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ABSTRACT

Numerous studies have been undertaken to explore the impact of transition

out of sport due to injury, team selection, or retirement. These studies have been

completed in the fields of sport psychology, sociology and education amongst others.

Fewer studies have addressed the topic of an athlete's transition into a new level of

sport. The present study was undeftaken to explore the first-year experience of male

volleyball players in Canadian Interuniversity Sport (CIS). An interpretive case study

(Ellis, 1998) was conducted to better understand the lived experience of three male

volleyball players as they transitioned frorn high school and college level volleyball

to an established program competing in CIS. A qualitative approach using narrative

and interpretive themes was used to develop a deeper understanding of the processes

and factors involved in the transition to CIS sport. A mid-season interview, a

questionnaire and a post-season interview served as data collection tools to inform the

narratives that followed in the final analysis. Consistent with interpretive inquiry

methodology, the author reflected on his own experience as a former university

athlete and where appropriate, integrated his transitional experience into the

narratives.

In developing narrative and thematic representations of the first year student-

athlete experience, literature pertaining to identity, roles, and communities of practice

was used to inform analysis of the athletes' stories. This study provides valuable

information to those with a vested interest in improving the transition experience of

student-athletes such as coaches, university program directors, consultants, and the

athletes amongst others.
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CHAPTER ONE

Being a young volleyball player in Winnipeg was exciting. I progressed

through the levels of volleyball while watching the University of Winnipeg (UofW)

Wesmen and University of Manitoba Bisons in one of the best cross-town rivalries

in Canadian university sport. One day, as a grade I student sitting in the

bleachers of Duckworth Centre at the UoÍlY, I thought, " l'm going to play on that

same coltrt."

Nearby sal an old man that I had not )tet met. I didn't lcnow that he was a hall

offame basketball player who at one time was one of the top basketball players in the

world nor that he was one of the most respected and popular professors at the lJoW.

Apparently, as the stoty goes, he would begin a course by asking a student to open his

or her textbook. Whet"ever that poínt in the textbook, was where the class began. I had

yet to learn that the tall, lanþ man with white hair, wearing the black sweatet" with a

big red "W" on ít, was one of the most at"dent and loyal Wesmen supporters. In his

youth he was known as " King Carl. " On thar day, he was just another man in the

crowd; an obvíously loyal and longtime supporter that had caught my eye.

"Do you thinkwe could make it to this level?" I remember asking afriend.

His answer was in the silent shrug he offered ín response. At the time, it didn't inspire

great confidence but nonetheless, I knew that was what I wanted to do. Thus began a

dream.

This dream was one that others have most certainly had. For some, these

dreams may have included aspirations of international or professional sport careers.

In my case, I wanted to play university level volleyball in the Canadian



Interuniversity Athletics Union or CIAU (now known as Canadian Interuniversity

Sport or the CIS). According to the Canadian Interuniversity Sport website (CIS,

2001) in one year over 10,000 student-athletes participate in I I sport disciplines with

a schedule of close to 3000 events. The CIS states on its website (2007) that its

mission is, "to enrich the educational experience of the athlete through a national

sport program that fosters excellence" (p.1). This is accomplished through its value

system which includes five components; (l) Quality educational and athletic

experience; (2) Unity of purpose, respect for autonomy; (3) Integrity and fair play; (a)

Trust and mufual respect; and (5) Equity and equality of experi ence (2007, p. I ).

Playing in the CIS provides student-athletes with the opportunity to compete

at the Winter and Summer World Unìversity Games from which international sport

careers often are launched. As well, student-athletes who succeed in making it to

national championships receive exposure through nationally televised events. On the

website it also shares that they most often receive financial assistance that varies from

university to university but can help in covering the costs of tuition and the

compulsory fees (2007, Financial Assistance to Student-athletes) portion of tuition

costs. In the United States, the National Collegiate Athletic Association (NCAA)

website presents a system of core purposes and values (2007 , Core Purpose, Core

Values) which is very similar to its Canadian counterpart. The underlying theme of

pursuit of academic and athletic excellence in a respectful and equitable environment

is present as mission statements across the North American continent.

A supportive environment and many opportunities await a student-athlete who

has successfully transitioned into university from high school or college. For some,



university athletics is not the ultimate goal. Some aspire to pursue professional

careers and the transition to university is but one of the transitions these athletes will

experience in their joumey to the next level. The transition from high school or

intermediate level (i.e., college) to university athletics is thus very important,

challenging, complex and deserves more attention in the research literature.

Purpose of the Study

Consistent with interpretive inquiry methodology (Ellis, 1998), this project

begins with the entry question: What processes or factors contribute to the successful

transition for athletes entering university athletics? In essence, this research study

seeks to describe the first year experìence of male CIS players. In particular, the

processes and factors surroundingsuccessful and unsuccessful transitions from high

school or collegiate to university sport teams are interpreted. For the purpose of this

study "successful" is defined as a transition by which the player has (a) made the

team, (b) achieved his personal goals, (c) met or exceeded the coach's expectations,

and (d) is eligible to play the following year.

It is important to emphasize that I was particularly curious about developing a

deeper understanding ofthe processes and factors that are involved for three sub-

groups of student-athletes; (a) those that should be successful and are, (b) those that

should be successful and are not, and (c) those that successfully transition without

initial expectations of success. Due to the particular nature of the participant group in

this study, the study group was limited to those who should be successful and are.

This research and my particular curiosities stem from the entry question and

are rooted in my "concerned engagement" (Ellis, 1998) to learn of the lived



experience of first-year student-athletes (beyond my own experience as an

intercollegiate athlete) to better equip athletes, coaches, and practitioners with the

knowledge to help student-athletes pursue excellence at the university level.

Concerned Engagement

Concerned engagement or genuine engagement is used to describe, "what

preoccupies, mystifies or confuses the researcher, or most makes them wish they

could make a difference" (Ellis, 1998, p.l9). Concemed engagement is further

explained by Ellis as something that, "supports the creativity and attentional

energy a fruitful inquiry requires" (p.19). My experience as a university level

athlete and subsequent experiences as a beginning sport psychology consultant,

teacher and coach are what drove me to this current study.

Upon reflecting on my own experience as a university athlete, I have

always considered myself to have had a successful transition from high school to

university. I succeeded well in academics and I was part of a national

championship winning team. I didn't, however, assume a high impact role as a

key starter which means I was not a player who would play entire matches. I

would be substituted in to serve and play defense; maybe play two to five points

in a set. Did I indeed have a successful transition? Would my coach have a similar

perception? It is these questions and reflections that have opened my eyes to the

fact that much of what I seek to explore in this study will emerge through the

interpretive inquiry process and will come from the dialogue with athletes.

As I look beyond my own transitional experience, I have also stopped to

consider that of the experiences of my teammates. I as an athlete, coach, and sport



perfbrmance consultant, have seen varying levels of competency of athletes as

they enter university. Some are highly regarded and are expected to succeed in

their chosen sport. Many do, yet many others who have the physical skills do not

find success at the next level. Why is that? Others come into the university

athletic setting as walk-ons (e.9., they are not initially recruited for a spot on the

team) and have very successful rookie years in university. Again, why is that? Are

there skills that can be developed and adaptations that can be made in the athletic

environment and academic system that can stimulate successful transitions? These

are both the questions that create the challenge for this study and the reason for its

impact.

Rationale for Res earclt

This research question also stems from a lack of literature on the topic of

transition to university level sport. Pearson and Petitpas (1990) suggested that for the

most part, transitions in sport have received little attention in the literature. Many of

the studies done in the 1980s and before are centered on the variables and the coping

mechanisms used when disengaging or retiring. Few studies, if any, offer great detail

regarding the transition into new sport careers. Botterill (1982), Ogilvie and Howe

(1982), Werthner and Orlick (1986) looked at personal disruption once an athlete's

competitive career was terminated. Numerous studies explored the impact of

transition out of sport due to injury, team selection, as well as education and career

planning (e.g., see Baillie, 1993; Harris, Altekruse & Engels ,2003; Lally & Kerr,

2005). In the developmental psychology, educational psychology, and counseling

literature numerous studies explored the conflict of the student-athlete duel role (e.g.,



see Killeya-Jones, 2005; McKenna & Dunstan-Lewis, 2004; Wylleman, Alfermann,

&.Lavallee,2004; Ypoyk & Prentice, 2005). This topic will be revisited in greater

detail later in this thesis.

More recent studies have looked at role and social development within the

fìrst-year student-athlete perspective (Galipeau & Trudel, 2005). Others have studied

stress and coping during the transition to university for student-athletes (Giacobbi et

aI.,2004).). Although a transactional process model of stress and coping (Lazarus &.

Folkman, 1984) used in the above study offers a good foundation for studies of the

first year student-athlete experience, more empirical scrutiny is needed to help sport

psychologists understand the unique challenges and the adaptational processes

experienced by freshman athletes (Giacobbi et al., 2004). Another research approach

has been the exploration of the impact of mental skills training courses for student-

athletes (Curry & Maniar, 2003 &.2004).

Galipeau and Trudel (2004) pointed out that throughout an athlete's career he/

she will be faced with the uncertainty of being a nev/comer each time he/she leaves

one team andjoins another, and that very few researchers have studied the

experiences of newcomers on teams. In fact, reviewing the literature in sport and

sport psychology journals does not provide much evidence in regards to transition to

the elite level (Bruner, Munroe-Chandler,& Spink, 2008). This signals a strong need

as non-student-athletes do not have the additional training and competition load that

student-athletes have to manage. In turn, these student-athletes may require additional

support. At minimum, information regarding the first year experience would benefìt

the athletes who could better prepare for the next stage of their careers as well as help



the coaches create the best possible environment to maximize the athletes' sport

experience. It is apparent that the need exists in this field to expand on work being

done in the fields of educational research, developmental psychology, counseling, and

sociology as each pertaíns to the student-athlete experience.

In line with the qualitative paradigrn, this study does not seek to prove or

disprove theory. Rather it will explore and construct new and emerging themes

through an interpretive and hermeneutic process. An interpretive inquiry approach

involving interviews with student-athletes will be used to investigate the research

question and by doing so will contribute to literature on an important topic. I include

my own transition stories because they describe some of my own lived experiences

and inevitably, those lived experiences played a role in my analysis and interpretation

of data.

Moreover, a narrative style of representation, sometimes even crossing the

borderline into fìction, can be the best tool for exploring the subjective and unique

nature of an athlete's experience (Eichb erg, 1994). According to Murray (2003)

narratives can be defined as, "an organized interpretation of a sequence of events."

According to this definition, "narratives are not simply ways of seeing the world but

we actively construct the world through narratives and we also live the stories told by

others and by ourselves" (p.I l2). Moreover, narratives permit the expression of

emotions, thoughts and interpretations (Chase, 2005). Narrative inquiry is an

appropriate methodology to use with this particular research entry question as it

enables the exploration of emerging themes while also communicating the meaning

that the participants attach to that experience. Again to quote Murray, "it is through



naffative that we begin to define ourselves, to clariff the continuity in our lives and to

convey this to others" (p.1 l6). As an example, I begin the next section with a

narrative which will serve to introduce the theoretical framework for the study.

Part of a new community

Wen the last whistle blew and we hadfailed to beat the University of

Alberta Golden Bears in the final of our tout"nament at the University of

Winnipeg, I walked off the cout"t having just completed myfirst CIAU (now CIS)

volleyball match. That match won't go down as one of the best matches and most

likely, the rest of my team that day has longforgotten the score or outcome. It was

for me, however, a somewhat sut"t"eal experience. I looked up in the stands and

saw some junior ltigh students not quite ready to leave Duch,vorth Centre. They

were wearing their junior high volleyball uniþrms and were just watching us

stretch andfinish up on the court. How many of them, I wondered, would be on

thefloor in the not too distantfuTure. I knew how theyfelt. I had been one of those

boys.

Before I could gather all of my stuffand head down to the locker room,

that satne tall lanlqt man with afontastíc grin and a black sweater with a red "W"

on ít, put his hand on my shoulder as he extended the other to shake mine.

"Hi Com. Great game tonight. My name is Carl Ridd. I used to teach here

at the University of Winnipeg"

"Thank you. Nice to meet you," I replied notìcing my coach looking at me

with a smirk on his face.



Carl continued, " Every year I make a poínt of comíng down to the floor

and welcoming the freshmen athletes to the þI/esmen."

As he spoke, Carl was still shaking my hand; something told me that what

was happening was a rite of passage. Carl was looking right at me and had taken

the time to find out who I was and was now talking with me.

" l like the calm attitude you bring. You were ready to go when the coach

pu| you in. You're going ro do great things here. Welcome."

I hadn't realllt played much and I don't think I had much impact on the

game, but I appreciated the comment. I don't know whether he really saw that in

tne or if he had spoken to my coach, but in the years to come a calm, laid-back,

always ready to go in type of player was an accurate description for who I was to

become. Tlte words of "King" Carl Ridd resounded within me as I shook his hand

and entered a brand new community of practice.

Review of Relevant Literature - Theoretical Framework

C o mmun i t ies of prac tic e

The term community of practice, suggested by Etienne Wenger (1998), is a

notion centered on social learning and can be def,rned through three dimensions; (a)

mutual engagement, (b) joint enterprise, and (c) shared repertoire. More specifically,

a community of practice is different from a community of interest or a geographical

community in that it implies that members of a community are informally bound by

what they do together and from what they have learned through mutual engagement

in these activities (Wenger, 2000). This model which has its roots in business and

education has also emerged as a useful model for the domain of sport research.
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Herein lies the link to freshman transition to university from high school. Galipeau

and Trudel (2004,2005) used the concept of communities of practice to better

understand how athletes interact together thus developing in a team setting. The idea

of development suggests a progression through a process. Their research was initiated

in response to the lack of research dedicated to specifìc experiences of newcomers to

varsity (university) teams.

"The process of becoming a team sport athlete is a social process" (Galipeau

& Trudel, 2004,p.167). This component of socialization was also highlighted as an

important aspect of transition into more elite levels of competition and training by

Green (2005) who suggested that athletes are not socialized into the sport culture, but

tather, they must be re-socialized. Athletes are re-socialized because they must adjust

to a new group of athletes, new coaching, and new expectations. Green summarizes

by saying that essentially the first-year athlete, as he or she is moving into a higher

level of training and competition, is asked to do familiar things in new ways.

Lave and Wegner ( I 991) present the notion of legitimate peripheral

participation (LPP) to explain how first-year student-athletes integrate into a group or

the new community of practice. The LPP model posits a social process by which an

athlete progresses from a peripheral participant level to legitimate peripheral

participant, from rookie/veteran relationship to full participant; each progression

brings the athlete closer to the core of the community of practice. Galipeau and

Trudel (2004) use an adaptation of this model to explore the role of the coach in the

athletes' transition and progression in a varsity team (see figure l. Source: adapted

from Wenger et al., 2002Ln Galipeau and Trudel,2004). They suggest that coaches
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have less influence or control on core issues and decisions in regard to how the

communities of practice functions as players move to the centre of the concentric

circle model (that is, the core level of full participant or veterans).

FP

RVR

LPP

PP

FP : Full Participant (veterans)
RVR : Rookie/Veteran Relationship
LPP : Legitimate Peripheral Participant
PP : Peripheral Participant

Influence
ofthe coach

Outsider

Figure /. Levels of Community Participant in a Varsity Team.
(adapted from Wenger et al., 2002 in Galipeau and Trudel ,2004)l

This transition can be very daunting and difficult for first-year student-

athletes. Furthermore, the presence of first-year athletes has an impact on the

community of practice as its new members disrupt the patterns of interaction in the

already established community of practice (Galipeau & Trudel, 2004). As the

transition of the athletes progresses and they become more involved in the community

of practice, the identity of the athletes begins to develop as does the way the athletes

perceive themselves and are perceived by others (Wenger, 1998). In an applied

perspective, this concept is important for coaches to appreciate as they appear to have

limited impact with the irurer core of veteran players but more impact with the first

year athletes. They are not directly apart of the athlete's community of practice. This

I 
Reprinted from Galipeau and Trudel. The Experiences of newcomers on a varsity sport team, p.172.,

Copyright 2004, with permission from American Press.
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is because athletes have their community of practice and coaches have their own

community of practice. It is the harmonizing of these two communities through

"nurturing" the athlete community of practice that a more successful transition for

athletes can occur and thus, greater team development can also occur (Galipeau &

Trudel,2004).

Student-atltletes and the developmental Iife cycle

Parham ( 1993) profiled the I 990s (American) intercollegiate athlete by

cornparing the student-athlete with the non-student-athlete in the context of the

developmental life cycle. He concluded that they share a very similar profìle. Each

must contend with developmental and existential concems while navigating the

developmental tasks that will promote health and maturity. Parham outlined the

challenges faced by both groups: (l) developing and strengthening a set ofpersonal

competencies (academic, socìal, intrapersonal) that will encourage control in their

environments, (2) solidifying their identities apart from family and communities, (3)

discovering ways to nurture relationships, (4) coming to terms with beliefs and

behaviors consistent with moral and ethical standards, and (5) formulating a career

path that ultimately will be fulfilling professionally and personally þ.al I -412).

While highlighting these common threads, Parham ( 1993) also indicated

where student-athletes face different challenges, notably: (a) learning to balance

academics and athletics, (b) adapting to a certain degree of isolation from social and

more "mainstream" activities, (c) managing varying levels of success, (d) injury

management and prevention, (e) satisfying multiple relationships (e.g., parents,

friends, coaches, teammates), and (f) terminating an athletic career and finding other
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activities in which to participate to bring the sense of fulfillment and satisfaction

(p.at\.

Wylleman, Alfermann, & Lavallee (200\ suggested four interacting layers in

a developmental model on transitions faced by athletes: l) athletic, 2) psychological,

3) psychosocial, and 4) academic. The athletic developmental layer is connected to

the stages of a) initiation, 2) development, and 3) mastery suggested by Bloom

( 1985). This model (see fìgure 2 below) takes into account transitions that need to be

considered in terms of the different domains in the lives of athletes as well as the fact

that non-athletic transitions may have an irnpact on the development of the athlete's

sport career (Wylleman et al.).

The top layer represents stages of transition athletes' face in their sport

specific development. The second layer operates on a psychosocial level and reflects

childhood, adolescence and (young) adulthood. The third layer addresses the

psychosocial development in relation to parents and siblings, peers and coaches, and

2 
Reprinted from Wylleman, Alfermann & Lavallee. Career transitions in sport: European

perspectives, p. I1., Copyright2003, with permission from Elsevier.

Figure 2. Developmental model on transitions faced by athletes at athletic, individual,
psychosocial, and academicl vocational levels 2
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other interpersonal relationships. The final layer is representative of the academic

development through primary (elementary and junior high), secondary (high school),

higher education (university or college) and then professional occupation. It becomes

apparent that combining the dual roles adds layers of complexity as role clarification

and self-identity establishment are taking place.

S e l-f- i denti ty and c o mp e ting ro I es

Schlossberg (1981) has provided a rnodel of adaptation to transition that has

served in the literature as the foundational dehnition for this concept. Transition, in

this model, was defined in the following way: "A transition can be said to occur if an

event or nonevent results in a change in assumptions about oneself and the world and

thus requires a coresponding change in one's behavior and relationships"( p.5).

Closely related therefore is the notion of "self'and in the context of this study, the

multiple roles and identities a person can have. As Yopyk and Prentice (2005)

suggest, "any one individual can have many social identities" (p.329). To best

understand the elements in play, it is important to discuss self-identity and the duel

role of the student-athlete in general.

