegiate studies. Whether thtaculty and staff members were

mentors, role models or supervisors, they were napb contributors to the success of
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these participants as ATSs. Bernice identified @itie most influential persons on her
college career as the White woman who served gsrtdgram director and her academic
advisor. Theodora felt supported by not only tA€ER faculty member who served as
her mentor, but also by the rest of the ATEP facaiid staff, all of whom were White.
Hanna and Phoebe recalled the support providdteta by their mentors and the ATEP
faculty and staff at their respective universitiagain, all of whom were White. This
finding is confirmed by the participants who idéietd head or assistant athletic trainers,
instructors, professors and program directors (S@8spciated with the ATEP as key
individuals who positively contributed to their exgences at ATSs. Since ATS are
typically assigned to work with several CATs durthg clinical education portion of the
ATEP, they have the opportunity to interact withgldearn from, many athletic trainers,
each of whom represents another person to potigréeive as a mentor and/or role
model.

This qualitative finding is consistent with theanfmation provided by the
participants in the Personal Data Survey. The rneqtiently cited (47%) individuals of
influence on the participants while enrolled in &EEP were the instructors, professors,
and programs directors who guided the participaedscational experiences in and out
of the classroom. Head and assistant athletioeraiwho supervised the participants as
clinical instructors during the clinical educatiexperience were the second most cited
individuals of influence (43%). Half of all thes#luential individuals served as both
mentors and role models to the participants, wthieother half served equally as either a

mentor or a role model.
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This finding is consistent with several studieshi field of athletic training that
indicate the importance of the clinical instrudimthe successful matriculation and
program satisfaction of ATSs, especially during ¢heical education component. In a
2004 study by Pitney and Ehlers, they found thagaificant number of participants
identified their clinical instructor as their mentdMensch and Ennis (2002) found that
ATSs desired “authentic experiences” and a posiégening environment from their
athletic training educators and clinical instrustor the classroom and the clinical
setting. Additionally, they found that developisigong instructor-student relationships
enhanced the ATS educational experience and wagdias valuable by both students
and instructors. Curtis et al. (1998) found tiat supervising athletic trainer (clinical
instructor) was identified by ATSs as a criticahmqmonent to their development and
growth. Participants in this study also identife@immon mentoring characteristics such
as explanation, demonstration, constructive feedbagaturing, accessibility, confidence
building and role modeling as desirable traits fridwir clinical instructors, thus fostering
a positive, enjoyable and challenging experienaéttie ATSs wish to continue to
participate in (retention).

Grace, Bernice, Damara and Deborah all recalled mach they enjoyed
practicing their knowledge and skills in their adial rotations. Many of their most
favorable memories centered around the experighegshad working with athletes.
Practicing their knowledge and skills in the clalisetting kept these women interested,
involved, challenged, appreciated, and feeling jiet of the team. Grace considered
herself a hands-on learner, so practicing hersskélped reinforce her confidence and

provided her with an enjoyable learning experience.
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Coinciding with the positive experiences affordgdhe clinical education
component was the bond that the participants rerasgdisharing with their fellow
athletic training students. Most accredited ATERsntain a limited enrollment based
on a required standard ratio of students to CATE)(8As such, program enrollment is
small allowing the ATSs to form close mentoringat@nships with program faculty and
staff and with their athletic training peers. Téadsstorically small programs typically
allow for programs to cultivate a sense of famifiaand appropriate intimacy among the
students, faculty and staff. The students specwhaiderable amount of time with their
peers in class as well as practicing the applioatictheir knowledge and skills together
in shared clinical rotations.

Elisha, Hanna, Theodora, Phoebe, Bernice and Caatlavividly remembered
the support they enjoyed among their peers. A gergmon term described by these
participants in reference to their relationshipghwiiheir classmates was “tight-knit” or
“close-knit”. Because ATSs experience collegeedédht than students in other majors,
Elisha recalled that it was her peers in athlediming who related better to her than her
Black friends. Elisha’s mother even asked her iy did not hang out with other Black
students. Elisha explained to her mother thatstleed more in common with her
athletic training peers, spent significantly maneet with them in class and in their
clinicals and did not purposely exclude Black shuddrom her circle.

Revis-Shingles (2001) found similar descriptiomgier study. Most of the
participants in her study indicated that they dsoned “tight knit” group relationships
with classmates and instructors. Additionally,tiggrants in a study by Mensch and

Ennis (2002) identified a “family-type atmosphess’valuable within the ATEP. Their
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participants also identified the creation of pesitpeer relationships as important in
enhancing ATS learning experiences and successniktg Weidner and Jones (2006)
investigated a more formal method of peer relatigméPeer Assisted Learning) and
found that 66% of ATS participants practiced tiadimical skills with other ATS peers
and experienced less anxiety when practicing tb&sls in front of their peers. This
concept of peer collaboration promotes the thelmay trust, interdependence and
teamwork shared by ATSs contributes to their irdiial success, perceived fit and
program completion.

Another important external support factor recalbgdhe participants was the
support they received from their families to conpleollege and become CATSs.
Deborah, Moriah, Grace and Damara all agreed bgasupport of their families was a
critical factor to help sustain them in the questdollegiate success. Deborah and Grace
were significantly motivated by their mothers’ giah their college accomplishments.
Moriah was inspired by her mother’s work ethic @hehtified her as a role model for her
OWn Ssuccess.

Levey, Blanco and Jones (1998) cite the importai¢damily support in assisting
ethnically diverse students’ success in collegensidtently, Abney’s (1988) study of
Black women coaches and athletics administratarsddhat her participants perceived
family encouragement, specifically by their motheosbe instrumental to their success in
college and as young professionals. Many of timeggaants in Abney’s study also
considered their mothers and other family membeisetsupportive role models, further
encouraging their college completion.

Racism, sexism and classism persist as barriers soccess
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The Lack of Institutional Support Challenges Sugces

Based on the experiences share by the participantsis study, several barriers
were identified as obstacles that they had to mreecin order to secure their college
success and professional credentialing. Evenras &6 the participants enjoyed support
from their families, others did not feel supportgctheir families. Similarly, many of the
participants received scholarships to attend cel®greceived sufficient financial
assistance to offset the stress of paying for gelleHowever, some of the participants
were burdened by a lack of financial aid or thedework on top of their regular course
load and clinical rotations. Several of the pgraots who matriculated through an
internship route program and were encumbered bigutisnal barriers such as the lack
of standards, organization, consistency and poligditionally, many of the participants
from internship routes did not enjoy camarader @&er support due to the very low
number of fellow ATS (often as few as 4-5 totaldgnts). One of the biggest
institutional barriers stemmed from the time canfliinherent in the clinical education
component.

Phoebe was the only participant to indicate thatdid not feel supported by her
family to pursue athletic training, but only becatisey did not understand what athletic
training was while she was in college. She was &ibbvercome that obstacle on her
own and with the support of her peers and facukynimers and eventually educated her
family about athletic training and garnered thejport.

Deborah, Elisha, Hanna, and Moriah all remembeargdeeling financially
supported to attend college. Elisha, Hanna andaWa&ll worked as much as they could

around their class schedules and clinical rotatiamch created a significant burden on
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their time and energy. Moriah felt that many otheademic programs, especially in the
health professions and sciences, offered greatebers of scholarships. She felt that
many ATSs would pursue and qualify for scholarslfipsey were available.

Hanna, Gabriella, Moriah and Theodora felt opgeéss an institutional level.
Hanna had to overcome a learning disability ondven in order to complete college,
remaining undiagnosed throughout. Gabriella, Moaad Theodora had to overcome
the less structured academic pathway of the intggneute to credentialing, which no
longer exists. Many ATSs who pursued the intemsbute did so independently of an
organized process on an individualized basis. @i@ated inconsistency and challenges
that the women typically had to work out on theimo Additionally, as in the case of
Moriah, she did not enjoy a collegial relationshiph her peers because they were so
few in number. In Gabriella’s case, she was takirggrequisite courses for physical
therapy, which conflicted with her clinical exper@. She remembered feeling very
little support from her athletic training superviséo accomplish her requirements. The
Personal Data Survey revealed that two of the @patnts did not feel that their high
school education adequately prepared them forigloesr of college.

Unfortunately, there is abundant literature tiggeas with this finding that
ethnically diverse college students must face amlcmme many institutional barriers to
their success ranging from overt and covert ra@achsexism to the many discriminating
facets of classism that may include socioeconotaitis, language/dialect/accent,
geography, religion, sexual orientation, disabilage, parental education, parental
presence, education, culture, physical size (wéiglght) and politics (Aiken, et al.,

2001; Amaury & Cabrera, 1996; Chavous, 2000; dhs) 1998; Fitz & Mitchell,
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2002; Freeman, 1997; Greenwald & Davis, 2000ee@Gr1995; Griffiths & Tagliareni,
1999; Hill-Hogan, 1990; Lee, 1992; Levey, Blanc@ddénes, 1998; Rowser, 1997; and
Thomson, Denk, Miller, Ochoa-Shargey & Jibaja-Rus®02).

