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ABSTRACT

Theaim of the presentedhesiswasto explorethevaryingperception®f coachingohilosophy
behavoursandpractice,held by grassrootsoccercoachesandcoacheducatorsThe purpose
of the studywasto gain aninsightinto the philosophicalconsideration®f grassrootsoccer
coaches, and how this was portrayetheir coaching practice. The research hatgsortance
as there is currently an absence of philosophical thought in terms of copbhaspphy, with
research spending minimal time exploring the axiological, ontologgastemological and
ethical viewpdints of coaches (Hardman & Jones, 2013). Due toldlsis of clarity, coaching
philosophy is not reflected in practice leading to a detaepuioachto coaching(Lyle &
Cushion, 2017). Furthermorethereis a lack of work focusedn the prevalence of folk
pedagogies and limits of reflective practices within grasssmaiseicoaching which thetudy

aimed toadvance.

To beginto addresghis gap,researctwasundertakerwithin the contextof grassroots
soccercoachesTheresearcHastedovera periodof three yearsandconsistedfa systematic
review of literature, grassroots coach interviews, systematic coach behatvseuvationand
coach educatorinterviews. A mixed-method approach was taken, utilising a pragmatic
theoretical frameworlkDataof aqualitativenaturewasanalysedisinghematic analysis (Braun
& Clarke, 2006), whilst the observational data wasalysed using the Coach Analysis
Intervention System (CAIS: Cushion, Harvey, M&iNelson,2012).

ThemainresearcHindingsoutlinethatgrassrootsoccercoachesverenot necessarily
forthcoming in placing their philosophic enquiry highlytheir role as a coacfCushion &
Partington 2014; Cushioet al, 2003). Furthermore, what was evident wasapparent
disconnecbetweentheir discussionandintendedpractice.lt seemghatarunderstanding of
philosophy might help grassroots coachegi¢éwelop a more consisteapproach to their
coaching. To lead the grassroots coaches towards this, coach edsicatddring attention
to what mattersto saidcoacles with the aim of deliveringphilosophically aligned coaching
practice (Nastet al, 2008). The practical observatiolwaind that a prescriptive approach to
coaching was dominant with the grassroots coacuggiestinghatthecoachesredelivering
practiceghatdonotalignwith recommendedndageappropriate, activities (Foret al., 2010).
For example, the coaches utilised a highanber of behaviours relating to instructions (46%)
compared to questioning (29%), whichy be useful information for coach educators to be
aware 6. Furthermore, the role okflectionwasnot highlightedby grassrootxoachesasa
useful activity in termsofconnecting their philosophy to their practice, nor to develop

overall as coaches Whendiscussing such considerations with the coach educators, there wa



a disparity between thecknowledgedmportanceof reflection,andthetime spentin aformal
learningenvironmentneticulously teaching reflection with the grassroots scmzaches. This
suggests thaninimal consideration is given by grassroots soccer coaches who graduate fro
coach education courses, due to their lack of understanding with regards to criticall
consideringknowledge they are taught and how this can befeenesl into their own practice
(Buysseet al, 2003).Findings also highlighted philosophical differences held between coact
educators andrassroots coaches, outlining the need for coach educators to provide individu

support coaches during their coaghjourney to ensure engagement and progression.

A recommendation, therefore, would be to place more emphasis on refledtich¢o
enhanceand continually developgrassrootscoaching,whilst providing further movement
away from the prescriptive past odach education. A greater focus on the afleeflection
would provide the learner with an opportunity to be autonomous in deeglopmentpy
critically examiningtheir philosophicviewpointsin conjunctiorwith theircoaching behaviours
andpractices. This would lead to the overcoming of problemsssets associated with their
coaching, whether that be their philosophy, practice or tlpeacess. Furthermore,
opportunities have been presented throughout the thesis highlighting the raeass
coaches playn young soccer participants lives and therefore ibed for The Football

Association to retain coaches and provide a support network for their development

The collective findings of this thesis may provide coaches, coach educadqsliay
makers involved within grassroots soccer with clearer insights into the supgpuoited for
those coaching within this setting. Recommendations from this thesis intlatieoach
educationprovidegreaterclarity regardingcoachingphilosophyand the transference of such
considerations into practice, along with the role reflection can pl#eifostering, applying
of philosophical concepts and criti@laluation.
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CHAPTER ONE

Introduction
, W V-2620 Gnd the world is in lock down. A rddé pandemic in our lifetime. A
catastrophic crisis of spiritual, physical, emotiomadl mental proportions. The way tierld
is viewed, how we act and live our lives has been questioned and disrupted. \Wélxtwee
andvalue,alongwith howwe identify ourselvesandbehavehavehadto beadaptedyith social
distancingand maskwearingbecomingthe norm. Our environmenthas also changedwith
ZRUNLQJ IURP KRPH WKH QHZ QRUPDO OLYLQJ ZLWKL
work colleaguesfriendsandfamily; somethingl havefoundincredibly difficult and painful.
However, this PhD has been the one constant throughout such worrying and devasiding
and has seen the-vaiting of this introduction on numerous occasions. Additionaily,
interestin gaining an insight into coachesand coacheducatR Ugevspectivesin terms of
philosophiesbehaviourandpracticepresentvithin grassrootsoccehaskeptmefocusedin
what can be considered a complex and messy world; a phrase that can also be sgpuliésl to
coaching.