The concept of self-identity may be illustrated best by contrasting it with other

similar elements of "self'. As Brewer, Van Raalte, and Petitpas (2000) suggest, self-

identity and self-concept both address the question, 'who am I'? There are some key

differences however. SelÊconcept is a collection of self-descriptive roles and

attributes that constitute the self (Fox, 1997), while selÊidentity is more of a self-

definition of goals, values and beliefs. Self-esteem, is the "evaluation and affective

component of the self-concept" (Weiss, 1987, p.88) or how people feel about
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themselves. Self-identity therefore is related to a self-definition as opposed to a self-

evaluation (Brewer et al., 2000).

This is an important distinction and when extrapolated with the sport literature

takes on even greater importance. Early research showed that the value or importance

placed on a given self-concept domain determines the relationship between

performance in that domain and feelings of self-esteem, affect, motivation, and the

resulting behavior (Harter, 1990; Rosenberg, 1979 as cited in Brewer et al., 2000,

p.3l).

More recent research conducted by Killeya-Jones (2005) demonstrated the

impact of the dual role of student and athlete. This study is particularly pertinent as it

is one of the few that addressed specifically the topic of freshman (first year) athlete

transition. In this setting, athletes occupy both a role as students and as athletes and

thus these roles may be competing for temporal (time demands) and psychological

resources which may cause conflict. More specifically, Killeya-Jones suggested that

student-athletes, whose student and athlete roles were more convergent in their

evaluation and meaning, exhibited better psychological adjustment and satisfaction.

Conversely, more negative psychological adjustment was found when there was a

greater discrepancy between the student and athlete roles. In other words, the more

integrated one's roles, the more positively adjusted one will be.

As Killeya-Jones (2005) states, student-athletes may be in similar

environments with similar demands or roles, however their levels of success differ.

The way in which the environment and the demands were perceived, interpreted, and

evaluated played an important role in the level of overall success of the transition in
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first-year student-athletes. Overall, the study highlights the need to accurately

interpret and evaluate both roles. Successful transition will be dependent on the

ability of the student-athlete to harmonize the conflicting roles so that they are in fact,

not conflicting roles as much as they are co-existing. According to Killeya-Jones, if

the student-athlete wants to enact the student role, he/she cannot neglect the athlete

role and if he wishes to enact the athlete role, he cannot neglect the student role.

When either of the two roles was elaborated upon, increased satisfaction was not

observed. This result was extrapolated to suggest that it is the convergence of the

student and athlete roles and not the elaboration of the individual roles that lead to

greater life satisfaction overall.

Essentially, the studies by Killeya-Jones (2005) as well as Yopyk and Prentice

(2005) allude to the idea of perspective; that is how student-athletes construct their

own identity and interprets their context through the lens of their own experience.

Though the term student-athlete has been used it would be inaccurate to suggest that

all athletes transitioning to the collegiate level regard themselves as student-athletes.

Galipeau and Trudel (2004) suggest that in terms of identity, it can be understood

through the perspective that has the person see him/her self as a student-athlete or as

an athlete-student. A student-athlete pursues academic excellence; an athlete student

may maintain the minimum academic standard so that he or she may be eligible to

continue to play sports.

Identity salience

Interestingly, results of the Killeya-Jones (2005) study also show that it is the

positive elaboration of the student role that encouraged the convergence of the dual
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role of student and athlete. This would suggest important implications for university

athletic programs as it would mean that helping first-year athletes connect to a

positive elaboration of their student role would lead to greater satisfaction overall as a

student-athlete. In a study addressing a similar topic of identity salience, Yopyk and

Prentice ( 2005) sought to determine if priming a student-athlete on either one of the

two identities could elicit different identities among student-athletes.

In the first part of the study cited above, student-athletes were primed with

their athletic identity, their student identity, or no identity. They were then asked to

perform a diffìcult mathematics performance task. Results demonstrated that those

student-athletes primed with the student identity performed better and demonstrated

greater self-esteem on the mathematics task. Moreover, in the second study student-

athletes were asked to complete the same questionnaire minus the athlete and student

priming questions and then they were instructed to fìll in letters in 20 word fragments

on a second questionnaire. More than half of the letters were missing so there were

many different possibilities. These fragmented sentences had either one possible

answer using a word relating to athletic identity, a word relating to the student

identity and others had both possible completions. Results in this test revealed that

participants generated more athletic-related word completion if they completed a selÊ

rating inventory than if they completed a mathematics test. In general therefore, the

two studies completed by Yopyk and Prentice (2005) provide evidence to suggest that

student-athletes assume different identities, depending on the task at hand.

Generally, the lived experience of a student-athlete appears to be an adaptive

process that is facilitated through convergence of the athlete and student roles
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(Killeya-Jones, 2005) as well as an ability to shift identity focus based on the task at

hand (Ypoyk & Prentice, 2005). The more developed the ability to successfully adapt,

shift and converge the duel role, the better the transition and experience will be thus

avoiding "identity foreclosure" - selecting one identity or role over the other or

simply not fulfilling either role effectively (Morrisey, 1995).

Observations and findings from Morrisey (1995) or Killeya-Jones (2005) may

speak to the stereotype of the student-athlete who struggles academically. Perhaps it

would be more accurate to suggest that the struggle is not academic but an adaptive

struggle to harmonizethe dual role of athlete and student. Perhaps it is this

maladaptive process that feeds the stereotype of the student-athlete. The study of

stereotypes of student-athletes is another important area of consideration.

S r ere o types of s tu d e n t- a t h I et es

When evaluating the effectiveness of the transition of first-year student-

athletes, the topic of stereotypes of the student-athlete population is important to

consider. This is because research suggests that stereotypes can create self-fulfilling

prophecy which have an impact on the stereotyped group (Hamilton & Trolier, 1986,

Word, Zanna, & Cooper, 1974). Moreover, research has shown that often student-

athletes are viewed through the lens of a negative stereotype by their fellow first-year

student colleagues. Engstrom and Sedlacek (1991) conducted a survey study with 293

randomly selected freshmen students. They were presented with a number of

scenarios including such examples as reactions to being partnered with a student-

athlete as a lab partner. Results showed that negative attitudes existed towards

student-athletes, in particular with regards to academic issues. Though not directly
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within the scope of this study, it does have some importance to recognize that this

finding comes from an American study. An interesting comparison could be made to

identify if the same reactions exist in a Canadian context. The fact that negative

attitudes exist towards student-athletes in the Engstrom and Sedlacek study may also

highlight the lack of knowledge of the demands on the student-athlete. In fact, they

suggest that student-athletes should be considered nontraditional students with a

culture of their own.

Authors and former college volleyball player Sherry K.Watt and former

football player James L.Moore III (Watt & Moore III,200l) contributed a chapter in

New Directions for Student Services that addressed specifically the question: Who are

student-athletes? In their chapter, they suggested that college student-athletes face all

of the same challenges as a nonathlete (e.g., social adjustment, career exploration and

intellectual growth amongst others). In addition to these demands however, student-

athletes must also engage in sport-related activities (e.g., practice and competitive

schedules, traveling, etc.). As mentioned previously, the complexity of the dual role

and the interpretation by the athlete is important and the student-athlete is constantly

coping and balancing these roles.

Stress and Coping

Pioneer research that has become the foundation for the stress and coping

literature was completed by Lazarus and Folkman (1984) who identified a

transactional process model of stress and coping. They defined coping as "the

changing of cognitive and behavioural efforts to manage the extemal and/or internal

demands of a specific person-envirorunent transaction that are appraised as stressful"
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(Lazarus & Folkman,1984, p.lal). Within the scope of this definition, coping is seen

as aproces.ç as opposed to a reactíon to stress. It has become one of the most widely

accepted models to explain the nature of adaptational processes (Giacobbi et al.,

2004). The theory suggests that situational appraisal plays a key role. The model

predicts that when in the presence of a stressful event, an individual will not

immediately try and cope with the stressor. There is a preceding appraisal of the

stressor (primary appraisal) which will identify the situation as being threatening to

the goals or well-being of the individual. Based on the outcome of that appraisal, a

cognitive-evaluative secondary appraisal will be undertaken to establish what can be

done to cope with the stressor (Lazarus & Folkman, 1984).lt is in the moment of this

appraisal that the individual may appraise the event as being controllable and will

then seek to resolve the situation via problem-Jitcused coping.

Information gathering, goal-setting, time management skills and problem

solving are examples of such a coping strategy aimed at managing or altering the

stressor. If however, the event is interpreted as being outside of the individual's

control, an emotional-focused coping strategy will be used. These strategies are

intended to regulate the emotional response resulting from the stressor and tend to be

more defensive in nature (Lazarus & Folkman, 1984).

There are few research studies that have been conducted exclusively on first-

year athletes. Giacobbi et al., (2004) however, researched the experience of first-year

female athletes and the stress and coping mechanisms at play as they transitioned into

collegiate athletics). The study was undertaken in response to the lack of research that

focused on the first year student-athlete. The adaptational process offirst year student
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non-athletes has been widely studied (e.g., see Pancer, Hunsberger, Pratt, & Alisat,

2000; Wintre & Sugar, 2000; Wintre & Yaffe, 2000) however the student-athlete

population has not received the separate attentìon that it should. The study undertaken

by Giacobbi et al. (2004) had three purposes: a) to explore the sources of stress and

coping responses of five first year university swimmers, b) to explore the nature and

impact of social support on the participants' perceptions of stress, coping responses,

and adjustments to university life, and c) to develop a grounded theory that represents

the dynamic and changing nature of the participants' coping responses throughout the

school year (p. 3-4).

The results of the study demonstrated that there were a number of stress

factors related to training intensity, high performance expectations, interpersonal

relationships, being away from home, and academics. Main coping strategies

included social support from parents and teammates, as well as humour and fun

combined with a strong social network. The results of the study were also interesting

in that the researchers observed a clear distinction between the effectiveness of social

support early in the academic year versus later. Early in the year social support

provided a safe environment in which to vent. As the year advanced, this coping

strategy appeared to be more dependent on the quality of relationships in the athletic

context (Giacobbi et al. 2004).

Within this study, there was a direct link to the research on avoidance and

approach coping suggested by Anshel and Anderson (2002). The use of humour may

have been used as an avoidant strategy to distract from the rigors of training

(Giacobbi et a1.,2004). As well, the grounded theory of the transition to university
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athletics supports the transactional process model of stress and coping (Lazarus &

Folkman, 1984). This was the case because coping efforts changed as athletes became

more comfortable in their environment. Thus, it can be suggested that coping is a

learned response as athletes began to see their performance challenges in a more

positive light as the year progressed.

It is difficult to anticipate exactly which theories one can expect to inform the

analysis in an interpretive research project and thus, the preliminary review of

literature remained open-ended in the initial stages. As the interpretive inquiry

process of the project unfolded, it revealed links to the research topics reviewed

herein (e.g., communities of practice, student-athlete identity, stress and coping).

There were also topics, such as stereotypes, that did not emerge as being particularly

pertinent to the participants of this study. This process showed different and

unexpected directions that were not initially addressed (e.g., coach expectations,

achievement motivation, and reflective practice). Ellis (1998) writes in

Teaching from understanding: Teacher as interpreÍive inEirer that the act of writing

will often be the process by which connections and insights emerge. She suggests

that, "one can and should begin writing without knowing everything one will say or

write about" (p.6).

Having said this, the preceding relevant literature review provides a strong

footing for the study. It demonstrates the foundational research that has been

completed, while also highlighting the need for more in-depth and new directions for

research into the important topic of transition to university from high school athletics.
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CHAPTER TWO

METHODOLOGY

Increasingly, qualitative research is being used to explore topics in sport

psychology thereby allowing deeper understanding of the participant's experiences

(Dale, 1996). There has been a growing realization of the potential benefits and the

number of research articles and presentations on the topics demonstrate this

recognition (Strean, 1998). Furthermore, this growth may be due to the desire to

secure authentic information about the people and situations studied as well as the

realization that conventional forms of research may in fact constrain the data in ways

that misrepresent the phenomena that the researcher wishes to understand (Eisner,

1997). Qualitative inquiry follows the notion that there are multiple maps of the world

as it is experienced. Strean (1998) suggested that in the field of sport psychology, "the

time has not been taken to gain an understanding of what athletes experience or what

variables seem to be particularly influential for their development" (p.335). Since that

time, qualitative methods have been used more often. In particular, the preceding

studies reviewed for this research project have in large part, all used qualitative

methods.

Rat i o na I e for In terpret iv e I n q uiry

ln 1996, Denison wrote three sport narratives to explore the lived experience

involved in retirement from sports. At the time he highlighted the fact that there had

been "a call for altemative styles of representation within the social sciences"(p. 351).

In this particular study, I attempted to work outward from my own experience of

transition to university athletics to explore what Denison called the "world of
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experience" that surrounds athletes' transition to the next level of training and

competition after high school.

Denison ( 1996) proposed three advantages for using sport narratives: ( I )

narratives show rather than tell; (2) they are less author-centered; and (3) they allow

the ¡eader to interpret, and thus together they effectively communicate what has been

leamed. Ultimately, he suggested that using this approach avoids using a traditional

approach "where the subjects' voices would be buried beneath layers of analysis" (p.

352). Though I am not proposing the use of sport narrative or stories as the sole tool

of representation, I have included my own story to account for the biases which I will

bring to my research, as well as to offer another perspective to the "data" that was

collected, thus enriching the depth and quality of description of the lived-experience

of those being studied. As well, I used excerpts and quotes from the participants to

lend greater depth to their voice in this study. I feel this depth will be achieved

through the creation ofrealist and narrative tales.

Andrew Sparkes (2002) writes in Telling Tales in Sport and Physical Activify

that the realist tale has come to "dominate qualitative research in sport and physical

activity" (p.40). The realist tale provides an opportunity for the voices of the

participants to be heard in a coherent text while helping to interpret and describe the

lived experience ofa person or group by connecting this data to theory. Sparkes cited

Van Maanen (1988) who declared that one of the most striking characteristics of the

realist tale is the almost complete absence of the author from the finished text. The

authorial presence lies in the methods section but does not figure prominently

throughout the text. As well, the realist tale also makes use of closely edited
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quotations to give the reader a strong sense of the participant's voice. Finally, the

realist tale uses article titles, abstracts, introductory sections and literature reviews to

create interpretive omnipotence. Although, this particular study did not use realist

tales exclusively, realist excerpts contributed greatly to the finished product.

Complementing the realist tale is the confessional tale which also holds a

narrative style but emphasizes the researcher's point of view. More specifically, it

provides both the voice to the participant as well as the opportunity to walk the reader

through the research process thus accounting for researcher bias, character flaws,

vulnerabilities, and previous experience (Sparkes, 2002).ln otherwords, the

confessional tale accounts for the unknown methodological moments in a realist tale

by unmasking the fieldwork involved in the research.

This last point lends itself well to this study which uses an interpretive inquiry

approach based on hermeneutics. This type of inquiry does not necessarily seek to

answer a question completely, or solve a problem. Rather, it opens up potential

avenues for further inquiry and effort (Ellis, 1998, p.l0). Furtherrnore, Ellis suggests

that insights and connections emerge from the process of writing itself. I found this to

be true as I reflected upon my own experience with the proposed topic of transition.

As I began to write my own story, topics related to acculturation and re-socialization

began to emerge and thus lent greater importance and relevance to the literature I was

reviewing. It is the back-and-forth between what I as the researcher already know or

expect to know, and the new findings and interpretations. As this research study

progressed, this same writing and hermeneutic process illuminated the new and

emerging themes, topics, and directions that remained to be interpreted and
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discovered. Even the topic of participating in the study, which required the athletes to

reflect on their experiences, is an interesting optic of study. In essence, the data

analysis used interpretive as well as narrative themes. I suggest that this study shares

elements of both approaches as they are complimentary and pertinent to the entry

questions and its challenges.

The interpretive process is built around three principle themes (Ellis, 1998).

The fìrst is the creative aspect of interpretation meaning that the interpreter will

construct meaning from the data. A second theme is the back and forth analysis

between expression and meaning. This is essential to the process as a movement

between the whole and the individual parts of the data forms the loop (see figure 3

below). Finally, the role of language in its historical context and the impact it has on

the meaning of the interpretations is also an important theme.

Each loop represents a
research activity (data
collection or'expression' and
interpretation or' meaning')

Each loop is influenced by the
inquþ process and thus
uncovers new and emerging
themes (uncoverings)

Figure 3.'Interpretive Inquiry as an Unfolding Spiral (Ellis, 1998,p.20)3

3 NeRnelvE INQUIRY V/ITH CHILDREN AND YouTH by Julia Ellis. Copyright 1998 by
Taylor & Francis Group LLC - Books. Reproduced with permission of Taylor & Francis Group LLC -
Books in the format Dissertation via Copyright Clearance Center.
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As a researcher with feet in both worlds - that of sport (as a coach) and in

education (as a teacher) - as well as experience as a former athlete in the CIS, it was a

rich and challenging experience to synthesizelhe lived experience of the student-

athlete participants into representations that accurately described the realities

interpreted. Allow me to use an analogy that emerged in my reflection during the

writing process to best show the value of the stories, discussion, and analysis within

this study.

As I walked through the data and attempted to establish narrative and

interpretive themes, I found myself pondering whether I had adequately captured the

importance of what we could learn from the stories of the three athletes involved in

the study. I felt an important responsibility to do so. And then, I reflected on my own

experience as a teacher. In fact, I reflected on my very first formal experience as a

teacher and it brought me this realization; that interpretive and narrative inquiry helps

bring new meaning to experiences through the voices of the participants. The

connections that surface from the personal reflection and the sharing of these

experiences open the door for new meaning and perhaps a deeper understanding of a

situation to emerge.

By way of example, if I were to ask a person to guess what a first year

experience in university volleyball would be like, helshe may correctly guess some of

the themes that could emerge. In a similar light, I remember asking people, when I

was completing my first student-teaching practicum, if they thought they could

remember grade one. I was curious to hear the answer from my family and friends
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because I had thought that I could remember grade one (I thought everyone could) ...

until I walked into grade one for the first time as a teacher.

The richness of the experience and the meaning comes through in my story of

feeling virtually powerless in front of those l5 six year olds; of being shocked at how

small everything was and in how I felt the weight of responsibility for making sure

these children learned what they needed to learn. Through reflection, perhaps these

people will question something they thought they understood previously; what it was

like in grade one. It isn't until one hears the stories that one is then motivated to

question one's own understanding of the meaning you attached to the stories and the

irnpli cati ons thereaft er.

This study offers this same opportunity. Through the rich reflections of the

student-athlete participants, we may be called to re-think our understanding of the

first-year experience of a CIS athlete. Stake (2003) supports this notion and adds that,

"\¡r'hen the researcher's narrative provides opportunity for vicarious experience,

readers extend their memories of happenings" (p.la5). The resulting analysis will

both uncover the proc¿ss¿s of the experience as well as the story from those who

experienced it.

Study Desígn

Participants - Buildíng Rapport

Initially, four first year student-athletes (all of the first year athletes on the

team) were invited to participate in the study. After agreeing to participate, one

student-athlete opted out of the study prior to the first interview protocol. As a result,

three first-year male volleyball players entering an established CIS program formed
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the study group. The participant sample was chosen because of the access I have to

the athletes via the coach as a colleague in sport and the high school system. As well,

being apart of the volleyball community, I have an already established rapport with

many of the athletes. Although these relationships can facilitate the research study, it

is irnportant that the interview process is not compromised with the participants

which speaks to the power relations that could be present. It can be argued that as a

researcher there is an inherent power position in relation to the participants. I have

made efforts to maintain an arm's length relationship from these athletes to help

recognize the potential power relations that exist and mitigate as much as possible

any of these problematic scenarios. In some cases, the players are former players

from high school teams that competed in the same league as teams I coached and in

others they are part of the comûìon, larger volleyball community.