Most of the barriers described by the participamthie aforementioned
paragraphs focused primarily on the facets of dagswhich is one of the three tenets of
BFT. Perhaps that lack of understanding of AT hgébe’s family stemmed from their
lack of education. The socioeconomic status ottiamunity in which her family lived
may not have provided opportunity for the involvemand presence of CATSs at local
high schools, hospitals and clinics. For DeboEisha, Hanna, and Moriah, their
economic/financial situations created a significalogtacle for them to overcome. Their
families did not have the ability to offer finanké&ssistance, their previous educational
experiences did not prepare them well enough téfgdar scholarships, or they did not
have an understanding of the financial aid systétheU.S. educational system. Any of
these disadvantages created a financial burderr timele@mbrella of classism that the
participants had to overcome on their own to entheg academic success.

Additionally, Hanna was oppressed by a learninglaligy, another facet of
classism, which no one detected during her coltegticulation. Most of these barriers
are difficult enough to overcome independently arelfaced by many college students
regardless of race. However, compound these cidesied barriers with the added
disadvantages of being Black and a woman, and thesieipants experienced the
oppressive convergence of racism, sexism and slassi

Sexism is a Barrier
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As ATSs, Deborah and Moriah had to overcome thadsasf sexism in the form
of sexual harassment. Moriah was significantlgeté#d by the sexual harassment she
was witness to, and subjected to, by a coach shkeaavith during her clinical
rotations. The head athletic trainer, who shoaldehprotected her and other female
ATSs from this coach and his actions, and who wake position to correct the problem,
only compounded the problem with his own sexisbasttoward the female students and
his sexist and racist actions toward Moriah. Tiheaion became so damaging to Moriah
that she transferred to another university, platiegacademic success and progress
toward becoming a CAT in jeopardy.

Deborah did witness and experience sexual harasgshwvever, her mentor
went to the extreme to protect her from being pdaicea high-risk situation. The men’s
basketball team at Deborah’s university had a hystdésexually harassing previous
Black female ATS, creating such situations thdtezitaused the young women to quit or
be dismissed from the program. Deborah’s mentbndt want her to fall victim to the
same problems, but as a non-tenured staff memeéeméntor did not have the power to
oppose the men’s basketball coach. As such, sheadiassign Deborah to the CAT who
worked with the men’s basketball team, preventiagfftom being exposed to the men’s
basketball team. On one hand, Deborah resenteoenaj able to have the clinical
experience of working with the men’s basketbalhtedHowever, having been witness to
the sexual harassment that the other Black wom#éreiprogram experienced with the
team, and recognizing the negative effects on berg) Deborah eventually realized that
her mentor was trying to protect her from the saegative experience and repercussions

and that the lack of clinical experience was th&t ob preserving her academic success.
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Of particular interest, Deborah noted that theiaékarassment that created the
demise of the other Black female ATSs was infliddgdhe Black members of the men’s
basketball team. Deborah clarified that White flen#el' Ss were also sexually harassed
by White and Black athletes on the men’s basketbalh, but that the Black athletes
were significantly more aggressive in their harassimoward the Black female ATSs.
She also indicated that she had witnessed thikRBlaeBlack sexual harassment in
several other sporting venues, including her greelsehool experiences.

This qualitative finding is consistent with infoaton in the Personal Data
Survey. Six of the ten participants felt disadegetd in college because there were
women. Three of the ten participants felt disadaged because they were Black
women.

This finding is consistent with other literatuhat presents evidence of sexism in
sports, athletics, AT and other health profess{@imey, 1988; Abney & Richey, 1991;
Acosta & Carpenter, 2002; Lopiano, 2002; Revisa§las, 2001; Velasquez, 1997;
Velasquez, 1998; Velasquez & Drummond, 2003; Mglaz & MacBeth, 1997). Inthe
field of AT, Gatens, Cleary, Doherty, Morcillo aidberman (2006) conducted a
guantitative study examining the prevalence anelcggfof sexual harassment of female
ATS by male athletes and patients. Twenty-fivesetbended Likert scale and multiple
choice questions were posed to 144 participanta #0 accredited ATEPSs recruited
through the program directors. The researchensdfidhat 43% of participants (no racial
demographic specified) reported experiencing selraassment during their clinical
education rotation. Twelve percent of the partios reported that they experienced

being sexually leered or stared at by a male atimatient that made them feel
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uncomfortable. Fourteen percent of the participdeit offended by a male
athlete/patient asking them out on a date. Thearekers confirmed that sexual
harassment is a significant problem facing femal& An the clinical education
environment.

The participants of this study experienced thei&aof sexism, to include sexual
harassment, in addition to the racism and classismaltaneously faced by Black women
in U.S. society and the academy. Most of the eXesnghared by the participants
focused on sexual harassment. In addition togkead harassment Deborah faced, she
was also denied an equal learning opportunity gassent to the men’s basketball team)
consistent with the clinical assignments of herengders. Although denial of
assignment to the men’s basketball team was dopmtect her from the negative
outcomes of sexual harassment, it still resultedisnrimination based on her gender.
Ultimately, the example was a part of a viciousleyf sexism and classism; persons in
a higher position of authority over the offendirgaching staff (all White men) should
have and could have intervened on behalf of thekBleomen ATSs to prevent the issues
of sexual harassment that were occurring with ohetntal effect on the students. The
institutionalized sexism was allowed to persistmitthat system. Additionally, the one
person who did try to intervene on behalf of théo@ah was a non-tenured White
woman who was also oppressed by her position {sfa3&nd gender (sexism) in this
scenario, rendering her powerless to do more tiatesser of two evils by her actions;
she could only deny Deborah an equal learning dppiby in order to prevent overt
sexual harassment from threatening her studertseand success.

Racism is a Constant Barrier
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Deborah and Moriah also shared their experiera@sd significant barriers
involving racism. The same coach who sexually $sed Moriah demonstrated racist
behaviors toward her as well, going so far as tal $#s Black assistant coach to
communicate with her. Moriah also dealt with ratis other areas of her undergraduate
experience. The head athletic trainer never spatteher alone; he always had a
second individual present during his meetings amyersations with her. She felt that
he did not feel comfortable “working around mingast period, let alone women”.
Moriah also experienced racism in the classroorth ame instructor in particular who
treated her differently than she did White stude@ntbe same class. Moriah participated
in a Black student organization on campus thatdabatsymposium for Black student
organization from other campuses. She remembaesddstility and racism that was
directed toward them by the White students on candouing the symposium activities.
Moriah shared experiences of feeling isolated dieth@ed in her ATEP and in other
classes on campus. On one hand, she was the ontgnvin the program and she was
the only Black student in a group of five ATSs.eSélt alienated by logistics, race and
gender. Outside of the ATEP, she did not feelcmmpus was welcoming to diversity
and there were limited opportunities to participatextracurricular activities, especially
ones that were welcoming to ethnically diverse shisl Additionally, as an ATS, she
experienced stereotyping by being mistaken forthlet® instead of an athletic trainer.
The summation of these racist events caused Mtwidave her first undergraduate
institution in search of another, less racist galenvironment.

Deborah experienced conflicts with the headegithtrainer that she believed

were racially motivated. She could not identifgsiic examples that confirmed that her
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conflicts with the head athletic trainer were réigienotivated, but she never was
comfortable interacting with him primary becausenbger seemed comfortable
interacting with her, an observation she did netw#h White students. Deborah also
experienced stereotyping by athletes who wouldimelyt seek out White ATSs, going so
far as to walk past her when she was conveniertlijfable or to wait in line for the
attention of a busy White student.

These qualitative findings are consistent witloinfation provided by the
participants in the Personal Data Survey. Evendghmnly a few of the participants
shared stories or experiences with racism duriegriterview process, more of the
participants indicated that they were subjectedaol discrimination in the Personal
Data Survey. Six of the ten participants experidmeeial discrimination by a college
instructor. Four of the ten participants experexhcacial discrimination by a supervisor.
Three of the ten participants experienced Whitealerpeer resentment that they believed
was racially motivated, while only two of the tearficipants experienced While male
peer resentment. Interestingly, all of these exaswyere cited by participants who went
through the internship route to certification. Theee participants who felt they were
disadvantaged because they were Black women wardralm the internship route.

Also according to the Personal Data Survey, twiheften participants felt they
were alienated by their peers, six felt stereotypgetheir peers and four felt unwelcome
among their peers. Unfortunately, the Personah[Sairvey did not allow for
differentiation between athletic training peers aeérs from all other non-major courses.
Based on the interviews, the participants did ndicate that they perceived significant

alienation, stereotyping or unwelcoming behavioosrf their athletic training peers or
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athletes, which leads me to believe that the riaeidlpeer behaviors cited in the Personal
Data Survey were directed at the participants miljntom classmates outside of the
major. In examples cited by Grace and Moriah,piber alienation they experienced may
have been a result of having so few peers in atHlatining.

This finding is consistent with the plethora oétture that demonstrates that
racism persists as an integral part of U.S. so@gatyit's academic institutions (Aiken, et
al., 2001; Amaury & Cabrera, 1996; Chavous, 20D0uglas, 1998; Fitz & Mitchell,
2002; Freeman, 1997; Greenwald & Davis, 2000eeGr1995; Griffiths & Tagliareni,
1999; Hill-Hogan, 1990; Lee, 1992; Levey, Blanc@ddénes, 1998; Rowser, 1997; and
Thomson, Denk, Miller, Ochoa-Shargey & Jibaja-Rus®02).

