
PROFES 10 AL INYOL VEMENT: REQUIREMENTS AS STUDENTS AND 

TRENDS FOLLOWING CERTIFICATION 

A DISSERTATION 

UBMITTED I PARTIAL FULFILLMENT OF THE 

REQUIREMENTS FOR THE 

DEGREE OF DOCTOR OF PHILOSOPHY 

IN THE GRADUATE SCHOOL OF THE 

TEXAS WOMAN ' S UNIVERSITY 

DEPARTMENT OF KINESIOLOGY 

OLLEGE OF HEALTH SCIENCES 

BY 

JENNIFER NICOLE LANCASTER 

DENTON, TEXAS 

DECEMBER 2011 

TEXAS WOMAN'S UNIVgRSrrY UBRARY 



TEXAS WOMAN'S UNIVERSITY 
DENTON, TEXAS 

To th Dean of the Graduate School: 

ovember 9, 2011 

I am ubmitting herewith a di sertation written by Jennifer Nicole Lancaster entitled 
" Profi ional lnvolvem nt: Requirements as Students and Trends Following 

ertifi cation. " I have examined the dissertation for form and content and recommend 
that it be accepted in partial fulfillment of the requirement for the degree of Doctor of 
Philo ophy with a major in Kine iology. 

fn-& u t!w uu 
Bettye Myers, Ph.D. , Major Profe or 

W have read thi di sertation and recommend its acceptance: 

Accepted: 

Dean of the Graduate School 



DEDICATION 

This di ertation is dedicated to my amazing family. All of you are my roots and 

the un hine that have allowed me to bloom. You all mean the world to me. To my late 

Granny, thank you for being a woman of such faith and strength. You are loved and 

mi ed. 

111 



ACKNOWLEDGEMENTS 

Fir t, I would like to acknowledge that with God, nothing is impossible. I give 

thank for the gifts and blessings He has given me. Next, I thank my committee, Dr. 

My rs , Dr. Nichols, and Dr. Webb. You have offered positive insight to my growth 

throughout my ducational experience at TWU. Each of you has contributed in your own 

way to thi achievement and to my growth as a person. I cannot thank you enough . 

A l o, I want to thank the incredible friends that I met along this journey, specially Cory 

Pack, David Powell , and Margie Williamson. Your understanding, encouragement, and 

upport continued to drive me forward . Next, I want to acknowledge Jonathan Wilk for 

helping at work o that I could finish thi endeavor. Thank you for taying after me to 

get thi done. Finally for you, Dr. Myers, maybe someday in my own little way, l will 

change the world. 

IV 



ABSTRACT 

JENNIFER NICOLE LANCASTER 

PROFESSIONAL INVOLVEMENT: REQUIREMENTS AS STUDENTS AND 
TRENDS FOLLOWING CERTIFICATION 

DECEMBER 2011 

The field of athletic training needs young engaged professional to help continue 

the progr being made in allied healthcare. Requirements for students during their 

entry-level education could potentially impact the decisions and directions these students 

choo e to pur u a young professionals. By recognizing and understanding this pos ible 

influence, athletic training education programs (A TEP) can better construct their 

curriculum requirements or opportunities to significantly impact the development of 

students within their institutions. The potential outcome would be producing athletic 

training graduates who are more actively engaged within the profession. 

The purpo e of this study was to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activitie 

while completing their entry-level ATEP. The sample consisted of 120 Certified Athletic 

Trainers (A TC) and 91 Program Directors (PD) from across the United States who 

completed on-line surveys. All ATC participants graduated within the 2004-2005 

academic year and obtained certification within 2005 testing year. 
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Based on the results of this study, neither requiring nor participating as a student 

in the professional activities of research , organization memberships, and mentoring by a 

healthcare professional had little influence on participation in these activities within the 

firs t 5 year as a professional. However, student participation in community service and 

mentoring other student did influence participation in these activities as a professional. 

Additionally, tudent ubmitting proposals for presentations (both required and 

participation in) influence ubmis ion of proposals as professional . The perceptions of 

PD varied, but more than half agree that student participation in at lea t 2 professional 

activitie will l ad to more active professionals upon graduation. 

lt i up to each A TEP to implement methods that be t envelope tudents in real

world, applicable experiences. Thi experiential learning can ultimately influence 

(without t chnically requiring) students to develop the skills and attitudes , which builds 

graduate ' inter ts and de ires to be actively engaged as professionals. 

Vt 



TABLE OF CONTENTS 

Page 

DEDICATION ...................... ..... ..... .... .................................................... .... ....................... iii 

ACKNOWLEDGEMENTS ............................................................................................... iv 

ABSTRA T ........................................................................................................................ V 

LI T OF TABLES .............................................................................................................. X 

LIST OF FIGURE ......................................... ..................................................................... xi 

Chapter 

I. I TRODU TION ....................................................................................................... l 

Purpo e of Study ...................... .... .... .... .. .. .... ........ .. ... .......... ............ .......... ............ .. ......................... 4 
Re arch Questions ......................................................................................... _. ...... .. .... 4 
D fi11ition of Term .. ........... .................... .. ...... .... ................. ...... .. ................. .......... ... .. 5 
Limitation .................................................................................................................... 6 
Delimitatio11s ................................................................................................................ 6 

ignifica11ce of Study ................................................................................................... 7 
ummary ....................................................................................................................... 9 

II. REVIEW OF LITERATURE ....... .... .......... .... ............... ............................... ........... .. 10 

Athletic Training Education ..... .. ........ ... .. .. .... .... ... ... ............ .. ....... .... .. ...... .... ............ ...... ... ... .. .. .. 10 
Theories of Human Development ............................. ..... ...... ... ................ .. .. ... ... .. ....... 12 
Community Service and Service Learning ........ .. ......... .. ................. ...... ................ ..... 14 

Effects of Community Service and Service Learning Participation ............. .. .... 14 
Service Learning in Specific Settings ................................................................. 20 
Factors Affecting Commitment to Community Service and Service Learning .. 22 

Students Conducting Research ....... ..... .......... ......... .................. .. ................. ............... 25 
Development of Professionalism ................... ...... ...... .... .......................................... ... 32 
Mentoring ................................................................................................................... 36 
Summary ....................................................................................................... .............. 40 

Vll 



Ill. METHODS ............................ .................................................................................... 42 

Participants .... .... ......... .............. ........... ... ..... .... ... .... .... ..... .. .. .. .... .. .......... ...... .. .. ...... .. .... .. .. ... .. ........... 42 
Instrument ....... .... ... ..... ........................... ..................... ......... ..... .................. ... .... .. ..... .. 43 
Data Collection ...................................................................................... ..... .. .............. 44 
Data Analysis ................. ...... .. ................................................................... .................. 45 
Human Subjects Considerations .......................................................... ..... ................. .46 

IV . RESULTS ........... ... ....... ... ........................... .. .... ......................................................... 47 

Participant Demographic ...... ..... .. ... .. ....... ... ........... ..... ..... .... ..... ...... ........ ..... ... ........................... 4 7 
Pr entation Propo als .................. .. ... ....................... .... ...... ..... .. ........................ .... .... . 52 
Organization Member hip ...... ........... ..... ............. .......... ........... ..... ........... ... ............... 52 
Re earch ...... ... ........ ..... ............... ..... .... ..... ...... ............ ... ... ................. ......... ..... ........... 54 

ommunity Service .. ... ... ......... ....................................... ........ ..................... .. ............. 55 
Mentoring ......... ....... ............ ...... ... ..... ........... .......... ........................................ ............ 56 
Rea on for Professional ' Participation ................................... .................... ........ ..... 57 
Participants ' Thought .......... ...................................................... .... .. ..... ....... ....... ....... 58 
Program Director ' Perceptions ................................................. ................ .. .............. 60 
Memory Recall ........ ..... ...................... .. .. .................................................... ..... ........... 62 

V. UMMARY, FINDINGS, DISCUSSION , CONCLUSION , AND 
RECOMMENDATIONS FOR FURTHER STUDY ......... ... ................. ... ..... .-.... ...... 63 

Sun1mary .... ...... .......... .. .......... ..... ... ....... .... .... ...... ........ ... ...... .. .. ............. ... ....... ... ... ......... .... ............. . 63 
Finding ........................... ............ ........................ ........................ .................. .... .. ....... 66 
Discu ion ...... .............. ............ ... .... ..... .... ...... ...... .. .. .................... ....... ... .. .. .... .. .. ......... 68 

Participant Demographics .......................... .. ...... ............... .................................. 69 
Pr sentation Proposals ................... ................ ........ .... ......... ................................ 69 
Organization Membership ................... ........ .. .......... ..... ........ .......... ......... ........... 70 
Research .............................................................. .... ........................ .................... 73 
Community Service ....... .............. .. .................. ... ... ................... ... .. ......... .... ........ 75 
Mentoring ... ................. ......................... ................................. .............................. 77 
Participants ' Thoughts ............................................................ ......................... ... 79 
Memory Recall. .... .................................................. .. .................... ........ ............. .. 82 
Program Directors ' Perceptions ............... .. ..... ............ ..... ..................... ........... .. . 82 

Conclusions ................................................... .......... ...... .. ........ ................................... 86 
Recommendations for Future Studies ................................................................. .... ... 87 

REFERENCES .......................... ... .. .............. ...... .. ..... ... ......................... .......... .... ......... .... 89 

Vlll 



APPENDICES ................................................................................................................ 102 

A. Online Survey for Certified Athletic Trainers .......... ....... ................ .... .............. ........... 102 

B. Solicitation Email for Certified Athletic Trainers ............................................ . 111 

C. Online Survey for Program Directors ................................................................. 113 

D. Solicitation Email for Program Directors .. .. ......... .................... .. ....... .. ... .... ........ 119 

E. Approval Letter from Institutional Review Board .............................................. 121 

lX 



LIST OF TABLES 

Table Page 

1. Demographics of ATC Participants ........................................................................... 49 

2. Demographics of Program Directors' A TEPs ........................................................... 51 

3. Presentation Proposals ............................................................................................... 52 

4. Student Organization Memberships to Professional Organization Memberships ..... 53 

5. Profe sional Organization Memberships ................................................................... 54 

6. Research .................................................................................................................... 5 5 

7. Community Service ................................................................................................... 55 

8. Mentoring Athletic Training Students ............................................... ........................ 56 

9. Being Mentored ......................................................................................................... 57 

I 0. Reason for Participation as a Professional in Five Areas ........................................ 58 

11 . Student Perceptions About Professional Involvement .............................................. 60 

12. Perceptions of ATEP Program Directors .................................................................. 61 

13 . Agreement Level of Student and Program Director Recall of A TEP Requirements 62 

X 



LIST OF FIGURE 

Figure Page 

1. Reasons for limited professional involvement .......................................................... 59 

Xl 



CHAPTER I 

INTRODUCTION 

Since 2005 , a large increase in accredited athletic training education programs 

(ATEPs) ha been seen (CAA TE, n.d .), which is a result of the change in requirements 

for eligibility to take the national Board of Certification (BOC) exam for athletic training. 

Since January 1, 2004, all candidates wishing to take the national BOC exam must obtain 

a degree from a university with an ATEP accredited by the Commission on Accreditation 

of Athletic Training Education (CAA TE), (Dodge & Mensch, 2004). The goal in 

requi ring programs to become CAA TE accredited is to set a minimum standard for 

quality education programs in order to develop more competent professionals in the field 

of athletic training (CAA TE, 2008). This competence includes being actively involved 

with the profession beyond the realms of an individual ' s specific job responsibilities. 

One of the standards for CAA TE accredited programs is that the programs will 

instruct and evaluate all content within the Athletic Training Educational Competencies 
\ 

developed by the National Athletic Trainers' Association (NAT A), (CAA TE, 2008). In 

the fourth and current edition of these competencies, the affective domain skills were 

removed and replaced by basic behaviors of professional practice. These behaviors 

include "(a) primacy of the patient, (b) teamed approach to practice, (c) legal practices, 

( d) ethical practice, ( e) advancing knowledge, (f) cultural competence, and (g) 

professionalism" (Peer & Schlabach, 2007, p.2). The question remains: by teaching these 



basic behaviors of professional practice, are we doing enough to develop new 

professionals who will be active members within the professional field of athletic 

training? 

Since its beginning in 1974, the NATA has shown an increase in total 

membership every year, except for 2006, and has a current total of 34,956 members 

(NATA, n.d.b). As of May 2010, a total of8,520 (23.76%) certified athletic trainers were 

not registered members of the NAT A. Also, to coincide with the decline in total 

members during 2006, the NATA Membership Task Force found that 75% of certified 

nonmembers were less than 35 years old (NATA, 2008). In the totals for 2009, certified 

and noncertified students represented 17% of the NAT A membership (NAT A, n.d.b ). 

While this percentage of student members may seem encouraging, students and young 

professional are not remaining members over the long-term (NAT A, n.d.a). 

ls being a member of a professional organization enough to consider someone as 

an active participant in the profession? While simply being a member may not be 

deemed active participation, it is often the beginning of developing one's interest in being 

\ . 
involved. One nursing student reflected upon her expenence at a conference for a 

national organization. She describes her awe in seeing people whose research she has 

read and seeing nurses from all over the world coming together. The nursing student 

indicated that this experience provided a connection for her to the organization as well as 

to the field of nursing. For this student, being a member of an organization and attending 
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their conference was a big step in beginning her professional involvement in a healthcare 

fie ld (Pomerleau, 2008). 

As new professionals, individuals may not realize that opportunities for 

involvement outside of their respective job responsibilities exist. Not obtaining the help 

of new professionals could be considered a loss for professional organizations because 

the e new professionals could bring creativity and energy to the attainment of an 

organization 's goals. Education programs prepare students for practicing their skill sets , 

but perhap could improve upon teaching students about the need to be involved as 

professional (Foster et al. , 2008). Lopopolo, Schafer, and Nosse (2004) found that 

profe ional involvement and ethical practice were among the top skills desired in entry

level physical therapy professionals. Physical therapy clinical managers felt strongly 

about the need for these skills to be taught in education programs so that new 

profes ionals would possess these skills when they begin their first job. 

A lack of professional involvement has been noticed in the field of nursing in the 

United Kingdom. Castledine (2008) states that a desire to be involved with the 

\ 
profess ion beyond an individual ' s job responsibilities has declined, which is affecting 

profe sional development within nursing. Additionally, a lack of commitment to 

profess ional organizations is adding to the problem. Corwin and Taves ( 1962) describe 

professionalization as " the maintenance of educational and professional standards 

through increased reading of professional literature, committee work, and participation in 
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national and local professional associations" (p. 223). Involvement by the membership is 

needed to sustain the profession. 

In order to protect the future of the athletic training profession, it is vital that 

young professionals become active participants in the further development of athletic 

training as a profession. Attracting the efforts of young professionals has been a goal of 

the NATA, as they have demonstrated through their Involve and Evolve initiative, as well 

as the development of Young Professionals Committees at the national and regional 

level (NAT A, n.d.a). The NAT A is working to provide members with more 

opportunities for participation and is utilizing technology and branding to target the 

younger population. They have incorporated ideas such as biogs, think tanks ( on-line 

forums focusing on various subgroups or ideas), leadership development, and even 

shorter time commitments for easier participation on projects (NATA, 2008, n.d.a). 

Purpose of Study 

The purpose of this study is to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

while completing their entry-level athletic training education program. 

Research Questions 

1. Do athletic trainers who submitted presentation proposals as students continue to 

submit professional presentation proposals following certification? 
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2. At what level do athletic trainers who were active participants in organizations as 

students continue to be active participants in professional organizations following 

certification? 

3. What percentage of athletic trainers who completed research projects as students 

continue to do research projects following certification? 

4. At what level do athletic trainers who participated in mentoring as students 

continue to be involved with mentoring following certification? 

5. What percentage of athletic trainers who participated in community service 

related to athletic training continue to be involved in community service related to 

athletic training following certification? 

Definition of Terms 

1. Athletic Trainer (ATC) for this study refers only to athletic trainers who have 

passed the national Board of Certification (BOC) exam and hold the ATC 

credential. 

2 . Athletic Training Education Program (A TEP) is any collegiate program that is 

accredited by the Commission on Accreditation of Athletic Training Education 

Programs, thereby granting its graduates the eligibility to take the national BOC 

exam for athletic training. 

3. Professional involvement for the purpose of this study is defined as giving 

professional presentations, maintaining membership in and serving on committees 

of professional organizations, completing research, being involved with 
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mentoring, and participating in community service. Furthermore, these activities 

must relate to the athletic training profession. 

Limitations 

This study will be subject to the following limitations: 

1. The findings of this study will rely upon the ability of participants to recall 

requirements placed upon them during their time within an A TEP as well as their 

ability to recall professional experiences over the past 5 years. 