Since the potential participant pool is limited by the number of first year

athletes in the local universities, an initial, informal contact was made with the head

coach at one institution who was supportive of the research project. He invited me to

speak informally to the players to present the project idea to find out if it was

something in which they would be willing to participate. A brief meeting to explain

the main points of the project occurred explaining also the process of the project

proposal and ethics submission criteria. All of the participants said they would

participate if the project was approved.

Et hical C ons ideratio ns

In the social sciences, ethical considerations are subjective (Berg, 2004). In

light of this, I have done my best to reflect upon the potential considerations to ensure
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the rights, privacy, and welfare of the student-athletes who participated in this study.

The student-athletes partìcipated with informed consent (see Appendix A). The

objectives, methods, and forms of representation were explained to the participants.

Participants could have opted out of the study at any time. Given the nature of the

interview content, confìdentiality was assured by keeping the interview data between

the participant and the researcher. The identity of the participant was not revealed

(pseudonyms are used) nor was the team of the participants revealed. Also, given the

small number of participants, other identifying characteristics (e.g., jersey number)

were changed.

Data collection

This study used semi-structured in-depth interviews (see Appendices B

and C) at two points in the season (mid-season in December and post season in

March) and a follow-up questionnaire (see Appendix D) at the end of the season.

The need for multiple interview sessions falls in line with the methodological

assumptions of interpretive inquiry. Ellis (1998) explains the interpretive inquiry

process as an unfolding spiral where each loop may represent a separate activity

that resembles data collection and interpretation. In other words, each loop

represents a different attempt to get closer to what one hopes to understand (Ellis).

Each loop, or uncovering, generates findings which serve as the basis for future

inquiry. These loops function within the hermeneutic circle which takes into

account the researcher's existing preconceptions (i.e., forward arc) and evaluation

of the initial interpretation and attempt to see what went unseen before (i.e.,

backward arc). This process helped take into account my own biases and
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perspectives as a former athlete who has gone through the transitional period

being sfudied as well as my interpretation of the data being collected.

The interview guide is influenced by the literature pertaining in large part to

"comr¡unities of practice" research. I saw that theory as being particularly pertinent

to the entry question. In addition to the communities of practice research, the

interview guide was also developed with influence from two previous graduate theses

on similar topics: Freshmen athletes'perceptions of adjustment to íntercollegiate

atltletics (Armenth-Brothers, 1995) and A case study offreshnten swimmers' college

transition experiences (Skinner, 2004). The Skinner study was particularly useful in

referencing a similar theme and the direction the author took in his interview guide.

As I once lived through a high school to CIS transition, it could be suggested

that I have accrued some benefits as a member of the culture. This can help when

interviewing the participants as I may be seen as an "insider" (Sparkes, 2002). This

same "insider" status may also be perceived as a threat to the interpretation of the

data. To counterbalance this, Sparkes suggests that a structured interview guide can

help 'tame' the authorial subjectivity.

Intet'view Protocol I - Mid-Decembet"

The first sets of interviews were completed in mid-December. December

represents a natural break in both the academic and athletic calendars. At this point of

the season, players had experiences the first half of the season. This phase of

interviews served to further establish a rapport with the participants as well as achieve

a sense of what their goals and objectives \¡/ere for the season. This is important as the

accomplishment of goals is a key component of the definition of success in this study.
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This interview phase also served as an opporlunity to establish the background of the

individual participants to better understand their training and competitive history.

Sample interview questions included: Tell me a bit about yourself. How old are you?

What school did you attend? Can you describe your progression in volleyball from

the time you started playing, up to the time when you started playing this year in

university? For example, when did you first start playing volleyball?

Finally, this phase of interview questions sought to identify specific

experiences related to the first weeks of the season where the transition process was

fresh in the minds of the athletes. The idea was that at this point in the season the

participants perhaps will have had the benefìt of hindsight, reflection and hopefully a

sound perspective regarding their experience in the first months of their CIS careers.

Sample questions included: Can you describe your first interaction (practice, meeting)

with this team? How did you feel? What are some of the challenges you've faced in

the first part of the season? How did (are) you deal (dealing) with them? Can you

walk me through a typical day as a first year player on this team? The interviews \¡/ere

audio-taped, transcribed and coded following the interpretive inquiry process of the

hermeneutic circle. The interpretations also served to inform the second phase of

interviews which occurred at the end of the season.

Ques tionnaire : Athletes

Prior to the end of season interviews, a questionnaire was given to each of the

participants. Participants were invited to reflect on any futher changes or

information they felt was pertinent in the latter part of the season. With this

questionnaire I attempted to understand if there had been any further developments or
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changes since the first semester of the season. In addition to this, I gave the athletes

the opportunity to share suggestions for future "first-year" athletes. I asked questions

such as: Did you feel like you were part of the team? When did this occur? How did

you know? What message or suggestions would you give to next year's incoming

rookies?

I anticipated the questionnaire acting as a'primer' for the final interview. As

it turned out, the participants confirmed that the reflection on the topics of the

questionnaire helped them to prepare for the final interview. That is, the questionnaire

helped to inform the answers they provided. The questionnaire ultimately sought to

better prepare the participant for the final interview as the reflective process required

for this phase may have required more time or thought than what could be at the time

of the interview. Giving the participants an opportunity to write their thoughts

provided another avenue to communicate their ideas other than just verbal responses.

Two of the three participants completed and returned the questionnaire. The

questionnaire and summary report were given to the participants at the beginning of

March (see member check below).

Intet'view Protocol 2 - Mid-March (Posrseason)

A second set of interviews was conducted at the end of the season when all of

the players had completed thei¡ first full year. In this phase of interview questions, I

sought to follow-up on the initial interview responses by finding if the athletes had

achieved the goals they had set for themselves at the beginning of the season. For

example, in the fìrst interview protocol, I had asked the question: What are your

hopes/goals for this year? How do you see your role? In this second interview
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protocol, I asked the following questions: Do you feel you accomplished the goals

you set out for yourself? Would you say you had a successful first year? At this point

of the season, I had hoped to leam about the most important moments of the first-year

experience. These are the stories that emerge once the athletes see how the experience

fits into the bigger picture of an entire season. Indeed, rich interview data came from

the second interview protocol after the season was complete. Sample questions

included: What does a typical first year look like? Are there critical steps of

development? What do you think will be the greatest differences in your znd , 3'd, 4'h,

5'h years? What will people that never experience CIS sport as an athlete not

understand about this first year?

At this point I had also transcribed and coded the first phase of interviews and

provided a summary report to the participants to verify that my interpretations were in

line with what they wanted to communicate. This report was provided to the athletes

at the beginning of March to allow for time to read and respond to the report. This

was part of the member checking process (Lincoln & Guba, 1985) which I will

describe in greater detail later in the chapter. As well, it was at this time that the end

of season questionnaire was distributed.

Data Analysis

As explained in the processes of the hermeneutic loop, I recorded, transcribed,

coded, and identifìed themes in time to do member checking. Once the first interview

protocol was completed and the interview was transcribed, a system of analysis

inspired by Smith and Osborne's (2003) interpretive phenomenological analysis was

completed. This system made sense given its "intellectual connection to hermeneutics
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and theories of interpretation" (p.51).Upon review of the examples provided in the

Smith and Osborne text, it appeared both appropriate and useful to the current project.

In this regard, the following process was followed. First, the transcript v/as

read and re-read so I could famllianze rnyself with its contents. V/ith each reading

came the opportunity for new insights and interpretations. As Smith and Osborne

(2003) suggested, I found myself, "rnoving through the transcript commenting on

similarities and differences, echoes, amplifications and contradictions in what (a

person) was saying" (p.67). This step consisted of making general observations in the

text in the left hand margin of the transcript. The next step consisted of using the right

margin to write emerging themes where I tried to identify what Smith and Osborne

suggest are the "essential qualities" of the text. It is in this step that there began to

appeff some of the terminology that surfaced in the literature review. It is also in this

step where I began to notice that similar themes emerged at different points in the

transcript.

Once this second step was completed, I listed emergent themes and sought

connections between them. Under theme titles I listed the key quotes and made notes

as to which passages and themes could potentially become rich narratives. The final

step consisted of me repeating this process with the transcribed interview of each

participant. When this was done, I was able to identify the main that I wrote into the

final report. Each participant received a one to four page report consisting of his

thematic cluster and my interpretations as well as selected quotes pertaining to those

themes.
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Following the initial phase of interviews the process described above helped

inform the final phase of interviews (i.e., backward, forward loops). The analysis was

then informed by the literature. At the beginning of this research project, the literature

pertaining to communities of practice appeared to be the most pertinent. I conducted

the study with the understanding that the hermeneutic process outlined earlier

demands openness on my behalf to new and emerging themes that may have required

support from different theoretical areas of the literature. In the end, the communities

of practice and identity literature proved to be particularly pertinent. While navigating

through the analytical process, the areas of coach expectations and motives towards

achieving success and fear of failure also emerged as being particularly pertinent.

Trustworlltiness issues

Research literature pertaining to qualitative methodologies indicates that

validity and quality are important considerations but that qualitative research "should

be judged by criteria which are appropriate to it" (Smith, 2003,p.232). In regards to

interpretive research, Angen (2000) explains that, "what we can know of reality is

socially constructed through our intersubjective experiences within the lived world,

which results in a form of truth that is negotiated through dialogue" (p.10). In this

regard there exist different understandings for "validity" in interpretive research then

the realist, positivist 'holy trinity' of validity, reliability, and generalizations. Angen

(2000) calls for a process of validation which would consist of an "evaluation of

trustworthiness" (p.16). Smith lends support to this approach as he presents criteria

suggested by Elliott, Fischer, and Rennie, (1999) and Yardley (2000) which would be
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appropriate. These include: l) sensitivity to context, 2) commitment, rigor,

transparency and coherence, and 3) impact and importance (p.232-235).

In regards to the first criteria, an effort was made to demonstrate an awareness

of the existing literature both in regards to the topic of investigation as well as the

research method. Secondly, I was engaged in the process and I made an effort to be

an active observer in the environment that was being studied. Furthermore, I

addressed the rigor ofthe study by assuring transparency in the research process.

Suggestions and implications are given which demonstrate the importance and

potential impact of this study. In the final analysis, the stages of the research process

are outlined. Moreover, I included my own experiences to help the reader appreciate

my voice as the writer and help consider the impact those experiences have on my

representati ons of the student-athl etes' stori es.

In addition to the above criteria, Ellis (1998) suggests that, "one should avoid

confusing an evaluation of an interpretive account with the sort of objective

validation traditional approaches seek" (p.30). Furthermore, Ellis suggests six

questions to determine whether an ans\¡/er has been uncovered by an interpretive

account:

I - Is it plausible, convincing?

2- Does it fit with other material we know?

3- Does it have the power to change practice?

4- Has the researcher's understanding been transformed?

5- Has a solution been uncovered?
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6- Have new possibilities been opened up for the researcher, research

participants, and the structure of the context? (pp.30-31)

The concemed engagement in this study was centered on the factors pertaining to

transition for student-athletes. My experience going through the transitional process

as a CIS student-athlete complimented my current roles as a coach, teacher, and

beginning sport psychology consultant and motivated the inquiry for this study. In

relation to the six questions, I feel this study presents compelling narratives and

interpretations which are supported by the literature but given the form of

representation, have the potential to have impact and thus potentially change practice.

Moreover, by engaging in the research and writing process, new ways of seeing the

topic have emerged for me and thus new ideas and "solutions" were born. Finally, the

research and writing process has also illurninated future direction for similar research

that continues to deepen our understanding of the first-year student-athlete experience

from a number of perspectives (e.g., athletics, academics, family supports, coaching

development).

Finally, a member check (Lincoln & Guba, 1985) was completed at two points

in the study to verify the accuracy of my representations during the analytical stages

as well as in the final product. Follow-up was conducted after the two interview

processes via an agreed upon method. Each participant indicated he preferred email

and so the member checking was done through email communication. This served as

an opportunity to triangulate data by conducting a member-check with the

participating athletes. The participant had the opporlunity to confirm, revise or reject

my interpretations. This, according to Lincoln and Guba is "the most crucial
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technique for establishing credibility (p.314)." Cho and Trent (2006) provide a useful

definition that describes member checking as, "a process in which collected data is

'played back' to the informant to check for perceived accuracy and reaction" (p.322).

Accurately representing the experiences of the participants in the narratives and

analysis is what Denzin and Lincoln (2005) calls the "crisis of representation" (p.18).

Essentially, I wanted to know that my interpretations adequately represented the

realities of the research participants.

As explained above, an initial summary report of my interpretations following

the first phase of interviews was given in February. After I completed the first

member checking process, I completed a second member check in June 2008 by

forwarding to the participants a draft of the final interpretations and narratives for

them to review. Participants were invited to read the first two chapters as well if they

so desired. This method was chosen due to the opportunity it provided the participants

to comment on a more developed and complete interpretation of the themes. The

second interview protocol was completed by the end of April and the final member

checking procedures were completed by mid-June.

In this process, one of the participants responded via email and confirmed the

accuracy in one of the narratives when he said:

I loved ít actually. It brought back memories again of this season and

how great it was. The part where "Mark" and "Jon" met was captured

perfectly because that is how it happened. AIso the story of the serving

run I had in Thompson Rivers again let me relive that night and all the
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feelings that came wíth it. I wish there was something like this every

year so the team could remember all the events that occured.

This feedback from the research participant supports the representation of my

interpretations and was an important part of the research process. The following

figure shows the timeline of the research process for this project.

Transcribe, code, represent

DECEMBER i TCERUARY

CIS Mid-season break

Transcribe, code, represent

I mencH

End of CIS season

Figure 4. Research timeline.

Writing of Results

The writing of results includes narrative forms such as realist and confessional

tales as well as interpretive themes. As explained in detail above, once the analysis of

the data was completed following the first interview process, an initial interpretation

occurred and a slmthesis of themes and key quotes was written and shared with the

participants. This product was not the final product. Berg (2004) supports this stage

of the research process when he outlines that, "experienced researchers do not make

definitive conclusions during preliminary periods in the research process. Rather they

hold an open and perhaps even a skeptical point of view (p.39)." Stake (2003)

confirms this point of view by suggesting that, "case content evolves even in the last
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phases of writing" (p.la5). This notion falls in line with interpretive inquiry

methodology.

Following the second phase of interviews, the stories, observations, and

anecdotes of the participants were selected and written into a f,rnal product so as to

represent the themes and experiences of the first year athlete. Stake (2003) offers a

pertinent summary of the interview and writing of results when he states, "more will

be pursued than was volunteered. Less will be reported than was leamed" (p.la\.

With this in mind, a special effort was given to organize the final product in such a

way that it brought to light, in a logical and sequential way the factors and processes

that became the first year experience of the participants of this study. A balance

between analysis, discussion, and narratives were used to bring to life the lived

experience of the participants. Consideration of the information obtained from the

questionnaire as to the recommendations for future first-year athletes was also

included. This form of representation allowed the processes of the first year

experience to be uncovered while giving as much voice as possible to those who

experienced it.

As well, the study adopted a case study approach which is popular amongst

qualitative researchers. Berg (2004) suggests that, "concentrating on a single

phenomenon, individual, community, or institution, the researcher can uncover the

manifest interaction of significant factors of the phenomenon, individual, community,

or institution" (p.251). By using an interpretive case study, I was able to capture

some of the processes that other research approaches may have overlooked.

Moreover, case studies, "are of value for refining theory and suggesting cornplexities
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for further investigation, as well as helping to establish the limits of generalizability''

(Stake, 2003, p.156). The report that is the result of the participant interviews and the

subsequent analysis seeks to find a balance between teaching the reader what I

learned (teaching didactically) and providing material for readers to leam on their

own and attach their own meaning (discovery learning) (Stake, 2003).

Max van Manen (1990) reminds researchers that with regard to lived

experience, "to orient oneself to a phenomenon always implies a particular interest,

station, or vantage point in life" (p. 40). Although I assume many roles in my life, I

used my pedagogic interest as a teacher-coach and a beginning sport psychology

consultant to discuss the experience of transition to the CIS. A narrative form

supported by pertinent literature helped create a product that will hopefully contribute

to the body of knowledge while at the same time speaks to the people who may have

a vested interest in the research topic. I have attempted to use experiential language

they can understand, relate to, and use.

Consistent with the qualitative methods being used in this study, I wrote my

own experiences into the study. I do this to acknowledge the layers of interpretation

that I bring to the study. Additionally with the best of intentions and respect for the

accuracy in the participants' stories, it is ultimately I, as the writer, who decided what

was included in the final product. It is my own experience as a teacher and as a coach

that guided me towards the method of representation that I chose. As a teacher, I too

have transitioned from a "rookie" to a more experienced teacher. In that evolution, I

have had the fortune of networking and being mentored by more seasoned teachers in
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my school. They have taught me that the evolution of a teacher consists of a joumey

through survival to empowerment.

Although that journey goes outside the scope of this project, the basic notion

is that as a rookie teacher, I was centered on teaching content and curricula. As I

progress, the emphasis has changed to process and now I strive to use the content as a

means to empower students to the point where, as a teacher, I hope to see in their

actions that they no longer need me since they have become learners on their own. I

have come to appreciate this same evolution as a coach. Not only can I appreciate the

parallels between the two roles but also how one has helped develop the other.

Basically, being a teacher-coach turned researcher has allowed me to see the

importance of showing and discovering rather then sirnply telling.

Of course, a process takes longer, the result is not always as obvious but in the

end, the lessons can be more real. These lessons can have greater importance because

what is learned from a process oriented, lived experience perspective is connected via

episodic and emotional pathways. These connections run deeper then the semantic

pathways of memorization and lessons that are simply "told". In that light, I seek to

show what I learned from studying the first year experience of three CIS athletes

rather than simply tell their experience through theoretical analysis and discussion.
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CHAPTER THREE

New perspectives on roles and supports for first-year student-athletes

The Expanding Comfort Zone

As a guest coach with the Canadian Men's National volleyball team, I learned

a greaT deal from the coaches and players who were training and competing at a level

I had never experienced. Interestingly, much of the feedback from coaches towards

the players wasn't that much different from what my coaches in high school, on the

provincial team and university had provided.

In one instance, the Team Canada men's volleyball head coach designed the

drills of his entire morning session at the 2005 evaluation camp around being

adaptable and creative. He spoke passionately to his athletes:

Be crealive. When you are in a dfficult situation, don't just put the ball

over the net; put the other team in trouble. How many ways can you

score? How many tools do you have to become a threat to the other

team, even when you are not in qn ideal situatíon? Be able to adapt, be

creative.