Interestingly, only Deborah and Moriah sharedistoof overt racism from their
experiences as ATSs in college. Hanna and Graaafigally said to me that they had
not experienced racism as ATSs, with Hanna evéingehe she didn't think I'd get
what | wanted (stories about racism) from her. Wgb much research citing evidence of
institutionalized racism in higher education, andany of the participants citing racism
in the Personal Data Survey, why didn’'t more ofgiheticipants in my study share stories
or examples of their experiences with racism? Gbarst with one of the tenets of CRT
that racism persists and is a constant preserideSinsociety, | theorize that the
participants of my study did not view racism asagier to their success. Since racism is
a constant condition, it is not so much a barreeit & just another part of the
participants’ daily experience. | believe that gaticipants of this study are so
accustomed to dealing with the daily influenceawfism in their lives that they did not

view it as an unusual barrier to their college ggsc
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BUILDING THEORY

The data, elicited from the participants’ perspexgj lead me to these findings,
which prompted me to form the following propositson Mentoring served two vital
purposes. First, mentoring served its traditiond as a mechanism for allowing a more
experienced person to guide, teach, acculturatepeomote a less experienced person
within the profession. From the perspectives efghrticipants in this study, the
mentoring provided by their mentors, many of whoaeravathletic training faculty,
program directors and clinical supervisors, wasféective and desirable method of
supporting their success in completing the ATEP eamthing their BOC credentials.

This finding is consistent with the literature thgntifies the traditional purpose and
function of the mentoring process (Franke & DahigrE996; Hannam, 2000; Haring,
1999; and Jacobi, 1991). Additionally, | subm#ttimentoring also promoted and
augmented the internal and external factors tlep#nticipants perceived as contributing
to their successful college matriculation and pssienal credentialing.

The second purpose mentoring served is perhapadkesalient; mentoring
offered the participants a protective mechanismnatjghe traditional barriers faced by
Black women in the academy: racism, sexism, aasks@dm. Figure 5.1 provides a
conceptual model of mentoring as a mechanism #rapoomote and protect the Black
woman ATS who is historically situated in US sogiahd the institution of higher

education at the intersection of triple oppression.
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Figure 5.1

Protective Mentoring

Mentoring

These findings lead me to the theory that mentasracritical and efficient method that
contributes to the retention, promotion and pred@cdf Black women athletic training
students
IMPLICATIONS FOR THE FIELD OF ATHLETIC TRAINING

The purpose of this qualitative, grounded thetugg was to examine the
perceived effects of mentoring and other factorthencollege retention and BOC
credentialing of Black women certified athleticiters in order to understand the impact
of those factors on the academic success of Blackem ATSs in ATEPS.

With only one HBCU sponsoring a CAATE accreditedE& at the time of this
writing, Black students have no choice but to peraunajor in athletic training and
become eligible for BOC credentialing at a PWI. siish, ATEP directors, faculty and

clinical instructors at those PWI need to recogiaimd acknowledge their responsibility
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to not only recruit ethnically diverse student®ititeir ATEPS, but to successfully retain
those ethnically diverse students through collegelgation and passing of the BOC
examination. New research examining the recruitraed retention of ethnically diverse
students in ATEPs is important in educating tho$&R personnel.

This research is also important to the same ATEBop@el since the only
mechanism to increase the ethnic diversity of théetc training membership is by
increasing the ethnic diversity of the accreditddaational programs that produce CATSs.
Continued failure on the part of ATEPs to succdbsfnatriculate greater numbers of
Black women (and other ethnically diverse studeints) the profession will result in the
continued underrepresentation of Black women CAilthe athletic training profession.
This will result in the inability of the athleticaining profession to demonstrate
reasonable representation of the diversity of thietes and physically active clients it is
dedicated to serving. A more ethnically diverddadic training profession would allow
all athletic trainers to learn more about eachpthecome better educated in the racial
and cultural differences of our diverse athlete patient population, and become more
effective and culturally sensitive in our care tfrecally diverse athletes and physically
active individuals. A more ethnically diverse msdion would also create greater
opportunity for ethnically diverse athletes to sa#kntion from an athletic trainer who
shares the same race.

In order to pursue the purpose of this study, tliege experiences of ten Black
women certified athletic trainers were documentedrder to tell the stories of their
personal experiences as Black women who successfialiriculated through college in

order to become credentialed and practicing athtediners. Three of the women were
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selected for in-depth case study in order to furéxplore their more extreme
experiences and further inform the experiencebaif peers. The details of the
participants’ experiences with regard to the effexftmentoring, mentor race and gender,
and the factors that served as support or batoesaccess were documented in response
to the research questions of this study. Thossarek questions were:

1. What is the perceived effect of mentoring on thecsssful college retention

and attainment of the BOC credential of Black worAgiss?

2. What is the perceived effect of mentor race andlgeon the successful

mentoring of Black women ATSs?

3. What other factors contribute to the successfuegel retention and

attainment of the BOC credential of Black women APS

4. What barriers hinder effective college matriculatand attainment of the

BOC credential of Black women ATSs?

The theoretical framework that guided this disgentestudy required an
approach that would bring voice to a historicallgreced population of women and
encourage their journey from the margins to theezenThus, a Black feminist
theoretical framework was my guide through the d@atkection and analysis. BFT is the
study and articulation of the experiences of Blacknen who are simultaneously
situated politically and historically in societyaposition based upon their race (Black),
their gender (female), and their class (oppresgeal)ins, 1990 and Collins, 1986). By
placing Black women CATSs at the center of analgsid recognizing the intersection of
race, gender and class in their experiences, tiieipants were brought from the

margins to the center so their voices could bechedy breaking the silence of the
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historically marginalized and allowing them to tleir own stories in their own words
from their own perspectives, Black women locatertheice, validate their experiences,
and construct knowledge about what it means toBl@k woman in a White male
dominated society (Forman, 1994 and Smith, 1992).

Specific to this study, bringing voice to the Blagkmen athletic trainers who
struggled through the historically White male doated athletic training educational
institution to become CATSs will hopefully resulttine construction of knowledge about
what it means to be a Black woman ATS. Constrgdiims knowledge and sharing it
with program directors, faculty and clinical insttors may initiate a successful shift of
the existing social structure of ATEPs. Doing sayrgenerate momentum toward
educational transformation that values the Blacknan as an equally proficient ATS and
professional colleague. Before addressing theigabns of this study to the profession
of athletic training, it must be stated as a remirtd the reader that this is a qualitative
study involving a limited number of participants{®). As such, the experiences of
these participants may not be representative @lattk women ATSs. Although the
findings are elicited from a limited number of paigants and may not be generalizable
to the total population of Black women ATSs enrdlie ATEPS, the implications offer
the perspectives of Black women CATs who were ssgfoéin completing their
undergraduate process to become CATs. Athleticitigaeducators who share my desire
to successfully introduce more ethnically divergalents into the profession of athletic
training may learn from the experiences of thesemamand consider the findings of this

dissertation as we move toward the goal of transifog athletic training education.
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Mentoring is desirable, promotes efficient matratidn, and contributes to
successful college completion and credentialinBlatk women ATSsSo what? How
does that knowledge inform program directors, fgcaihd clinical instructors about the
experiences of the Black women in our ATEPs? Hoesdbat knowledge create an
institutionalized social shift or transform eduoatl values within athletic training
education?

For athletic training educators (program directéasulty, staff and clinical
instructors) with the goals of 1) retaining theretally diverse students (specifically
Black women) we have worked so hard to recruit ouo programs and 2) successfully
graduating and endorsing those same ethnicallysBvetudents in a reasonable
matriculation time frame (four years), this studsldemonstrated that mentoring may be
an excellent method we should consider for achgethose goals. By providing or
offering either formal or informal mentoring to tBéack women enrolled in our ATEPS,
we create the opportunity to improve the athlefamning education experience, possibly
even the college experience as a whole, of Blaok&oATSs who desire to participate
in a mentoring relationship. Through mentoringmeey help the Black women ATSs in
our programs to matriculate through college effitie (in four years). By improving the
educational experience and college completion ssc@de of Black women ATSs we
may increase the opportunity to endorse more Blamien ATS to challenge and pass
the BOC credentialing examination. Ultimatelystimay introduce more Black women
into the athletic training profession and gradualgin to improve the diversity of
athletic training for the profession and the patéathletes we serve.

Future Research
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Is mentoring a desirable and effective activityimmen and men of other races
and ethnicities? Do Black men in ATEPs experigmzgitive mentoring relationships
with men and women CATS of other races? Do HispAmerican women in ATEPs
consider mentoring to be desirable and valuabla® tGe process of mentoring
contribute to the college retention and credemigatif other ethnically diverse ATSs?
Can the process of mentoring contribute to theegellretention and credentialing of
ethnically diverse students in other health cacdgssions and athletics? What are the
mentoring experiences of Black women ATSs who D@hae opportunity to be
mentored by Black women ATCs? Consistent withdacky Lumby’s work with
identity, do Black women ATSs assert or repress theial or gendered identity in
specific scenarios to promote their success? dardo answer these questions | submit
that more research on the effects of mentoringrasthod of retention for ATSs of other
genders and races/ethnicities/cultures is needgulvathletic training education. It is
recommended that this study be replicated withvdadimerican ATSs who have made
up less than one percent of the student membeos$hine NATA for the last decade.