2. This tudy makes the assumption that all ATEPs will provide the same content 

knowledge, as required by CAA TE standards, but will have variations that exist in 

the actual professional experiences of students. 

3. Some individuals are more inclined to seek out service activities prior to 

beginning their A TEP experiences. These initial differences are not accounted for 

within this study. 

4. The findings of this study will depend on the truthfulness and cooperation of 

participants as they complete their surveys. 

Delimitations 

The following delimitations were associated with this study: 

Participants are limited to those who graduated during the 2004-2005 academic 

year and passed the BOC exam in 2005. This might not include a representation of 

students who take the BOC exam multiple times before passing. 
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Participants were randomly chosen from individuals who are actively maintaining 

their A TC credential. This excludes individuals who obtained certification and then 

chose to not renew those credentials. 

Requirements for professional involvement of participants, when they were 

students, may not be representative of requirements currently placed upon athletic 

training students. 

Participants are volunteers. 

Significance of Study 

Since the beginning of the athletic training profession, athletic trainers have made 

countless efforts to bring recognition and respect to their field, but the battle continues for 

athletic training to be viewed as a legitimate position and to be accepted among allied 

healthcare professions (Dodge & Mensch, 2004). This struggle is demonstrated by the 

Fair Practice Lawsuit that the NAT A filed against the American Physical Therapy 

Association (APT A) in 2008 in an effort to be recognized for services that athletic 

trainers - not just physical therapists - are qualified to provide. Through the hard work 

\' 
of several members in the NAT A, an out of court settlement was reached. In the 

settlement, the APTA recognizes that overlap does exist between the scopes of practice 

for athletic trainers and physical therapists. The settlement specifically acknowledges 

manual therapy as an area of overlap, and an agreement that athletic trainers will not be 

denied access to continuing education in manual therapy is stated. Further, the APTA 

agrees that they will not make misleading statements about athletic trainers to their 
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patients, employers, or others (NAT A, n.d.c ). In order for the athletic training profession 

to continue making progress, the involvement of young professionals, who will represent 

and protect the future of athletic training, is vital (NATA, n.d.a). 

Athletic training needs individuals who take pride in their work and who will be 

actively engaged in further developing the profession. Being actively engaged involves 

more than simply registering as a member of an organization. It means voting within 

organizations, pursuing research and sharing findings , being a part of projects and 

committees, encouraging others to be involved and mentoring them, participating in 

political efforts, and being a positive representation of the athletic training profession at 

work and in the community. The NATA has launched a large-scale effort to get the 

young professionals involved (NATA, 2008, n.d.a). However, could athletic trainers do 

more in A TEPs to develop this type of engaged professional? Can we better influence 

active participation of young professionals through their entry-level education in order to 

focus NAT A efforts and money toward other initiatives? What connections, if any, exist 

between professional engagement as students and continued active engagement as 

\ 
profess ionals? 

The findings of this study could potentially demonstrate the need to adapt 

required experiences of athletic training students in entry-level ATEPs in order to create 

an early awareness and interest in professional involvement resulting in an increase of 

new professionals who are more active and involved in the profession. 
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Summary 

The field of athletic training needs young engaged professionals to help continue 

the progress being made in allied healthcare. Requirements that students experience 

during their entry-level education could potentially impact the decisions and directions 

the e students choose to pursue as young professionals. By recognizing and 

understanding the possible influence that could be created, A TEPs can better construct 

their curriculum requirements or opportunities to more greatly impact the growth and 

development of tudents within their institutions. The potential outcome would be 

producing athletic training graduates who are more actively engaged within the 

profession of athletic training. 

The purpose of this study is to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

whi le completing their entry-level athletic training education program. 
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CHAPTER II 

REVIEW OF LITERATURE 

The purpose of this study was to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

while completing their entry-level athletic training education program. This review of 

literature will discuss a background of athletic training education as well as components 

of developing young professionals, which includes theories of human development, 

community service and service learning, students conducting research, development of 

professionalism, and mentoring. 

Athletic Training Education 

Beginning in January 2004, all graduates intending to sit for the national BOC 

exam had to obtain a degree from a university with a CAA TE accredited ATEP (Dodge 

& Mensch, 2004). Accredited entry-level ATEPs exist at both the bachelors and masters 

de~ree levels. The goal in requiring programs to become CAATE accredited was to set a 

minimum standard for quality education programs in order to develop more competent 

professionals in the field of athletic training (CAA TE, n.d. ). Prior to these changes when 

ath letic training degrees were not available, students had to complete a related bachelors 

degree in addition to a list of specific courses and 1500 internship hours in order to 

qualify for the BOC exam. Successfully passing the BOC exam is how one obtains the 

A TC credentials. 

10 



Accredited athletic training education programs must meet all standards published 

by CAA TE. These standards include that programs will instruct and evaluate all content 

within the Athletic Training Educational Competencies developed by the NATA 

(CAA TE, 2008). These competencies and proficiencies include the following areas: risk 

management and injury prevention, pathology of injuries and illnesses, orthopedic 

clinical examination and diagnosis, acute care of injury and illness, pharmacology, 

therapeutic modalities, conditioning and rehabilitative exercise, medical conditions and 

disabi lities, nutritional aspects of injury and illness, psychosocial intervention and 

referral, health care administration, and professional development and responsibility. 

Through the effort of addressing these specific competencies and proficiencies, a 

cons i tency of content and skills being taught to entry-level athletic trainers is developed 

among all programs. Freedom is given in how the content is instructed and evaluated, 

and thi allow for some variation from one program to the next. Due to this freedom, 

A TEPs can develop their unique characteristics that might attract a particular type of 

tud nt to the program. 

Another CAA TE standard requires that students complete clinical rotations in a 

number of different settings. To diversify the clinical learning experiences, students must 

participate in rotations that deal with both genders, various levels of risk, protective 

equipment, and general medical experiences. Typically, rotations will occur on the 

university campus, in sports rehabilitation clinics, at orthopedic facilities , in hospitals, 

and at family practice settings. These rotations must span the length of at least two 
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academic years, and students must be under the direct supervision of a qualified approved 

clinical instructor or clinical instructor at all times. The clinical instructors are present to 

guide learning, to provide feedback, and to evaluate the students' progress throughout 

their clinical experience (CAATE, 2008). 

Theories of Human Development 

Emerging adulthood is a theory developed by Arnett (2000) that represents a 

period of exploring and changing of one's self prior to becoming an adult. This stage of 

development occurs around the ages of 18-25, with characteristics that set it apart from 

both adole cence and early adulthood. During this time, most individuals become more 

ind pendent and begin investigating a variety of directions that their lives could take. 

This investigating is most notable in the areas of work, love, and world views. 

Within the tage of emerging adulthood, individuals are transitioning into self

sufficient adult by becoming accountable for themselves and making their own decisions 

(Arnett, 1997; Greene, Wheatley, & Aldava, 1992). This is the time when potential 

outcome for the future are the most diverse for the majority of people, and they have the 

\ 
freedom to explore those possibilities. In the college setting, students take course work 

or complete volunteer work that influences their career choices, and they are exposed to a 

number of different world views that will make them question and reconsider their 

personal view (Arnett, 2000). Studies also demonstrate that during emerging adulthood 

people feel it is important to re-evaluate the religious beliefs that they grew up with in 
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order to form their current religious ideals based upon their own thoughts (Arnett, 1997; 

Hoge, Johnson, & Luidens, 1993). 

Other well-known theories describe developmental stages similar to emerging 

adulthood, during which individuals will try new things in order to determine who they 

want to become and what roles they want to fill as adults. Erikson ( 1950, 1968) uses the 

tage of adolescence and young adulthood in his model of development. Even though 

Erick on doe not distinguish a separate stage for emerging adults, he discusses how 

ado lescence i a lengthy stage and how young people in industrialized countries get to 

delay the re ponsibilities of adulthood. Due to this delay in acquiring obligations as an 

adult, the young adults have time to explore options and find the area of society to which 

they want to be connected. 

In another theory, Kennith Keniston (1971) proposes the theory or stage of youth , 

which include the ages of late teens through the twenties. Keniston describes this stage 

a a time when youth do not want to simply accept what society is telling them. They 

want to explore and scrutinize ideals on their own and then make decisions based upon 
\1 

what they have experienced. 

All of the theories presented by Arnett (2000), Erikson ( 1950, 1968), and 

Keniston ( 1971) have similar ideals about human development from the late teens 

through the twenties . This represents a time of transition to adulthood during which 

individuals are trying out new things and analyzing ideals and beliefs that they were 

taught as a child. This time allows for freedom from some adult responsibilities and 
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provides opportunities for venturing into unknown areas to develop the personal 

characteristics that will shape the rest of their adult lives. 

Community Service and Service Learning 

Effects of Community Service and Service Learning Participation 

The interest in utilizing service as a means of learning appears to be cyclical and 

date back to as early as the 191 Os when William Kilpatrick believed education should 

take place beyond the boundaries of the classroom and should meet the needs of the 

community. Every 20 to 30 years since that time, other ideas or projects have emerged to 

bring light to the value of service as a tool for learning. Even President George H. W. 

Bu h was a part of these efforts when he signed the National and Community Service Act 

in 1990, which granted funding for several service programs in schools and communities 

(Conrad & H din, 1991 ). Extensive research has been conducted on various aspects of 

community ervice and service learning, which demonstrates the value of its use . 

During the high school years, many students are either required or offered 

opportunities to participate in community service, and some studies suggest that engaging 

\ 

in ervice at an early age can lead to continued participation throughout life (Oesterle, 

Johnson, & Mortimer, 2004; Planty, Bozick, & Regnier, 2006; Y ouniss, McLellan, & 

Yate , 1997). One study reports that requiring high school community service only 

produces short-term effects on participation of those who would otherwise not volunteer, 

but utilizing educational and religious connections seems to be the best way to prolong 

youth community service participation into the young adult years . This is based on the 
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continued service of youth who enroll in college or who are active in religious groups 

beyond their high school years. The initial idea of civic responsibility is introduced in 

high school, but the enriching relevance of the service is deepened through education or 

religious organizations (Planty, Bozick, & Regnier). 

Studies, which find requiring community service does not in itself lead to long

term participation emphasize the need for reflection. It is important that students 

develop a sense of charity or selflessness and personal accountability (Cene, Peek, 

Jacob , & Horowitz, 2009; Planty, Bozick, & Regnier, 2006). This reflection and 

p r onal, internal evaluation are key parts of service learning. While assisting the 

community, tudents are connecting their roles to their coursework and realizing their 

respon ibilities a citizens. It is enriching when students make these connections and 

obtain a sen e of fulfilling purpose, which moves them toward a deeper sense of social 

r spon ibility and civic engagement (Bringle & Hatcher, 1996; Cene, Peek, Jacobs, & 

Horowitz, 2009; Ngai, 2006). 

Service learning allows students to gain knowledge and skills through actual 

\I 
experience. Service learning places students in real situations and allows practical and 

immediate application of information to give it more meaning. In tum, this is stimulating 

to the student , who are more likely to retain the information for later use because they 

ee the direct con equences of their actions. A vivid example of this is a student in a 

healthcare field seeing that what they know or how they problem-solve can mean the 

difference in omeone living or dying (Conrad & Hedin, 1991 ). 
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Several important benefits of service learning at the collegiate level are noted in a 

study by Sax and Astin ( 1997). They surveyed students attending institutions that were 

part of the Learn and Serve American Higher Education program, which was created to 

support institutions in developing service learning opportunities. In their study, Sax and 

A tin reported the affects of service learning on the development of students' civic 

re pon ibility, academic progress, and life skills. 

Civic responsibility was the area most impacted by service learning. Two times 

a many ervice participants, as compared to non-participants, stated they were either 

stronger or much tronger in their commitment to participate in community service than 

they were when beginning college. More than four times as many participants intended 

to complete volunteer work in the following semester. Additionally, service participants 

tend to trengthen their desire to be involved in the community and to impact social 

valu (Sax & A tin, 1997). 

Th findings of Sax and Astin (1997) are supported by a longitudinal study that 

reported undergraduate students who took part in volunteer service fostered a deeper 
\1 

commitment to civic responsibilities after finishing college (Astin, Sax, & Avalos, 1999). 

Thi i true even after controlling for an inclination to participate in service before 

beginning college. Other studies have also shown that participating in service programs 

leads to an increased sense of social responsibility (Bentley & Ellison, 2005; Conrad & 

Hedin, 1982; Eyler, Giles, & Braxton, 1997; Hamilton & Fenzel, 1988; Klink & Athaide, 

2004) . 
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Further support of service learning increasing civic responsibility can be found in 

the following two studies. Peacock, Flythe, and Jones (2006) presented the case that 

service learning provides the opportunity for students to work with community members 

to identify and address problems in the community. Then the students are involved in 

effort to create change and possibly affect policy changes on a larger scale. Eyler, Giles, 

and Braxton ( 1997) found that service participants have a stronger understanding of the 

need to be active in policy processes and have a systematic perspective rather than an 

individual focus , which draws them toward serving the community. It is important to 

note that thi positive effect was found not to be predicted by faculty-student interactions 

or pr v1ou ervice experience, demonstrating that this could be an area of impact that is 

unique to ervice learning. 

1n the area of academic development, Sax and Astin ( 1997) noted significan·t and 

po itive effects. Participants in service learning were able to maintain or increase their 

grade point averages in college compared to what they earned while in high school. After 

taking part in service learning during college, individuals reported a greater sense of 
\1 

knowledge acquisition and career preparation. Finally, the biggest effect of service 

learning on academic development was that participants were much more likely to 

engage in extra interactions with faculty. This finding is supported by Eyler, Giles, and 

Braxton ( 1997) who also found increased interactions with faculty among service 

learning participants, which led participants to perceive increases in their own skills. 
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Other studies also found positive academic benefits from service learning, stating 

that taking information from the classroom to the service learning experience allows for 

integration and analysis of the information, creating a deeper, clearer appreciation of the 

knowledge. Leaming and experiencing through action enlivens the knowledge, making it 

more enriching and inspiring than learning through reading or listening (Klink & 

Athaide, 2004; Ngai, 2006). This is further supported by Dupre and Goodgold (2007) 

who de cribe service learning as a way for students to observe professionals modeling 

ski lls and then be able to practice the skills themselves. Students can transfer their 

knowledge to actual technique and experience. In contrast, Eyler, Giles, and Braxton 

( 1997) found that ervice learning did not significantly impact participants ' perceptions 

of their critical thinking skills, but they believed this could be due to participants not 

und r tanding what was meant by the term critical thinking. 

Sax and A tin (1997) show that engaging in service learning shows positive 

effec t in all ight investigated areas of life skills, with the greatest impact being on 

under tanding community problems, accepting differences in race and culture, and 
\I 

interp rsonal skill . As a result of service learning, students display more satisfaction in 

leader hip opportunities, relevance of class work to daily living, and career development. 

ln college, participants also experience more growth in social self-confidence and 

leader hip kills while non-participants display minor declines in these same areas (Sax 

& Astin). 
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Additional studies support the findings of Sax and Astin that are related to life 

skills. Newmann and Rutter (as cited in Conrad & Hedin, 1991) show that participation 

in community service projects helps individuals develop better interpersonal skills such 

a how to communicate with groups, begin a conversation with someone they do not 

know, and convince others to agree with their perspective. Dupre and Goodgold (2007) 

indicat d that participation in service learning leads to gains in cultural competency, 

showing that phy ical therapy students progressed from cultural blindness to cultural pre

comp tence. Bentley and Ellison (2005) and Osborne, Hammerich, and Hensley ( 1998) 

also found that service learning increased social awareness and cultural competence. 

Through rvice learning, students increased empathy and developed networking and 

career opportunities, while also gaining awareness of community programs and agencies 

(Peacock, Flythe, & Jones, 2006). Finally, studies found that service learning 

parti cipant po se sed a pronounced sense of empowerment, leading them to the 

realization that they can impact change in the community and society as a whole (Astin, 

ax, & A valo , 1999, Bentley & Ellison, 2005; Eyler, Giles, & Braxton, 1997; Peacock, 

\' 

Flythe, & Jones). 

From their survey of 3,450 students at institutions participating in the Learn and 

S rv American Higher Education program, Sax and Astin ( 1997) conclude that: 

ervice work encourages students to become more socially responsible, more 

committed to serving their communities, more empowered, and more committed 
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to education. Further, the effects of volunteer service participation during the 

undergraduate years continue to persist in the years after college (p. 32). 

Other reports have shown similar results, indicating that service learning participants 

build tronger bonds with their schools, peers, and communities and perform better in 

school (Conrad & Hedin, 1982; Nolin, Chaney, & Chapman, 1997). Additionally, 

re earch indicates that building service learning into a curriculum creates a greater impact 

on participants than community service alone (Conrad & Hedin, 1991 ). 