On another occasion, the successor to the previous head coach alluded to the

same theme but from a perspective of not limiting themselves by what they as athletes

had always done in a particular situation. Essentially, the message was don't limit

yourself by not trying something new. Instead, develop ways to make plays in

challenging situations as well as routine situations. By doing so, the repertoire of

skills and tools available to the athlete multiplied. In short, the comfort zone of the

athlete was expanding.
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In a similar light, I feel that I am constantly telling my students to take

intellectual risks in my classes. It is the only way, I tell them, to progress. As with

many teachers, my walls are lined with posters and quotes. I like them because as I

mentioned earlier, they tend to show rather than tell. One interesting message that I

found pertaining to expanding one's comfort zone comes from former executive and

president of Hewlet-Packard Co.'s Carly Fiorina:

In bullfighting there is a term called querencia. The querencia is the

spot in the ring to which the bull returns. Each bull has a different

querencia, but as the bull/ìght continues, and the animal becomes

more threatened, it returns more and more often to his spot. As he

returns to his qtterencia, he becomes more predictable. And so, in the

end, tlte matador is able to kill the bull because instead of trying

something new, the bull returns to wltat is familiar. His comfort zone.

Another one of the quotes on the walls of my class is from Peter McWilliams and

reads, "Comfort zones are most often expanded through discomfort." I share these

quotes because they demonstrate the fìrst step in the transition of the athletes in this

study who quickly are forced to expand into a new comfort zone. It is in the

discomfort of the first weeks and months of the season that the foundation for this

new comfort zone is challenged. They have assumed student and athlete roles in the

past but they now carry different meanings. They must learn to manage the dual role

and rely on their previous experiences to help navigate in this new zone.
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The Dual Role

Consistent with the literature pertaining to the dual role reviewed for this

study (see Killeya Jones, 2005; Yopyk & Prentice,2005; Morrisey, 1995) the

participants highlighted the role of student and athlete as a challenge in their

transition. One of the biggest differences that all three participants suggested from

any previous level was the athletic training load. Practices increased from one to one

and half hours to three hours. In addition, the expectation from coaches and

teammates had also increased in intensity. It would not be accurate to suggest that this

was a surprise. The participants anticipated there was to be increases in these two

areas as there had been in previous transitions to new levels (i.e., junior varsity to

varsity, high school to provincial team). Nevertheless, the increased training load and

expectation had an impact on the participants' time, energy, and relationships. Here

are a few insights from Derek:

With high school we practiced hard, every single day but an hour and a

half, two hours and that would be it. We would get weekends offand we

would play so many more games. In University, we started practicing two

months beþre we even played a game. So it was really tough in those two

months to even lmow what you are going to do or rf you're going to start

or if you're just going to ... you don't even lcnow where you are. So you

don't even know how good your team is eíther, so everything is just a

complete guess and you're training hard three hours a day on something

that you don't even htow if you believe in. You don't even know íf you

want lo be on the team.
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There appears to be conflict resonating from these words. It speaks to the

unknowns that a player must face. In the review of literature, I mentioned Parham's

(1993) research on intercollegiate athletes and the challenges they face. Amongst

others, he outlined learning to balance academics and athletics, adapting to a certain

degree of isolation fiom social and more "mainstream" activities, and satisfying

rnultiple relationships.

Mark, Derek and Riley shared experiences that lend further support to Parham's

( 1993) work on the developmental lìfe cycle and the student-athlete. It takes passion,

determination, and stamina to persevere and continue to train at the university level

given the fact that, in addition to the comments above, Derek also added, "you don't

even know in what to believe or if you are even fully invested as a team member yet."

This was not an isolated comment. Mark shared similar feelings:

I just look al some other people, I live in residence, they are only

taking fout" classes this semester and they think they are busy. And I

am taking four plus two labs equal to what they are taking and after I

come home fr"om practice I just feel destroyed and ready to go to

sleep and they want to go out pan'tying. And that just can't happen.

Mark also highlighted how beyond the physical demands and the time spent in

practice, athletes also need to find time for their studies, which can be difficult.

It's a big change from high school þr sure, from playíng high school

volleyball and high school academics. But it's been toughfor sure being

able to find rime for volleyball and trying to get some school work in,

with three hour practices. Evetyday you come home your tired; you
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want to sleep and your hungry and need to find tíme to study. It's tough

for sure.

Further compounding the challenges faced by the student-athlete is finding

times for friends, as Derek noted:

It's been tough. You have volleyballfr"iends and you have regular

fi'iends. And then you might have a sntaller group offriends that has

almost been eliminated just because you are so busy. I think a lot of

people don't tutderstand how much time it takes up and how much

energy it lakes ttp in your day.

The words of Derek and Mark above give us insight into the conflict that exists for

these student-athletes between the challenges of the dual role and if they even want to

engage in it.

Identifuing with the student role

In this particular study, all three participants indicated that both the student and

the athlete roles were important. In some cases, this was the mindset going into the

season. It was something that had already been established in the home environment

by the participant's parents. Mark shared his experience:

My dad always says to me there are three 'S's : School, Sports, and

Social. And he said you can only have two of them. I have always

thought of that; its just one of those things that sticlcs. You're going to

school and you're playing sports so your social life is going to be a

Iittle lower and so ít just stuck with me.
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Another participant who was strong academically shared that he had academic goals

of getting into a challenging business school program but at the same time, he didn't

fully appreciate the importance of making schoolwork a priority until his fìrst test

results came in. This was reinforced by another who stated:

I had my mindfocused on vollq,ball and if I wasn't playing volleyball

then I wasn't out partying but I wasn't doing work. So, it really hits

you at certain times ... When I was done the day, I did not even want

to look at a textbook. I didn't want to look at a volleyball. And that

was exhaustíng. And you have to look at a textbook when you get back.

The perception towards the student role has interesting implications and some

suggested links to Yopyk and Prentice (2005) as well as Killeya-Jones (2005) who

studied the dual role of student-athletes, self-identity and identity salience. In these

studies, key pieces of information come to light. One finding was that when athlete

and student roles converge (through engagement in both roles), as opposed to

overemphasizing one and de-emphasising the other (known as identity foreclosure),

there is a better chance of success in both roles. Furthermore, when athletes were

primed on their student role in the research srudies reviewed above, their overall role

convergence and thus performance in both roles improved.

While the academic transition was not the primary focus of this study, it rs

interesting to note that the participants were engaged in both roles; that is to say each

placed an importance on both his athlete role and student role at some point during

the season. For some, this occurred at the beginning of the year and for others it came

in the second half. In addition, all three expressed a feeling of improvement both
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academically as well as athletically in their roles on the team. From an experiential

point of view, their feelings of improvement and success increased in the second half

of the year and consequently they perceived their transition experience as being

successful.

Influences before arriving at lhe CIS level

Parents

Upon review of the literature there appears to be little information regarding

the experiences of athletes prior to competing at the elite levels. To grasp the whole

picture it would seem important to consider the influences the athletes had before

they became CIS athletes. The participants in this study spoke of the importance of

their families, their previous coaches, and other teams that helped make their

transition to the CIS level a success.

It is not difficult to hypothesize that family, and parents in particular, would

play an important role in preparing student-athletes for the jump to the next level.

Wylleman, Verdet, Lévêque, De Knop, Huts (2004) have identified ways in which

parents can help their son or daughter. In particular, they addressed the role of parents

of elite athletes. The study reports an interesting statistic in their study where 89% of

parents felt that their child was well prepared to pursue an elite athletic endeavour

(such as playing university sport) but only 53Yo felt that their child was ready for

post-secondary studies. Parents play an important role in the sport careers of their

children and this role occurs on multiple levels such as emotional, logistical, and

financial. Most specifically to the adolescent athlete transitioning from high school to

university, the notion of separation and building autonomy becomes paramount. The
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parents can play an important role in maintaining support while at the same time not

becoming an imposition. In the current study Mark alluded to this when he shared:

I would say my Dad (has had the most influence on me) ... if I have to

make an important decision I call him and ask him. He doesn't know

much about volleyball but he knows a lot about people...I just ask him

what lte would do; the positive and the negatives. Myfirst year he

really helped me out but second ),ear when I had this choice between a

college or ltere (at the universi4t) he was jttst leaving it on mv

shoulders. I guess growing up -volt goffa' make your own decisions and

live with it. I still ask him questions all tlte tinte.

The following discussions and integration of quotes will help to contextualize

and provide a more concrete appreciation of what the athletes perceived the role of

their parents to be. The athletes in this study identified parents as a source of

guidance; early on, they contributed to having developed a mindset towards the

balance of academics, sport, and social aspects in their life. The following quotes

speak to the impoftant role parents play:

My Dad has been an active supportfor sure. He has been on me. He

just reminds me of what I need to do, what I should be doing and

sometimes of how I should be doing it too. My Mom ís there as more of

a support person. They work as a teamfor me so it's good.

One rulefrom my mom wes that if I was sick and missed school then I

had to miss practice too. A couple of tintes this ysar,l was prere sick
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in the morning and then getting better in the afternoon and then going

to practice but thinking...no I can't! Time management and discipline

fr"ont my parents ltave been huge.

Though their direct contact may be less in university, parents play an important role

in establishing the foundation for attitude, perspective, and work ethic.

Coacltes

Previous coaches emerged as being important influences in what came before

the transition for the three athletes of this study. For Derek, his previous high school

coach came to the CIS team at the same time and became his university coach. The

strong relationship he had with him has already been established. However it is

important to reiterate the crucial role the coach had before he got to the CIS. Roy,

Trudel, & Lemyre (2001) state that the coach's knowledge is important in

establishing credibility with the athlete.

The following excerpt from Derek speaks to both the high regard he has for

his coach's knowledge as well as the tremendous impact the coach had on him on an

athletic, academic, and emotional level:

I have never trusted anybody more with my whole entire life. He's

been my coach since grade 9. Ile have a strong relationship with him

and he's my teacher and you can't get around him.

He wasn't exactly strict, but he had some rules that you had to just do.

That you were expected to follow, he would never allow yott to go and

party the day beþre a game, lte would never allow just stupidness, even
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in the classroom. So if I got in trouble in the classroom, he would come

straight up to me and he say, "you at"e messing up and you're not going

to play unless you get that mark back up. "

Not only did Derek's coach influence him in his role as a student but he also

helped him with emotional control and attitude:

He really watched my attitude. Part of my attitude on the volleyball

cout"t in high school was being really cocþ and arrogant. There was a

time in high school when evety single time we played (another team in

the league) we would just yell at each other pointless, random things. I

think about it now and that's a stupid thing I said to him, that hurt his

feelings. One time it escalated and I jumped on the net by accídent, I

was just on the net and he grabbed my jersey and pushed it back through

the net then I went at him through the ner and (my coach) benched me

for the rest of the tournament. I got in so much troublefor that, he just

yells at me and I feel like the biggest loser.

Mark commented on how much more knowledge he gained from his club

coach before playing in college:

I think I learned more in two months of playing club and provincial.

than I did infour years in high school ... There is so much more

lonwledge; more technical skills. It got me more prepared mentally;

just playing with a ltigher caliber teamforces you to get better.
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Riley had a somewhat different perception in that much of his foundation came

earlier than high school and wasn't developed further until after high school in the

provincial and youth national team settings:

I didn't lzave a top high school coach but it worked out well because

we basically had the same guys fi"om club so he just let us go out and

play. In club we had the same coaches front l5 to l8 years old so they

basically knew what we could do. Iil'hatever tltey had taught us at an

earlier age was basically all tltat we had.

Just as students have many teachers who each contribute something to the

overall development for that student, coaching helped these athletes create new

perspectives and acquire new knowledge about the game and themselves. They were

also part of the overall developmental process of these athletes as they were often part

of club or provincial teams.

E I i te p I ayi n g experienc e

Few players make the step from high school directly to university. Many play

on club teams or provincial teams that group the top high school athletes. In this

study, Riley had the opporlunity to play on the youth national team. Much of the

initial experience in high school sets the foundation for these opportunities to play on

other teams before university. In that regard, the opportunity to compete at a level

between high school and university emerged as a key factor, in addition to the

influence of parents and coaches. This may be for a number of reasons. First, it

provides the athlete with another transitional experience as Trudel and Galipeau

(2003) suggest, "an athlete will be faced with the uncertainty of being a newcomer
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each time he or she leaves one team and joins another" (p.167). In essence, it could be

hypothesised that they are developing antecedent experience on which they could

reflect and re-connect in the CIS setting. Secondly, the gap between high school and

university is sizable. As one athlete pointed out, they \ /ere no longer just playing

against guys their own age. It is conceivable that an eighteen year old could be

playing against a twenty-three year old. This is a tremendous difference in terms of

physical and psychological development as well as experience in general.

Participating in elite club volleyball programs such as is offered by the

university or youth national teams run by the National Team, provide the athlete with

an opportunity to experience playing against better, more physical and experienced

players. It could also provide the experience of competing and training on the road

which was another factor that emerged as having an impact on the first year athlete.

The following excerpts from Riley illustrate the notions explored above:

Part of the reason I was able to balance everything was because of my

past experiences. Last year we did a lot of travelling to tournantents ...

I also played on the Youth Natíonal team where I lived (away from

home) for a month- We practiced and then travelled to the Dominican

Republic to play in the NORCECA Championships. All of these

experiences got you preparedfor living in a dorm or hotel room and

playing on the road just like traveling in the CIS.

Mark who had played in college shared:

College has got tne over the next stepping stone I guess you could say

... College whipped me into shape. High school I was in shape
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because of all the other sports líke basketball. My endurance would be

better íf I came directly from high school to university but my

volleyball skills would be I0 times lowet" because of the coaching and

the repetitions.

When asked to describe what prior experiences helped him the most, Derek

spoke of the confidence playing club volleyball for the university gave him before he

began his season in the CIS:

I think being on a successful club team (helped me the most). ThaÍ

gave me a lot of confidence going into univet"sity ... I really

appreciated that year. I started and we won the Nationals. That really

put my confidence up. I thought I am not that bad, I can play CIS. If I

hadn't played club I wouldn't have played CIS.

The opportunity to train and compete at a level superior to high school volleyball

emerged as being an important component of the successful transition to the CIS.

For first-year student-athletes, training and competing in the CIS for the first

time requires them to embrace uncertainty as they are faced with new obstacles and a

list of unknowns. The challenge of balancing the dual role of student and athlete

grows as academic demands and expectations increase. At the same time so does the

volume and intensity of on-court training.

When reflecting on previous influences on the transitional experiences of the

student-athletes in this study, the participants noticed the influence of their parents,

the lessons learned from previous coaches, as well as previous playing experience

that have all meshed together as being crucial to forming the foundation on which
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they stood as rookies on their new team. In September, the end of the season seems

very far away, but in the first weeks of the year, this foundation is tested as new

demands and new challenges force the first-year student-athletes to discover and

establish new comfort zones.
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CHAPTER FOUR

First Weeks of the Pre-season

A new look to an old gym...

Derek had walked through the doors of the gym hundreds of times but never

before could he remember entering with his hearî pounding and his hands a little

sweaty. His memories of the gym were ntore likely to include a teacher telling him to

settle down as he was constantly goofing around and getting into innocent n'ouble. It

would have been four o'clock and the school da¡t yy6yl¿ be endingfor most students.

Being a student-athlete, Derek would have been on his way to get changedfor

volleyball practice. He was lucþ, Derek was part of one of the top programs in the

province and he was a key player on a provincial championship contending team. His

teammates were skilled and he had one of the best high school coaches in the countty.

He had developed into an all-star player in the province and he was proud to be a

"go-to" gtty on his team. He was even good enough to be noliced by some coaches

from the city university club team. He was pat"t of a community of elite high school

volleyball players that had their síghts on tlxe next level. They were guys who loved

being in the gym. Volleyball players are athletes who take pleasure in being able to

jump higher than the next guy to hit the ball harder over a net and past the extended

hands of the blocker as it crashes to the floor. They are athletes who find it fun to

throw their bodies on the gym floor with no regards to pain, just to keep that same

ballfrom landing. Derekwas one of those student-athletes. Although, he hødfour

high school years of memories in his old gynt, today when he walked in, it was

dffirent.
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Today, it was no longer the gymþr a high school volleyball practice. No,

today that same gym was the place where Derek would be training in his first

university volleyball practice. The university gym was booked and the coach needed a

gym and this was it. Somehow, the whole gym looked different. Much bigger, or

maybe it was that he felt much smaller. He didn't walk through the doors smiling and

goofing at"ound. In fact, he shufiled in, found a spot on a bench next to the wall and

quietly put on his kneepads and tunnet's for practice. He was oddly aware of how

Iong it took to tie his shoes; he wished it would take longer that way he wouldn't just

be sitting there. He wouldn't have to walk on the cout't and not know what to do. He

didn't want to have to say anything or do anything. He longedþr the practice to start

and he would be saved by thefirst drill the coach asked of the players. It was his only

link to ltis new teammates and the only way hefelt safe interactingþr the time being.

It didn't help that the other guys in the gym were players that he, as a high school

student, had watched play in university. Now here he was on the same court as them.

Tltey looked at him as he walked in. They were sizing him up. Although a-few

short months ago he was the "go-to gtty" on this vety cout"t, now he was nothing.

Derek looked up to see Riley, another high school rectuit, and saíd a quick hello

before slowly getting up and making his way îo the ball cart. The veteran players

looked at Derek gave hím a nod, and carried on wíth their conversations. They were

laughing and stretching, starting to play with balls. It seemed that they were already

having fun. They seemed so big, so old, and so matut"e. They were men. Derek on the

other hand kept pushing back thefeeling but eventually he just had to adtnit it to

himself; he was terrified!
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[ï'hen Riley walked in to thefomilíar high school gym where he had played in

a couple of tournament finals, he was excited. Not exactly what he thought it would

be like. He figured it would be on the university court but since ít was booked here he

was with his new team, in the high school gym. Riley was unsure of how hefelt. Was

he netryous? Yeah, a little but he htew he was good at his position and hefelt more

excited than anything else. He had been recruited by the coach and he had experience

with tlte national youth team so he lcnew he could hold his own. He had been a

starting left side hitter and was chosen as a top ten player in the province in his last

year of high school. He wasn't thinking about that now though, ir didn't seem to mean

much standing on the court with the second, thir"d andfourrh year players. He was

going to be changing position. As a left side he was very strong in îhe high school

game but at the university level he was small. He was a great defensive player though

and the coach felt he would be a great líbero.

Riley made his way into the gym and saw afewfamiliarfaces; guys with

whom he had played club and províncial team volleyball. He nodded to Derek and

mqde his way to the benches along the wall to get ready for his first practice. He

noticed another player that had played club volleyball with him. He was from out of

town. He gave him a quick, "hey, how ya doin'? " and carried on getting ready. He

was anxious ønd excited to get going into some drills on court.

When Mark walked in, hefelt quite alone. He had played club volleyball with

some of these guys when he was younger but that seemed like a long time ago now.

These guys all seemed to lçnow each other. It made sense; they were all from the city.

They ltad all played against each other. Mark got readyfor praclice and walked
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slowly to the bucket of volleyballs that was on the gym court. The veteran players

were laughing and sharing stories of their summer exploits. "Oh hey Mark, I forgot

you were playing with us this year," said one veteran player innocently. Mark half

lteartedly chuckled to himself thinking, "Oh great, thanks a lot!" The rookies hung

back and anxiously awaited thefirst drill that would give them permission to walk on

Íhe court and start playing.

After some preliminary greetings and direction f"om the coach, the players

made their way to the court to start playing pepper.

"Hey, I'm Jon," said a tall middle playerfrom out of province as he extended

his hand to Mark.

"Hey Jon, I'm Mark. You wanna wann-up together? "

And so it began. A seven month season started, as it does every September,

witlt nervous young feeling rookíes putting on their best face trying to find the best

way îo become part of the team. This is the story of their firsr year.