This study and/or Dr. Abney’s 1988 study could &glicated with men and women of all
ethnicities in the field of athletic training anther White male dominated health care and
athletics professions.

In the mean time, athletic training educators shoansider formal and/or
informal mentoring programs for the Black women ATéhrolled in their programs.
Doing so may be desirable on the part of many ofstudents and has the potential to be
an effective method of retention that may increBlsek women ATSs college

completion and BOC credentialing.

237



Not only does mentoring promote Black women AT&s0 serves as protection
against racism, sexism and classisBo what? How does that knowledge inform
program directors, faculty and clinical instructal®ut the experiences of the Black
women in our ATEPs? How does that knowledge craat@stitutionalized social shift
or transform educational values within athletiartireag education?

| feel this finding is one of the two most saliéindings of this study to the
foundation of athletic training education. In aréa mentoring to be an effective,
desirable, valuable and successful partnershiplack women ATSs, athletic training
educators should recognize and acknowledge theiersitandpoint of the Black women
ATSs enrolled in our ATEPs. We should recognizd the experiences of many of the
Black women ATSs enrolled in our ATEPSs are unlikese of all the other students
whose education we are responsible and accourftabld he Black women ATSs
enrolled in our ATEPs face each day simultaneoogpressed by their race, gender and
class. The experiences of Black women ATSs ar¢heotame as the other women in
our programs simply because they share gendertindtbther women. The experiences
of Black women ATSs are not the same as the Blaalk students in our programs
simply because they share race with Black men. ekperiences of Black women ATSs
are unigue because they are women and they ark &iabe same time. We should
recognize and acknowledge that the Black women Am®sir programs navigate
through the simultaneously oppressive barriergofm, sexism and classism within a
predominantly White male culture maze. The basradrthat maze are built by White
male privilege that offers a free pass from thereggion of the maze to only those who

are White, male and privileged.
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The second thing that athletic training educatbmikl recognize and
acknowledge is that those of us who are White axédgged. Even as White womeve
are privileged. As such, our experiences as AT&sat and cannot be shared with the
Black women ATSs enrolled in our programs. Ouresignces and the ways we found
success in college are not the experiences and tvatythe Black women ATSs in our
programs will find success.

When athletic training educators recognize and asflgrtige the unique
experience of the Black women ATSs in our prograhmen we have the opportunity to
offer or provide mentoring that is effective, dabie, valuable and successful to the
Black women ATSs enrolled in our programs. Byogrdzing and acknowledging that
racism, sexism and classism exist as part of thecfaf U.S. society and are
institutionalized within the system of higher ediima, we are better able to utilize
mentoring as a method that may not only promotelBlomen ATSs (efficient
matriculation, college completion and BOC creddimigg but possibly protect them as
well from the inevitable barriers of the racismxisen and classism that can threaten their
success. Only by recognizing and acknowledgingithgers that threaten can we plan
to protect against them.

Although shared race and gender are favorable nresttaracteristics, accessible
and approachable mentors are more essential tretts.what? How does that
knowledge inform program directors, faculty anchiclal instructors about the
experiences of the Black women in our ATEPs? Hoesdbat knowledge create an
institutionalized social shift or transform eduoatl values within athletic training

education?
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| feel that this finding answered the more pers@salkect of my research
guestions for me. Could | as a White female progdirector serve as an effective
mentor for the Black women enrolled in my ATEPBelieve the answer is “yes”. The
reason that this personal question has translatedny dissertation is my assumption
that there may be several other athletic trainshgcators out there, White men and
women, who have also posed the same questiorst Ibjoked for the answer.

From this study | found that most of the particizamlack women ATSs, would
prefer to be mentored by a Black woman CAT. Frbis $tudy | recognize that would
be a tremendous benefit to Black women ATSs. Ireangnize and acknowledge that
Black women are simultaneously oppressed by ragsmism and classism. However, |
will never be a Black woman, thus | can never fulhderstand or appreciate what it
means to experience life from that standpoint. y@miother Black woman can provide a
Black woman ATSs with the perspective to face thwverging oppression of racism,
sexism and classism. Does that mean | shouldhptsinentor the Black women ATSs in
my program? The findings in this study tell me "n&Jltimately the participants in this
study wanted mentors who were accessible, apprbEchaurturing, knowledgeable,
welcoming and interested in them as students aogige They wanted mentors who
supported and encouraged them, built their selfidence, educated and acculturated
them in the profession and practice of athletiming. Those are all things | can do
regardless of my race and gender and the raceeattegof my students. Being able to
offer all of those things makes me an effective toefor the Black women ATSs
enrolled in my program. Being able to offer alitbése things as an athletic training

educator, regardless of race and gender, can mdhgatlow all athletic training
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educators to be effective mentors for the ethryadilterse ATSs enrolled in our
programs. We should not refrain from providing bemefits of mentoring to the Black
women ATSs enrolled in our programs just becausdaweot share race and/or gender
with them or because we do not see ourselves i tiezause of differing race and/or
gender. We should persist in providing the besafftmentoring because it is a potential
tool for retaining Black women ATSs in our prograam&l because Black women ATS
who want to be mentored by effective mentors shbalee the opportunity.

In addition to strong personal student attributesyeral characteristics inherent
to athletic training education contribute to sucskes college completion and
credentialing. So what? How does that knowledge inform programactiors, faculty
and clinical instructors about the experiencesefBlack women in our ATEPs? How
does that knowledge create an institutionalizeas$asbift or transform educational
values within athletic training education?

| feel this is one of the other more salient firgsrof this study. The internal
factors that contributed to the successful collemmpletion of the participants did not
surprise me. However, the external factors spetfthe clinical education component
of athletic training education was a pleasant ssepr

Based on the participants’ positive clinical edisraexperiences, | believe that
athletic training education has a built-in but wagnized tool that can have a significant
impact on the retention and college satisfactioBlatk women ATSs if properly
utilized. So many of the participants cited athlahd patient interactions as an athletic
training student as a positive, memorable, andspletaexperience. Many of their best

memories were of working with sports, caring forigared athlete, or returning an
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injured athlete to participation. Many of the japants forged strong relationships with
their faculty and clinical instructors through ttimical education experience, not the
classroom experience. Many of the participants déscribed the positive experience of
the “tight-knit”, “close-knit”, or “family” atmosphre of the program between their peers
and the faculty and clinical instructors that wesugded by the clinical experience.

Several researchers included these positive clietacation components in their
findings. | shared similar positive experiencesrfrmy clinical education as an ATS. As
a program director, | find similar outcomes frore #xiting senior and alumni surveys |
conduct as part of our program assessments. Trheatleducation experience is a
required part of the athletic training educatioagyram. If athletic training educators
utilize the clinical component as a method to foptesitive relationships between Black
women ATS and their peers, faculty and clinicatinstors, we might be able to create
and enhance a welcoming, tight-knit, safe atmosptiet prevents, and perhaps even
offsets, the negative occurrences of racism, sigadyf, alienation, stereotyping and
spokesperson. By viewing the clinical educatiomponent as an opportunity to create a
positive college experience, we may be able to th@s a method of retention of Black
women ATSs.
Future Research

| submit that more research of a qualitative natigeds to be conducted to
illuminate the experiences of ATSs specific to ¢heical education component. Much
of our attention, concern and energy as athletiaitryg educators focus on the
accountability and assessment of the educatiomapetencies required of the clinical

education component or the pedagogy and clinicatuction provided by clinical
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instructors in the practical setting. But how do students perceive those clinical
experiences? How do students’ experiences diffeabe and gender? Do these
experiences encourage or discourage our studemsdompleting the ATEP? These are
guestions that warrant future examination and rekea athletic training education.
Qualitative research gathering the stories andrépees of ethnically diverse ATSs in
the clinical education phase of their athleticriirag education may begin to answer these
guestions.

In the mean time, as athletic training educatoesstould consider that the
clinical education experiences of the Black womdrsa enrolled in our programs may
have the power to encourage them to persist ilRd&Ps. We should view the clinical
education experience as a formal method of retertima invest energy into creating a
positive, safe, welcoming, nurturing and intelledly stimulating educational
environment grounded in a teamwork/family atmospher

Racism, sexism and classism persist as barriessitoess.So what? How does
that knowledge inform program directors, facultgatinical instructors about the
experiences of the Black women in our ATEPs? Howsdhat knowledge create an
institutionalized social shift or transform eduoatl values within athletic training
education?