Service Learning in Specific Settings 

In the field of gerontology, Murakami, Lund, Wright, and Stephenson (2002) 

di cu five po itive outcomes derived from service learning in higher education. First, 

student linked theory to practice by using information from the classroom in their daily 

erv1c . Students increa ed empathy towards older adults and enhanced career skills such 

as n tworking. A fourth benefit is the ability to educate people outside of the university 

about the field of gerontology, and finally additional universities were given the ability to 

efficiently and uccessfully implement service learning by using the guidelines defined 

by tho programs that are already established. 

In the education of students in healthcare majors, professors want to admit 

tudents who have potential to serve the needs of the public and the underserved. 

Knowing the factors that lead to a service-oriented graduate would be helpful to use 

during admission processes. In their study, Blue et al. (2005) compared pre-admission 

community service with the community service completed by students during medical 
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school. They found that serving a larger variety of service organizations and providing 

over two years of service prior to admission to medical school were significantly related 

to higher numbers of community service hours completed during medical school. Being 

female was another predictor of community service involvement. Blue et al. (2005) 

caution that this service during medical school may be due to a desire to strengthen 

re umes for residency programs and that without knowing the motivations of students, 

the participation in community service during medical school may not carry over to the 

tudents ' professional lives. 

Rogers (2010) looked at service learning in Black Studies from a historical 

perspective, and showed that service-learning is the most effective way to create socially 

re pon ible professionals. The founders of Black Studies emphasized the need for 

ervic learning in order to help students develop skills to connect to their communities, 

s rve them, and build them. 1n 1973, the successful Black Studies programs all seemed 

to contain ervice-learning elements and stressed the importance of involvement in the 

black community. This was key to the mission of the founders of Black Studies. 
\1 

Currently the focus has shifted more to academics, and the civic responsibility has 

become overshadowed. Rogers found that in 185 Black Studies programs or 

departments, only 22 require at least one service-learning course. Rogers describes this 

a a dying of the soul of Black Studies, as the connection to the community is being lost. 

Ngai (2006) indicates a similar feeling of disconnect of education from the real 

world among educators and students in Hong Kong. In his study, Ngai surveyed college 
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students following their participation in a service learning course and found results 

similar to studies previously mentioned. Over 90% of participants indicated that 

classroom reflection enhanced their learning and that the service learning increased their 

personal growth and commitment to society. Through open-ended questions, students 

described obtaining broader perspectives while working with students from other 

disciplines and with disadvantaged groups in the community. Participants felt they 

became more self-confident and more concerned about the needs of others. Also, 

participant stated that service learning had made a direct impact on their career and 

educational goals, and they planned to continue in service positions in the future. 

Factors Affecting Commitment to Community Service and Service Learning 

Another area of community service to consider is the intention of participants and 

the factors that influence their commitment to community service. It has been shown that 

a per on with stronger intentions is more likely to be a part of a given activity (Chu & 

Chiu, 2003 ; Han-ison, 1995; Okun & Sloane, 2002). To develop stronger intentions for 

participating in ervice, it is important to understand the values that students already 
\I 

posse s. Utilizing these values will allow curriculum programs to provide students with 

service learning experiences that will be more meaningful, and in tum, will help develop 

stronger intentions for future participation (Hellman, Hoppes, & Ellison, 2006). 

A number of factors influence an individual's commitment to community service. 

Studies indicate that having a parent, coach, teacher, or mentor who is service-oriented is 

a strong influence for the development of a stronger commitment to service in the student 
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(Fitch, 1987; Hodgkinson, 1995; Seider, 2007). Prior participation in service is a 

predictor of future involvement (Hodgkinson, 1995; Sax & Astin, 1997). In fact, 

Johnson, Beebe, Mortimer, and Snyder (1998) noted that completing community service 

in high school was the best predictor for participating in community service during 

college. Another influential factor is participation in community organizations such as 

Girl Scouts or Boys and Girls' Clubs (Fitch, 1987; Serow 1991 ), and being religious can 

lead a person to further participation in community service as well (Hodgkinson, 1995; 

Seider, 2007). Other influential factors include peer groups, early experiences of 

hardship, and triggering experiences (Seider, 2007). 

In a study of 20 college students who completed 10-20 hr of community service 

p r week, Seider (2007) found that three fourths of the students credited a single 

academic experience as the reason for their commitment to community service. 

Examples of some of these experiences include college courses on religion or health, 

Bible tudy groups, independent reading, and freshmen-week orientation activities. 

Typical influences such as service-oriented parents, strong religious background, early 
\I 

participation in service, and experiencing early hardship were all relevant to one or more 

of these students, but for the majority of them, one academic experience is what sticks 

out in their minds as the reason they are so committed to community service. 

Eyler, Giles, and Braxton ( 1997) found that significant differences existed in 

student who chose to participate in service learning compared to those who chose not to 

patiicipate at the start of a single semester service course. Students who voluntarily 
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participate score higher in areas of citizenship confidence, skills, and values; personal 

values; and perceptions of social justice. The only area in which participants scored 

lower was in their value of being very wealthy. After tracking the changes in college 

students over a semester of exposure to service learning, Eyler, Giles, and Braxton felt 

that the differences between participants and non-participants at the beginning of the 

semester were more significant than the changes seen in participants during the brief 

ervice experience. They believed this showed that students who will benefit or develop 

the most by participating in service learning are those who will not benefit from strictly 

vo luntary activities because they will simply choose to not participate. The exception to 

this would be in situations such as a required course that offered service learning as an 

option in replacement of another assignment. In this case, students, who normally would 

not participate, might choose service learning because of peer influence or because they 

would rather not write a research paper. 

In their tudy of college students pursuing health-care related degrees, Hellman, 

Hoppes, and Ellison (2006) used the Community Service Attitudes Survey (Shiarella, 
\I 

McCarthy, & Tucker, 2000) to assess the values that students related to their intent to 

complete community service. The most significant factor was the connection or sense of 

responsibility to the community, followed by costs, seriousness, and benefits. Factors 

that were not significant included ability, empathy, general awareness and moral 

obligation. These findings show the importance of discussing the community in class and 

showing students the significance of what they are doing for the community. Also, 
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noting that ability is not an issue indicates that beginning students would be just as intent 

on serving the community and should be included in service learning as well (Hellman, 

Hoppes, and Ellison). 

It has been shown that a number of factors can influence a person 's decision to 

participate in community service or not. Ngai (2006) states that "service learning has the 

capacity to transform lives, to touch the heart as well as the mind, and to teach many 

valuable les on beyond those provided within the confines of the classroom" (p. 174). 

In order to capitalize on these benefits of service learning, influential factors should be 

noted and utilized in productive ways. 

Students Conducting Research 

In the fi eld of athletic training, it is becoming more necessary to utilize outcome

based research in determining the appropriate care for patients (Ingersoll, 2006). This is 

an area in which athletic training is behind when compared to other health care fields , and 

teps need to be made to change this. The need for more thorough education on research 

and participation from new professionals in research may be required for athletic training 
\I 

to continue its forward progress (Steves & Hootman, 2004). This is supported by McCoy 

(2008) who indicates the lack of historical research and increased demand for evidence

ba ed practice will affect fields in allied health as well as alternative medicine. A culture 

change is needed that supports and encourages research. 

Two accredited athletic training programs have worked over ten years to 

implement and revise a research engagement model that has demonstrated positive 
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results . Beginning early in their studies, students develop a case report and are assisted 

by a mentor who is assigned to them. Later students work in small groups to develop a 

research prospectus, which allows for peer-assisted learning and encourages 

collaboration. Key parts of the case report and research prospectus are required for 

certain courses to ensure accountability. If students chose to do so, they can carry out the 

research developed in their prospectus and will receive a one hour independent study 

credit for doing so (Martin, Myer, Kreiswirth, & Kahanov, 2009). 

At the conclusion of their research engagement experience, athletic training 

students complete a reflective summary. Based upon responses in these summaries, 

students improve their written and oral communication, use research evidence more 

frequently in clinical settings, and are more confident in questioning why things are done 

the way that they are in the clinical setting. Faculty agree that this experience develops 

more critical thinking in group discussions and encourages students to read more research 

(Martin, Myer, Kreiswirth, & Kahanov, 2009). 

Allied health programs are often required to include research courses as part of 
\I 

their curriculum. One study tracked changes in attitudes and perceptions of physical 

therapy students as they completed two required research courses and their first year as 

profess ionals. The researchers found that over time the students gained knowledge in the 

research process, felt more confident in being able to read and critique journal articles, 

and under tood the need to stay informed by reading current professional articles. 

Additionally, students saw the need to connect research findings to clinical practice, but 
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in their first year of practice, this perceived need decreased. Finally, students showed no 

change in their perception of being responsible themselves for conducting research or in 

their perceived value of research to the profession of physical therapy (Connolly, 

Lupinnaci, & Bush, 2001 ). 

In the field of nursing, a study of 54 students completing an undergraduate 

research course showed changes in attitudes. Students were more positive towards 

research at the conclusion of the course. These students also showed significant increases 

in research knowledge scores at the end of the course, but they decreased at the end of the 

program, indicating that little retention of knowledge was achieved. This raises questions 

about the format of instruction in the research course (Harrison, Lowery, & Bailey, 

1991 ). 

Another survey of allied health care fields was completed by Suter, 

Vanderheyden, Trojan, Verhoef, and Armitage (2007), who evaluated the attitudes of 

chiropractors and massage therapists who had been in practice for less than 10 years . In 

this study, participants indicated attitudes that were positive towards research and 
\1 

under tanding of the need for research to validate their profession. At the same time, 

these professionals were not confident in their own research skills and utilized research 

rarely in their clinical practice. Although chiropractors use of research was limited, it 

was significantly higher than the massage therapists, and this could be due to 

chiropractors being part of a more research-oriented culture and education. 
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Many college students do not participate in authentic research until graduate 

school, but it is becoming more common for students in science disciplines to be engaged 

in this type of research as undergraduates (Evans, 2010; Sadler & McKinney, 2010). 

Authentic research is actual research being conducted by professionals and is intended to 

produce results for publishing. Having students take part in authentic research is a very 

different approach than the typical lab projects that are completed in one or two days of 

clas (Sadler & McKinney, 2010). 

In their review of literature on authentic research, Sadler and McKinney (20 I 0) 

found three point of significance. First, the participation in research must span a length 

of time suffici nt enough that the student becomes comfortable in the research 

environm nt and comprehends the science being tested. Next, in order for the student to 

utilize high r level of thinking, the student must be involved with the various research 

step . They need to as ist with developing the hypotheses, constructing procedures, 

coll cting and analyzing data, and orchestrating the conclusions. If students only 

complete the routine of collecting data, then the amount of learning will not be as great. 
\I 

Finally, adler and McKinney (2010) found that instructional support should be given in 

order to meet pecific learning goals. Overall, authentic research can enhance student 

learning and further develop individuals who plan to pursue science careers. 

One of the studies from this review of literature compared perceptions of students 

with perceptions of the faculty following an authentic research experience. Both students 

and faculty believed that students did benefit from authentic research. This was indicated 
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by at least 90% of their remarks being related to positive gains. Additionally, faculty and 

students saw the same benefits for the students, which included areas such as developing 

attitudes and behaviors needed for a future in research and growth as new professionals. 

Students were utilizing their knowledge, thinking critically, and seeing how their 

decisions affected the process and potential outcomes of their respective studies. 

Following this experience, students can see themselves completing research and being 

scientists (Hunter, Laursen, & Seymour, 2007). 

ln preliminary findings from this same study, students reported that the most 

valuable part of their summer research experience was increasing their communication 

kill . The most prevalent skill being "their ability to explain, present, discuss, and 

defend their work to peers, advisors, and other faculty, whether within their institutions or 

in professional conferences" (Seymour, Hunter, Laursen, & Deantoni, 2004, p. 529). 

Thi skill wa more pronounced in those who presented at professional conferences as 

compared to those presenting at the respective institution. For undergraduate students, 

these communication skills were viewed as more important at this point in their education 
\I 

than formal writing skills, and students also believed them to be more pertinent to their 

professional preparation. 

A cross-discipline study was completed with 314 students who participated in a 

10-week summer research program. At the completion of the program, 99% of 

participants indicated they would recommend the experience to other students. When 

asked about what they valued most from this program, the top response, which far 
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exceeded any other, was the development of specific technical skills and the job 

experience. Other frequent responses were the developed relationships, improved 

resumes, and gained references. Some variations occurred across the disciplines. 

Science students had a higher value of gaining technical skills, while the social science 

and humanities students placed both technical skills and publications and papers around 

the same level of importance. Participants from all disciplines indicated that the research 

program had increased their interest in graduate school and enhanced their 

communication and problem-solving abilities. Additionally, any students who 

parti cipated in the research program for more than one year had a more positive outlook 

on pursuing research as a career. Few or no differences in responses were found among 

ethnic groups, academic classes, or grade point average groups (Craney et al. , 2011 ). 

Undergraduate students ' perceptions of their summer research program 

experiences have also been studied by Falconer and Holcomb (2008) through their 

evaluation of student journals. During this summer program, students were conducting 

re earch while also attending weekly group meetings in various locations to discuss 
\I 

research related topics. Several themes emerged from this study. First, students 

recognized their successes, and while they appreciated being recognized by others, they 

gained even more internal satisfaction from their research successfully progressing 

forward. Another theme was relevance. Students who were able to connect their 

knowledge from coursework and the weekly meetings to the research experience had 

more interest in the project and meetings, while also perceiving these things as more 
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worthwhile. A sense of community was created across disciplines through the weekly 

meetings, and this established a support system and a heightened sense of enthusiasm for 

one ' s own research project as well as for others' projects. Other themes found in this 

study included creating a sense of ownership, participating in valuable scholarly 

experiences, and valuing mentor interactions. 

Studies have shown that undergraduate students do benefit from participating in 

re arch (Craney et al. , 2011 ; Falconer & Holcomb, 2008; Hunter, Laursen, & Seymour, 

2007; Ru ell, Hancock, & McCullough, 2007). Students will begin to think like a 

re archer and develop a more defined career plan (Hunter, Laursen, & Seymour, 2007). 

Undergraduate tudents participating in research are more likely to attend graduate school 

(Bau r & Bennett, 2003; Lopatto, 2004). Kardash (2000) found that students improved 

in ar as of communicating results, interpreting data, and formulating hypotheses by 

participating in research internships. Other studies have suggested that students increase 

in analytical abilities and research specific skills (Ishiyama, 2002; Landrum & Nelson, 

2002). Overall , tudents who participate in authentic research and presentation 

experi nee will trengthen various skills and be better prepared for their future 

profe ional experiences (Craney et al. , 2011; Falconer & Holcomb, 2008; Kardash; 

Martin, Myer, Kreiswirth, & Kahanov, 2009; Seymour, Hunter, Laursen, & Deantoni , 

2004). 
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Development of Professionalism 

Due to the increased amount of knowledge that must be taught, it seems that 

professionalism or professional behavior has become overshadowed in healthcare 

curriculums (Feeg, 2001; Lang, Smith, & Ross, 2009). Additionally, the difficult nature 

of evaluating attitudes and beliefs has led to changes for ATEPs in curriculum 

requirements related to professionalism (Peer & Schlabach, 2007). Since individuals 

typically develop their professional attitudes during their educational years, it is vital that 

educators are willing and able to instill positive insights and behaviors to their students. 

A focus needs to be given to this area of development for healthcare students (Cohen, 

2006). 

The Polk-Lepson Research Group (2010) conducted a study of both students ' and 

employers ' beliefs about professionalism. When looking at overall responses of both 

groups combined, the top qualities used to describe a professional included 

communication skills, appearance, interpersonal skills, and work ethic. Students and 

employers tended to report the same qualities when describing professionalism, with the 
\I 

exception of communication and time management. Employers (40.6%) were much 

more likely than students (20.4%) to indicate communication as a necessary quality, and 

less likely to list time management (16.9% and 38.9% respectively). The top three 

qualities of an individual who is not professional were poor work ethic, appearance 

( dress, tattoos, and piercings), and poor communication and grammar skills. It is 
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noteworthy that in 2009 only 6.1 % indicated being unfocused as a quality of 

unprofessionalism, but in 2010, this jumped to 20.5%. 

Also within this study, participants were given a list of qualities and asked to rate 

how important each quality was to being a professional. Accepts personal responsibility 

for actions and decisions, displays sense of ethics, competent written and verbal 

communication, takes initiative, and projects a professional image were among the 

highest rated qualities. Then participants indicated if they felt new employees displayed 

these qualities. On a scale of five, the only quality that came close to a four was a 

concern for opportunities for advancement. Students rated themselves higher on all but 

three qualities when compared to the rating of employers, but even the students' ratings 

for possessing these desired qualities were considered low. In the areas of flexibility, 

competence in verbal and written communication, and completing the job within the 

required time, students rated themselves much higher than employers. When considering 

how employers rate the importance of qualities compared to the presence of those 

qualities in new professionals, the largest gaps are seen in accepts personal responsibility 
\I 

for actions and decisions and being open to criticism (Polk-Lepson Research Group, 

2010). 