Thefirst two weel<s: gaining entty to the new community of practice

When Derek, Riley, and Mark walked into the gym for their first university

volleyball practice, their comfort zone v/as very small. They didn't have any ties that

bound them to the team. Older, veteran players already had some gear from previous

years and were re-connecting with teammates. The first year players on the other

hand were seeking opportunities to make their first connections. This experience is

consistent with the findings of Galipeau and Trudel's (2004) qualitative study

pertaining to newcomers on a varsity team.
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At the start of the season, the three athletes in this study were peripheral

participants in their new community of practice (Wegner, McDermott, & Snyder

2002); the furthest level from the inner core of the team's community of practice.

They were indeed peripheral because they did not yet have access to intangible team

culture that was already, to an extent, in place and practiced by the veteran members

of the team. Even if they could have begun to ascertain some of these practices, it

would not be deemed "acceptable" to engage in the same team culture practices that

the veterans do. This is because as Trudel and Galipeau (2004) point out, it is the

coach who puts the players on the team but it is the athletes who decide if the rookies

are to become legitimate participants on the team and progress to the inner core of the

team.

When prompted to consider the season in terms of key moments of transition,

the first two weeks emerged as being a critical period of time marked by unease for

the athletes even in a positive environment. As we will see in the coming sections, it

is in these first two weeks where there is a convergence of role ambiguity, goal

formation, gyn culture establishment, relationships with teammates and coaches,

performance perspectives and opportunity. Once the two week period was over, the

participants felt that things changed; not necessarily in a tangible way, but they were

different. This early process of gaining entry into the team was experienced by all the

participants of the study.

Work ethic and executíon of skìll

Interestingly, the fact that they were not yet accepted into the inner core of the

tealrì's community of practice meant that they were not comfortable to fully allow
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themselves to be themselves. They expressed a preference to establish themselves on

the court first. On court, they could establish two ways to slowly gain entry into the

team and consequently expand their comfort zones so as to be able to let the team

discover them in terms of who they were as people; that is, in terms of their

individual personalities and qualities. The first way was by demonstrating their

technical ability to play the sport and the second was through a demonstration of their

work ethic, again on court, in training situations.

Regardless of experience or position on the team, when the coach set up the

drills and the players began their training, there existed a link between all of the

players. The nature of the sport of volleyball is such that players need to work

together. To keep a drill going each player, be it a veteran or a rookie, will need to

execute the technical skills of their position in the sport. In this capacity, the

participants felt it was their first opporlunity to show what they could do. Though

they didn't yet feel comfortable expressing themselves in terms of their personalities,

they felt that through the technical parts of the sport, they could gain entry. When

presented with this interpretation during the member checking process, one

participant shared, "I agree with that. That is bang on. If guys are coming in (maybe

from out of town) and they don't know anyone, they stick to volleyball. If someone

talks to you, it is all volleyball, that's it." Unfortunately, the feelings of fear

associated with being so far outside their comfortzone added a challenge in that they

now had to perform with anxiety.

In the first practices of the year, Derek, as did the other first year student-

athletes, came to the team or rather, came to the first practice as an outsider on the
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team. Although, he had spent countless hours working on perfecting his game, the

first sessions with the new CIS team were spent in what Derek called an "out of body

experience." In attempts to avoid missteps, Derek did his best to look calm while all

the while, a nervous, young player tried to figure out the first drill. He wondered to

himself if this was how he would feel the whole season. He had been on new teams

before; in fact many times in many other sports too (baseball for example) so he k¡ew

that this feeling of anxiety and the pressure of the unknown was temporary. What he

didn't know at that particular moment was how he could stop "sweating buckets" and

just start to do what he had always done best. Derek explained:

In the first couple of practices I was sweating buckets beþre we even

started. When people started to serve I was just on the verge of

breaking down, I didn't know what was going on. I was too neryous to

talk to anyone...

He also realized:

...that was my reflexfrom being embarrassed, was to not say

anything at all. And just do my job on the courL I was trying to get

them to respect me on the courtfirst beþre anybody became

friends.

It appears that early on self-confidence is not high and players rely heavily on

technical performance and work ethic to begin the integration into the established

team culture. Here is another excerpt from an exchange between Derek and I:

Derek: I didn't want to speak out loud. Then after about a week, I

realized that I can't just not say anything for the rest of the season.
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C.J.: Why did you think like that?

Derek: I don't know, my reflex from being nervous, like I didn't want to

embarrass myself. I say a lot of stuff that I don't think through and I do a lot

of things that are stupid. So I didn't want to embarrass myself in front of all

the players. And I didn't want to look like a younger guy; I wanted to be at the

same level as them.

Mark's comments were similar in that he also described a feeling of being an

outsider at that first practice and not feeling comfortable with himself in this new

environment to fully allow his personality to show through.

I was a little quiet going in but as soon as practíce got a couple of

weeks in, people started loosening up opening tp and talking so that

made it more comfortable; as soon as you could talk to people.

He also offered the following synopsis when asked to consider the season in terms of

key moments in his transition:

At first ¡,ov want to show everyone that you can do iî. During that time

you are shitting your pants trying not to make a mistake. That lasts a

week or two. After that it is more technical. That is where you learn

that a guy can rip on a ball. Once you lcnow that a guy can hold his

own on the court, there is a respect that goes with it. That's how it

then gets carried off the court.

In addition to technical ability, on-court work ethic was another means that

the first year players felt was instrumental in helping gain access to the inner core of

the new comrnunity of practice. In the first few weeks there were such unknowns
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pertaining to playing time, role, position and a host of other issues, that execution of

skills and effort in training situations were the two things that were within the control

of the first year players. At the mid-point of the season, each reflected on the pride

they felt in the work ethic they displayed in the first weeks of the year. The

participants felt that the work ethic they displayed communicated what they could not

say verbally; that they were committed to working hard for the team. That they were

for real:

I'd sa1, like, two weeks into the practicing ( I started to feel dffirent -

accepted). They just really got to know what kind of a player, what

kind of heart I was going to put into the team and they realized that I

wanted the bestfor îhe teant and that I wasn't just slacking off, I think

that's fhe ntain tlting. Even if I slackedfor two weeks now, I would lose

all that respect right away.

Another participant shared how he also felt demonstrating a strong work ethic was

important:

... just giving it your all in practice; that you have come to play and

that you're not just a rookie guy thqt came to practice and just gíving

half ass at practice. You've come to show your all and give it your all

at practice.

The reliance on work ethic as a means of access to the new community of practice

was magnified by the fact that none of the three players were immediate impact

players that commanded a physical presence by their dominating play (e.g.,

extraordinary vertical jump or attacking ability).
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I think a lot of players are immediately accepted because they can

bounce a ball into the roof. It doesn't matter f they are dumb as bricks.

Bul someone like me, I tried as hard as I can and that's why I was

noticed al the beginning but I wouldn't say that my skill was the thing

that made ever"yone notice me.

Work ethic and technical execution were both factors that the f,rrst year athletes could

control and they both emerged as the chosen method for them to begin their

integration into the team.

The training environment: feelings of discomfort in a positive setting

One point that is important to understand when readying the above quotes is

the fact that although they seem to suggest an uncomfortable or maybe even a

negative feeling, this was not due to a negative training environment or toxic team

culture. In fact, the opposite was the case. I was surprised when the participants told

me how quickly it took to get over these initial feelings of peripheral participation and

discomfort. My experience told me that they may have still been feeling that way

until shortly before the break. In reality, the participants suggested that this was only

something that existed for a few weeks.

Furthermore, they were also emphatic on how quickly their team closer and a

level of trust and comfort was developed. When asked about the dynamic on his team

Mark described it as, "Really positive. All the guys get along. No one has any hate on

for anyone else. Everyone pushes each other on the court." Derek stated, "It was

really easy to get to know everyone on the team because everyone really wanted to

meet everyone else." In the second interview protocol, when the season \ryas over,
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Derek also reflected on how close the team had become saying, "it was special for me

to play on the team this year with the people that were on it; so many great people.

We really saw grown men come together and support each other." It is interesting

then to consider all that is happening to the first year player in the first weeks of the

season.

First year players come in to the season full of conflicting dichotomies. They

are nervous about the new team but excited to get going; they see familiar faces but

also see them in new roles; they come in to practice as stand out players on their high

school teams but are now unsure of their sporl and role on the new team; they are

playing a familiar sport but they have doubt in their ability. All of these dichotomies

exist with the understanding that there are increased expectations from coaches and

teammates and that acceptance from the veteran players is not automatic.The first

year players realize this and thatrealization along with the inner turmoil comes to

shape the goals they set for themselves. As well, it sets the scene for discoveries

about new roles and different perspectives towards success, failure, and taking risks

to become true members of the team.

New coach, new level, new expeclaÍions

The team on which the athletes of this study were members, had a unique

situation. As the athletes transitioned into a new level of competition and training so

did their coach. I include this because the athletes mentioned it as well in their

reflections on their transitional experience. The head coach was also a new coach to

the program and to the CIS level in general. Although new to the CIS, he brought

tremendous experience from many levels of volleyball. He has been recognized
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nationally and has had success at the high school and provincial team level.

Interestingly, he was also the high school coach of one of the participants in the

previous season. I found this particularly interesting when hearing of that athlete's

particular reflections pertaining to the coach's expectations.

I think it is also irnportant to point out that other than two players on the team

none of the other players had any previous experience with the new coach. This was

not the point of the study but from a purely individual level, it is reasonable to

suggest that this may have had an impact on the team development as every student-

athlete regardless of his experience was going through a transition of sorts with the

new coach. This transition included becoming familiar with his routines and

ultimately his expectations. For the three first-year student-athletes, the relationship

with the coach and the understanding of his expectations were integral parts of their

transition experience.

Coach expectations and relationships

Part of the richness of qualitative, and in particular, interpretive research is the

emergence of themes and the processing of experience that would have otherwise

remained blurry or perhaps not even noticed. In this study, the main themes emerged

as being the integration into a community of practice as a function of the athletes'

ability to prove themselves and meet expectations of both the players and coaches. I

begin this section with that caveat because the data provided by the participants

through their stories came after reflection and discussion. Without knowing it, they

described much of what the literature had been suggesting.
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As I will describe in subsequent sections, the athletes endeavoured to

transition and develop their ties to the team from peripheral participant to full

participant within the athlete's community of practice. Part of that research posits that

as the athlete integrates and moves toward the inner ci¡cle to become a full

participant, the impact of the coach becomes far less (Galipeau & Trudel, 2004). In

other words, a coach has far greater impact on a first year player than he does on a

fifth year veteran player. This is why it is important to dedicate some discussion to

the relationship the athletes in this study had with their coach in addition to the

increased expectations that the athletes felt at the CIS level from their new coach.

Part of the important role coaches play in the first year for freshman student-

athletes is creating a positive enviroment for training and growth and for instilling a

level of expectation into that training and consequently in the perfonnances of their

athletes. More specifically, the coach's philosophy infiltrates the training by his

actions, his words, and his decisions. In turn, the athlete's behaviour is affected and

influenced (Pelletier & Bower,2001). As Pelletier and Bower explain, coaches

develop expectations based on the characteristics of their athletes and the behaviours

that he observes from them, and the observations and comments from others.

Furthermore, they suggest that the interpretations of the coach's behaviours on

the part of his players, influences the perception the athletes have of themselves. In

the present study, each participant alluded to the fact that the expectations they felt

from the coach were far greater than they had ever felt on their high school,

provincial, or college teams. In particular, they outlined the fact that the expectation

for performance was not in relation to their experience. In other words, through the
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eyes of the first year players, the fact that they were freshman players did not mean

they were afforded a lower expectation. The following quote illustrates these

perceptions:

I have to say that I haven't really had a coach like him beþre. He's

quiet in a way but then he'll be loud at times too. I've had a really

quiet coach before, lte doesn't say too much so you don't know what

he's thinking like ,f you're doing bad or y6y're doing good. It's like,

'do you think I'm any good?' So you doubt if you're doing Íhis right.

With (this coach), ,f you do well he'll just let you know it's good job

but if you do bad, he'll let you know you need to pick it up by sa1,ing,

"let's go type of thing, it's CIS volleyball, start playing."

For each of the participants there was an obvious level of respect for the

coach. They described intangible characteristics that had his players wanting to

impress him; to never let him down.

Vílhatever he says is important. In a drill, he won't disrupt you unless it

ís something that will help you out. Vlhatever comes out of his mouth is

something that will make you better.

..obviously you're excited and you don't want to let him down, so in

practice like I said everyone likes him and he expects a lot and you're

going to give it to hím ,f you have respect.for the guy. So evetyone

gives it their all in practice and no one lets him down.
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At the same time, the expectation from previous levels (e.g., high school

mentioned previously) is much different. Expectations regarding execution of skill

and strategy as well as the training load are much greater. In that regard, the coach

also emerged as someone who demonstrated a good ability to draw on the teaching

components of coaching. Interestingly, the'new' CIS coach is also a volunteer

teacher-coach of one of the top high school programs with a proven longevity. One

participant shared:

(The coaclt) has helped me as one of the smaller attackers (in rhe

league) and trying to learn dffirent shots andfinding ways to score.

The (coach) has helped me out a lot. I haven't really had many people

teaching me on certain shots and how to score.

The high level of respect is a reflection of the positive relationships the coach

was able to develop with his players. As Roy et al. (2001) found in their qualitative

study pertaining to university sport experiences, that in addition to the sport context

and achievements, the relationships with coaches played an important role in the

overall sport experience. Virtually all athletes who shared positive sport experiences

made reference to their coach and specifically to good interpersonal relationships.

Conversely, negative relationships with the coach contributed to an overall negative

sport experience. The participants of this study suggested the supportive nature

coupled with the expectation for precision in their performance as key elements of

this positive relationship. They offered the following reflections:
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They (coaching stafi) were just really helpful in the first couple of

weeks and encouraging. They said, "this is what we got so let's use

tl' .

The athletes appreciated the coach's honesty and support and were able to contrast

this with previous experiences in tryouts camps they had attended.

You don't want to make a mistake. With tryouts you're not sure ,f yo,

are doing well or not though, because the coach is not usually giving

you any.feedback so you're hoping you're doing pretty well kind of

compared to everyone else. But in our first week, out" coach was giving

us lots offeedback, and he's vety encour"aging so I think that ltad lots

to do with our development as a team.

This type of positive training environment appears to be critical. As we

already have discovered there are many factors impacting on the freshman athlete in

the first weeks and throughout the season. In addition to the increased demands in

terms of performance expectations on behalf of the coach, athletes new to the CIS

must also contend with participating in their sport with a whole new perspective. This

perspective includes new views with regards to training time, game preparation and

competition against other teams in league and tournament play. First, athletes

generally come to the CIS with the experience of training at a lower intensity of two

hours in high school. The one participant who had played some college volleyball had

additional experience with the increase in training load but the other two were

experiencing three hour practices five times a week for the first time. The following

comment was offered by Derek:
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We've been practicing three hours a day with weight training on

Mondays and Wednesdays for an hour and a half, I guess that might

be normal...l don't know.

Mark offered how the increase in on-court training took a physical toll on him:

The workload (has been a surprise). Three hours a day. It just took a

bearing on the body for the first weeks of the season. The guys Íhat live

in residence usually go eat together after. We were all stiff to tlte bone,

limping to go eat. It was tough. I've never done three hour practices ...

The workload was unbelievable.

This increased training load is but one of the differences first year student-athletes

will experience when they reach the CIS.

Once the season gets underway and competition begins, the athletes are

exposed to the next big change from their previous experience. A different

perspective towards match preparation and game day encroaches the freshman

athlete. Whereas in high school game preparation consisted largely of arriving at the

game and then simply stepping on the floor and playing, once these first year players

arrived in university they quickly saw that practises during the week slowly became

more focused on the team they would be facing that weekend. When on the road, they

would leave either late Thursday night or early Friday and would have to make

arrangements for their classes they would miss on those days. In addition to the

training, they were now exposed to game planning which combined classroom

sessions and video on the opposition. This added another dimension and importance

to the matches for which the team was preparing. This was also one of the bigger



75

changes that the athletes highlighted as a part of their transition to the CIS. The

following are some of their comments:

High school and up to provìncial team is nowhere near the same thing,

like with all the practices and the big games. Like game day, it's pretty

big you have to get your mindset early in the day. You ltave to get

readyfor that. People at"e coming to watch. Like that's what you are

doing this weekend, is playing those two games.

The importance of the league games was immediately felt by the players. In addition

they had to leam how to prepare for the upcoming opponent in greater detail than

they ever had before. Riley shared his impressions on match preparation:

I haven't really done that (game planning) before. Because we would do

it a little bit in a hotel roomfor a couple of minutes, but this is like, you

walk in and you're in Íherefor an hour or so and you're taking notes

and you're analyzing rhings you see on a certaín team and their

tendencíes and tltat. Before I was never reallyfocused in those meetings,

but now you're talking to guys and you're watching, you're seeing what

they see. Thefirst time I didn't pay that much attention, but now

evetyone does and you see how important those meetings really are, how

much you get out of them.

As the competitive part of the season began, the first year athletes began to see

game day in a new light. The focus on preparation, both on-court and off-court,

was a new and an important part of being a CIS level student-athlete.
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I belong

When asked about their goals for the season, each participant shared that they

wanted to get on the floor and make a contribution. Aside from the participant in a

key position behind a fourth year player there seemed to initially, in the unknowns of

the first weeks, be an inaccurate perception of what a realistic role could be and thus

the goal fluctuated between, 'Just getting on the floor" to assuming a starting role.

More detail on this will be provided in the following section pertaining to role

ambiguity. One of the three participants, Riley, emerged as a starting left side player

and did assume alarge role. More detail in this regard will be given in subsequent

sections.

The other two participants, Derek and Mark, played supporting roles as non-

starters. Aside from playing time, the notion of proving themselves was reiterated a

number of times. Beyond confìrming to themselves that they could play at this level,

the main goal emerged to prove to their teammates that they could play at the CIS

level. By doing this, they could earn their trust and respect. One parlicipant shared his

goal for the remainder of the season at the break as follows:

My goal actually is to get trust from everybody else, so when I go in, if

I have to go in for 6 points they have complete faith that I can do well.

That's the only thing I actually care about, everybody thinking that I

can do my job.

Another shared the following:
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I try and impress them (veteran players), work hard in front of them jttst to

show them that I should be there, prove to everyone that I should be there,

that I am there.

In addition to teammates, the participants also felt the need to prove themselves to

the coaches:

Evety time I arn on the court in game times I tltink I do at least one

thing positive. I always try and do something positive so I let him (the

coach) know, 'hey I am in there, I did something well, I can do it

again, put me back in there.'

Once the initial weeks of the season had passed and the team was starting

to settle into the first phase of the season, the importance of perforrnance escalated

as players began competing for roles that would be divided into starting positions

and support roles such as coming in to serve and play defense for a couple of

points.

Role ømbiguity and establishment of new roles

The participants of this study were each key performers on their respective

high school teams. Derek and Riley were amongst the top leftside hitters in the

province and played on highly ranked teams. Mark, played on a rural team and after

club experience in the city, quickly outgrew what his high school program could offer

in terms of continued training. Needless to say, they were each very key players on

their earlier teams. When they arrived at university be it via high school or college (in

Mark's case), two things occurred in relation to their roles and performance. First,

there seemed to be many questions around the potential role each would play; in some
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cases there seemed to be an inaccurate perception of their potential role on the team.

Second, there was a change in perspective towards success and failure. In the next

section, a closer look at role clarity and its impact on the frrst year experience will be

given. In the final segment, the juxtaposition of on-court feelings of the first-year

athlete participants will be discussed.