This finding is linked to the first one regardirgetprotective mechanism that
mentoring may provide against racism, sexism aaslsedm. The first finding is not valid
without this one that indicates, from the perspestiof the participants of this study and
supported by the literature, that racism, sexisth@assism persist as oppressive barriers

against the success of many Black women ATSs. tileta training educators, |
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emphasize that we should recognize and acknowlg@dgeacism, sexism and classism
exist within the social structure of our collegesl ainiversities and our ATEPs. As such,
we have a responsibility to protect all of our AT8specially the Black women ATSs
who are subjected to the oppression of all threeis simultaneously, from the
detrimental outcomes that can result from thesedvar

Specific to sexism, one of Revis-Shingles’ (200ddlihgs in her study of
ethnically diverse women CATs was that many ofgeaticipants did not consider it
unique to be a woman in athletic training. Theipgrants in this study cited very few
examples of gender oppression, perhaps becawsset itnusual to be a woman in athletic
training anymore. For several recent years, wona@ made up almost half of the
NATA membership. However, there were strong exasplf sexual harassment, an
oppressive action that falls under the umbrellaexism, cited by some of the
participants that served as powerful detractorshose participants. The literature
confirms that sexual harassment is alive and wedkthletic training education and the
profession. As athletic training educators, wedneebe on our guard against sexual
harassment, not only for the sake of the Black woBE&Ss enrolled in our programs,
but for all ATSs of all races and ethnicities ANDth genders.
Future Research

| found Deborah’s experiences with sexual harasstoeme particularly salient in
this study. She was very adamant that Black-owkB&®xual harassment was a
particularly offensive issue for not just her, katreral of the Black women ATSs she has
worked with or supervised as a graduate assistarduld not find literature to support

her experiences in athletic training literaturdoeyond. | would submit that this is a very
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important topic for future research in the areaefual harassment in athletic training
and | even encouraged Deborah to pursue it asssttopic for her own graduate work.
Because of the historically sexualized objectifmatbf Black women in U.S. society, are
Black women ATSs at greater risk for sexual harasgrthan women ATSs of other
races/ethnicities? Does the sexualized objectifinaof Black women currently
displayed in the media and entertainment indusgrilack men translate to an increased
occurrence of Black-on-Black sexual harassment gntlo@é Black women ATSs enrolled
in our programs? These are questions that warane investigation through both
gualitative and quantitative investigations.

In the mean time, as athletic training educatoesshould be aware and cognizant
of the presence and detrimental effects of inspihatlized racism, sexism and classism
within our colleges and universities and the ATERsare directly involved with.
Acknowledgement of these barriers may enable beti@r serve and mentor the Black
women ATSs and other ethnically diverse studentsllied in our programs, promoting
their college completion and entry into the proif@s®f athletic training.

Implications for Qualitative Research

Pitney and Parker (2000 and 2001) and Mensch and E2002) have called for
more qualitative research in the field of athlét&ning in order to generate deeper
discussions about the questions that face athtaiiers in the application of patient care
and ATS education. Inthe last decade, athlegioittg education has undergone
significant reform as has the practice of athlgaming. As the educational and practical
realms of the profession have transformed, sohesé¢ed for scholarship and research

also transformed. Athletic training scientific uigy has gained recognition and respect
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in the body of allied health literature and thedhé® valid, qualitative inquiry has grown
and gained value (Delwiche & Hall, 2007; Knightiggersoll, 1998; Pitney & Parker,
2000; Pitney & Parker, 2001). As stated by Pitarg Parker (2001), “When both the
guantitative and qualitative paradigms are undedstealued and sometimes integrated,
the breadth and depth of knowledge in athletioingi can expend and positively
influence the lives of patients, clinicians, edocatand student athletic trainers.” This
dissertation adds qualitative research to an egdiody of literature that is
predominantly quantitative, gives voice to an uneleresented population of the NATA
membership and adds the perspective of that unutesented population to the body of
knowledge.
Implications for Black Feminist Theory

With the exception of a few unpublished disseotat| there are no studies
appearing in athletic training literature framedhaither a black feminist theoretical
framework nor any other standpoint epistemologysagcritical race theory or critical
whiteness studies. This dissertation adds to thfegsional literature where standpoint
epistemology is absent. Athletic training eduaadiaesearch tends to focus on research
that contributes to accreditation needs and remuérgs. The quality of education that is
delivered by accredited athletic training prograresds to be assessed and evaluated not
only from quantitative data, but from the qualiatperspectives of students who
experience the educational process from many urstprepoints. The theoretical
framework utilized in this dissertation was a stamidt epistemology that viewed the
perspectives of the participants through the ldridaxk feminist theory, offering

findings to the limited literature based on thequa experiences of CATs simultaneously
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located at the intersection of race, gender argbcldhis standpoint is unique to the
athletic training professional literature.
Future Research

| hope that this dissertation generates discussbouit qualitative research and its
place in contributing to the body of knowledge dueational research and practice
among my colleagues and peers in athletic traiathgcation and our sister allied health
professions. | also hope that new research qumsséice formulated that require
gualitative research methods to seek answers, ledm@land perspective. Significantly
more qualitative research utilizing standpoint ggm®logy to analyze the experiences
and perspectives of ATSs and athletic training atlus is needed and can enhance the
plethora of quantitative research that is on-going.

In summary, there are several implications forfigle of athletic training from
the findings in this study. Athletic training e@tors should consider offering or
providing the process of mentoring through eitloenfal or informal programs because it
may be a desirable, valuable and effective mettiodtention for many Black women
ATSs. Additionally, by offering the benefits of ntering, we may be able to offer
protection against the persistent barriers of sexiacism and classism that threaten the
academic and professional success of the Black wai&s that matriculate through
our ATEPs. By utilizing the process of mentoriogptomote and protect Black women
ATSs, we might contribute to their successful g@leompletion and BOC credentialing,
thus increasing the presence of Black women irptbé&ssion of athletic training.

Athletic training educators should not hesitated¢ose as a mentor for Black

women ATS because we may not share race (or raé geévider). Shared race is not a
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requirement of effective mentoring for all Black men in ATEPSs; effective mentoring
a requirement of effective mentoring. By offeriifective mentoring to Black women
ATSs, we create the opportunity to increase thalege completion and BOC
credentialing, thus introducing more Black womenTSAo the profession of athletic
training.

Athletic training educators should consider thaichl education component to be
a contributing factor in the retention of Black wemATSs if utilized properly. We
should make efforts to ensure that the clinicalcation component is welcoming, safe,
nurturing, educational and enjoyable for Black womd Ss in order to encourage a
positive experience and perhaps even offsettingeswiithe negative experiences they
may encounter in college outside of the ATEP. (mgaa positive clinical experience
may encourage college completion and BOC credargialf more Black women ATS
and improving their representation in the profes&ibathletic training.

Finally, athletic training educators should recagrand acknowledge the
persistent presence of racism, sexism and classidnm the fabric of U.S. society and
the institutions of higher education in which werlwoBy doing so, we can be proactive
in working with the Black women ATSs enrolled inrqurograms to resist the
simultaneous oppression of racism, sexism andistagbat may threaten their success.
Utilizing mentoring to assist Black women ATSs t@ocome the barriers of racism,
sexism and classism may increase their chancascoéssfully completing college and
sitting for the BOC examination to become CATs pratticing clinicians in the

profession of athletic training.
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Table 5.2 summarizes the implications based ongdearch questions and
analysis. Column one outlines each of the fousarsh questions. Column two
specified the findings based on the research gquestiColumn three outlines the BFT
implications. Column four summarizes the dissentaimplications to athletic training
education.

The participants in this dissertation believed thantoring IS a critical and
efficient method that contributes to the retentjprmmotion and protection of Black
women ATS. As athletic training educators, we havesponsibility to consider
mentoring and all of its benefits for the succefsthe Black women ATSs enrolled in our

ATEPs.
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Table 5.2

Summary of Implications

Research Questions

Analysis

Theoretical Frame

Impdations to Athletic
Training

Interview Questions

Impact of BFT on relationship
between RQ and Implications

1. What is the perceived effect of
mentoring on the successful college
retention and attainment of the BOC
credential of Black women ATSs?

Phone
Interview Questions

13. Please tell me about t
individual(s) who directly influenced
your career in athletic trainin

14. What assistance or guidance
you receive from that relationship?
Can you give examples of ways in
which you were helped?

15. How often did you see th
individual?

¢ Mentoring is effective,
desirable and valuable.

e The absence of mentoring
has the potential to
contribute to discontinuatior

¢ The activities associated
with mentoring contribute to
successful matriculation,
professional advancement
and credentialing.

.from the oppressive barriers o

The effectiveness of tf
mentoring process was a stror|
positive force that not only
promoted the participants, but
also helped to protect them

racism, sexism and classism.

The nurturing, guidance and
validation inherent in the

mentoring process were factor
capable of creating a sense of

independence and confidence|i

the AT related knowledge and
skills of the participants.

All three forms of oppression
are used exclusively and
collectively to exclude Black
women from the academy and
other institutions. The procesg
of mentoring can create a
positive, welcoming and safe
environment that builds a seng

g,

e

of belonging and security for

Athletic training educators
should offer mentoring
through either formal or
informal programs because
it may be a desirable,
valuable and effective
method of retention for
many Black women ATSs.

Athletic training educators
should recognize the power
of mentoring to not only
PROMOTE Black women
ATSs, but to PROTECT
them as well from racism,
sexism and classism.

By utilizing the process of
mentoring to promote and
protect Black women ATSs,
we might contribute to their
successful college
completion and BOC
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16. How did this relationship affe

your career in athletic training? WHhat

do you think would have happened
you hadn’t had that person in your |
as an ATS?

if
ife

17. Have you ever assisted/mentc
someone with his/her career? Inw
ways have you assisted/mentored

him/her?

Case Study
Interview Questions

9. What do white athletic trainir
educators and clinical instructors
need to know about being effective
mentors for the Black women

enrolled in the prograr

Black women and has the
potential to diminish or
interfere with the exclusion of
oppression.