In a study by Lang, Smith, and Ross (2009), pediatric residency program directors 

participating in the study indicated that 35% of programs did not have any 

professionalism instruction as part of their curriculum. This is after the Accreditation 

Council for Graduate Medical Education began requiring both the teaching and 
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evaluating of professionalism within programs in 2007. The majority of respondents 

indicated that less than 10 hr/year were given to ethics and professionalism instruction, 

and only 61 % of programs indicated using real-world experiences to teach 

professionalism. Faculty expertise and overcrowded curriculum content were listed as 

problems for implementation. This demonstrates that simply requiring a professionalism 

component in curriculums is not necessarily sufficient enough to create successful and 

valuable development of these skills in new professionals. 

A study in the field of counseling revealed that programs accredited by the 

American A sociation for Marriage and Family Therapy were teaching content related to 

ethics, legal issues, and professional issues as required. Further investigation revealed 

that the e three curricular areas were only a piece of a course, and often the additional 

content of the course was influenced by the world view of the professor. Concerns are 

expressed that even though therapists were receiving some exposure to the required 

material, it may be more of a reflection of the professor's world view than of what the 

accrediting body had intended (Harris, 1995). 

It is acknowledged by accrediting bodies and through research that educating 

future healthcare professionals about professionalism is important (Cohen, 2006; Harris, 

1995 ; Jotkowitz, Glick, & Porath, 2004; Lang, Smith, & Ross, 2009; Stark, Korenstein, 

& Karani , 2008). Developing methods of instruction and evaluation seems to be the area 

of biggest need in order to further the value of curriculum in this area. Some studies have 

offered ideas for teaching professionalism that go beyond the simple lecture format. 
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Maudsley and Strivens (2000) suggest using small group case-based discussions, 

developing and discussing a student code of conduct, and discussing the evolution of 

professionalism. Using small-group learning groups over a long-term is also supported 

by Benbassat and Baumal (2005). An idea given by O'Toole, Navneet, Mishra, and 

Schukart (2005) is to incorporate community service projects that emphasize professional 

accountability. 

For evaluation purposes, Stark, Korenstein, and Karani (2008) used a 360° 

professionalism assessment with faculty who were supervising internal medicine 

residents. They surveyed faculty before and after using this evaluation method and found 

that the 360° evaluation tool did increase the faculty comfort and skill in giving feedback 

related to professionalism. It also had a nonsignificant but increased influence on the 

frequency of providing feedback to the resident students about their professionalism. 

This pilot study provides a possible solution for evaluating professional behaviors of 

students. 

Other potential methods for evaluating professionalism of students could be 
\I 

beneficial. One example is the professionalism mini-evaluation exercise, which includes 

21 specific behaviors that are assessed following a 20 min observation of the student 

(Cruess, Mcllroy, Cruess, Steinert, & Ginsburg, 2006). Additionally, peer assessments, 

faculty observations, incident reports, and portfolios can be used to assess 

professionalism of students (Cohen, 2006). 
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Mentoring 

Mentor is a term with roots that can be traced back to Greek mythology and is 

used today to indicate someone who is a teacher or advisor guiding a protege towards 

career development (Cronan-Hillix, Gensheimer, Cronan-Hillix, & Davidson, 1986). In 

athletic training, mentoring has been shown to be important in the development of expert 

athletic training professionals (Malasam, Bloom, & Crumpton, 2002). Also, mentoring is 

believed to be important to the development of young professionals in athletic training as 

well as other healthcare fields (Castiglioni, Bellini , & Shea, 2004; Howard & Smith

Goodwin, 201 O; Ramanan, Taylor, Davis, & Phillips, 2006; Weidner & Popp, 2007). 

ln a qualitative study of athletic training students and their mentors, three 

categories necessary for successful mentoring were discovered and then used to develop a 

model for mentoring experiences. The first category is mentoring prerequisites, which 

includes accessibility, approachability, and protege initiative. Then interpersonal 

foundations incorporate the qualities of equal values, trust, and personal relationships, 

and finally, the educational dimension involves assisting knowledge and skill growth, 
\I 

individualizing learning, and promoting professional views. These components are all 

important to the success of a mentoring experience (Pitney & Ehlers, 2004). 

Additional studies are supportive of the findings of Pitney and Ehlers (Cameron

Jones & O'Hara, 1996; Curtis, Helion, & Domsohn, 1998; Dolaz, 1986; Weidner & 

Henning, 2002; Weidner, Trethewey, & August, 1997). For example, Williams, Levine, 

Malhotra, and Holtzheimer (2004) found that quality mentors were active listeners, 
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determined strengths of the protege, and helped develop and obtain goals. They also 

noted that a sense of cohesiveness must be present between the mentor and protege. In a 

study by Malasam, Bloom, and Crumpton (2002), male collegiate athletic trainers 

believed that part of why they became experts in the field was a result of their 

experiences with mentors who guided their learning and promoted their professional 

integration. Their mentors were approachable and shared their passions, which created a 

sense of connection between the respective pairs. Mentoring is a positive, building 

experience when the right components are present. 

If the right components are not in place during a mentoring experience, the 

benefits may not be as great. Campbell and Campbell (2000) reported that in faculty

student mentoring situations, the faculty indicated problems with commitment from 

students . Students would miss appointments or not communicate effectively with the 

mentor. The only downside to the mentoring experience perceived by the students was 

the time needed for meeting with their mentor. This supports the finding of Pitney and 

Ehlers (2004) that protege initiative is important for the success of the experience. 
\1 

Research on mentoring of medical students has shown positive findings. Studies 

indicate that at least 90% of medical students agree that mentoring is important for them 

(Aagaard & Hauer, 2003; Levy et al. , 2004; Ricer, Fox, & Miller, 1995; Ramanan, 

Taylor, Davis, & Phillips, 2006). Medical students who were mentored during their 

residency are almost twice as likely to characterize their career development as excellent 

when compared to residents who were not mentored (Ramanan, Taylor, Davis, & 
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Phillips). Additionally, program directors feel that having a mentor is a valuable piece of 

a resident student's professional growth (Castiglioni, Bellini, & Shea, 2004). 

Mentoring can also occur among students and even among groups of students 

rather than a one-on-one situation. Howard and Smith-Goodwin (2010) present a 

mentoring cohort model that has demonstrated success for one undergraduate A TEP. 

Students are assigned to a cohort that consists of about 10 people, including students 

from each level within the ATEP. Upperclassmen are group leaders and ensure that all 

guidelines are met by the mentoring cohort group. Surveys indicated that students felt 

the group mentoring was a great success and that they felt it was much better than having 

an individual student mentor. Students reported that their mentoring groups helped them 

with tutoring, learning of clinical skills through practice, and adjusting to the university 

environment. Additionally, the ATEP saw benefits from the group mentoring such as 

bett r retention, faster integration of students into the program, and better organization 

and communication. 

Mentoring among students is sometimes referred to as peer assisted learning 
\1 

(PAL). As with most situations, pros and cons do exist with using PAL in athletic 

training and the medical field. Pros include development of communication skills, earlier 

feedback more confidence building collaborative skills, providing relevant perspectives, 
' ' 

and creating a reflective, meaningful dialogue (Giordana & Wedin, 2010; Parkison & 

Bartek, 20 IO; Weidner & Popp, 2007). In a clinical setting, PAL can also lead students 

to be more engaged in the experience in order to provide feedback and reflection to the 
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partner (Parkison & Bartek, 2010). Some of the cons associated with PAL include peers 

who take over too much of the skill or activity, students feeling instructor feedback is 

more valuable than peer feedback, peers who are less supportive during skill practice, and 

peers being more confident in receiving correct answers from an instructor than their peer 

(Giordana & Wedin, 2010; Weidner & Popp, 2007). 

The benefits are positive enough to implement PAL into ATEPs for increased 

development of skills and learning (Weidner & Popp, 2007). Through their study of 

students attending a student seminar at the National Athletic Trainers' Association 

meeting, Henning, Weidner, and Jones (2006) have shown that PAL is being utilized 

across the United States. Their study revealed that 91 % of student participants enrolled 

in accredited A TEPs were learning at least a small amount of their clinical skills from 

their peers, and 66% of participants reported practicing a moderate to large amount of 

their skills with fellow students. Peer assisted learning is a part of many A TEPs and 

needs to be utilized appropriately. 

Most research focuses on the benefits of being mentored, but positive outcomes 
\I 

are possible for the individual who does the mentoring as well. Stenfors-Hayes, et al. 

(2010) gathered information through questionnaires and interviews of mentors in the 

medical field in Sweden. In their results, mentors indicated that while being a mentor 

they improved their relationships with students and better developed their teaching skills. 

Also, the mentors stated that they reflected more upon their own values and practices at 

work, especially in response to ethical dilemmas and cultural differences mentioned by 
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the mentees. Giordana and Wedin (2010) reported benefits for peers who mentored 

students, including increased knowledge, seeing multiple perspectives, and improving 

communication, teaching, and leadership skills. 

Mentoring can be an effective supplement to a curriculum program. 

Characteristics need to be present within the mentoring situation to ensure a positive 

experience for each person involved (Malasam, Bloom, & Crumpton, 2002; Pitney & 

Ehlers, 2004; Williams, Levine, Malhotra, & Holtzheimer, 2004). In an education 

program, mentoring can occur among peers, between faculty and students, or even 

between other professionals and students. Further, the experiences can be one-on-one or 

small-group based. Within the right framework, mentoring can be a positive influence on 

the future careers of students (Giordana & Wedin, 2010; Parkison & Bartek, 2010; 

Weidner & Popp, 2007). 

Summary 

Even with the similarities in content, ATEPs will vary in the types of instruction 

and evaluation it utilizes to educate students. In order to enhance the quality of athletic 
\I 

training graduates and new professionals, it is important for A TEPs to understand how to 

best implement the instruction of these components into the curriculum. ls exposure to 

professional development and responsibility as students enough to create engaged 

profess ionals, or do students need to be immersed within the application of these 

components to more fully integrate themselves into the profession once they begin their 

careers? 
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This review of literature has discussed several aspects of professional 

development and responsibility. Research within allied health and medical fields has 

demonstrated the value of these components for students ' professional growth, while also 

suggesting methods for effectively building these skills in students. Through this study, 

the researcher hopes to determine if these components are being included in athletic 

training curriculums and if the components carry over into the professional setting once a 

student ha graduated. 
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CHAPTER III 

METHODS 

The purpose of this study is to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

while completing their entry-level athletic training education program. In this chapter, 

the development of this study is described in the following sections: (a) participants, (b) 

instrument, ( c) data collection, ( d) data analysis, and ( e) human subjects considerations. 

Participants 

For this study, 800 randomly-selected athletic trainers who became certified 

during the 2004-2005 academic year were invited to participate in a survey. By utilizing 

the first question on the survey, the pool of participants was then narrowed further to 

include only those who graduated during the 2004-2005 academic year. These 

participants were chosen because they have had at least 5 years to potentially become 

tnvolved as professionals. Utilizing participants from earlier years may negatively affect 

abilities to recall requirements that they had as students. When obtaining a contact list 

from the BOC, the participant pool was limited to only those who are actively 

maintaining their A TC credentials. This did not include individuals who became 

certified and at some time following their certification chose to not renew their 

credentials. 
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In order to obtain more consistent responses, Program Directors at all 368 

CAA TE accredited entry-level ATEPs listed on the CAA TE website and located in the 

United States were invited to provide information with respect to requirements for 

professional involvement of students who graduated from their programs during the 

2004-2005 academic year. An attempt was made to match the responses from 

participating Program Directors with those of athletic trainers who graduated from their 

respective A TEPs. However, the number of ATEPs being identified was limited, and 

only 5 Program Director responses were able to be matched to the responses of the ATC 

participants. 

Instrument 

An online survey was used for both the A TC participants and the Program 

Directors. The initial instruments were read and edited by athletic training colleagues for 

clarity and relevance and were then distributed to selected nonaccredited athletic training 

programs and their recent graduates in the state of Texas in the form of a pilot study. The 

final edition of the instrument was approved by the dissertation committee. 
\I 

The A TC participant survey consisted of 48 questions. It began with eight 

demographic questions followed by 20 questions about requirements and involvement of 

the participants in professional activities during their ATEP experience. Next were 16 

questions regarding the participants' completion of professional activities since the time 

of their certification as athletic trainers. Finally, the survey had four questions asking for 
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participants' personal perceptions about professional involvement with the last question 

being open-ended to allow for comments. 

In the Program Director survey, 26 questions were utilized. The first six 

questions were demographic questions related to the specific ATEP. Next, 10 questions 

were asked related to A TEP requirements for students who graduated during the 2004-

2005 academic year. The survey concluded with nine questions asking for the Program 

Director's personal perceptions about requiring professional involvement of students, and 

a final question asked for the university at which the ATEP was located in order to match 

the A TEP data with its graduates' data from the ATC survey. 

Data Collection 

Email lists were compiled for both the ATCs and the Program Directors. Contact 

information for athletic trainers who became certified in 2005 were obtained from the 

BOC, and athletic trainers who did not graduate during the 2004-2005 academic year 

were eliminated from the study through an initial question on the survey. Contact 

information for Program Directors was collected from the CAATE website. Following 
\I 

approval from the Texas Woman's University Institutional Review Board, emails were 

sent to request consent and participation in the online survey. One week following the 

initial email request, a second request for participation was sent. A third and final request 

for participation was sent 1 week following the second request. All data were 

downloaded and saved in the researcher's computer, which was protected by usemame 

and password. 
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Incentives were awarded to encourage participation. For participants completing 

the ATC survey, two $50 gift cards were awarded to winners drawn from those 

participants who chose to send their name and email at the conclusion of the survey. 

Names were submitted separately from data to an email account in order to maintain 

confidentiality. For program directors who submitted their name and email address at the 

conclusion of the survey, the researcher sent a brief summary of the findings of this 

study. 

The researcher used Psychdata for the online surveys. Psychdata incorporated a 

secure survey environment to protect participants and their responses. Questions and 

data were encrypted during transmission, and databases were only accessible by 

usemame and password. Additionally, the researcher had control of the data and was 

able to delete the data when desired (Psychdata, 2010). 

Data Analysis 

Descriptive data were compiled to describe the participating athletic trainers and 

college/university program directors. In SPSS, McNemar's test was used to look for 
\I 

differences between the participants' behavior as a student and their involvement as a 

professional athletic trainer in five specific areas: presentations, professional 

organizations, research, mentoring, and community service. Also, frequencies were used 

to look at A TCs ' reasons for not participating in professional activities and to see the 

perceptions of PDs. 
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Human Subjects Considerations 

The rights of the participants were protected by the use of the following procedures. 

1. Approval from the Texas Woman's University Institutional Review Board was 

obtained before data collection begins. 

2. Participants were informed that their participation in this study is completely 

voluntary and they were allowed to discontinue participation at any time without 

penalty. 

3. Participants were anonymous. The researcher will not be able to identify any 

individual participant. 

4. Identification of institutions was used only for matching an athletic trainer's data 

to that of their respective A TEP. Only the researcher had access to this 

information. 

5. All data were downloaded and saved in the researcher's computer, which was 

usemame and password protected by the researcher. 

6. The digital files of the data will be deleted after 3 years. 
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CHAPTER IV 

RESULTS 

The purpose of this study was to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

while completing their entry-level athletic training education program. Comparing the 

student experience (for those graduating in the 2004-2005 academic year) with the 

experience during the first 5 years as a professional athletic trainer reveals significant 

changes (p = .05) in participation of the following areas: professional organizations, 

re earch projects, community service, and mentoring. In this chapter, the results are 

presented under the following headings: ( a) Participant Demographics, (b) Presentation 

Proposals, (c) Organization Membership, (d) Research, (e) Community Service, (f) 

Mentoring, (g) Reasons for Professionals' Participation, (h) Participants' Thoughts, (i) 

Program Directors ' Perceptions, and (j) Memory Recall. 

Participant Demographics 

Survey participation requests were sent nation-wide to 800 ATCs who became 

certified in 2005 and are actively maintaining their credentials with the BOC. From this 

group, 307 survey responses were received. With the first question on the survey, the 

participant pool was further narrowed down to include only those individuals who 

graduated from an ATEP during the 2004-2005 academic year and included 128 
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individuals. Eight of these participants were excluded due to incomplete survey 

responses, leaving 120 valid participants. 