Unawareness to acceptance - a key factor in a successful transition

In the beginning weeks, even months into the CIS volleyball season, there is

very little competition. It is a time for training and as discussed earlier, it is when first

year players are seeking ways to find their niche on the team. In the case of the

participants of this study, they felt they were able to relatively quickly integrate

beyond a peripheral participant towards becoming a legitimate participant (Lave &

Wenger, I 991) by demonstrating competency in their sport specific skills as well as a

commitment to the team through a solid work ethic.

Until the first competition, the only measuring stick for teams in comparison

to other teams or players in terms of comparison to other players is within the training

environment of the individual teams. In this situation, players do not necessarily have

an accurate way of determining where they stand. Derek shared how he was unsure of

what his role could be on any given day. Often, he was very fickle in his attitude

which wavered depending on his performance at practice.

I had assumed that I was going to start when I was put on the team.

Your thoughts change so much - almost between every practice! I

mean, you can have a good practice and think you're going to start

and have a bad practice and you're not going to start ... There was no
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set starting line so I thought I could beat out the other guy and øfter a

good practice I thought I'm good - gravy! And after a bad practice I

thought, man I don't lcnow about the next game.

As the season progressed to games against other CIS teams in tournament and league

play, a more accurate understanding of the role was achieved by the first year

athletes. They understood the dramatic change in the competition level and came to

accept their role on the team.

At the beginning of the year I'm like, oh I'm second string right now,

but that's just because he was on the team last year, I'll beat hint out.

But now I'm starting to realize that yealt, he's a great player obviously

if he has been playing university for a while, and I totally respect that.

He's a greqt guy, so I don't take anything awayfrom htnt. It would be

nice obviously if I could play, but the best man has to go on the court.

Derek also had the added challenge of changing to a more defensive minded

position than the leftside attacking position. At the mid-season interview, he was still

dealing with that change and trying his best to accept the role he was to play. At that

point he hadn't yet had the opportunity to play very much in competitive situations.

He shares:

Throughout high school I have been leadíng in kills, you know I've just

been the "go to" guy on the team. Now, I knew this was going to

Imppen the whole time, like I htew in the sumtner I'm not going to be
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the 'go to guy' and I thought I would get used to it. It's still super

hard, even now, I'm not even playing power, I'm playing libero and I

still want to get set and crush a ball. But in the last two weeks, I've

realized what my job is; that my job is it just to pass, to pass perfect.

So that's what I amfor, that's my job. Andwhen I come out, I'm happy

if I did my job.

It wasn't apparent at the time but in the post-season interview it became

clearer that Derek still hamessed a good deal of frustration in regards to his role. At

the mid-point in the season he had not yet internalized the experience or attached any

meaning to how he felt about it. By the post-season interview, however, things had

changed. At that point, he could reflect and highlight how negative his attitude was

during the first half of the year. In hindsight, he was able to identify the fact that

although he didn't feel like an outsider to the team, he felt like a practice player. This

was a far cry from the major role he had occupied on previous tearns. This led to a

negative attitude which in turn, had a negative effect on his performance:

I think it was past the half way point (that I began 1o change), I think it

changed because my attitude changed. I was looking at it more

positively on even just being on the team. I was stat'ting to look hoppy

about that. Atfirst I was like why am I not playing, what's wrong? I

was looking at the negative aspects of everything. Later on ìn the year,

I was being grateful for just being on the team, meeting new people. I

had a totally dffirent outlook on it. I think that even changed the way

I looked on the court in practice too. The people looked at me more
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posítively. When I went in, I happened to do well, I did my job and

that's why he kept putting me in.

Although it is diffìcult to pinpoint exactly why this happened, the fact that it did occur

after the mid-way break can shed some light on Derek's situation. It was at that point

that the team played in an exhibition tournament in the United States and although it

was unfortunate for the other player, Derek benefited from a starting player in his

position falling ill. This allowed Derek to play entire matches. This was critical and

helped shift his mindset:

... The antic:ipaÍion for the first point was the most gruesome,

exhausting time of my life ... I don't think I even played that well that

game, I got aced a couple of times but I got that monkey off *y back. I

played afull gamefinally. I lcnew it was going to come. I knew I was

better than that first game and then a second and I eventually played

better. My confidence went up 30000,,6! Justfrom playing ... I felt

really, really good about myself. It ntay have been that that changed

my year around.

For Derek, the fact he had not had significant opportunities to play was negatively

affecting his attitude but once he was able to play unconditionally, that is, to make

mistakes but be able to work through them and continue to play, his attitude and

perspective improved.

This shift in perception is critical in team building. With only six players

playing at once, a rookie player has a good challenge ahead of him to eam a starting

spot on the floor. Subsequently, it is important for athletes to come to a certain degree
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of acceptance of the role they are given on the team. The players in this study

expressed the desire to prove that they were able to do their'Tob" on the team. This

may mean contributing with solid serve receptions, scoring the big attack on game

point, or coming in to serve. The sooner that 'Job" is accepted, the sooner the focus in

training develops around becoming as competent as possible in that role.

Herein lays connections to literature surrounding communities of practice and

team dynamics. The stories shared by the participants in this study indicate that their

integration into the team, starting from peripheral participant towards legitimate

participant, and then onwards towards a rookie-veteran relationship, until finally

becoming full participants was a function of work ethic and proving competence their

skills. This enabled them to fully engage in the team and assume a contributing role to

the team. This is similar to Tuckmen's (1965) model for group development which

suggests stages of forming (members coming together without a common goal or

purpose), storming (competing for roles, possibility of conflict), norming (role

acceptance), and performing (synergy exists between team members where there is

collective pursuit of a common goal and vision). As illustrated in previous excerpts,

the participants in this study did not share any stories of outward conflict on the team

but there were times of unease, inner conflict with feelings of doubt, before they came

to accept their roles on the team and began to integrate towards becoming legitimate

participants as the team began'norming'.
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CHAPTER FIVE

Competition Season Begins

Opportunity knocks

It was early in the season so it didn't matter that they were getting crushed by

lhe team on the other side of the net. They weren't even supposed to get I 2 points on

sonte of tltese teams. Derek's team had come a long way though in a short amount of

time. They had to. Tltey were a team. Well, as much of a team as they could be in a

montÌt and half and they had to step on the court together and see what they had. For

a month and half all they had was each other in the gym. They didn't lonw how good

lhe¡t ¡qt¿v¿. The veteran guys seemed to feel good about how they were doing so Derek

was content. He didn't have a clue. He was just happy to no longerfeel like he

couldn't speakforfear of saying something stupid. Thatfirst Friday, when he put on

tlte jersey, it actually hit him. Derek was exploding with pride just by wearing the

jersey. He wondered if the other rookies felt like he did. He was actually weartng the

jersey of a CIS player! Later that night as he had îried tofall asleep afrer theirfirst

game of the season, he got lost in his thoughts wondering who thte person was that

had worn the jersey before hím. What position did he play? Did he play all five

years? lï/as he an all-Canadian? Was he a big recruit? He had made a mental note to

try andfind out what he could.

The weekend was good so far. His team hadn't won yet but Derek was finally

starting to feel like he was fitting into the team. The older guys and the coach knew he

was working hard in practice and he was doing some good things. "Maybe I could

even start," Derek often tltought. He just needed that chance. He lçtew lte could play
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al this level. Heck, he was the go-to-guy in high school. Granted, there weren't any

6'8" 23 year olds in high school but he still thought he could get the job done.

No sooner had Derekfinished longingþr his chance to step on the court, díd

ltis coach look up at the scoreboard and then down the sìde line to the end of the

benclt where tlte supporting cast was standing. They were on the wrong side of a lop-

sÌded score and he was thinking of ntaking some changes. The coach got up from his

chaìr and srarred rc walk to the end of the bench.

"ls he walkìng towards me? " thought Derek. "l think he looked at me. Yes, he

definitely looked at me. Oh bo1,, I hope I can pull this off. I don't want to screw up my

.first chance."

His coaclt put an end to any doubt that he was going in. "Derek, you're going

in to serve and play back row. Are you ready? "

"You bet," Derek nodded with a look of confidence as his heart threatened to

explode out of his chest. He had only been watchíng up to this point ín the day, in the

Tournament for tltat matter, but he was nevertheless already sweating as though he

had justfinished playing an entire set and had served and dug every ball!

As he stood at the side line waitingfor the player he was replacing to run up

to make the subsfitufion, he couldn't help butfeel doubtfrom the other guys on the

team. He figured they were just hoping he wouldn't make any huge mistakes that

would cost them more points or embarrass them. He quickly looked across the net

and felt the guys on the other team wondering, 'who is thís shmuck getting subbed

in? ' Witltout knowing, Derek pushed those thoughts deeper inside and did his best to
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concentrate on his play. The attacker on the other team had narrowly missed his

target down tlze line and as a result, Derek was going in to serye.

Tlte whistle blew and he tossed the ball in the air to setne. His armfelt like it

was made of lead and the larget on the other side of the net was in rhe other gym.

Nevertlteless, Derek opened his hand and hit the ball as high and hard as he could.

The ball just ntade iî over tlte nel. It wasn't the toughest setne but it was over the net.

Tlte other teant made a decent pass and the setter set it to the middle player who cut

the ball around the block to the opposite side of where Derek was playing defense.

The attack scored and so Derek's team lined up to receive set've. Derek took a quick

Iook at his coach to see íf he would be coming out but there was no indication that he

was. He took up his position in the back right of the court and got ready to pass.

The first serne carne over but not to hÌm. The set went to the right side hitter

but unfortunately he didn't score the point. There would be another serve comíng

over. Derek could hardly contain the anxiety he felt. He absolutely did not want to

blow tlrc pass or he may not get anothet'chance but he had something to prove. He

needed that player to serve him the ball. Finally, in what seemed like an eternity, the

ball left the set-ver's hand and was coming into his zone. Derekfelt like he was in

junior high, Iearníng to pass all over again. Luckily the ball, with what seemed like a

mind of its own, bounced off his arms and sailed perfectly to the net where his setter

connected with the middle hitter. Wen the ball hit thefloor, a rush of relíefflowed

tltrough Derek as a huge weight of anxiety and nerves was liftedfrom his shoulders.

All he wanted to do now was keep playing and keep passing.
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Integrating into the team: afunction of role acceptance

and dealíng with mixed emotions

Derek's first on-court experience seemed to be typical of some of the feelings

that were felt by the other two participants. This feeling hinged on the desire to prove

to teammates and coaches their ability (as explained earlier) as well as the mixed

feelings of success and failure involved with getting an opportunity to play. The

participants used words such as 'excited' and 'anxious' to describe their first

moments on the court but they also used words such as 'nervous' and even 'terrified'.

This lends support to Bruner et al. (2008) who found that for rookie collegiate hockey

players, "the adjustment of receiving less plalng time when entering elite sport

impacted their confidence" (p.2a$. Once individual ability was proven, the ability to

do his job, the feelings of competence and thus self-confidence increased as did the

orientation towards achieving success. This marked a change from the early part of

the season that was dominated by an orientation towards afear of failure.

Fufihermore, these experiences shared by the participants speak to the fact

that their focus is largely individual until they feel satisfied that their ability has been

proven. They do their best to integrate into the team but at an emotional level, fuIl

integration - or at least a movement towards having what the community of practice

research would call a rookie-veteran relationship - is delayed until they feel proven.

In the member checking process this was confirmed by one of the participants who

agreed that with the increased opportunity to play came integration into the team. He

said, "with games it comes along. At the beginning, in the first game you are not

playing like yourself. For a first year player playing you are not going to play the way
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you \¡/ould like to. I felt that came naturally with games." Given the limited

opportunities that typically are associated with a first year experience this can cause

increased anxiety. It is somewhat of a double edged sword until a certain degree of

individual success can be achieved by rookie players. They are caught in the middle

of a conundrum that has those wanting opportunities to play while at the same time

being nervous about not performing once given that opportunity.

In the previous narrative, Derek demonstrated this inner conflict by at once

wanting to be served at but at the same time, being very nervous about not being

successful on the pass. Furtherrnore, the pressure to perform is magnified given the

fact that he didn't get numerous opportunities to play in cornpetitive situations. Derek

explains this feeling in the following quote:

I know I'm al par and above in high school but in university you just,

you could be good in high school and just be mediocre in university.

It's really scaty that that can happen. That's what I'm afraid of, No

one even knows if I'm mediocre or if I'm good or if I'm bad because I

haven'Í gotten in fhet'e.

Underlying this was doubt in the trust that his teammates had in him. Mark

shared the following observation when reflecting on his first experiences in the first

part of the season:

Nobody says anytlùng if you do bad and nobody says anything ifyou

do good; but if you do bad you get a little bit of cold shoulder and you

lmow and you sense it. You even sense ít if you've done badly in the

past and you're going in. Tltey're just like, 'oh ...'
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These are all signs that the first year athlete has not yet achieved a level of individual

success that allows him the perspective to be able to neither fully celebrate and accept

his role nor integrate beyond a legitimate participant level towards a rookie-veteran

relationship.

With time and proven success however, this did come. In that light, it required

a post-season reflection to recognize the evolution. Also, from a team development

perspective, the group will not fully transition into Tuckmen's (1965) fourth stage of

performing until athletes have fully ernbraced and accepted their role in the nonning

stage. Thus, it is important for coaches to balance the needs in the early season for

result focused success (e.g., wins) and the process it will take to empower first year

players to accept their roles and have their teamlnates accept them as well. This

process appears to include providing a patient environment for athletes to gain

opportunities to show what they can do. It is also important for the coach (and the

team for that matter) to appreciate that the first year athlete is trying his best to

capitalize on that opportunity while also trying to cope with the added pressure to

perform given his limited experience.

Fear of Failure vs. Approaching Success

The juxtaposition of emotions explored above highlights a journey from a

strong motive to achieve success to a fear of failure and back again. In the initial

literature review, the topic of achievement motivation and more specifically needs

achievement was not considered. As the interpretive nature and process of this study

unfolded, it became clear that elements of achievement motivation were indeed an

important component of the first year experience. No psychometric tests or
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inventories to determine levels of achievement motivation were performed. Rather, it

was some of the descriptions and characteristics of this precept in sport psychology

that emerged as the players spoke of the way they, without meaning to, had moved

away from the confìdent success oriented perspective they played with in high school

to playing with a degree of fear of failure.

In the literature, it has been suggested that fear of failure has been viewed to

influence achievement behaviour (Conroy & Elliot, 2004). Conroy and Elliot

summarize fear of failure as representing, "a dispositional tendency to experience

apprehension and anxiety in evaluative situations because individuals have leamed

that failure is associated with aversive consequences" (p.273). In this particular

setting, this could be interpreted as not starting or having reduced playing time or

diminishment of one's role on the team. Achievement motivation is also commonly

referred to in sport as competitiveness which progresses from a trait oriented view of

a person's need for achievement to an interactional view between goals and situation.

From this point of view it is considered a personality factor (Weinberg & Gould,

1995). Gill (1986 as cited in Weinberg & Gould, 1995) has defìned achievement

motivation as, "a person's orientations to strive for task success, persist in the face of

failure, and experience pride in accomplishments" (p.14). Weinberg and Gould

(1995) summarize three main theories involved in achievement motivation as being

l) Need achievement theory (an interaction between personality factors, situational

factors, resultant tendencies, emotional reactions and finally achievement-related

behaviours ,2) Atn"ibution theory (how people attribute their successes and failures as

a result of stability and locus of control, 3) Achievement goal theory (an interaction
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between achievement goals which are either outcome or task oriented, perceived

ability and the resulting behaviour).

Achievement motivation theory tells us some interesting things about high and

low achievers. For instance, high achievers have a high motivation for success, they

focus on feelings of pride of success, they have a low motivation to avoid failure, and

they attribute success to stable, intemal factors they can control. Failures are

attributed to unstable and external factors out of one's control. They will usually

adopt task goals and will seek out challenges and take risks. They will also perform

well in evaluative conditions. On the other hand, low achievers tend to demonstrate a

high motive to avoid failure and tend to focus on the shame and worry that result

from failure. They will also have a tendency to attribute success to unstable and

external factors that are out of their control. Failures are attributed to stable and

internal factors. Low achievers tend to adopt outcome or result goals, they will avoid

challenges and thus take fewer risks. They will also perform poorly in evaluative

conditions (Weinberg & Gould, 1995).

While these descriptions of high and low achievers within the perspective of

achievement motivation goes beyond the objective of the current research project,

psychological profiling, self-report measures or any other data collection tool on these

topics were not used for data collection. Nevertheless, many of the notions covered

within the three theories described above can serve to inform the comments and

reflections from the participants of this study. As I show in the following interview

excerpts, the athletes speak of the pressure of "evaluative others", the role of

perceived ability and the shift from external-internal and stable-unstable attributions.
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As previously mentioned, the participants in this study were players who

occupied important roles on their previous high school teams. In fact they were not

only skilled players on their teams but they were recognized throughout the province

by other coaches as being amongst the top volleyball players in the province. Their

reflections from high school prior to playing at the CIS level speak to different sets of

perspectives and mindsets in the early part of the university season.

Riley, who held a starting role on the team, had a different early season

experience from the two non-starters. He also shared the feelings of nervousness and

nanow internal focus in the first weeks and especially in his first opportunities on the

court. He had a role, however, as a starter and thus did become a key player who

rarely left the floor. He expressed the conflicting emotions of wanting opportunity

and success but fearing the repercussions of failing. In his case however, it was short

lived as the number and quality of opportunity was much greater. Nevertheless he still

experienced the same fluctuation in his perspective towards his motive to achieve

success and avoid failure. He reflected on the early part of the season and offered the

following:

...thefirst couple of games of the seûson obviously you're not going to

be confident. I'm afirst year guy, these are big guys you've been

watching for the last couple of years, and now you're playíng against

them.

As the season progressed, Riley's outlook shifted to a more confident

perspective we can see in the following comments:
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Beþre I was kínd of playing it safe to not screw up; you're the young

guy out there and you don't want to make any mistakes. But, now ít's

just pttt the ball away, don't worry about making mistakes and you don't

even notice the crowd anymore.

Riley became much more invested in the team at an earlier point than the

others. His goal quickly changed from just getting on the couñ to wanting to maintain

and expand on his role as a passing left side attacker. In fact, he stated his second half

goal as wanting to lead his team in areas demanded of his position.

Derek and Mark, who did not have starting roles, shared how it took a long

time to adjust to not being a main player on the team. Derek offered that, "for the first

month that (not starting) was very difficult because I am just so used to being a starter

and first time being a bench player; it took a long time to get used to that. Similarly,

Mark offered the following reflection: "Every time coach would show the line-up

card I would look for my number; what position am I in? But, it wasn't up there." The

reduced role from starter to support player meant that the opportunities were fewer.

Riley offered the following reflection in the post-season interview:

I thínk that in high school or college it is ok to make mistakes because

you htow you are the best player and you will have a cltance to make

up for those mistakes. At the university level, a lot of the guys are

afraid to make one mistake because they think that, "ok I made one

ntistake he's going to pull me." I think guys get that in their head and

they don't try as hard as they could. You are trying not to lose instead

of to witt
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The desire to prove themselves combined with fewer opporfunities to do so seemed to

stimulate a shift away from the confident, risk taking success approaching motivation

that all of the athletes demonstrated on previous teams, towards an orientation that

was defined by a fear of failure. Derek shared his first CIS playing experience in the

following interview excerpt :

Derek: IVhen I wenl in, we wet"e down by two and it was also at the

end of the game. This was thefirst time I was going in to play in the

C1S. So I was just terrified and evetyone was like, "Wy are you

putting him in? It's almost the end of the game." No one was sayirtg

rhat out loud, but I knew... I may have made this whole thing up irt my

head because I was so scared. I was even thinking the other teams

were thinking, "Wo's this shmuck? " Negative, negative, as soon as I

got subbed in there wasn't a positive thing going through my head, I

was just so scared.