The participants who benefited
from mentoring recognizeithe
positive impact it had in helpin
them to overcome or avoid
falling victim to the dangers of
academic discontinuation that
threatened them because of
their unique loci as Black
women.

[(®]

Mentoring offered the
participants the basic
advantages that all college

students should have access to;

sound academic and
professional advisement,
guidance, planning and
placement within a professional
network.

credentialing, thus increasin
the presence of Black
women in the profession of
athletic training.
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2. What is the perceived effect of
mentor race and gender on the
successful mentoring of Black wome
ATSs?

n

Phone
Interview Questions

11. How available were Blac
women to you as role models durin
your athletic training education?

12. How available were Blac

athletic training educatiol

women to you as mentors during yaquf

21. Who do you think should be
mentor for Black women? Why?

Case Study
Interview Questions

8. How inportant do you think you

to be an effective mentor to you?
How important do you think your
mentor’s gender was on his/her
ability to be an effective mentor to
you?

mentor’s race was on his/her ability

¢ Mentor race and gender arg

¢ Qualities of effective
mentors are most important.

less relevant criteria for
effective mentors.

Athletic training educators
should not hesitate to serve
as a mentor for Black

women ATS because we
may not share race (or race
AND gender).

\ 154

D

By offering effective
mentoring to Black women
ATSSs, we create the
opportunity to increase their
college completion and
BOC credentialing, thus
introducing more Black
women CATSs to the
profession of athletic
training.
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3. What other factors contribute to
the successful college retention and
attainment of the BOC credential of
Black women ATSs?

Phone
Interview Questions

2. How does it feel toe a certifiec

r

YOu:

athletic trainer? What does it mean

3. What has been most satisfy
about your career as an athletic
trainer?

4. How did you select athlet
training as your career, i.e.
preplanned, accidental?

accredited or an internship route at
time?

6. Was your athletic trainincrogram

7. What do you remember about y:
experiences as an athletic training
student?

Internal factors contribute tg
successful matriculation of
Black women ATSs.

e External Factors contribute
to successful matriculation
of Black women ATSs.

As Black women oppressed
within a maze of intersecting
barriers constructed from
racism, sexism and classism,
the participants of this study
had to avoid these barriers in
order to secure success (colle

matriculation and credentialing

with tools they possessed
within themselves;
determination, self-motivation,
knowledge, skill, and
competence.

As “outsiders within” the
dominant culture, Black wome
must navigate their way aroun
the oppressive barriers of

racism, sexism and classism in
order to successfully attain the
personal and professional goals.

¢ Athletic training educators
should consider the clinical
education component to be
strong factor contributing in
the retention of Black
women ATSs.
» We should make efforts to
ensure that the clinical
education component is
welcoming, safe, nurturing,
educational and enjoyable
for Black women ATSs in
order to encourage a
positive experience and
perhaps even offsetting
some of the negative
experiences they may
encounter in college outsid
of the ATEP.

[@ N1

ir
e Creating a positive clinical
experience may encourage
college completion and
BOC credentialing of more
Black women ATS and
improving their
representation in the
profession of athletic
training.

a

D
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9. Was there anything in particu
that helped you become a certified
athletic trainer?

10. Was there anyone in particu
who helped you become a certified
athletic trainer?

Case Study
Interview Questions

5. Much of the research on Bla
student college retention focuses 0
obstacles and barriers to completi(m
Could you describe for me instead

the factors that led to your academ|c

success and graduation?

6. Participants used terms like “clc
knit”, “family” and such. Was this
your experience? Can you describ,
your peer experiences? How did
those relationships contribute to
your college experience as an
athletic training student?

37
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4. What barriers hinder effective
college matriculation and attainment
of the BOC credential of Black women
ATSs?

Phone
Interview Questions

7. What do you remember ab
your experiences as an athletic
training student

8. What problems or obstacles
you encounter while pursuing your
athletic training educatiol

19. Very few blick women art
athletic trainers. Why is this so?

Case Study
Interview Questions

1. Can you tell me how you decid
upon your undergraduate college?
What was the university/college likg?

e The lack of institutional
support challenges success|,

e Sexism is a constant barrier.

e Racism is a constant barrier.

Athletic training educators
should recognize and
acknowledge the persistent
presence of racism, sexism
and classism within the
fabric of U.S. society and
the institutions of higher
education in which we
work.

Athletic training educators

should recognize the uniqu
standpoint of Black women
ATSs at the intersection of
race, gender and class.

(4

Utilizing mentoring to assist
Black women ATSs to
overcome the barriers of
racism, sexism and classism
may increase their chances
of successfully completing
college and sitting for the
BOC examination to
become CATs and
practicing clinicians in the
profession of athletic
training.
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2. Were you the only Black wom:
in your athletic training education
program? If so, can you describe
how that made you feel?

3. If you could go back and ¢
everything over, is there anything
you would do differently in your
athletic training educational
process? If so, could you describe
what you would do differently?

4. Some of the biggest obstac
faced by Black woman in their
athletic training educational
experiences were: time conflicts,
financial issues and sexism. Only
participants indicated racism as an
obstacle. Did you experience over
racism as an athletic training
student?

7. Despite many participar
describing the close-knit peer
relationships, two participants
indicated feeling alienated, and hal
felt stereotyped by their peers. Hoy
do you interpret that?
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LIMITATIONS

There are several limitations of this study thatnant discussion. The
methodology of this study was predominantly qualawith significantly low
triangulation courtesy of a quantitative surveyt sexved to collect demographic data of
the participants, thus offering relatively limitedlidity to the qualitative section.
However, the demographic data does present infaamé#tat enriches the introduction
and familiarity of the participants.

The study is qualitative and the nature of sutdwa for a relative small number
of participants to be selected for in-depth stuty1Q). Therefore, the experiences of the
participants may not be representative of all Blacknen ATSs. Additionally, the
findings are elicited from a limited number of paigants and may not be generalizable
to the total population of Black women ATSs enrdlie ATEPs. Athletic training
educators should contemplate the findings and chaterfor themselves how those
findings and implications inform their educatiopalicies and practices in the classroom
and the clinical setting to the benefit of theiograms and students.

The first ten participant interviews were conddct& phone interview. This
may have been a limit to the data collection preces one-on-one interview in person
may have allowed for more interpersonal exchangesden the participants and me.
The phone interviews did not allow for eye contgeistures, facial expressions, and
visual affirmation of the content being exchangedlared. | cannot help but to wonder
what information and stories were not brought mgesiwe could not visually
communicate with each other. In one case, | waslear in my introduction and

inadvertently left the participant under the asstiompthat | was a Black woman, creating

257



an awkward moment when | had to tactfully informn tieat | was actually White. The
purpose of qualitative research is to seek deejober, broader experiences in order to
reveal the complexity of those experiences and affenter-stories from the margins. If
| had more time, opportunity and resources to digtaanduct all interviews and case
study interviews in person with the participantshair own environments | may have
learned even more from the participants that wbalk revealed greater complexity in
my results.

Another limitation of this study was that halftbe participants matriculated
through the internship route to BOC certificatiohil the other half were enrolled in an
accredited ATEP. The internship route to BOC tedtion was eliminated, ceasing to
allow internship candidates to sit for the BOC ekwtion in 2004. Currently, the only
route to certification is enrollment in a CAATE aedited ATEP. As such, some of the
experiences of the five internship route particigapecific to internship processes,
challenges and benefits no longer apply for Blacknen ATSs enrolled in the current
accredited program system.

Finally, | feel that one of the limitations to ststudy was my lack of experience
with qualitative methodology, especially with regao the interview process. | feel there
is a tangible learning curve that came with expergeas | conducted more of the
interviews. As | became more experienced and cdatite with the logistics of the
interview process | became more proficient in pesging through the process, offering
the participants better prompts and facilitatinggdgrecommunication. However, as a
result of my inexperience with the phone intervigwcess, | feel | made an error that

influenced that data and detracted from one ofimgirigs. In attempting to let the
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participants’ voices be heard and their own stdse$old without my influence or bias |
avoided asking the participants direct questiormiibacism, sexism and classism. |
limited my questions to ask about “barriers” andstacles” without leading the
discussion into specifics about racism, sexismassism unless the participant
approached such topics first. | thought this wdéth me to facilitate the conversation
versus leading it. | feel | could have done adrygttb balancing the conversations to
ensure that | gave the participants ample oppdsttmiinclude specific experiences with
racism, sexism and classism, especially if theyewsrcomfortable broaching such topics
with a White investigator.
SUMMARY

Mentoring as a method of retention of Black womé&rS4 was the primary focus
of this qualitative study. Other factors contribgtto the retention of Black women
ATSs were also investigated. The purpose of thidyswas to examine the place of
mentoring and other contributing factors that resuthe retention of Black women in
ATEPs and their subsequent credentialing as eadtdihletic trainers. Black women
CATs are remarkably underrepresented in the priofiesd athletic training, as are other
ethnically diverse men and women. The professiatidetic training is a historically
White male dominated health care profession. Despé significant increase in women
in athletic training in the last decade to almaast bf the NATA membership, White
women dominate the female membership. FailureAATE accredited ATEPS to
introduce more Black women to the profession olegithtraining will result in their
continued absence from the profession. This alesehBlack women CATSs contributes

to the overall lack of ethnic diversity of athletraining and the loss of opportunity for
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Black athletes and patients to seek care and mtteinbm a CAT who shares their
race/ethnicity. The primary research questiorhisf $tudy was to examine the perceived
effects of mentoring and mentor race and gendeéh@successful college completion
and BOC credentialing of Black women ATS. A qualite design was used to
document and illuminate the stories and experieatésn Black women CATs who had
successfully matriculated through PWI to become@ngialed and practicing athletic
trainers. Case studies were conducted with thréeeavomen who overcame more
overwhelming barriers to achieve success. A deapituc data survey was also
administered to the participants to gain additiongdrmation about their athletic training
educational experiences. A Black feminist thecedtiramework was applied to the data
in order to draw findings that focused on and heddhe unique lived experiences of the
Black woman at the center of analysis.