Most participants were between 25 and 29 years of age (85.8%). Remaining 

participants were 30-34 years (11.7%) or 35-40 years (2.5%). Forty-nine (40.8%) were 

male, and 71 (59.2%) were female. Eighty-eight (73.9%) of the participants have 

completed or are working towards a graduate degree beyond their entry-level ATEP. 

Every job setting category listed for members by the NAT A was represented by at least 

one participant with the majority of participants being in college/university athletics 

(28.3%), secondary schools (28.3%), and clinics (15%). Participants currently reside in 

all NAT A districts with each district being represented by at least 6 participants. 

As former students, participants represent graduates of 105 different A TEPs. 

These ATEPs were largely undergraduate entry-level programs (94.2%), with 7 (5.8%) 

participants completing masters entry-level programs. Additionally, students attended 

NCAA Division I (53 .3%), NCAA Division II (16.6%), NCAA Division III (27.5%), and 

NAIA (2.5%) institutions. Table 1 contains a full description of the ATC participants. 
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Table 1 

Demographics of ATC Participants 

Participant Characteristics 
Gender 
Male 
Female 

Age 
25-29 years 
30-34 years 
35-40 years 

A TEP Attended 
Undergraduate 
Masters Entry-Level 

NCAA DI 
NCAA DII 
NCAA DIil 
NAIA 

Working toward or completed additional graduate degree 

Current Work Setting 
Clinic 
College/University Athletics 
College/University Academics 
Corporate 
Health/Fitness Clubs 
Hospital 
Independent Contractor 
Industrial/Occupational 
Military/Government/Law Enforcement 
Pro Sports 
Secondary Schools 
Graduate Student 
Unemployed 
Other 

Current NAT A District 
I (CT, ME, MA, NH, RI) 
2 (DE, NJ , NY, PA) 
3 (D.C. , MD, NC, SC, VA, WV) 
4 (IL, IN, Ml , MN , OH, WI) 
5 (IA, KS, MO, NE, ND, OK, SD) 
6 (AR, TX) 
7 (AZ, CO, NM, UT, WY) 
8 (CA, HI, NV) 
9 (AL, FL, GA, KY, LA, MS, TN) 
10 (AK, ID, MT, OR, WA) 
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Number of Participants(%) 

49 (40.8%) 
71 (59.2%) 

103 (85.8%) 
14 (11.7%) 
3 (2.5%) 

113 (94.2%) 
7 (5.8%) 

64 (53.3%) 
20 (16 .6%) 
33 (27.5%) 

3 (2.5%) 

88 (73.9%) 

18 (15%) 
34 (28.3%) 

2 (1.7%) 
2 (1 .7%) 
1 (0.8%) 
3 (2.5%) 
2 (1.7%) 
3 (2.5%) 
1 (0.8%) 
3 (2.5%) 

34 (28.3%) 
2 (1.7%) 
3 (2.5%) 
12 (10%) 

7 (5.8%) 
16 (13.3%) 
15 (12.5%) 
23 (19.2%) 
10 (8.3%) 

6 (5%) 
10 (8.3%) 
8 (6.7%) 

15 (12.5%) 
10 (8.3%) 



\1 

Out of 368 survey participation requests, 124 (33.7%) ATEP Program Directors' 

responses were received. Twenty-five of those responses were eliminated due to 

respondents completing only demographic questions and nothing further. Additionally, 8 

responses were eliminated as possible duplicate surveys sent from the same IP addresses 

as other responses. If two surveys from the same IP address were complete, the second 

survey was retained while the first was deleted. Some duplicate surveys had the first 

several questions completed on the second submission, but the entire survey was not 

completed. It was assumed that this indicated participants realized that they had 

previously completed the survey. They discontinued the survey at that time. In this case, 

the incomplete survey was deleted. 

These remaining 91 responses represented ATEPs from all NAT A Districts with 

District 10 having the fewest (3) and District 4 and 5 having the most (15 and 16 

respectively). The ATEPs were mostly undergraduate (93.4%), but 6 graduate entry

level programs also participated. Various divisions of institutions were represented: 44% 

NCAA Division I, 22% NCAA Division II, 23.1 % NCAA Division Ill, 9.9% NAIA, and 

1. 1 % other. Program Directors (PDs) indicated that 84.6% of ATEPs were accredited 

during the 2004-2005 academic year, and the remaining A TEPs attained accreditation 

within the next 5 years. Demographics of the ATEPs represented by these PDs are 

shown in Table 2. 
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Table 2 

Demographics of Program Directors 'ATEPs 

A TEP Characteristics Number of ATEPs (%) 
Entry-Level of Program 
Undergraduate 85 (93.4%) 
Masters 6 (6.6%) 

ATEP Accreditation Obtained 
2004-2005 academic year or earlier 77 (84.6%) 
2005-2006 7 (7.7%) 
2006-2007 1 (1. 1 %) 
2007-2008 2 (2.2%) 
2008-2009 2 (2.2%) 
2009-2010 2 (2.2%) 

Length of A TEP Professional Phase 
2 years 19 (20.9%) 
2.5 years 10(11%) 
3 years 54 (59.3%) 
3.5 years 1 (1.1%) 
4 years 5 (5.5%) 
Other 2 (2.2%) 

Division of Institution 
NCAA DI 40 (44%) 
NCAADII 20 (22%) 
NCAADIII 21 (23.1%) 

NAIA 9 (9.9%) 

Other 1 (1. 1 %) 
\1 

NATA District Where ATEP is Located 
1 (CT, ME, MA, NH, RI) 6 (6.6%) 

2 (DE, NJ, NY, PA) 9 (9.9%) 

3 (D.C., MD, NC, SC, VA, WV) 11 (12.1%) 

4 (IL, IN, MI, MN, OH, WI) 15 (16.5%) 

5 (IA, KS , MO, NE, ND, OK, SD) 16 (17.6%) 

6 (AR, TX) 7 (7.7%) 

7 (AZ, CO, NM, UT, WY) 6 (6.6%) 

8 (CA, HI, NV) 8 (8.8%) 

9 (AL, FL, GA, KY, LA, MS, TN) 10(11%) 

10 ~AK, ID, MT, OR, WA! 3 (3.3%) 

51 



Presentation Proposals 

As students, only 28% of the ATCs were required to complete presentation 

proposals. Since graduating and becoming certified, 40% of the ATCs have submitted 

presentation proposals. Based on McNemar test, this change is not significant. Similar 

findings are noted among ATCs who completed presentation proposals as students 

(required or not). For this group, 38% completed presentation proposals as students, and 

when this is compared to the 40% of professionals who submitted proposals, the change 

is not significant (see Table 3). These findings indicate that both requiring and 

participating in presentation proposals as students influence the participation in 

presentation proposals as professionals. 

Table 3 

Presentation Proposals 

Presentation Proposals 
Required as student 
Completed as student (required or not) 
Completed as professional 

Yes 
# % 

33 27.7 
45 37.8 
47 39.5 

Organization Membership 

No 
# % 

86 72.3 
74 62.2 
72 60.5 

Survey results, reflected on Table 4, showed that 25% of A TCs were required to 

be members of a student organization while completing their degree. Additionally, 81 % 

of A TCs reported that they were members of student organizations even if they were not 

required to be. Once they became certified athletic trainers, 98% of participants became 

members of a professional organization. McN emar test indicated that both of these 
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changes from student organization memberships to professional memberships are 

significant (p < .001). This means that membership in student organizations as students 

(required and not required) did not influence membership in organizations as 

professionals. Of the 96 who were student members, 93.8% considered themselves to be 

active members of the student organization. 

Table 4 

Student Organization Memberships to Professional Organization Memberships 

Student Oq~anization Memberships 
Required as student 
Member as student (required or not) 
Member as professional 

Yes 
# % 

30 25.2 
96 80.7 

117 98.3 

No 
# % 

89 74.8 
23 19.3 

2 1.7 

Table 5 shows that membership (required and not required) in a professional 

organization as a student did not influence membership as a professional. As students, 

31 % of participants indicated they were required to be members of a professional 

organization, and 98% indicated being members as professionals. Based on the 

McNemar test, this is a significant change (p < .001). Participants reported that 82% of 

them were members of a professional organization (required or not) as students. When 

comparing this 82% student membership with the 98% who were members as 

professionals, McNemar test again indicates a significant change (p < .001). Also among 

professionals who were members of an athletic training related organization, only 4 7% 

considered themselves as active members. Further, among those indicating that they 
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were active members in student organizations, 47.8% report that they are not active 

members as professionals. 

Table 5 

Professional Organization Memberships 

Professional Or2anization Memberships 
Required as student 
Member as student (required or not) 
Member as professional 

Research 

Yes 
# % 

37 31.1 
98 82.4 

117 98.3 

No 
# % 

82 68.9 
21 17.6 

2 1.7 

In the area of research, 7 6% of A TCs were required to complete research as a 

student, but as professionals, only 39% have conducted research. Based on the McNemar 

test, this is a significant decrease (p < .001 ). Responses from participants indicated that 

only 1 participant completed research that was not required as a student. Due to the small 

change in numbers from required to those students who completed research (required or 

not), the McNemar test again indicated a significant decrease (p < .001) from student 

participation to participation as a professional. These findings (shown in Table 6) 

suggest that requiring research and simply participating in research did not influence 

participation in research as professionals. 
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Table 6 

Research 

Research 
Required as student 
Complete as student (required or not) 
Complete as professional 

Yes 
# % 

91 76.5 
92 77.3 
46 38.7 

Community Service 

No 
# % 

28 23.5 
27 22.7 
73 61.3 

As students, 24% of participants were required to perform community service, 

whereas 74% participate in community service as professionals. Based on the McNemar 

test, this change is significant (p < .001) but would indicate that required community 

service as a student does not influence community service as a professional. However, 

70% of ATCs completed community service as students (required or not), and 74% 

perform community service as professionals. The McNemar test shows that this change 

is not significant, which indicated that participating in community service as a student 

influenced the participation of community service as professionals. These findings are 

shown in Table 7. 

Table 7 

Community Service 

Community Service 
Required as student 
Participate as student (required or not) 
Participate as professional 

55 

Yes 
# % 

29 24.4 
83 69.7 
88 73.9 

No 
# % 

90 75.6 
36 30.3 
31 26.1 



Mentoring 

When asked about mentoring other students, 50% of participants indicated that 

they were required to participate, but as professionals, 82% participate in mentoring 

athletic training students (see Table 8). This was a significant increase (p < .00 l) 

indicating that being required to mentor other students did not influence participation in 

mentoring students as a professional. On the other hand, 82% of ATCs indicated that as 

students they mentored other students (required or not), and 82% continue as a 

professional to mentor students (see Table 8). According to the McN emar test, this is not 

a significant change and indicates that mentoring as a student influences mentoring as a 

professional. 

Table 8 

Mentoring Athletic Training Students 

Mentorin Athletic Trainin Students 
Required as student 
Participate as student (required or not) 
Partici ate as rofessional 

Yes 
# % 

59 49.6 
97 81.5 
98 82.4 

No 
# % 

60 50.4 
22 18.5 
21 17.6 

As students, 58% of participants were required to be mentored by a healthcare 

professional. Comparing this to the 74% who are mentored as professionals gives a 

significant increase (p = 0.006) according to the McNemar test. Also, 87% of 

participants indicated that they were mentored as students, but only 74% continue to 

participate in mentoring as a professional. This is a significant decrease (p = 0.003). 

Both of these findings indicated that being mentored as a student (required and simply 
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participating) did not influence being mentored as a professional. See Table 9 for these 

results. 

Table 9 

Being Mentored 

Being Mentored by a Professional 
Required as student 
Participate as student (required or not) 
Being mentored as a professional 

Yes 
# % 

69 58 
104 87.4 
88 73.9 

No 
# % 

50 42 
15 12.6 
31 26.1 

Reasons for Professionals' Participation 

Participants who had completed activities as professionals in the 5 discussed 

categories were then asked to indicate if they were required to complete these activities or 

if it was their choice to participate. Participants were allowed to indicate more than one 

answer for each activity. A summary of these findings are in Table 10. 
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Table 10 

Reasons for Participation as a Professional in Five Areas 
Participation as an Athletic Required Required for Required 
Training Professional for Work Additional for Other 

Degree 
Presentation Proposals 
# of Responses ( out of 4 7) 5 27 2 
% of Participants 10.6% 57.4% 4.3% 

Organization Membership 
# of Responses ( out of 117) 22 3 13 
% of Participants 18.8% 2.6% 11.1% 

Research 
# of Responses ( out of 46) 2 35 0 
% of Participants 4.3% 76.1% 0% 

Community Service 
# of Responses ( out of 88) 11 3 5 
% of Participants 12.5% 3.4% 5.7% 

Mentoring 
# of Responses ( out of 108) 27 10 7 
% of Participants 25% 9.3% 6.5% 

Not 
Required 

20 
42 .6% 

79 
67.5% 

11 
23.9% 

72 
81.8% 

66 
61.1% 

*Note: 88 (73 .9%) participants have completed or are working toward a graduate degree. 

Participants' Thoughts 

Total 

54 

117 

48 

91 

110 

When asked to report if there were any significant reasons why participants have 

not participated or have had limited participation in the discussed professional activities, 

several responses were reported (see Graph 1). Responses show that the time 

commitment at work is the most frequently given constraint (68.1 %). Other reasons for 

limited participation were no resources (38.7%), no interest (21 %), family/personal 

reasons (18.5%), other (6.7%), and do not see the benefit (5%). Descriptions for other 

included do not receive invitations, lack of information, have not made it a priority, 

under-staffed (time-restraints) and not sure how to become involved. Also, one reported 
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being back in school for a different allied health professional degree, and another was 

practicing within the corporate health field instead of focusing on athletic training. 

80 .0% 

70 .0% 
Ill 

c 60.0% 
ro 
.e- 50 .0% 
u 
·-e 40 .0% 
ro 
a. 30 .0% -~ 20.0% 
0 

10.0% 

0.0% 

Figure 1. Reasons for limited professional involvement 

Participants were asked two opinion questions at the conclusion of the survey. 

When asked if participation as a student in at least two different beyond classroom 

service activities (presentations, mentoring, volunteering, memberships) would lead to a 

service-oriented professional, 72.3% believed that yes it would. Participants were then 

asked if they think participating in research as a student encourages further research as 

professionals. Again, the majority ofresponses indicated yes (71 .4%). See Table 11. 
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Table 11 

Student Perceptions About Professional Involvement 

Do you think that participation as a student in at 
least two different "beyond classroom service 
activities" (presentations, mentoring, 
volunteering, memberships) leads to a service
oriented professional? 

Do you think that participation in research as a 
student encourages further research as 
professionals? 

Yes 
# % 

86 72.3% 

85 71.4% 

Program Directors' Perceptions 

No 
# % 

33 27.7% 

34 28.6% 

After indicating requirements for students within their respective A TEPs, 

Program Directors were asked to give their personal perception on requiring students to 

participate in professional activities. Specifically, PDs were asked if requiring these 

activities of students would lead to their participation in the same activities as 

professionals. Responses for PDs are presented in Table 12. 

Almost two-thirds (64%) of PDs thought that requiring research as students would 

not lead to doing research as a professional. Similarly, 58% thought that requiring poster 

or oral presentation proposals as students would not lead to their submitting proposals as 

professionals. However, for the remaining 6 questions about participation required of 

students, at least 50% of PDs thought students would be influenced to participate as 

professionals. 
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Table 12 

Perceptions of ATEP Program Directors 

Do you think that requiring entry-level athletic 
training students: 

To submit presentation proposals (poster or oral) 
leads to their submitting proposals following 
graduation? 

To have membership in organizations as students 
leads to their ACTIVE involvement in 
organizations following graduation? 

To be ACTIVELY involved in organizations as 
students leads to their ACTIVE involvement in 
organizations following graduation? 

To complete research projects as part of a 
structured class leads to their conducting research 
following graduation? 

To complete voluntary community service leads to 
their participation in community service after 
graduation? 

To mentor other students leads to their participation 
in mentoring following graduation? 

To complete any ONE of these activities leads 
students to participate in several of these activities 
following graduation? 

Do you think that participation of a student in at 
least two different "beyond classroom service 
activities" (presentations, mentoring, volunteering, 
memberships) leads to a service-oriented 
professional? 
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Yes 
# % 

38 41.8% 

54 59.3% 

71 78% 

33 36.3% 

55 60.4% 

57 62.6% 

55 60.4% 

57 62.6% 

No 
# % 

53 58.2% 

37 40.7% 

20 22% 

58 63.7% 

36 39.6% 

34 37.4% 

36 39.6% 

34 37.4% 



Memory Recall 

Student responses for required components of their respective A TEPs were 

compared to the responses of their PDs to determine if memory recollection was accurate. 