C.J.: Is that typical of wlto you are as a player, Iike when you were

developing and growing up as an atltlete?

Derek: Even when I was not a good player, like when I was in grade I

andfirst starting I was never scared of going ín. I loved starting and I

still do.

C.J.: What do you think the dffirence is?

Derek: It's the level. The amount of changefrom university to high school is

just unreal and I realize that and I think that's what scares me. Because I
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lcnow I'm at par and above in high school but in university I could just be

mediocre.

Not only was this a factor in game situations, but it carried over into the training

environment. Derek also shared an honest feeling from the beginning of the season:

I hated going to practice. I'll be honest, I hated going to practice only

because of me nol talking to anyone... going in and being scared and

no one likes to be scared. So I'm in thereþr three hours terrified if

I'm going to make a mistake and I don't say anything. It was terrible.

Fear of the unknown also affêcted his confidence level:

At the beginning of the year you are doing university drills that I have

never done before in high school and they will just say, "let's tun this

drill." I'm thinking that I don't even lcnow the drill and they want me

to go in thefront to start it off. I don't want to though. I don't know

what's going on so I'll ask someone and nobody says anything and so

I feel like I am in the dark and I get net'vous again because I don't

know what is going on. I always need to lçnow what's going on.

As I mentioned earlier, the three players were very positive about their coach,

their teammates and the environment in which they trained. Based on that, we can

isolate the feelings of fear of failure and perhaps attribute them to the fact that in this

case, Derek didn't yet know all the drills or the routines of the team. As a result, he

wasn't able to integrate into the team culture as he had not yet satisfied his desire to

prove himself to his teammates and coaches.
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Mark also shared similar conflicting feelings but appeared to have an easier

time accepting his role. This is probably due to the fact that it was clearly stated from

the onset and there \¡/as never any confusion. The change in role from his previous

high school and college team created some challenges in so far as it was new but

acceptance of the role seemed to be quickly achieved. He almost immediately

embraced the competitive rivalry in training situations and with increased opporlunity

became more invested in the team. Having said that, he reflected on the fact that he

didn't often have the opportunity to go into matches in his actual position. He did,

however, develop into a very strong seryer and so that became his role in competitive

situations. This was acceptable to him though as his goal initially was to get some

playing time and prove to his teammates and coaches that he could play at this level.

By the end of the season, he felt he was doing both.

As the players shared their experiences on this topic with me, I could

immediately relate on two levels. First, reflecting on my own experience as a first

year CIS player and secondly, as an assistant coach on another 2007-2008 CIS

volleyball team. At the time, I wasn't aware of it but as I was talking to the

participants of this study, I found myself re-connecting to some of the same

conflicting emotions I had experienced. I remember, as did these players, feeling a lot

"smaller". I felt this way not only physically but also mentally when I first stepped on

the court. In those first opportunities, I was full of doubt. I didn't yet believe that my

teammates believed in me in a competitive sense. Similar to Derek in the above

narrative, I felt confident in what I brought to the team in practice but not yet in what

I could contribute in the game. As time went on and opporlunities increased, I slowly
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began to develop the same confidence that I could bring to the court in game

situations and felt that my teammates also began to develop confidence in me.

I have informally observed the same phenomena in my experience this past

year as an assistant coach in the ClS. Players whom I know very well from my

experience as a teacher-coach in the high school and provincial team community dealt

with the same emotions. They clearly had changed from a confident high school

performer who easily and appropriately shifted attentional focus to the correct cues

and who appeared immersed in playing, to players who were much more internal now

and unwilling to be as aggressive and assertive both on and off couft. It wasn't until

the end of the year in a junior season where it was only first and second year players

competing, that I could begin to see flashes of that conf,idence and success driven

player that I knew was inside.

In all three cases (the aforementioned players, my own experience, and the

participants of this study), it wasn't until the student-athletes had proven and achieved

a degree of personal success and felt the confidence of the team in them that they

began to embrace their roles and truly look at their experience from an authentic team

performance perspective. For some, it happened quickly. For others, who did not

initially have as much opporfunity, it took a little longer. In each case however,

becoming a full team member was achieved and the evolution of the team towards

'performing' ensued. At the same time as this group evolution and development, it

can be suggested that the players took another step towards the inner circle of the

community of practice as they began to develop veteran-rookie relationships. In the

final months of the season, these relationships and the involvement deepened to at
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least a perceived, if not a realistic, integration to a full participant into the team's

community of practice.
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CHAPTER SIX

Full role acceptance and integration into the athlete community of practice

Coming fttll circle

"We're going to need you at some point tonight Ríley. How is your

shoulder? " Riley looked at his coach and reassured him that although he hadn't

practiced in nuo weeks that he would be ready to go. Wo would have thought beþre

tlte season began that the coach would be talking to Riley like that. Early on he

caught himself thínking about how he wasn't even playing in the position he thought

he was going to be playing when he was rectaited to play. Not only that, he had

established himself as a starter. It seemed like an eternity ago that he was sranding on

the cotu"tfor thefirst time in the CIS feeling small and insignificant in the lruge gym

with all those people looking at him. He no longer worried about making mistakes, he

lorcw he could perþr*, and he did. Unþrtunately, his shoulder had begun to act up

and so he had been told to rest it heading into playolJS. The second leftside hitter

would be taking his spot on the floor that night on the road. It was a big game, and in

a seasonfilled with ups and downs, this was a must win to keep the team's hopes

alive.

On the bench Derek thought about what a dffirence a couple of months could

make. He no longerfelt terrified stepping on the court and he l*tew his teammates

trusted that he could do his job. Infact, they depended on him to do his job, and he

consistently did. Ever since his six point run in Edmonton, Derekfelt a shift in the

way hefelt and acted. Even his teammates noticed. He was much more positive. At

first, he worried that since he wasn't a starter îhaÍ his teammates may not take him as
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seriously but that wasn't the case. His job was to come ín to serve and pass. He had

done both of those things well. Once he had gotten the monkey off his back and

played some full matches during the tournament at the Christmas break, he felt like

he was part of the team. He had been able to do it agaín tonight. He went in and

drove a tough float serve that resulted in a point for his team.

"Great set've Derek," Mark said as he slapped hands with Derek at the end of

the bench. Mark hadn't gone in yet, but he new he would. The coach had put him in,

in nearly evety match. He too felt like he had an important role on the team. He

wasn't setting but that was fine, he had a fourth year guy ahead of him and he had

developed quite thefloat setne during the season. In the last set of matches on the

road, the coach had put Mark in when it was 22-18 for the other team. He then strung

logetherfour straight points off his serve and his team ended up winning 25-23 in

that set and then on to win the match. Thefeeling after the matclt was something that

Mark knew he would never forget. He got his opportunity and he had made the most

of it. Some of the guys even suggested that he had won the whole match for the team

after thosefour serves. The guys lcnew that when Mark was put in to set've, they were

probably goíng to score a point or two.

On tlùs night though, with the score at 22-20þr the other team, things were

not looking goodfor Riley, Derek, and Mark's team. Their coach sat pensively

weighing his options. Riley saw him quickly look at him and then motionfor him ro

run up to the substitutíon line. Riley didn't lmow how his shoulder was going to hold

out but he was about to find out.
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On thefirst attack, Riley got a nice set and managed to slip the attack between

the blockers to the seam in the block. No pain in his shoulder yet, ít was a good sign.

On the next point, they weren't so luclry so they now had to sideout. Riley got the play

call and cut insidefor a 33 along the net. He saw the blockers stay outside at the

antennae and as he jumped he knew he was going to score. Both teams scored back

and.forth until Riley looked r.tp at the scoreboard and saw that it was now 24-23 for

his team. On the final set, the ball came from deep in the back row and Riley sized up

the set and began his jump to meet the ball. Out of the corner of his eye he saw a

slight opening down the line and knew he had a shot at a kill high off the setter's

hands. He leaned in hard and cut the ball across his body wiping offthe setter's block

and scoring the game winning point. It was a thrillíng winfor the whole team. Mark

and Derek jumped in the middle of the circle that had sunounded Riley andfelt the

arms of the captain around their shoulders holding the team in tight and celebrating

the win.

Establis lting the rookie-veteran relatio nship and ful I participant status :

From "me" to "we"

In the above narrative, we discover the evolution and development of Riley,

Derek, and Mark in their roles on the team. It shows the change in perspective vis-à-

vis success and failure and brings to light how they felt they had succeeded in

establishing a rookie-veteran relationship and finally achieved fulI participant status.

In the comments of the players below we can begin to see how they developed

stronger relationships with the veterans of the team and became more integrated into

the community of practice. For the first-year players on this team, gaining the respect
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and developing a relationship with the captain and fourth year player on the team was

a crucial step in creating the rookie-veteran relationship.

In all three cases, the athletes felt that they had succeeded in becoming core

participants who were deeply involved in the workings and decisions of the team

(Galipeau & Trudel, 2004). This occurred both on the court as well as off the court in

social situations. Derek shared the following:

I don't know (when it ltappened). It's not a certain day but suddenly you

realÌze that,' hey! I'm getting calls f"om the guys' and you feel like you are

getting depended uponfor something. Somebody depends on youfor next

practice. Even the conversations change.

Mark also felt the shift in confidence his teammates had in him and consequently the

increase in the confidence he had in his own role and abilities:

On the court, þr thefirst little bít they (veteran players) are like,

"you're a back-up, you don't have a shot at it." Maybe not that harsh

but it is there. Then after that, once the team starts playing and you

come offthe bench and you setne a couple of aces or get a couple of

digs it changes instantly....Guys started expecting the run, a tough

serve. After that it was like, 'ok that's what you do.' When I am in, they

bring it down a bit. I feel like they are thinking, 'Ok, we got this now.'

That's how I feel. Some guys may just think hey it's just a serve, but I

thinkfor myself coming off the bunch, it is big to think that guys are

thinking that. It gives me a boost of confidence.
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This marks a substantial change of perspective from the early part of the season.

At this point, players seemed to return to the confident feeling with which they played

on previous teams. Riley, the starting leftside agreed and shared that once he had

proven his ability and connected with the team, he felt the same confidence he had

when he was playing on the l8U provincial team the summer before. As he stated, "it

is just a matter of time, of playing." It is also at this point that we can observe a full

acceptance of the individual roles of the players. Mark, who had a substantially

different role from his high school and college team had commented in the post

season interview:

WhaÍever role you ltave, it is important to embrace the role. If you're

not the starter', tlten you have to be supporting and tf yo, are not

supporting (the team) then tlte guys are wondering what you are

about. That is not a good sign for the team. If you are thinking, 'I am

better than that guy so why is he starting?' Then that is a recipeþr

disaster.

In the post-season interview one of the interesting things I noticed was that the

reflections of the players had also "transitioned" in a sense. The participants were not

referring to their veteran teammates as "they" anymore as they had in the mid-season

break before Christmas. Even questions pertaining to goal accomplishment were not

immediately interpreted as individual goal attainment. To a man, each participant

communicated his progress in terms of their team goal. It was clear that they were not

the same athletes I had spoken to at the mid-season break. It was clear that they had

moved to a different place within the team. They no longer felt the need to "prove"
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themselves; rather, they felt the need to contribute their piece of the puzzle. This

reflects a shift from evaluating their performance and experience in terms of impact

on themselves to performance and experience in terms of the team success or failure

and their role in that success or failure.

Unexpected dimensions and other "uncoverings "

Throughout the interpretive research process, Ellis ( I 998) suggests that after

each loop of the interpretive spiral, there may be findings or uncoverings which are

unexpected which she refers To as surprises (p.22). The following sections present

some of the unexpected uncoverings that emerged during the interpretive process.

Personal development

lnterestingly, the themes that emerged from this study lend support to a

recently published phenomenological study mentioned earlier, where Bruner et al.

(2008) examined entry into elite sport. Through focus group interviews with male

rookie hockey players, they presented five common themes which parallel the on-

court themes which emerged in this study. They are a) readiness for elite competition;

b) demonstrating competence; c) earning playing time; d) evaluation of performance;

and e) comments from coaches (p.243). It makes sense therefore to suggest that

athletes in different sports are living similar experiences.

Moreover, Bruner et al. found that athletes felt a sense of maturity and

personal development within their elite sport experience. This theme also emerged

with Derek in this study. He commented on how he felt young in relation to his older

veteran teammates in the early stages of the year. He shares that he, "felt less mature

then them. Not just immature as in cracking cheesy jokes but that they knew way
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more than me." In the mid-season break, Derek offered a comical synopsis that gives

us good insight into the recent high school graduate heading into his first year of

university:

There's one guy who's married on my team. It totally blows my mind

how someone can have a wife right now. I'm coming out of high

school and some guy ltas a wfe and is buying a house. I'm still living

in my parent's basentent!

Although Derek saw this as ironic, he also shared how his teammates had

opened his eyes to new perspectives by sharing their experiences travelling, listening

to different music, and considering career and life plans. As the season unfolded,

Derek had the opportunity to room with the two captains on one of the final road

trips.

I actually got to room with rhe two leaders and I felt really good about

that. I just.felt a lot older with them too, because we were in the dorm

t"ootlx so we had a kitchen and stuff. I'd buy groceríes and come back. I

just felt a lot more mature.

Derek also commented on how these types of interactions influenced him as a

person:

I think everl,body on my team has influenced me; I just want to grow

up now. Even though we joke around and do some stupid stffi

everybody's really mature on my team and I really want to just be...I

just want to grow as a pet'son.
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It appears that Derek was very much impacted by this experience and in his

comments we can see the links to the Bruner et al. (2008) study.

Reflections on lived experience as a tool for performance enhancement: Not just

statistìcs... Perspective, Processing, and Priming

Bruner et al. (2008) suggest that, "coaches, sport psychology consultants, and

support staff should make certain rookie athletes are educated on process and

performance goal setting and evaluation strategies" (p.247). In that light, I would

suggest that reflection should be included in that list as throughout the course of this

study, there was an unexpecfed realizalion that occurred for the athlete participants.

Mark, Derek, and Riley each expressed how participating in the study had given them

much greater insight into their own experience. It allowed them to appreciate to a

greater extent some of the smaller aspects of their season that would have otherwise

gone unprocessed and never made its way into their long term memory. Also,

considering the hrst year in terms of "experience" and not just statistics, game tapes,

and results, allowed the athletes to reflect on their own interpretations of the

intangibles of the year. It was not uncommon for the participants to inject comments

during their interview responses such as, "l'm just thinking out loud..." or "Now that

I think about it..." 'What followed was often a new understanding or an initial

realization that may have gone unnoticed or appreciated.

After the post-season interview with the participants, there was a realization

that the reflective nature of the study had impacted to a degree, the way they

perceived the second half of the season. They were at that point ready to share a more

thoughtful and complete picture of the time around the mid-season break. When it
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was in fact the mid-season break and the first interviews were being conducted, the

participants could emphatically talk about the first weeks of the season but had not

yet internalized the most recent events leading into the break. In a sense, they were

still living those moments. As van Manen (1990) tells us I was, "forcing (them) to be

aware of (their) experience while (they) were experiencing it" (p.35). By reflecting on

those experiences later in the post-season interview the participants were able to

interpret the meaning behind their experiences in the first half. It was clear that they

had developed a much deeper and holistic perspective on the events around the mid-

season break, as they had been able to do on the first weeks of the season at the time

of the fìrst interview.

In the first interview protocol, questions revolved around the athletes'

integration into the new team envirorunent, their first weeks at the CIS level, and

some specifìc recollections of their first time stepping on the court to actually play at

that level. The interview questions prompted the athletes to intemalize and process

the experiences of the early part of the season. This in turn, appeared to have

accelerated the learning process as the athletes became aware of factors in that first

half of the season that may not have occurred until much later or perhaps not at all.

This helped lead to a "priming" of the athlete for the second half of the year.

The studenrathlete as a reflective practitioner?

In the literature there is a body of research that has been conducted on the idea

of the reflective practitioner. It is typically discussed and analyzed as tool for

enhancement in professional practice; in other words, enhancement for the teacher as

opposed to the sfudent or the coach as opposed to the athlete. This research has been
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carried out in teacher education, nursing, and medicine. The term reflective practice

from the education and pedagogy literature and introduced by Donald Schön (1983)

in his book The Reflective Practitioner, consists of a theory describing the interaction

between knowledge, problems, and reflection. He defìnes knowledge as, the bulk of

what we know and what we need know to execute our daily actions (knowledge-in-

action). Gilbert and Trudel (2006) summarize the three prongs of Schön's (1983)

theories of reflection as being 1) reflection-on-action (retrospective reflection), 2)

reflection-in-action (thinking that occurs while in-action), and 3) reflective

conversation (reappreciation of an experience).

Although these foundational theories are often spoken of in terms of

professional practice for teachers, nurses, doctors, or coaches, it could be suggested

that the student-athletes who participated in the study engaged in reflective practice.

This process had an impact on the way the athletes perceived the second half of the

year (from the first formal opportunity to offer their reflections in the first interview

protocol) and then how they perceived the year in its entirety. This in turn, sets the

groundwork for the subsequent years as student-athletes.

Sport psychology

Another of the unexpected themes that emerged was the potential for sport

psychology as a component of performance enhancement for the first year athlete. In

this case, Mark was the only participant who spoke of his experience using mental

skills. It did however fìgure prominently in both interview sessions and appeared to

play an important role in his f,rrst year transition.
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Although the student-athletes in this study had limited exposure to sport

psychology or formal psychological skills training, the themes that emerged from

their experiences suggest that there is opportunity to integrate them into the overall

CIS experience. As the experiences of the first-year athletes have shown, there are a

number of characteristics that differ from the high school or collegiate athlete and the

CIS athlete. The following is a non-exhaustive list of some of the key differences that

ermerged in this study:

1) There is a greater emphasis on pre-competition and competition planning at

the CIS level;

2) There is a greater emphasis on game planning (strategy) at the CIS level;

3) The training load (time and expectation) is more intense at the CIS level;

4) The demands of both the student and athlete roles are magnified in university;

5) Players live through an adjustment period where their focus is largely narrow

and internal until they feel they have the trust and respect of their teammates

and coaches;

6) There is an increase on the demand for precision and the execution in the

athlete's role (which may have changed from the previous level)

Within this list, there are a multitude of challenges that the student faces and

where sport psychology support could help. For one participant in the study who took

a sport psychology course during the year, learning a refocusing plan and being more

attuned to attentional cues helped him perform his role as a support player. He shared

how he had learned about attention and focusing plans in his course. He found that he

was often not paying attention during game planning sessions or on the bench during
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the game when he wasn't playing. As a result when he did get in to play, he wasn't

fully ready.

Mark provided the example of a front row setter on the other team who would

easily score on a dump to his position because he didn't know that he was in the front

row. He simply wasn't paying attention to it while he was on the bench. As he

progressed through the sport psychology course, he saw direct applications for what

he was learning in his experience on the team. He met with his professor who had

experience consulting with professional athletes and together they made a focussing

plan. It had him considering his warm-up routines, where the players were on the

other team, and what the player in his position was doing (should he have to go in).

In the first interview protocol, he shared how reflecting on his best

performance in the past and visualization had become an important part of his match

preparation. The following are the comments from Mark who had the experience:

It was goodþr me. It made me look at the other side of the court and

pay attenîíon to what was going on. Next year that will help mefor

preparingfor matches because I lcnow I have to pay more attention to

my preparation.