Several findings were generated from the partidggaexperiences that illuminate
answers to the research questions. From the mrapef the participants, mentoring is
an effective, desirable and valuable process thatwages efficient matriculation,
college completion and BOC credentialing. In addito promoting the Black woman
ATS, mentoring also protects her from the oppresbarriers of racism, sexism and
classism that discourage college persistence. pdhe&ipants also perceived that shared
race and gender were preferable, however, accessidl approachable mentors were
more important characteristics of a successful arerfbupportive relationships with
ATEP directors, faculty, and clinical instructonsany of whom served the role of
mentor, contributed to the participants’ academit professional success, as did the

positive experiences, peer relationships and faatilyosphere grounded in the clinical
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education component. In addition to supportive tmeng, peer and family relationships,
participants perceived that strong personal attegeontributed to their academic and
professional success. Ultimately, from the perspes of the participants of this study, |
concluded that mentoring is a critical and effitirethod that contributes to the

retention, promotion and protection of Black wonaghletic training students.
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INTERVIEW SCHEDULE

INTRODUCTION

OVERVIEW OF STUDY

IMPORTANCE OF PARTICIPANT IN RESEARCH
PROTECTION OF IDENTITY

1.

2.

3.

Would you please tell me about your current job?

How does it feel to be a certified athletic tralhéWhat does it mean to you?
What has been most satisfying about your carean aghletic trainer?

How did you select athletic training as your cayeer, preplanned, accidental?
Was your athletic training education at the undasgate or graduate level?
Was your athletic training program accredited omé&arnship route at the time?
What do you remember about your experiences athégtia training student?

What problems or obstacles did you encounter whilsuing your athletic
training education?

Was there anything in particular that helped yocolbee a certified athletic
trainer?

10.Was there anyone in particular who helped you becarmertified athletic

trainer?

11.Role Model Definition: Individuals showed specibiehaviors, personal styles

and specific attributes you tried to emulate.

Mentor Definition: Individuals who gave you spda@asistance and guidance in
reaching your career goals.

How available were Black women to you as role medelring your AT
education?

12.How available were Black women to you as mentorsnduour AT education?

13.Please tell me about the individual (s) who diregtfluenced your career in

athletic training?

14.What assistance or guidance did you receive fratridationship? Can you give

examples of ways in which you were helped?
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15.How often did you see that individual?

16.How did this relationship affect your career inlatic training? What do you
think would have happened if you hadn’t had thaspe in your life as an ATS?

17.Have you ever assisted/mentored someone with Herocareer? In what ways
have you assisted/mentored him/her?

18.How important is it for a young Black woman begimmnier career to have a
mentor? Why?

19.Very few black women are athletic trainers. Whyhis so?
20.What do you think has to happen in order for thishange?
21.Who do you think should be a mentor for black womgvhy?

22.What possibility of advancement for black womernyda foresee in the future of
athletic training?

23.What would you like to add?
WILL YOU BE ATTENDING THE NATA CONVENTION IN ATLANTA?

WOULD YOU BE WILLING TO ALLOW ME TO FOLLOW UP WITHYOU AS A
CASE STUDY PARTICIPANT?

| WILL BE SENDING YOU THE TRANSCRIPTS OF THIS CONMVESATION,;
WOULD YOU REVIEW IT FOR ACCURACY?

THANK YOU.
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Date
Dear

| would like to take this opportunity to invite yaa participate in a very important piece
of research to the profession of athletic trainihgm the undergraduate program director
for the Athletic Training Education Program at $ipy Rock University of Pennsylvania
and a doctoral candidate at Duquesne UniversiBitisburgh. As a White woman and
program director at a predominantly White instaatof higher education in rural Western
Pennsylvania, | am searching for ways to retairethaically diverse athletic training
students, specifically the young Black women, whio# in our athletic training major. |
have found this to be a frustrating challenge. tTitstration has inspired me to turn my
energies into researching a solution to this chghe

In asking myself what | can do to support my ethtycdiverse students and advisees, |
began to wonder what influence | might have asondt an instructor and advisor to my
diverse students, but asreentoras well? Research has demonstrated that mentwamg
positive effect on the retention of college studeamd ethnically diverse students in
particular. But does the fact that | am White iifgee with my ability to be a positive
mentor and role model to the Black women in ougpaan? Did my colleagues who are
Black women have a mentor or role model to suphentn in becoming certified athletic
trainers? If so, did those colleagues share gemutrace in common with their mentor?
Did gender and race matter? These are all quadtiat have driven the topic of my
dissertation entitled Mentoring and other factors contributing to tregention of Black
women in athletic training education programs

Dr. Rene’ Revis-Shingles and Ms. Veronica Ampeyehaentified you as a colleague
who could significantly contribute to this reseapbject. Thus, | would like to extend an
invitation to you to actively participate in thissearch opportunity. As athletic trainers,
our time to take on additional tasks is severatyted. But it is my sincere hope that you
will find this study important enough to invest youaluable time. Please assist me in this
endeavor by completing the enclosed personal dat@y and signing the accompanying
consent form. After receiving your survey, | vatintact you to establish a time for you to
participate in a personal interview regarding yexjpperiences with mentoring. Be assured
that anonymity and confidentiality will be guaragtieand honored. A SASE has been
enclosed as well to return these two documentsetatnyour earliest convenience.

It will be a privilege to collaborate with you omis research project. The athletic training
profession has historically been a male dominateéepsion, but women have established
themselves as contributing members of the profagei@olume. However, the

profession remains a historically White professidins my hope that research such as this
can contribute to increasing the ethnic diversitgur profession for the benefit of the
membership, but more importantly, for the talenggfled and special athletes and
physically active individuals we provide care fdfl can answer questions regarding this
research project or the survey, interview and catnfegm, do not hesitate to contact me at
your convenience by phone at home (724-450-0878) wmork (724-738-2930) or via
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email bonnie.siple@sru.edu. Thank you in advaacedntributing to the knowledge
base of my study.

Sincerely,

Bonnie J. Siple, MS, ATC
Doctoral Candidate
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DUQUESNE UNIVERSITY

600 FORBES AVENUE ¢ PITTSBURGH, PA 15282

CONSENT TO PARTICIPATE IN A RESEARCH STUDY

TITLE:

INVESTIGATOR:

ADVISOR: (if applicable:)

SOURCE OF SUPPORT:

PURPOSE:

RISKS AND BENEFITS:

Mentoring as a method of retention of Black
women in athletic training education programs.

Bonnie J. Siple

604 East Main Street Extension

Grove City, PA 16127

724-450-0879 (Home) 724-738-2930 (Office)

Dr. Rodney Hopson
Department of Foundations and Leadership
421-396-4034

This study is being performed as partial
fulfillment of the requirements for the doctoral
degree in Educational Leadership

at Duquesne University.

You are being asked to participate in a
research project that seeks to investigate the
perceived effects of mentoring on the retention
and credentialing of Black female athletic
trainers in order to understand the impact of
mentoring on the academic success of Black
female athletic training students in athletic
training education programs. In addition, you
will be asked to allow me to interview you. The
interviews will be taped and transcribed.

These are the only requests that will be made
of you.

Participants will benefit from having their
experiences documented and their stories told.
Ultimately, the results may create social
change within the profession. There are no
known risks to the participants.
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COMPENSATION:

CONFIDENTIALITY:

RIGHT TO WITHDRAW:

SUMMARY OF RESULTS:

VOLUNTARY CONSENT:

There is no financial compensation for
participants. However, participation in the
project will require no monetary cost to you. A
self-addressed, stamped envelope is provided
for return of your response to the investigator.

Your name will never appear on any survey or
research instruments. No identity will be made
in the data analysis. All written materials and
consent forms will be stored in a locked file in
the researcher's home. Your response(s) will
only appear in statistical data summaries. All
materials will be destroyed at the completion of
the research.

You are under no obligation to participate in
this study. You are free to withdraw your
consent to participate at any time.

A summary of the results of this research will
be supplied to you, at no cost, upon request.

| have read the above statements and
understand what is being requested of me. |
also understand that my participation is
voluntary and that | am free to withdraw my
consent at any time, for any reason. On these
terms, | certify that | am willing to participate in
this research project.

| understand that should | have any further
guestions about my patrticipation in this study, |
may call Dr. Paul Richer, Chair of the
Duquesne University Institutional Review
Board (412-396-6326).