On the survey, PDs were asked to respond with requirements for students who graduated 

from their A TEP in the 2004-2005 academic year. Table 13 shows how six participants' 

responses compared with the responses of 5 PDs (2 students were from the same 

university). 

It is interesting to note that in 3 areas of participation (presentation proposals, 

student organization membership, and research), a third of the responses from students 

and PDs did not show agreement on the requirement. Additionally on 3 other areas 

(professional organization membership, community service, and mentored by healthcare 

professional), the lack of agreement was 50%. When reporting requirements for 

mentoring other students, two-thirds (67%) of the time the two groups did not agree. 

Table 13 

Agreement Level of Student and Program Director Recall of ATEP Requirements 

Question Agree - Required Agree - Not Required Do Not Agree on Requirement 
# % # % # % 

Were you required to ubmit a presentation l 16.7% 3 50% 2 33 .3% 
propo al? 
Were you required to be a member of a 0 0% 4 66.7% 2 33.3% 
student organization? 
Were you required to be a member of a 0 0% 3 50% 3 50% 
profe sional organization? 
Were you required to complete a research 4 66.7% 0 0% 2 33.3% 
project as part of a structured class? 
Were you required to complete any 0 0% 3 50% 3 50% 
volunteer community service? 
Were you required to mentor other athletic I 16.7% I 16.7% 4 66.7% 
training students? 
Were you required to be mentored by a 2 33.3% I 16.7% 3 50% 
healthcare professional? 
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CHAPTER V 

SUMMARY, FINDINGS, DISCUSSION, CONCLUSION, 

AND RECOMMENDATIONS FOR FURTHER STUDY 

This chapter summarizes the purpose, methods, and results of the study. 

Conclusions drawn from the data analysis are also discussed, as well as recommendations 

for further study. 

Summary 

Since the beginning of the athletic training profession, athletic trainers have made 

countless efforts to bring recognition and respect to their field, but the battle continues for 

athletic training to be viewed as a legitimate position and to be accepted among allied 

healthcare professions (Dodge & Mensch, 2004). Athletic training needs individuals who 

take pride in their work and who will be actively engaged in further developing the 

profession. Being actively engaged involves more than simply registering as a member 

11 of an organization. It means voting within organizations, pursuing research and sharing 

findings, being a part of projects and committees, encouraging others to be involved and 

mentoring them, participating in political efforts, and being a positive representation of 

the athletic training profession at work and in the community. The NAT A has launched a 

large-scale effort to get the young professionals involved (NATA, 2008, n.d.a). 

However could athletic trainers do more in Athletic Training Education Programs 
' 

(ATEPs) to develop this type of engaged professional? 

63 



The purpose of this study was to determine the difference in professional 

involvement of athletic trainers based upon their participation in professional activities 

while completing their entry-level ATEP. 

The participants for this study were Certified Athletic Trainers (A TCs) who 

graduated during the 2004-2005 academic year and became certified in 2005. These 

participants were chosen because they have had at least 5 years to potentially become 

involved as professionals. Program Directors (PDs) at all CAATE accredited entry-level 

A TEPs in the United States were asked to provide information with respect to 

requirements for professional involvement of students who graduated from their 

programs during the 2004-2005 academic year. Responses from Program Directors were 

matched to the responses of ATCs who graduated from their respective A TEPs. This 

comparison showed how much agreement existed between athletic training participants 

and Program Directors on the ATEPs' requirements of student participation 

Psychdata was used for both online surveys during the Spring of 2011. Email 

lists were compiled for both the ATCs and the PDs to request their participation in the 

surveys. Contact information for 800 athletic trainers who became certified in 2005 were 

obtained from the BOC, and athletic trainers who did not graduate during the 2004-2005 

academic year were eliminated from the study through an initial question on the survey. 

Contact information for 368 Program Directors was collected from the CAA TE website. 

Following approval from the Texas Woman's University Institutional Review Board, 

emails were sent to request consent and participation in the online survey. One week 
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following the initial email request, a second request for participation was sent, and a third 

and final request for participation was sent 1 week following the second request. All data 

was downloaded and saved in the researcher's computer, which was protected by 

usemame and password. 

Descriptive data were compiled to describe the participating athletic trainers and 

college/university program directors. In SPSS, the McNemar test was used to look for 

differences between the participants' behavior as a student and their involvement as a 

professional athletic trainer in five specific areas: presentation proposals, professional 

organization memberships, research, mentoring, and community service. Also, 

frequencies were used to look at A TCs' reasons for not participating in professional 

activities and to see the perceptions of PDs. 

Survey participation requests were sent nation-wide to 800 A TCs who became 

certified in 2005 and were actively maintaining their credentials with the BOC. From 

this group, 307 survey responses were received. With the first question on the survey, the 

participant pool was further narrowed down to include only those individuals who 

graduated from an ATEP during the 2004-2005 academic year and included 128 

individuals. Eight of these participants were excluded due to incomplete survey 

responses, leaving 120 valid participants. 

Out of 368 survey participation requests, 124 (33.7%) ATEP Program Directors' 

responses were received. Twenty-five of those responses were eliminated due to 

respondents completing only demographic questions and nothing further. Additionally, 8 
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responses were eliminated as possible duplicate surveys sent from the same IP addresses 

as other responses. This left 91 (24.7%) complete responses. 

Findings 

The findings will be reported according to the research questions that guided this 

study. 

1. Do athletic trainers who submitted presentation proposals as students continue to 

submit professional presentation proposals following certification? (Table 3) 

• Both requiring and participating in presentation proposals as students 

influenced the participation in presentation proposals as professionals. 

2. At what level do athletic trainers who were active participants in organizations as 

students continue to be active participants in professional organizations following 

certification? (Tables 4 and 5) 

• Membership in student organizations as students (both required and 

participation by choice) did not influence membership in organizations as 

professionals. 

• Student membership in a professional organization (both required and 

participation by choice) did not influence membership in organizations as 

professionals. 

• As student organization members, 93.8% of participants considered 

themselves as active members. However, 4 7 .8% of these same 
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participants reported that they are not active members in organizations as 

professionals. 

3. What percentage of athletic trainers who completed research projects as students 

continue to do research projects following certification? (Table 6) 

• Of the students who completed a research project, only 41.3% had 

completed research since becoming certified. 

• Requiring research and simply participating in research did not influence 

participation in research as professionals. 

4. At what level do athletic trainers who participated in mentoring as students 

continue to be involved with mentoring following certification? (Tables 8 and 9) 

• Participating in mentoring other students did influence mentoring athletic 

training students as a professional, but requiring students to mentor other 

students did not influence participation as a professional. 

• Being mentored as a student (required and simply participating) by a 

healthcare professional did not influence being mentored as a professional. 

5. What percentage of athletic trainers who participated in community service 

related to athletic training continue to be involved in community service related to 

athletic training following certification? (Table 7) 

• Of the 83 students who participated in community service, 81. 9% 

continued to participate as professionals. 
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• Participating in community service as a student influenced participation as 

a professional, but requiring community service of students did not 

influence participation as professionals. 

6. Program Directors' perceptions about required participation as students in the 5 

activities discussed leading to continued participation as professionals. (Table 12) 

• At least 58% of PDs thought that requiring research or presentation 

proposals as students would not lead to completing these activities as 

professionals. 

• At least 59% of PDs thought that requiring student participation in 

organizations, community service, and mentoring did lead to participating 

in these activities as professionals. 

• Almost two-thirds (63%) of PDs believe that student participation in at 

least two beyond classroom activities would lead to a service-oriented 

professional. 

Discussion 

The following discussions are based on the findings of this study and previous 

studies and are presented in the following sections: (a) Participant Demographics, (b) 

Presentation Proposals, ( c) Organization Membership, ( d) Research, ( e) Community 

Service, (f) Mentoring, (g) Participants' Thoughts, (h) Memory Recall, and (i) Program 

Directors ' Perceptions. 
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Participant Demographics 

Surveys from a diverse sample of entry-level athletic training graduates from the 

2004-2005 academic year were collected from across the United States. However, 73.9% 

of participants had completed or were working towards a graduate degree beyond their 

entry-level ATEP. As a result, many participants had completed professional activities 

since becoming A TCs, but it was due to requirements of their graduate programs. It 

would be beneficial to follow these graduate students to see what activities they 

completed in the 5 years following the completion of their graduate degree. 

Presentation Proposals 

Submission of presentation proposals was the only professional activity in which 

significant changes were not seen from student participation to professional participation. 

Of those who submitted proposals as students, almost half of them continued to do so as 

professionals, and more than one-third who did not submit proposals as students did 

submit them as professionals. However, within the one-third who did not submit 

proposals as students but did as professionals, 65% of those proposals as professionals 

were required. Overall, among the professionals who submitted presentation proposals, 

57.4% indicated it was required for an additional degree. With almost 75% of 

participants pursuing or completing a graduate degree, this could have an impact on the 

findings. Additionally, participants indicated that time commitment at work and no 

resources were major limiting factors for participating in professional activities. This 

could certainly come into play with presentation proposals. 
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Being required to give presentations could be a motivating factor for participating 

in this activity as a student and as a professional, but other motivating factors accounted 

for 42.6% of professional presentation proposals. If it could be determined what 

motivates this 42.6% of ATCs to complete their proposals without being required, then 

maybe others could be encouraged to participate without being required to do so. 

In a study by Seymour et al. (2004 ), findings indicated that students who 

participated in authentic research and then presented their research at professional 

conferences had better developed abilities to present, discuss, and defend their research 

than those who presented only at their respective institutions. Also in the study by 

Seymour et al. (2004), student participants indicated that development of these 

communication skills was more pertinent to their professional preparation than formal 

writing skills. Are students with better developed communication skills and confidence 

more likely to voluntarily give presentations in the future? If so, shouldn't ATEPs 

require authentic research experiences for students followed by presenting at professional 

conferences? 

Organization Memberships 

With all but 2 participants becoming members of a professional organization after 

graduating, it seemed that requiring membership as a student was not necessary. Even as 

students, the majority of participants chose to be members of student organizations. This 

could be supported by the human development theories of Arnett (2000), Erikson (1950, 

1968), and Keniston (1971 ). During their late teens and early to mid-twenties, most 
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individuals are more willing to try new things as they develop their individual identities, 

and being a member of organizations helps individuals explore opportunities to determine 

their strengths and interests. 

From the current study, we did see that 99% of those who participated in student 

organizations continued on to be members in professional organizations; however, it 

could not be determined that it is only participation as a student that led to this continued 

membership as a professional. Also 95. 7% of those who were not members of 

organizations as students still became members of organizations as professionals. Most 

participants (67.5%) indicated that being a member of a professional organization was 

not required. They chose to participate for whatever their reasons. 

A point of interest is the amount of participants who considered themselves as 

active members within their organizations. As students, 93.8% of participants reported 

being active members of their student organization, but as professionals, only 4 7% 

indicated that they were active members of their professional organization. Even when 

looking specifically at the group who indicated being active student members, 47.8% 

reported that they are not active members as professionals. Perhaps, Program Directors 

should re-evaluate how we encourage students to become active members in our athletic 

training organizations for the sake of the profession. These findings were supported by 

the lack of participation in the last NAT A presidential election. In 2008, only 16% of 

eligible members took the time to cast an electronic vote (Albhom, 2011 ). As a young 
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profession, actively engaged members are needed if we are to serve our physically active 

population and advance our field. 

Many of the new A TCs who participated in this study have continued to 

voluntarily participate in community service. If athletic trainers like to participate in 

community service, why not utilize community service projects for students that will 

emphasize professional accountability as suggested by O'Toole et al. (2005)? Studies 

have shown that participation in service learning ( community service linked directly to 

learning goals in education) led to an increased sense of social responsibility and a deeper 

commitment to civic responsibilities (Astin et al., 1999; Bentley & Ellison, 2005; Eyler et 

al. , 1997; Klink & Athaide, 2004). Athletic Training Education Programs could try 

utilizing service learning experiences so that students see how their decisions and actions 

do impact the environment around them. Perhaps these opportunities would give 

students the confidence to be engaged as professionals and the vision for why it is 

important for the field of athletic training. 

If students are engaged in organizations but failed to be active once they become 

professionals, what was the cause? Maybe we should look at whether state and regional 

organizations have provided opportunities for young professionals to join committees. 

Other questions that should be explored are: (1) Do young professionals simply have the 

mindset that they do not have enough experience to serve on committees? (2) Why are 

members not voting during organizational elections when the process is as simple as 

clicking a link and clicking to vote? (3) Do new professionals not feel integrated enough 
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to make decisions about the organizations? ( 4) Are the first 5 years as a professional so 

overwhelming that new athletic trainers truly do not have time for active participation in 

organizations? These are all questions that should be addressed when considering why 

47.8% of actively engaged students did not get actively engaged in organizations as 

professionals. 

Athletic Training Education Programs should continue to reinforce the 

importance of being active members of organizations but do not need to require this. 

From this study, it is clear that graduates became members of professional organizations, 

but graduates did need a little help in moving on to become active members in their 

organizations. Could this be improved through more effective teaching of professional 

and civic responsibility or through increasing professional integration of new graduates? 

Individuals tend to develop their own professional attitudes during their educational 

years, which makes it vital for educators to instill active or participatory ideals in the 

students (Cohen, 2006). 

Research 

This study clearly showed that to get professionals to participate in research it 

needed to be required when they were students. Only 1 participant indicated completing 

research that was not required as a student. Additionally, from the participants who did 

not complete research as students but have as professionals, 75% (6) of them were 

required to conduct the research as professionals. It was not their choice to do so. As 

professionals, 11 participants completed research that was not required .. While this is a 
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small number, it was noteworthy that 9 (81.8%) of these individuals did complete 

research as a student. Out of all the participants, only 2 (0.02%) chose to do research as 

professionals without any previous research experience. 

Even though 59.3% of participants were required to complete research as a 

student and did not complete research as a professional, this could be due to the actual 

research experience as a student or to the lack of resources and time as professionals. 

Studies have indicated that participation in authentic research - rather than traditional lab 

experiments or small class projects - as students has a positive outcome on students ' 

perceptions of research and their decision to pursue research in their futures (Craney et 

al. , 2011 ; Hunter et al. , 2007). 

If students do not complete research, how will they learn the research process? 

How will a person know if they like to conduct research? One participant stated, "I 

wholeheartedly think that developing an interest in research early on in one ' s education 

will facilitate continued curiosity for field-related research." Of all A TCs, 71.4% felt that 

participation in research as a student encouraged further research as a professional. A 

recent study has shown that students conducting research gained the added benefits of 

better communication, more use of research based evidence, and higher levels of 

confidence in questioning clinical practices (Martin et al. , 2009). If students are given 

quality authentic research experiences and see the personal benefits, perhaps it would be 

enough to increase participation in research after graduation. 
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Research needs to be a required component for athletic training students, and the 

experience needs to extend beyond the realm of class work. Modeling research 

experiences after authentic research programs that have been completed successfully by 

others is a great place for ATEPs to start. Two ATEPs have already been working to 

develop research engagement experiences for their students that have shown positive 

results (Martin et al. , 2009). Through authentic research experiences, students not only 

improved research and communication skills, but they also indicated that they are more 

likely to conduct research in the future and could envision themselves as researchers 

(Craney et al. , 2011 ; Hunter et al. , 2007). The advancement of athletic training depends 

upon professionals who are willing to conduct research, and new professionals need to 

help fill this role (McCoy, 2008; Steves & Hootman, 2004). In other words, the future of 

athletic training depends on ATEPs being able to develop an interest in students for 

conducting research and to build student confidence in their ability to complete research 

after they have graduated. 

Community Service 

For community service, it appeared that participation in this activity as students 

led to continued participation as professionals. In fact, 83% of those who were required 

to complete community service continued to participate in further service as 

professionals. It might be possible to further increase the percentage of those who 

continue participating in community service by emphasizing student reflection of the 

experience and by making clear connections between the service and skills being 
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discussed in coursework (Bringle & Hatcher, 1996; Cene et al., 2009; Conrad & Hedin, 

1991 ; Ngai, 2006). 

Although a significant increase was seen for students who were not required to 

participate but did participate as professionals, the same was not true for those who did 

not participate (required or not) in service as students. This further supported the notion 

that voluntary participation in service (rather than required service) was what led to 

further service. Some respondents who were not required to participate in service still 

chose to participate as a student and later as a professional. 

It was encouraging that 73.9% of ATCs participated in community service as 

profess ionals, and 81.8% reported that their participation was not required. Since athletic 

training is a service-oriented profession, these findings were not too surprising. 

Additionally, studies have shown that participating in service programs led to an 

increased sense of social responsibility (Bentley & Ellison, 2005; Eyler et al. , 1997; 

Hamilton & Fenzel, 1988; Klink & Athaide, 2004). 