Mark felt he was more focused on the appropriate tasks and cues:

When I do those things (that are on thefocusing plan), my eyes are not

wanclering on the crowd, crowd surfing. I am more þcused on the

.game. 
I think all athletes should take that cout"se. It affects your

intrinsic motivation. It made me want to get oul there even more. You

are visualizíng yourself out there and now you want to be out there.
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Though difficult to mandate, there are examples in the literature (e.g.,, Curry

& Maniar, 2004; McKenna & Dunstan-Lewis, 2004) where courses that cover topics

such as arousal control, trust, flow, goal setting, imagery, life-skills, and time

management amongst others have been successful and well-received when athletes

are given choices and supported by competent professionals. In university settings,

students in general have the opportunity to take courses in sport psychology. Student-

athletes may be a captive audience. In this case, ne\¡/ knowledge pertaining to sport

psychology emerged as an important factor in a successful transition.
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CHAPTER SEVEN

Implications and Final Thoughts

Imp I icatio ns for ath I e tes

The stories, anecdotes, and discussion in this research study hold some

valuable information for athletes, in particular, athletes who have dreams and goals of

playing in the CIS one day. The experiences shared within this study hopefully paint

a compelling picture that shows some of the realities for a first year athlete. It doesn't

appear to matter the level of skill of the player coming into the CIS; the first year

appears to be somewhat of an anomaly. There is a time when the first year player is

an outsider and that can be difficult, especially for a student-athlete who was a key

player, perhaps even a star-player on his previous teams. Understanding that this is a

common process for first year players to go through and that the veteran players on

the team have all gone through the same experience may help maintain some

perspective. If athletes can have access to stories of transition such as the ones in this

study, they will see that regardless of what role they assume, their ability to maintain

a positive attitude and a realistic perception of the process of becoming a CIS student-

athlete will help them manage the dual role they will have.

In the post-season questionnaire, the participants offered advice and

reflections pertaining to the dual role of the student-athlete. First, in regards to

seeking a balance that allows the two roles to converge and integrate, they offer the

following advice:
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Get used to the workload quickly. Find the balance. How are you

goíng to go about your business? Both volleyball and academically

because ,f you don't, you will get the boot!

The challenge of maintaining a balance was also mentioned:

Balancing yotu' time... it's dffirent from higlz school with being away.

You are on the road Thtu"sday and being on the road until Sunday and

tlzen being on ílte road again the next week. You only have rhree days to

get caughl up and get all the notes and realize what's going on in class.

It is tough to know beþre you get in to university.

The participants also shared advice for future rookies in regards to keeping

perspective on the season and integrating into the team. For example, they mentioned:

o be patient with yourself and be yourself

. don't try and do too much too early (this will increase stress), it will come

with time

. be outgoing; it helps with team bonding

o it's a long year and anything can happen (both positive and negative)

. don't wory about starting right away. Just play and then you can set your

goals

. if I could start over again,I would try and have a more stable focus. I would

focus less on starting (result) and more on getting in there and plalng my best

(process)

When asked by a friend who was contemplating playing in the CIS, Derek responded:
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I told hím that this year has been one of the greatest experiences of my

life and I wouldn't trade it away even though there has been ups and

downs, and there has been weeks of downs, it just builds you as a

person. I would go again in a minute.

Having a successful transition means navigating the tumultuous waters of role

change, academic demands, managing of multiple relationships, and perceptions of

success and failure amongst others. Adopting reflective and engaging habits during

the first year can help the student-athlete become more self-aware and thus transition

successfully.

Imp lic atio ns .for co ac h es

As the stories of the lived experience of the first year student -athletes show

in this study, coaches play a very important role in the transition. The comments of

the athletes in regards to expectations and training environment speak to the

underlying importance of developing good relationships and communication with the

athletes. This in tum, helps establish the culture of the team. The athletes in this study

appreciated the high expectations for performance and precision that the coach had

for them. This was due, however, to the respect they had for their coach. To a player,

each mentioned the positive and encouraging environment that existed in training

situations. This was particularly important at the beginning of the training camp as the

first year athletes might not have known how they were performing on the team.

As we hear consistently in professional development in education and

coaching, it is important to focus on The process of development as opposed to the

results (in the win-loss column for example). It goes without saying that performance
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results are important, especially at the CIS level; having said that, it also appears that

given the right climate and a good process, a positive result can be achieved. It is

important for coaches to appreciate that creating real teams means, "encouraging and

reinforcing people for being authentic" (Botterill & Patrick, 2003, p.52). Moreover it

is a process of creating synergy between a group of people. Reducing the gaps

between the first year players and the veteran players appears to be a key part of that

process. If we are to draw implications and recommendations from the current study,

then a number of realizations are important for coaches:

o Players feel that they are outsiders when they f,rrst arrive, regardless of ability;

. Players will integrate at different rates;

o Technical ability and work ethic emerge as being the key tools to begin the

integration and team building process for the first year student-athlete;

. Players are trying to prove to coaches and teammates that they belong and that

they can perform. This places stress on them and can affect their performance;

o The change in role can have a negative impact on self-confidence;

. Players often are playing with a fear of failure in their first playing

opportunities;

. Players are seeking feedback from their coaches

In view of these observations the proactive coach can help in the transition

process by providing opporlunities for fìrst year players. Players in this study

commented on the desire for opportunity and appreciated when that opportunity

lasted more than a couple of points. Patience is crucial as mistakes will probably

occur (as they do for any player) but with the added anxiety and initial tendency
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towards afear of failure, a number of opportunities to settle into a groove is

important.

Secondly, feedback for athletes is important. The reason for this appears to be

twofold. First, athletes are often living through a role change which can affect self-

talk in a negative way and can narow the perspective of the athlete. Having clear and

honest feedback in regards to their role on the team helps centre attention and focus.

Also, technical feedback in practice was especially important for the first-year

athletes. At this new level, new "tools" were needed to help adjust to the bigger and

better athletes they were facing on the other side of the net. At the same time, the

dialogue between coach and player helped strengthen the relationship and thus,

developed trust and respect between the coach and his players.

A third consideration was suggested by the athletes who felt that networking

early with a veteran player helps in the transition process. Key moments when

athletes felt they were being accepted into the team occurred on road trips and in the

locker room where players were in close proximity and communicating with each

other. Coaches may want to consider this when organizingrooming lists and when

planning competitive schedules. Furthermore, coaches may benefit from having

veteran players connect early in an informal or formal way with first year athletes.

Galipeau & Trudel (2004) support the idea of mentoring opporlunities saying that it

can help newcomers to varsity teams integrate towards developing stronger bonds

with the veteran players who have already gone through the transition process.

Bruner et al. (2008) also write that athletes found that support from veterans

and other rookies was very important. Athletes in that study highlighted interactions
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with veteran players who had gone through the same experience as important

components to their transition experience to the new level. Feedback given by one of

the participants in this study speaks to the idea of mentoring;

Maybe there could be a program where aþurth year player got

buddied up and a couple of leaders buddied up with younger players.

It would be good on a road trip. Ir wouldforce afirst ¡,ear player to be

in the middle of the team.

Opportunities for rookies and veteran players to connect and share their

experiences may enrich the experience of both parties. By participating in the

interview process of this research project, Mark, Riley, and Derek had a deeper

understanding of their first-year experience. Whatever its form, interviewing

(formally or informally) can pay dividends to those engaging in the discussion.

Botterill & Patrick (2003) suggest that interviewing can be seen as a win-win process

for both the interviewer and the interviewee. The process can provide insights and

new understandings. In the present context, interviewing need not be seen as a formal

activity but perhaps in the informal discussions that could occur between rookies and

veterans if the coach made it a priority to create those opportunities.

Implications for university programs

In the initial proposal for this study, I wrote of an important experience in

meeting "King Carl" Ridd in my first year as a CIS athlete. He had come down to the

floor after my fìrst CIS match and welcomed me to the university. It took writing this

thesis to realize how meaningful that was for me. I was entering something that was

bigger than me; something that had a history long before I arrived. The same sort of



117

pride in the history of the program was shared by the participants of the study. From

program perspective, this may have some implications.

The following excerpts speak to the pride the players felt in their new

"family":

...accountability and pride...that's when I realized that I'm a (team

name) ! I think the only reason why I'm proud of it is because we are

the home team we are, that's where I grew up, that's what I have

watched this whole time. I just feel really proud also, and I want to

prove it every single time.

I wanted to know who wore number (player's number) before me, and

because number (player's numbey' was my number my whole life and I

wanted to lcnow what kind ofperson he was.

The first year student-athlete appears to come into the program in a sense of awe to a

degree and begins his engagement and commitment to the program very early. The

new recruit to the program is ripe for acculturation and in the early weeks of the

season, could quickly become engaged and feel part of the larger university body.

Academic support

Another area in which universities can play a supportive role is by

establishing academic support services for student-athletes. As I have described in the

review of literature, the academic portion of the dual role is a critical component to

address. Furthermore, the eligibility of the student-athlete hinges on an academic

standing being achieved. Interestingly, in this study the participants identified the

challenges of the student role primarily in the first half of the season. This same
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challenge did not emerge in the post-season interview suggesting that they had

adjusted to the new academic demands and learned strategies to be more effective in

that role. Similarly, Bruner et al. (2008) expressed their surprise that issues pertaining

to school were not identified by the participants in their study as critical in their

transition experience. They suggest potential reasons for this including the level of

impoÍance placed on academics by the athletes, the fact that the team may not hold

their athletes accountable in this regard, and third that the team and the social bonds

therein had an impact.

Future Directíons.for Research and Final Thoughts

The richness of qualitative research is also its own challenge. As the project

progressed, and in particular as the writing process took me through the

hermeneutical loops of interpretive inquiry, the challenge arose to maintain a

balanced perspective on what to include in the final report. This has important

implications in that the decision of what to include is a reflection of both my

interpretations and on some level, my biases. Nevertheless, I found the data from the

interviews and questionnaires to be rich in their reflective nature and in the stories the

student-athletes shared. As I navigated through the interplay between interpretation

and representation, I came to identifu future directions for research that surfaced as

the interpretive and narrative themes of this project emerged.

One future area of valuable research would be in the area of interventions that

exist or that are created to help first-year students in their transition to the next level

following high school. Such interventions could include a sport psychology skills

training intervention, time management counselling, as well as opporfunities for new
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student-athletes to actively reflect on their experiences. These strategies and

interventions may exist at least in part but an interesting study might look at a

program that is developed with these ideas in mind.

Another direction for future research could provide the prequel and sequel to

this research study; that is to say, a thorough investigation of the lived experience in

their high school setting as athletes before they arrived to the CIS. In addition to that,

the lived experience of the athlete transitioning from the CIS to a professional or

national team level could serve to complete the picture of lived experience from

grassroots to the elite athlete.

An athlete-centered approach was taken in the writing of this study. This was

done intentionally to control the amount of data and to allow a more thorough

exploration of the lived experience of the athletes to be represented as opposed to a

more broad exploration of multiple viewpoints (e.g.,, the coach or parent). Future

researchers would be advised to acquire the perspective of the coach at different

levels. Notably, more extensive research could be done with parents to explore more

precisely their intentions, interventions, and interactions before the athletes' transition

to the CIS. The same might be done to clarify what high school, club, and provincial

team coaches are doing (or are not doing) in terms of physical, psychologi cal, Íactical,

technical, and social preparation for their student-athletes who will transition to the

next level. It would also be interesting to have a grasp on what coaches would like to

see occurring, or at least what they perceive to be important as occurring at the levels

before their own. As well, the coach who is experiencing the same season alongside
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the first year athlete would offer an additional angle regarding the first-year

experience.

Finally, the nature of the participant pool in this study provided insight into

the lived experience of three student-athletes who successfully transitioned into the

CIS. Another area of important literature that has not been investigated would be the

alternative experience to that of the participants of this study. That is to say, a

research project that looks at the lived experience of those that do not successfully

transition even though they may have all the tools that would suggest they should be

successful. This angle of research would further help to establish the support network

for student-athletes as well as help with the development of coaches and practitioners.

The first-year in the CIS after high school or college is an anomalous year in

that it requires an expansion of the athlete's comfort zone, it is a joumey to the inner

circle of a culture and of a team, and it is a process of selÊdiscovery. In the end,

coaches, athletes, and support networks interact to create the intricate web of lived

experience that is the tumultuous but rewarding first-year for student-athletes in the

CIS.
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Appendix A

Informed consent form

Research Project Title: Transitioning From High School & Collegiate Sport: The

First-Year Experience of Male CIS Volleyball Players

Researcher(s) : Cameron Johnson

Sponsor (if applicable): N/A

This consent form, a copy of which will be left with you for your records and

teference, is only part of the process of informed consent. It should give you the basic idea of

what the research is about and what your participation will involve. If you would like more

detail about something mentioned here, or information not included here, you should feel free

to ask. Please take the time to read this carefully and to understand any accompanying

information.

The study, for which you have volunteered to be a participant, will be undertaken to

look at the experience of first-year players as they enter Canadian lnteruniversity Sport (CfS).

The study will use a relatively small sample size so each case will be looked at individually

(case study). If you agree to become involved in this study you will be asked to partake in an

approximately one hour interview in December. You will also be asked to complete a

questionnaire in February and an approximately one hour post-season interview in March.

Following the December and March interviews you will receive a summary report of the

interview so that you can check and verifu that the information i have taken from the

interview is accurate and that my interpretations are a credible representation of your

experience. We will arrange interview times and locations that are mutually convenient. The

first interview will be to establish background information and reflect on your early season

experiences. The questionnaire and post-season interviews will be to reflect on the season as

a whole and to offer feedback for future student-athletes. I will be asking you for your

permission to tape record the interviews. Those interviews will then be transcribed. You will

have the opportunity throughout the study to clarify your responses to assure the accuracy of

the research being done.

Aside from the researcher (myself), other participants or coaches will not have access

to your interview recordings. They will be confidential. All transcriptions and final reports
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will be done using pseudonyrns to maintain confidentiality. Your team name will not be used

in the final report. All recordings will be transcribed and then destroyed upon completion of
the final written report. Transcriptions will be kept under lock and key in my work office.

The data will only be made available to the researcher and the thesis advisors of this study.

Once the study is completed, the final report will be given to the participants of the study.

Your signature on this form indicates that you have understood to your satisfaction

the information regarding participation in the research project and agree to participate as a

subject. ln no way does this waive your legal rights nor release the researchers, sponsors, or

involved institutions from their legal and professional responsibilities. You are free to

withdraw from the study at any time, and /or refrain from answering any questions you prefer

to omit, without prejudice or consequence. Your continued participation should be as

informed as your initial consent, so you should feel free to ask for clarification or new

information throughout your participation.

Principal Researchers: Cameron Johnson

Phone:251-0124 email:cameronjohnson@lrsd.net

Supervisors: Dr. Dennis Hrycaiko

Email : hrycaik@mail.ms.umanitoba.ca

This research has been approved by the Education/Nursing Research Ethics Board. If you

have any concerns or complaints about this project you may contact any of the above-named

persons or the Human Ethics Secretariat aT 474-7122, or e-mail

margaret bowman@umanitoba.ca. A copy of this consent form has been given to you to

keep for your records and reference.

Participant' s Si gnature Date

Researcher and/or Delegate's Signature Date
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Appendix B

Transitioning from High School and College Sport:

The First Year Experience of Male CIS Volleyball Players

Interview Guide: Protocol #1 - Mid-December

A) Introduction / Bøckground

1) Tell me a bit about yourself. How old are you? What school did you

attend?

2) Can you describe your progression in volleyball from the time you started

playing, up to when you started playing this year in university? For

example, when did you first start playing volleyball? Did you attend any

camps, etc.?

3) How did you choose this particular university? Volleyball program?

4) How well do you know the other players on this team?

5) What are your hopes/goals for this year? How do you see your role?

6) How do you deal with being a student and an athlete? What are the

challenges of playing both roles?

B) Thínking bøck on the first weeks...

1. Can you describe your first interaction (practice, meeting) with this team?

How did you feel?

2. Tell me a bit about your team.

3. Have there been any surprises in this first part of the season? Things you

didn't expect?
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4. What are some of the challenges you've faced in the fìrst part of the season?

How did (are) you deal (dealing) with them?

5. How helpful were your teammates/coaches, especially I in the first weeks?

Can you give me an example? Was there anything you wished you had more

help with but didn't receive?

6. In regards to volleyball, are you happy with where you are? (are you

achieving your goals?) Why? Why not?

7. Has your goal, vision changed throughout the first month of the season?

8. How does the training in this environment compare to your high school,

college, or club teams? What are the biggest differences? What are the biggest

similarities (Example?)

9. Can you walk me through a typical day as a first year player on this team?

After the first semester

1. How would you describe your first semester overall in the CIS?

2. Can you describe a high point of the first semester/half of the season?

3. Can you describe a low point of the first semesterlhalf of the season?

a) how did you deal with this?

4. Would you say you have had a successful first half? Why?

5. After finishing a semester, how do you deal with being a student and an athlete? Is

it challenging playing both roles? Explain.

6. Who provides you support? Who do you wish provided more support?

Ta.What do you bring to the team?

Tb.What do you feel you need from the team? Are you getting it?
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8. Who do you feel closest to on this team? Why?

9. Have your teammates influenced you as:

a) an athlete?

b) a student?

c) a person?

10. How has the coach influenced your first three months at this level?

I l. Who/if anyone, helped you the most through these first three months? How?

12. If you could change something from the past three months, what would that be?

Relationships

1. Describe your relationship with the more veteran players on the team? How do

veterans have an impact on the new players?

2. What have you done/are you doing to fit into the team?

3a. How is your relationship with your coach?

3b. How does this influence you?

3c. What do you think his expectation of you is?

6. What are your goals for the remainder of this semester?

(Athletic? Academic?)
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Appendix C

Transitioning from High School and College Sport:

The First Year Experience of Male CIS Volleyball Players

Interview Guide: Protocol #2 - Mid-March

1) Do you feel you accomplished the goals you set out for yourself?

2) Would you say you had a successful first year?

3) What does a typical first year look like? Are there critical steps of

development?

4) What additional challenges exist in your first year at the CIS level?

5) What would be helpful to freshmen athletes?

6) \Mhat do you think will be the greatest differences in your 2no, 3'u,4tn, 5tn

years?

l) What will people that never experience CIS sport as an athlete not understand

about this first year?
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Appendix D

Transitioning from High School and College Sport:

The First Year Experience of Male CIS Volteyball Players

End of Season Questionnaire

l. What will you remember most about your rookie season? 'ù/hy?

2.Did you accomplish your goals for the year? Explain.
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3. Do you feel you met or exceeded your coach's expectations? Explain.

4. Do you feel you had a successful transition from high school? How did you decide

that you did or didn't?
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5. Did you feel like you were part of the team? When did this occur? How did you

know?

6. Were there any experiences from your fìrst year that you didn't anticipate?
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7. In hindsight, did you feel you see things differently now then you did at the half-

way point in the season?

8. What/who helped you the most in your rookie season? How ?

9. What message or suggestions would you give to next year's incoming rookies?
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l0a. What can coaches do to help freshmen athletes?

l0b. What can teammates do to help freshmen athletes?



t43

l0c. What can universities/faculties do to help freshmen athletes?

I 1a. Overall what was the most challenging aspect of playing this year?
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11b. Overall, what was the easiest aspect of playing this year?