Participant's Signature

Date

Researcher's Signature

Date
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PERSONAL DATA SURVEY
(Adapted from Abney Survey)
PART |

|. Employment History

Please complete the table below to reflect allaafrywork history since you became a
Certified Athletic Trainer. This history shouldcinde both athletic training and non-

athletic training employment. However, please antyude those positions for which

you received compensation. Please attach addigteats/lines if necessary.

Employment Setting Title of Position Date Position Held
Examples: Retail, Education, Examples: Assistant Include both month
Hospital/Clinic Manager, Head Athletic  and year of beginning
Trainer and end of
employment.

Example: April 2001-
August 2003

Il. Athletic Training History
Please circle the letter of the response thatdestribes your career path in Athletic
Training.

1. | first decided upon a career in athletic training

Before high school
During high school
While an undergraduate
During time of first job
While doing graduate work
Other (please specify):

~oooow
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2. If I could begin my career again, | would chooddetic training as my career.

a. Yes (skip to #4)
b. No
C. Unsure

3. Ifthe response to #2 is either “No” or “Unsiyrplease provide the name of the
profession you would choose today. If you selet¥t”, then please skip to
Question #4.

4. | became eligible for BOC certification via

a. internship route to certification

b. NATA- approved education program (before 1992)
c. CAAHEA/CAAHEP- accredited education program
d. Grandfathering of NATA members (before 1971)

(62

. My highest level of formal education is

a Baccalaureate degree

b Baccalaureate degree plus additionég® courses
C. Master’s degree

d. Master’s degree plus additional collegarses
e Doctoral degree

f. Post-doctoral work

g Other (please specify)

6. My high school education to pursue a college
degree.
a. Prepared me well
b. Adequately prepared me
C. Did not adequately prepare me
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lll. Obstacles Experienced in Athletic Training Education

Please read through the following list of possgirieblems or obstacles you may have
encounteredluring your athletic training education. For each possibility, please
indicate with a [X] in the space below the numbet tcorresponds best with the extent to
which you experienced each situation.

1 = Never Experienced
4 = Always Experienced

S O

22 | »g > @ D
=2 e =] = 0 O
o2 8] c c 9 c
> 2 § < Qo 3.0
088282 o3 o T

S

< eg T O Qo o

= I QO o LT>< x

1. | experienced discrimination by a
college instructor

2. | experienced discrimination by
a supervisor

3. | experienced White female pe
resentment

[12)
=

4. | experienced ethnically diversg
female peer resentment

A\1%4

5. | experienced White male peer
resentment

6. | experienced ethnically diverse
male peer resentment

A\1%4

7. My AT instructors had low
expectations of me

8. My AT supervisors had low
expectations of me

9. My AT instructors had unrealis
expectations of me

10. My AT supervisors had
unrealistic expectations of me

11. | was disadvantaged because
am Black

12. | was disadvantaged because
am a woman

13. | was disadvantaged because
am a Black woman
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14. | was alienated by my peers

15. | was stereotyped by my peers

16. | did not feel welcome among
my peers

Never/
Almost Neve

Experienced

Occasionally

Experienced

2
Frequently

Experienced

3

Always
Experienced

4

17. 1 served as the minority
spokesperson in classes

18. | had access to cultural support

(e.g. Black student
organizations)

19. | had access to social support
(e.g. other Black students,
sorority)

20. 1 did not have access to
academic support (e.g. tutoring
services)

21. | had access to an academic
advisor

Mentor — Individuals who gave me Role Model —Individual(s) who demonstrated
special assistance and guidance inspecific behaviors, personal styles and specifig

reaching my goals

attributes | tried to emulate
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22. | had a personal mentor

23. | had a professional mentor

24. | had a personal role model

25. | had a professional role mode

26. My friends were supportive of
my academic pursuit

27. My significant other was
supportive of my academic
pursuit

28. My relatives were supportive @
my academic pursuit

—

29. | had sufficient financial support
to complete my athletic training
education
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IV. Personal Attributes
Please review all twenty-nine of the personallattes listed below and determine the
top five attributes that you found to be most half your pursuit of athletic training
education. Please list them in order of importance

1 = Most Helpful
5 = Least Helpful

1.

2.

»

10.

11.

12.

13.

14.

Being Black
Being a woman

Remaining single

Getting married/partnered

Being separated/divorced
Having children
Not having children

Being a good athlete

Being healthy

Being assertive

Peer support
Family support (emotional)

Family support (financial)

15. Being confident
16. Being patient

17. Having strong drive and
determination

18. Being abled@gainst societal
norms

19. Being competent
20. Having a good personality
21. Luck or fate

22. Willingness to ¢gfeageographical
location

23. Traveling (home or abroad)

24. Participating in an oizgh
religion

25. Believing in God
26. Support from groups/ individuals

27. Having a mentor

Other support from Black or otheR8. Having a role model

ethnic groups
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Most Helpful £ (List attribute by

number)
21d
gd
4h
Least Helpful 5

PART Il

The following terms should be used to assist yonegponding appropriately to the
remaining questions:

ROLE MODELS: Individuals showed specific behavipessonal styles and
specific attributes | tried to emulate.

MENTORS: Individuals who gave me special assistandeguidance
in reaching my career goals
|. Key Persons
Please take a few moments to reflect on yourdifddte. In the blanks provided, indicate
the following information:

o Thekey person(s)(by category, not name- e.g. father, aunt, adtnatisr,
boss, minister, counselor, spouse/partner, frieadch) who had the
greatest influence on your life.

e Inthe second column, define the key person agamodel, mentor or
role model AND mentor.

e Inthe third column, list each person’s race (&fgican American, Native
American, Asian American, Hispanic American, Whather [please
specify], or biracial [please specify}.

e Next, delineate each key person’s gender (e.g. blaleemale).

e In column five, indicate the amount of influencele@erson had in your
life on a scale ot (= least) to 5 (= greatest)

e Inthe final column, indicate the highest levekdication completed by
each key person.
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Il. Mentoring and role modeling

Indicate the three persons (by role, not by name father, aunt, administrator, boss,
minister, counselor, spouse/partner, friend, coatd),who most directly influenced your
career since becoming a certified athletic trainsgain, please indicate the gender and
race of each person under the appropriate headbfggriodel or mentor) and indicate the

degree of influence on a scalelofleast) to 5 (greatest).

ROLE MODEL
Person Race Gender| Influence Highest
1to5 level of
education
Most Influential
Second Most Influential
Third Most Influential
MENTOR
Person Race Gender| Influence Highest
1to5 level of
education
Most Influential
Second Most Influential
Third Most Influential
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1. Since becoming a certified athletic traineavé

a. Not acted as a mentor to another person
b. Acted as a mentor to one or more persons in tlae@ers

If you selected b, please indicate the race andeayeuf the individuals you
mentored. Please attach additional sheets/lingsciéssary

Race Gender
Protégeé 1
Protégeé 2
Protégé 3
Protégé 4
Protégé 5
2. | am committed to acting as a mentor (chetthat apply).
Always
Only if the person is Black
Only if the person is Female
Only if the person is an Athletic Trainer

Only if | believe the person is worthy of my timedaattention
Only if | believe the person has the ability todoecessful

ooooog

Comments:
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Appendix 5

Correspondence check off list
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CORRESPONDENCE CHECK OFF LIST

Apnis ased

opeuw ||ed
uonewliljuo)d

MBIAIBIUI
auoydsjal

opeuw ||ed
uonewlijuo)d

[[e2 uonelAul
reuosiad

JUSS Japulway

JUBSU09
paw.oju|

pauInlal AsaInsg

[[ed |eniujiuss
VY 1an9| Iano)d

Last name
First name
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Appendix 6

Case Study Topic Outline
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CASE STUDY TOPIC OUTLINE

. Can you tell me how you decided upon your undenggitelcollege? What was the
university/college like?

. Were you the only Black woman in your athleticrirag education program? If so,
can you describe how that made you feel?

If you could go back and do everything over, ig¢henything you would do
differently in your athletic training educationabpess? If so, could you describe
what you would do differently?

. Some of the biggest obstacles faced by Black wamémeir athletic training
educational experiences were: time conflicts,rfeial issues and sexism. Only 2
participants indicated racism as an obstacle. yDiudexperience over racism as an
athletic training student?

Why do you think racism was not cited more by jpgrants?
Does it surprise you that more participants didité& racism as an obstacle?

. Much of the research on Black student college t&terfocuses on obstacles and
barriers to completion. Could you describe forinstead the factors that led to your
academic success and graduation?

. More than half of the participants in my study cated that what was most
memorable about their athletic training educatiopeeience was the camaraderie
with their classmates. Participants used ternes“tidose knit”, “family” and such.
Was this your experience? Can you describe yoer @eeriences? How did those
relationships contribute to your college experieas@n athletic training student?

. Despite many participants describing the close edr relationships, two
participants indicated feeling alienated, and feltfstereotyped by their peers. How
do you interpret that?

. How important do you think your mentor’s race washis/her ability to be an
effective mentor to you? How important do you khyour mentor’s gender was on
his/her ability to be an effective mentor to you?

. What do white athletic training educators and chhinstructors need to know about
being effective mentors for the Black women enmbllethe program?
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