Participation in community service should be either strongly encouraged or 

possibly required in order to demonstrate the value of such an activity and to promote 

continued service as professionals. If ATEPs are going to have students complete 

service, why not utilize service learning as a way to obtain added benefits such as 

building civic responsibility and making connections between the service activity and the 

information being learned in class? As demonstrated in this study, many students already 

had a desire to take part in community service. By using an activity that students want to 
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complete, ATEPs could take advantage of the positive, engaging environment to further 

develop additional professional skills ( civic engagement, research) that students might 

not otherwise give thought or effort to developing. In essence, hide the vegetable in the 

fruits until they have figured out the vegetable is not so bad after all. Studies have shown 

that participating in service has benefits such as creating a deeper understanding of 

knowledge, allowing integration and analysis of information, developing professional 

ski lls, and understanding the need for being active in policy processes (Dupre & 

Goodgold; 2007; Eyler et al. , 1997; Klink & Athaide, 2004; Ngai, 2006). 

Mentoring 

Mentoring other students only had significance when comparing numbers of 

students required to participate in mentoring to the number of professionals who 

mentored a student. When numbers were compared for all participants (required or not) 

in student mentoring with the number of professionals who mentored students, the 

changes were nonsignificant. This led to participating in mentoring other students as 

being a key factor. Many students were not required to mentor other students, but they 

still chose to do so. Then as they began their professional careers, the participants 

continued to mentor other athletic training students. 

This study found that 81.5% of participants mentored another athletic training 

student while they were a student themselves, and 82.4% mentored students once they 

became professionals. A study by Henning et al. (2006) showed that 91 % of student 

participants enrolled in accredited ATEPs were learning at least a small amount of their 
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clinical skills from their peers, and 66% of participants reported practicing a moderate to 

large amount of their skills with fellow students. From these two studies, it was clear that 

a majority of athletic training students were being exposed to the concept of mentoring 

and continued to assist students even when they became professionals, which should be a 

great asset for the field of athletic training as it continues to move forward. 

When noting changes from students who were not required to be mentored and 

those who were not mentored (required or not) by healthcare professionals, significant 

increases were seen for both groups in the number who had been mentored as athletic 

training professionals. However, 80% of those who were not mentored by healthcare 

professionals as students, but have been mentored as professionals, did participate in 

mentoring other students when they were students. The other 20% who have been 

mentored as ATCs with no previous mentoring experience (being the mentor or mentee) 

were required to be mentored. These findings also supported the idea that participating 

in mentoring as a student, whether it is with fellow students or healthcare professionals, 

encouraged participation in mentoring as professionals. Additionally, 61.1 % of those 

who have been mentored as an athletic training professional indicated that it was not 

required of them. Do beginning athletic training professionals have an appreciation for 

the benefits of mentoring that they experienced as students? Or do beginning athletic 

training professionals feel unprepared for the professional realm and are seeking 

necessary guidance? These questions could not be answered by this study. 
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Athletic Training Education Programs should continue to encourage participation 

in mentoring, both students mentoring students and healthcare professionals mentoring 

students. This study shows that students who participated in mentoring were likely to 

continue participation after graduating. Mentoring provided benefits to both the mentor 

and the mentee (Giordana & Wedin, 2010; Stensfors-Hayes et al., 2010; Weidner & 

Popp, 2007). This development of skills, including communication, collaboration, better 

teaching, increased knowledge, seeing multiple perspectives, leadership skills, and self

reflection, would strengthen athletic trainers, resulting in a stronger professional field 

overall. 

Participants' Thoughts 

When asked what reasons may have limited or prohibited participation in the 

professional activities discussed, participants indicated time commitment at work 

( 68 .1 % ) as the top constraint. Considering that most athletic trainers work well over the 

typical 40-hr week, this finding was not a surprise. The second highest response was that 

participants did not have the resources (38.7%). Is the problem that resources were not 

available, or is the problem actually that athletic trainers did not have the time to seek out 

resources that were available through indirect approaches (i.e. grants, teaming with 

athletic trainers at equipped facilities, etc)? The third highest constraint on participating 

in professional activities was a lack of interest (21 % ). Should this be setting off alarms 

for the athletic training profession? Can a young profession continue to progress as a 
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healthcare field if 21 % of its newest members had no interest in being engaged in 

professional activities? 

Additional reasons for limited participation in professional activities were 

family/personal reasons and do not see the benefit. A few responses in the other category 

included lack of information and not sure how to become involved. The participants who 

gave these two responses along with the individuals who responded that they did not see 

the benefit could possibly become involved by having a mentor who is engaged in the 

profession. Is it possible that simple education and communication could change the 

participation of these A TCs? 

Even with these constraints, at least 82% of respondents participated in mentoring 

as professionals, and 73.9% have completed community service. While community 

service may not have required a lot of time, mentoring did. If A TCs could make the time 

to be involved with mentoring, could they not also make the time to be involved in 

research? When given the opportunity to indicate other reasons for not participating in 

professional activities, one participant commented, "Have not made it a priority." As this 

study's findings indicated, most athletic trainers participated in community service and 

mentoring by choice. While the personal rewards from completing research may not be 

the same as rewards from mentoring, personal benefits of conducting research still 

existed as well as the added benefits of research for the entire profession. Another 

participant commented, 
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Research is very important, and I did not really realize this until I started my 

Masters program. I now understand how research affects our profession, and if 

we want to grow, it needs to be the basis of everything we do and how we conduct 

our profession. 

The challenge for A TEPs is to get each graduate to arrive at this same level of 

understanding. Each ATEP should strive to develop a professional commitment in 

students so that they come to the realization that as a profession, involvement and 

research are necessary. Without active participation from ATCs, the profession could not 

move forward to create better work conditions such as less time commitment to work. 

Finally, participants were asked to give their opinion on the connection of 

participation in professional activities as a student to participating in those activities as 

professionals. On both questions, over 70% of participants thought that participation as 

students would lead to more engaged professionals. Professionals who are fairly new to 

the athletic training field are saying, 'yes, participating in beyond classroom service 

activities as students will lead to more service-oriented professionals.' They also 

believed that completing research as a student encourages further research as 

professionals. These responses came from individuals who were students not so long ago 

and have experienced their first several years as a professional. These perceptions are 

valuable for the continued growth of the athletic training profession. 
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Memory Recall 

The same questions about A TEP requirements were sent to the athletic trainers 

and to Program Directors in order to see if responses were consistent between the 

graduates and the requirements of their respective programs. The initial survey for PDs 

did not contain the question for them to indicate which program they represented. By the 

time the researcher realized this and added the question to the survey, more than half of 

the responses had already been received. Due to this, a limited number of program 

responses could be matched to the ATCs' responses. 

With the 6 participants who attended programs that were identified by their 5 

respective PDs (2 students attended the same university), at least half of the answers 

matched on all but one question. It is positive to see that several answers for program 

requirements did match, but not enough responses were collected to draw a conclusion. 

Additionally, some PDs who responded to the survey were not at their current institution 

during the 2004-2005 academic year, and it could have been difficult for them to 

determine the requirements for the students at that time. 

Program Directors' Perceptions 

Program directors were given the chance to report their personal perception as it 

related to student activities leading to further involvement as a professional following the 

student's graduation. Some of the responses did not match the findings of the current 

study on athletic training professionals ' involvement. Below, each perception was 

compared to the findings of this study. 
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Within the professional activities of community service and mentoring, the 

perceptions of more than half of the Program Directors seemed to be consistent with the 

findings of this study. When considering community service, the current study' s findings 

indicated their participating in community service (both required and not required) as 

students did influence professionals to continue completing community service without 

being required to do so. Among PDs, 60.4% thought that requiring community service 

would lead to participation in the activity as a professional. Next, 62.6% of the PDs 

thought that requiring students to mentor other students led to them participating in 

mentoring following graduation. The current study found that participating in mentoring 

other students (required or not) was connected to a large number who continued to 

mentor as professionals. 

Presentation proposals, organizational membership, and active involvement of 

organizations were areas where some differences appeared. Significant changes were not 

seen in the present study for presentation proposals as students and then later as 

professionals. This indicated that participation (required or not) as a student did 

influence participation as a professional, but 58.2% of Program Directors believed that 

being required to submit proposals as students would not lead to submitting proposals as 

professionals. Program Directors (59.3%) believed that requiring student membership in 

organizations led to their active involvement in organizations as professionals. This 

study found that a significant number of students who were not required or simply chose 

not to be members of organizations later joined organizations as professionals. 
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Participation as a student did not appear to be the determining factor for joining an 

organization as a professional. Further, 78% of PDs thought that students being actively 

involved in organizations led to their active involvement in organizations as 

professionals. Among the athletic trainers who were members in student organizations, 

93.8% considered themselves to be active members, and from this same group of 

individuals, 47.8% reported that they were not active members as professionals. This 

finding did not support the perception of three-fourths of the responding PDs. 

Finally, 63.7% of Program Directors perceived that requiring research as part ofa 

class did not lead to athletic trainers who will conduct research as professionals. This 

perception did match the findings of this study. However, even though 59.3% of 

participants who were required to complete research as a student did not complete 

research as a professional, this still left 40. 7% who did conduct research as a 

professional. Additionally, if students were not required to conduct research, then 

according to the results of this study, only 0.02% would conduct research as a personal 

decision after graduating. These odds were not in favor of the continued development for 

a young profession such as athletic training. Also, if such a small number of PDs 

believed that requiring research is beneficial, it may limit the experiences of their 

students. 

Only 62.6% of participating Program Directors thought that participation in at 

least two different beyond classroom service activities (presentations, mentoring, 

volunteering, memberships) led to a service-oriented professional. Was this number low 

84 



\' 

simply because of the limitation to two activities? Or were there a large number of 

Program Directors who believed that beyond classroom service activities were not 

important to the development of future athletic trainers? 

It is important to determine the perceptions of A TEP Program Directors because 

their perceptions and ideas will impact these aspects of their respective programs. If PDs 

do not believe that it is important for students to experience participation in a particular 

professional activity, their programs may not work to improve opportunities for student 

growth in those areas. Findings from this study indicated that some perceptions of 

program directors, about participation of students carrying over into participation as 

professionals, were different from what was actually occurring. As was seen, PDs had a 

strong belief that active engagement in student organizations led to active professional 

members. This study found that this was not the case. Additionally, the lack of belief in 

conducting research as students leading to conducting research after graduation could be 

resulting in limited research experiences or research experiences that need improvement, 

but attention was not given to this area because of the perception that it was not 

necessary. 

Learning what trends existed and educating PDs about these trends could be 

helpful. If PDs had an understanding and an appreciation for the current trends in 

participation, they could consider adjustments in their ATEPs that might develop better 

prepared and more engaged athletic training graduates, or they might see that their A TEP 

was on the right track with their current learning opportunities. 
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Simply having accreditation standards that require professionalism instruction is 

not enough to create successful and valuable development of skills in new professionals 

(Lang et al. , 2009). It is up to each ATEP to implement methods beyond simple lecture 

format that best envelope students in real-world, applicable experiences. This 

experiential learning can ultimately influence (without technically requiring) students to 

develop the skills and attitudes, which builds graduates' interests and desires to be 

actively engaged professionals. As one participant stated, "I now wish I had been forced 

to be more involved as an Athletic Training Student. I feel I would be more involved 

now or more comfortable getting involved." 

The field of athletic training needs young engaged professionals to help continue 

the progress being made in allied healthcare. Requirements for students during their 

entry-level education could potentially impact the decisions and directions these students 

choose to pursue as young professionals. By recognizing and understanding this possible 

influence, A TEPs can better construct their curriculum requirements or opportunities to 

significantly impact the development of students within their institutions. The potential 

outcome would be producing athletic training graduates who are more actively engaged 

within the profession. 

Conclusions 

Participation in some professional activities as students influenced continued 

participation in these activities as athletic training professionals. Submitting proposals 

for presentations, completing community service, and mentoring fellow students had a 
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positive influence on continuing these activities as ATCs. Even though organizational 

membership as professionals was not influenced by membership as a student, this study 

found a dramatic decrease in A TCs who considered themselves as active members of 

their professional organization. Research and being mentored by a healthcare 

professional did not influence continued participation in these activities as professionals. 

Finally, Program Directors had some perceptions about the influence of student activities 

on professional involvement that did not reflect the findings of this study. 

Recommendations for Future Studies 

Based on the results and findings of the present study, the following 

recommendations for future research are listed. 

1. Have a separate survey for students who complete a graduate degree after 

completing their entry-level athletic training degree. This will allow for a 

follow up at 5 years after the completion of the graduate degree. Then 

comparisons can be made between individuals who complete a bachelors 

degree and those who continue on to complete a masters degree. 

2. Incorporate a survey on attitude towards professionalism, professional 

responsibility, and preparation for the professional realm by the respective 

A TEP. Participants would complete the survey when they graduate from their 

entry-level ATEP and again 3 to 5 years into their careers. If participants 

complete an added graduate degree, have them complete the attitude survey at 

the conclusion of their graduate degree and again in 3 to 5 years. 
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3. Find ATEPs that utilize service-learning as a large component within their 

curriculum and follow the professional involvement of those students after 

their graduation. 

4. Determine what types of research opportunities A TEPs are offering. This 

might help explain why a significant decrease in research as professionals is 

seen in the current study. 

5. Find A TEPs that incorporate authentic research into their curriculum and 

follow the participation in research of those students after graduating. If no 

ATEPs are currently using authentic research, find a program willing to 

implement this aspect and collect data as the program is developed and 

implemented. 

6. Determine the limitations to implementing authentic research in A TEPs and 

develop possible solutions for these limitations. 

7. Develop research-based curriculum guides for implementing authentic 

research and service-learning in ATEPs. 

8. Determine why 93.8% of participants reported being active members of their 

student organization, but as professionals, only 47% indicated that they were 

active members of their professional organization. 

9. Determine what motivates the 42.6% of ATCs who submit presentation 

proposals when it is not required of them to do so. 
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APPENDIX A 

Online Survey for Certified Athletic Trainers 
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Athletic Trainer - Professional Activity Survey 

Consent to Participate in Research 

Title: Professional Involvement: Requirements as Students and Trends Following 
Certification 
Investigator: Jennifer Lancaster, MS, ATC, LAT (972) 968-5525 
Advi or: Bettye Myers, PhD. (940) 898-2577 

You are being a ked to participate in a survey study for a doctoral dissertation. The 
purpose of thi research is to determine the difference in professional involvement of 
athletic train rs based upon their participation in professional activities while completing 
their ntry-level ath letic training education program. 

This research will require you to complete an online survey that should take no more than 
15-20 minute to complete. 

A few po ible ri sks or discomfo11 may be present with the content of certain questions. 
for example, que tions regarding professional involvement ask for reasons why you do 
or do not participate in certain professional activities. Your participation is completely 
vo luntary, and your name will never be associated with your response. You may choose 
not to participat in th survey at all. If discomfort occurs at any time while taking the 
survey, you may di scontinue your participation. There is a potential loss of 
confidentiality in all internet, email , and downloading transactions. While it is understood 
that no computer transmission can be perfectly secure, reasonable efforts will be made to 
protect confidentiality of your transmission. 
At the conclusion of the survey, you will have the opportunity to submit your name and 
emai I add re eparately from data if you wish to be included in the drawing for two $50 

gift card . 

If you hav any que tion regarding this study, you may contact the researchers, whose 
phone numbers are located at the top of this page. If you have questions about your rights 
a a participant in this research or the way the research is being conducted, you may 
contact th Texas Woman ' University Office of Research and Sponsored Programs at 
(940) 898-3378 or via email at lRB@twu.edu. 

If you agree to participate, please click Continue to the Next Page. The s~~rnissi_on o_f 
your completed survey constitutes your informed conse~t to act as a part1c1pant m this 
research. If you do not agree to participate, you may exit out of the program. 

Thank you for your time! 
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* I) What academic year did you graduate from your entry-level Athletic Training Education Program? 
r r r r 

2003-2004 2004-2005 2005-2006 Other 

(pica e specify) 

*2) What is your current age? 

I --Select-- ..::J 
- 20-24 
- 25-29 
- 30-34 
- Other (please pecify) 

*3) Your Gender 

I --Select-- ..::J 
- Male 
- Female 

*4) What is your current job etting? 

I --Select-- ..::J 
- Clinic 
- College/University Athletics 
- Col lege/University Academics (if academics is the majority of your workload) 

- Corporate 
- Health/Fitness lubs 
- I lospital 
- Independent on tractor 
- Industrial /Occupational 
- Military/ overnment/Law Enforcement 
- Pro Sports 
- Secondary chools 
- Graduate tudent 
- Unemployed 

\1 - Other (please specify) 
Other: 

*5) In which AT A district do yo u currently live? 

I --Select-- ..::J 
- I (CT, ME, MA, NH, RI, VT) 
- 2 (DE, NJ, Y, PA) 
- 3 (D.C., MD, N , C, VA, WV) 
- 4 (IL, IN, MI, MN, OH, WI) 
- 5 (IA, K , MO, , ND, OK, SD) 
- 6 (AR, TX) 
- 7 (AZ, CO, M, UT, WY) 
- 8 (CA, HL NV) 
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- 9 (AL, FL, GA, KY, LA, MS, TN) 
- 10 (AK, ID, MT, OR, WA) 

*6) At what uni versity did you complete your entry-level Athletic Training Educat ion Program? 

*7) Was the entry- level Athletic Training Education Program that you attended: 
j --Select-- ...:J 
- An undergraduate degree program (Bachelor degree) 
- A master degree program 

*8) Wa your entry- level athletic training education program at a: 

j --Select-- ...:J 
- NCAA Division I University 
- NC AA Division II University 
- NC AA Division 111 University 
- AIA niversity 
- Other (please pecify) 

Other: 

In the following questions, please give answers based upon your experiences as an 
athletic training student while completing your entry-level athletic training degree. 
For the purpose of this study, presentation proposals could be oral or posters at 
professional or student conferences. 

*9) Were you R QUIRED to submit a presentation proposal? 

r r 
Yes No 

* I 0) How many presentation proposals did you submit? (Even if not required) 

\
1 r r r r 

I 2 3 or more None 

For the following question about organizations, please include only those student experiences with 

organizations that arc related to athletic training. 

Yes No NIA 

*II) Were you REQUIRED to be a member of a student r. r r 
organization? 

*12) Were you a member of a student organization? r r r 

* 13) Would you have considered yourself an active r r r 
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member of the student organization? 

*14) Did you hold any offices in a student organization? r r r 

1 2 3 or NIA 
more 

*15) How many years were you a member of a r r r r 
student organization? 

Yes No NIA 

*16) Were you REQUIRED to be a member of a r r r 
professional organization? 

*17) Were you a member of a professional 
organization? 

r r r 

*18) Would you have considered yourself an 
active member of the professional r r r 
organization? 

1 2 3 or NIA 
more 

*19) How many years were you a member of a r r r r 
professional organization? 

*20) Were you R QUIRED to complete a research project as part of a structured class? 

r r 
Yes No 

*21) How many research projects did you complete as part of structured classes? (Even if not required) 

r r r r 
I 2 3 or more None 

*22) Were yo u R QUIRED to complete any volunteer community service (done without pay) related to 

athl etic training? 

r r 
Yes No 

*23) How many community service projects did you complete? (Even if not required) 

r r r r 
1-3 4-6 7 or more None 
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For the following questions, mentoring is defined by meeting regularly to facilitate 
professional growth and development. 

*24) Were you REQUIRED to mentor other athletic training students? 

*25) Did you mentor other athletic training students? (Even if not 
required) 

*26) Were you REQUIRED to be mentored by a healthcare professional? 

*27) Were you mentored by a healthcare professional? (Even if not 
required) 

28)Pleasc check all that apply for healthcare professionals that mentored you. 

r 
Athlet ic trainer at your university 

r 
Athletic trainer not employed at your university 

r 
Family practice doctor 

r 
Orthopedic doctor 

r 
Ph ysica l therapist at your university 

r 
Physical therapist not employed at your university 

r Other (please specify)! 

Yes No 

r r 

r r 

r r 

r r 

In the following section, please answer questions based upon your 
\I professioinal experiences in athletic training following graduation from your entry-level 

Athletic Training Education Program to the present time. This should be roughly five 
years of time. Do not include activities completed as part of your entry-level Athletic 

Training Education Program. 

*29) Since graduating, how many presentation proposals (poster or oral) for a workshop or conference have 

yo u submitted? 

r r r r 
I 2 3 or more None 
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30) If you have submitted a presentation proposal, was it: (Check all that apply) 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 

*31) Since graduating, how many years have you been a member of a professional organization related to 
athletic training? 

r r r 
1-3 4 or more None 

*32) Would you consider yourself an active member of the professional organ ization? 

r r r 
Yes No NIA 

33) If you have been a member of a professional organization related to athletic training, was it: 
(Check all that apply) 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 

*34) Have you served on a committee or held an office in a professional organization related to athl etic 

training? 

r r 
Yes No 

35) If you did serve on a committee or hold an office, was it: (check all that apply) 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 

*36) How many profes, ional research projects have you completed? 

r r r r 
I 2 3 or more None 
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*37) How many of your research projects have you submitted for publication? 
r r r r 

I 2 3 or more None 

38) If you have completed a research project(s), was it: (check all that apply) 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 

*39) Following graduation, how many vol unteer community service activities (done without pay) related to 
athletic training have you done? 

r r r r 
1-3 4-6 7 or more None 

40) If you have participated in community service related to athletic training, was it: 
( check all that apply) 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 

*41) Since graduating, have you participated in mentoring other athletic training students or profess ionals? 

r r 
Yes No 

*42) Since graduating, have you been mentored by another profess ional? 

r r 
Yes No 

43) If you have participated in mentoring since graduation, was it: (check all that apply) : 

r 
r 
r 
r 

Required for work (tenure, promotion, annual evaluation, etc) 

Required for additional degree 

Required for other 

Not required 
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*44) Have ~ou co!npleted or are you currently working towards a graduate degree ( other than an entry
level Athletic Tra111111g Education Program)? 

r r 
Yes No 

45) Are th~re any IG . IFICA~~ ~·easons why you have not participated or have had limited participation 
111 the previous professional act1v1t1es? 

r 
r 
r 
r 
r 

r 

Work hours do not allow me enough time 

Family/personal reasons (single parent, illness, etc) 

o interest 

Do not see benefit 

No resources (money, e u1 ment, technolog , etc 

Other (please specify) 

*46) Do you think that pa,ticipation as a student in at least two different "beyond classroom service 
activities" (pre entat ions, mentoring, volunteering, memberships) leads to a service-oriented professional? 
r r 

Yes No 

*47) Do you think that participation in research as a student encourages further research as professionals? 
r r 

Ye No 

48) If yo u have any comments or thoughts related to this study, feel free to list them below. 

Athletic Trainer - Professional Activity Survey 
Thank you! 

Your time in completing this survey is greatly appreciated! If you would like to be included in the 
drawing for two $50 gift cards, please send your name and email address to 

participantdra wing@yahoo.com. . . . 
If you were sent to this page after answering the very first quest10n, 1t 1s because I am searching for 
participants who graduated within a specific academic year. I appreciate your willingness to participate. 
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To: [Email] 
From: lancasterj @cfbisd.edu 
Subject: Participation Request 

Body: Hello, my name is Jennifer Lancaster, and I am requesting your participation in a 

short urvey study for my doctoral dissertation. This research will require you to 

complete an online survey that should take no more than 15-20 minutes to complete. 

Participant who complete the survey will be given the opportunity to win one of two $50 

gift card . 

The purpose of thi research is to detennine the difference in professional involvement 

of athletic trainers based upon their participation in professional activities while 

compl eting their entry-level athletic training education program. 

Your participation i completely voluntary, and your name will never be associated with 

your r ponse. There is a potential loss of confidentiality in all internet, email , and 

downloading transactions. While it is understood that no computer transmission can be 

perfectly secure, reasonable efforts will be made to protect confidentiality of your 

transmi s ion. 

In ves ti gator: Jennifer Lancaster, MS, ATC, LAT (972) 968-5525 

Advisor: Bettye Myers, PhD. (940) 898-2577 

If you agree to participate, please click the link to the survey below. 

http :/ /www .psychdata.com/s.asp?SlD= 136904 

Thank you for your time! 

Jennifer Lancaster 
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Program Director Survey 
Consent to Participate in Research 

Title: Professional Involvement: Requirements as Students and Trends Following 
Certification 
Investigator: Jennifer Lancaster, ABD, ATC, LAT (972) 968-5525 
Advi or: Bettye Myers, PhD. (940) 898-2577 

You are being asked to participate in a survey study for a doctoral dissertation. The 
purpose of this research is to determine the difference in professional involvement of 
athletic trainers based upon their participation in professional activities while completing 
their entry-level athletic training education program. 

This re earch will require you to complete an online survey that should take no more 
than 15 minutes to complete. 

Your participation is completely voluntary, and your name will never be associated with 
your respon e. You may choose not to participate in the survey at all, or while taking the 
survey, you may discontinue your participation at any time. There is a potential loss of 
confidentia lity in all internet, email, and downloading transactions. While it is understood 
that no computer transmission can be perfectly secure, reasonable efforts will be made to 
protect confidentiality of your transmission. 

At the conc lusion of the survey, you will have the opportunity to submit your name and 
emai I address separately from data if you wish to receive a brief summary of the findings 

of thi tudy. 

If you have any question regarding this study, you may contact the researchers, whose 
phone numbers are located at the top of this page. If you have questions about your rights 
as a participant in thi research or the way the research is being conducted, you may 
contact the Texas Woman 's University Office of Research and Sponsored Programs at 

(940) 898-3378 or via email at lRB@twu.edu. 

If you agree to participate, please click Continue to the Next Page. The submission of 
your completed survey con titutes your informed conse~t to act as a participant in this 
re earch. If you do not agree to pa1iicipate, you may exit out of the program. 

Thank you for your time! 
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* 1) In which NAT A district is your ATEP located? 

f --Select-- ..:J 
- I (CT, ME, MA, NH, RI , VT) 
- 2 (OE, NJ , NY, PA) 
- 3 (D.C., MD, NC, SC, VA, WV) 
- 4 (IL, IN , Ml, MN, OH, WI) 
- 5 (IA, KS , MO, NE, ND, OK, SD) 
- 6 (AR, TX) 
- 7 (AZ, CO, NM, UT, WY) 
- 8 (CA, HI , NV) 
- 9 (AL, FL, GA, KY , LA, MS, TN) 
- IO (A K, ID, MT, OR, WA) 

*2) ls your A TEP an undgraduate or graduate entry-level program? 
r r 

Undergraduate Graduate 
*3) How long is the profess ional phase of your curriculum program? 

I --Select-- ..:J 
- 2 years 
- 3 years 
- 4 yea rs 
- Other (please specify) 

Other: 

*4) ls your institution : 

f --Select-- ..:J 
- NC AA Di vision I 
- NCAA Di vision II 
- NC AA Di vision III 
- NA IA 
- Other (please specify) 

Other: 

*5) Was your ATEP a AATE accredited program in the 2004-2005 academic year? 

r r 
Yes No 

*6) If you were not CAA TE accredited in 2004-2005, what year did your program become accredited? 

f --Select-- ..:J 
- 2005-2006 
- 2006-2007 
- 2007-2008 
- 2008-2009 
- 2009-20 I 0 
- Other (please spec ify) 
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For the following questions, please recall to the best of your abilities the requirements of 
your entry-level ATEP for students who graduated in the 2004-2005 academic year. 
Please include requirements for the entire progression of these students through your 
ATEP. 

For the purpose of this study, presentation proposals include proposals for oral or poster presentations 
submitted to professional or student conferences. 

*7) How many presentation proposals were students REQUIRED to submit? 

r r r r 
I 2 3 or more None 

*8) If your A TEP required students to be members of a student organization related to athletic training, 
how many years of membership were REQUIRED? 

r r r r 
I 2 3 or more None 

*9) If they were required to be members of a student organization, were students REQUIRED to be 
ACT lV members? 
r r 

No 
r 

Yes NIA 

* IO) If your A TEP required tudents to be members of a professional organization related to athletic 
training, how many years of membership were REQUIRED? 

r r r r 
I 2 3 or more None 

* 11) If they were required to be members ofa professional organization, were students REQUlRED to be 

ACT IV member ? 
r r 

Yes No 
r 

NIA 

* t 2) How many re earch projects were students REQUIRED to complete as part of a structured class? 

r r r r 
1 2 3 or more None 

\1 * 13) How many vol unteer community service projects (done without pay) related to athletic training were 

students REQUIRED to complete? 
r r r r 

1-3 4-6 7 or more None 

* 14) Were students REQUIRED to mentor other athletic. trainin.g s~u?ents? For ~~is study, me.ntoring is 
defined as a person meeting regularly with a more experienced md1v1dual to facilitate professional growth 

and deve lopment. 
r r 

Yes No 

* 15) Were athletic training students REQU lRED to be mentored by a healthcare professional? 

r r 
Yes No 
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16) If mentoring by a _healthcare professional was REQUIRED, please check all that apply for professionals 
who could have been mvolved. 

r 
r 
r 
r 
r 
r 

Athletic trainer at your university 

Athl etic trainer not employed at your university 

Family practice doctor 

Orthopedic doctor 

Physical therapist at your university 

Phys ical therapist not employed at your university 

Please indicate your personal perception on the following questions. 

Do you think that requiring entry-level athletic training students: 

*27) To submit presentation proposals (poster or oral) leads 
to their ubmitting proposals following graduation? 

*28) To have membership in organizations as students leads 
to their ACTIVE involvement in organizations following 
graduation? 

*29) To be ACTIVELY involved in organizations as students 
leads to their ACTIVE involvement in organizations 
following graduation? 

*30) To complete research projects as part of a structured 
class leads to their conducting research following 
graduation? 

*31) To complete voluntary community service leads to their 
participation in community service after graduation? 

*32) To mentor other students leads to their participation in 
mentoring following graduation? 

Yes 

r 

r 

r 

r 

r 

r 

No 

r 

r 

r 

r 

r 

r 

Yes No 

*33) 

*34) 

Do you think that requiring any ONE of these activities (submitting 
presentations, memberships, research, community service, mentoring) 
leads students to participate in several of these activities following 

graduation? 

Do you think that participation of a student in at least two different 
"beyond classroom service activities" (pre~entati?ns, mentorin?, 
volunteering, memberships) leads to a serv1ce-onented profess10nal? 
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35) If you have any comments or thoughts related to this study, feel free to list them below. 

36) Please indicate the name of your institution . This information will ONLY be used to match your 
responses to the responses of participants who graduated from your program during the 2004-2005 
academic year. 

Program Director Survey 

Thank you! 
Your time in completing this survey is greatly appreciated! If you would like to receive a summary of the 
findings from this study, please send your name and email address to surveysummary@yahoo.com. 
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To: [Email] 
From: lancasterj@cfbisd.edu 
Subject: Participation Request 

Body: Hello, my name is Jennifer Lancaster, and I am requesting your participation in a 

short urvey tudy for my doctoral dissertation. This research will require you to 

complete an online survey that should take no more than 15-20 minutes to complete. 

Participants who complete the survey will be given the opportunity to receive a summary 

of the findings. 

The purpose of this research is to determine the difference in professional involvement 

of ath letic trainers based upon their participation in professional activities while 

completing their entry-level athletic training education program. 

Your participation is completely voluntary, and your name will never be associated with 

you r r pon e. There is a potential loss of confidentiality in al1 internet, email, and 

downloading transactions . While it is understood that no computer transmission can be 

p rfectly ecure, reasonable efforts will be made to protect confidentiality of your 

tran mission. 

Investigator: Jennifer Lancaster, MS, ATC, LAT (972) 968-5525 
Advisor: Bettye Myers, PhD. (940) 898-2577 
lf you agree to participate, please click the link to the survey below. 
https ://www.p ychdata.com/s.asp?SID= 137077 
Thank you for your time! 
Jennifer Lancaster 
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EXAS WOMAN'S UNIVERSITY 

DENTON DALLAS HOUSTON 

February 22, 2011 

M . Jennifer . Lancaster 
3621 Frankford Rd., #434 
Dallas, T 75287 

Dear M . Lancaster: 

Institutional Review Board 
Office of Research and Sponiored Program$ 
PO Box 425619, Denton, TX 76204·5619 
940-898·3378 FAX 94~898-44 16 
e·moil · IRB@twu edu 

Re: Profe ional Involvement: Requirements as Studems and Trend Following Certificalion 
(Protocol #: 16514) 

Th above referen ed tud has been reviewed by the TW Institutional Review Board (IRB) and was 
determined to bee empt from further revi w. 

If applicable, ag ncy appro al I tter mu t be ubmitted to the LRB upon receipt PRIOR to an data 
collection at that agency. Be au ea igned con ent form i not required for exempt studies, the filing 
of ignatur of participant with th TWU !RB i not nece ary. 

An m ditication to this study mu t be ubmitted for review to the IRB using the Modification 
R que t Form. Additionally, the IR.B mu t be notified immediately of any unanticipated incidents. If 
ou ha e any que ion , plea e contact the TWU IRB. 

incerely, 

Dr. Kathy DeOmellas, hair 
In. titutional Review Board - Denton 

cc. Dr. harlotte anbom, D partment of Kine iology 
Dr. Bettye Myer , Department of Kine. iology 

raduate chool 
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