The virus has acted as a stimulus for the world-&@ssess their existence; how act
and live as accountable members of society. What is becomidgné dayby-day, isthe
varying viewpoints each individual takes on how the government is dealing whridemic.
Indeed, similarities between the present thesis and the pandemic, altheaghlyirdiffering
contexts, make me smile as | see and tleelvalue of the presented Phii®sis; six years in
the making. | am not sure back then, upon starting the body of wandeiltl havebelieved
thatl wouldbefinalisingmy submissiorvirtually, questioningvhethet should leave the house
or not. Nor,that my PhD would display such synergies betweaistory-makingcrisis and
how coaches andoacheducators view thevorld.

My own personal beliefs and values have been considered and reflected upon, e\
moresothannormal,in thepastsix months;howe\er, this L V Qefté¥sarilynegativething.In
fact, this process has solidified the impafcthe present thesis and also my ayavelopment
in terms of understanding the values and beliefs | hold dear. CQ¥Y]JRIsONQRZQ DV 3
&RURQDYLUXV " KDV WR haQe Dibésskte BollaRs? OmPHusidessFirst
Step Lifestyle, the physical challenges of working from home for houmndn unable to
escape a house, full of a loving wife (Laura), a large German shephgrd ) and a
demandingcat (Arwen) andthe crippling separatiorfrom my dearparentsandclosefamily.
That being said, my own values and beliefs have never been clearezmpigtthy for others,

a desire to work hard at every opportunity and an amhitidove myfamily beyondthe best

of my ability thekeyto how | perceivemy existencen this world.

1



My own personal viewpoints have been developed through my previous involvements as
hopeful socceplayer, as a professional coach and a university lecturer, along withrthas
relationships | have formed, how | was raised, and the numerous interclexpgesnced

alongtheway.

1.1 Authors Personal Biography

Oneof my own personal valuess education andhe role this playsin the developmenbf a
person and their future ambitions. | arrived at {sa$tool education as a directionless, it
yearold, who left schoolwith oneA level (C in EnglishLanguage)However,overtime my
standpoint on education being a hindrance changed to be a gateway, and G&elbgad
provided the guidance | needed to grow as an individual and begin to repctentyal | now
hold a vastarrayof educationahchievementicluding a (FdSc)FoundaibnDegreein Sport
Coachinga (BSc) Undergraduat®egreein Sportand ExerciseDevelopmentvith Honours,
anda (MBA) Postgraduat®astersDegreein BusinessManagementvith Distinction. | have
achieved the status of Teaching Fellow from lthgher Education Academy, been Ofsted
inspected and peer reviewed, and hold vargoarhing qualifications. | am a UEFA B Licence
(Level 3) inSoccerCoach, whilst | alstrold Assogationfor PhysicalEducatiomualifications.
My values and beliefs are anchored with pragmatic thoughts and behagauptedwith the

needfor growth and development.

| havedevelopedeachingandcoachingexperienceovera 10-yearcareerandl have
been fortunate to have worked with females, males and disabilities, alongyatr 8ldsto
adultsand allin between. Ihavecoachedin a variety of environments suchs grassroots,
primaryandsecondangchool,college,universityandprofessionallyl havebeenprivilegedo
have spent time working for The English Football Association (The FA) as both aarwdch
coach educator. The next part of my career was spent working withibad&duniversities
as a Lecturer in Sport Coachingarh currently employed by Northumbiiiniversity in the
role of Employability Partnerships Adviser. This role is to facilitate ¢hg&beddingand
coordinating of employability and careerseducationin programmesthroughout various
facultieswithin the university. Furthermore, my role is to workpartnershipwith Faculty
colleaguesensuringconsistencyacrosgshemesgdeliveringtargeteactivity to support Faculty,
Department, Subject and Programme Employability AcBtans.| thoroughlyenjoy being

ableto positively impactstudentdy ensuringall learners



have a career plan, improving their career readiness, so they decide, plan and coeaplte as

as possible.

Alongside my university career, | am currently the Managing Director émaahing
consultancycompany; The Legacy Partnership. This business supports men with mental hea
issues by providing an accessible and practical group coaching programme. Tiset@im
SURYLGH PHQ ZLWK UHDO OLIH VFHQDULRYV LGHDY V\
to improve their mental health. The idea is to give men the support they need to fe
comfortable talking about their mental healtla subject stilvery much stigmatised. The
Legacy Partnership focuses on helping men reset their mindset to release their inaadwolf
taketheirfirst stepsn improvingtheir anxietyanddepressionMy work de-stigmatising® H Q TV
mentalhealthhasled to me beingfeaturedwithin the Internationallyrenowned0 H QHg¥lth
Magazine, BBC Radio and numerous podcasts. My intention was to utilisepasience from
the fields of education and coaching to develop a business that waaibdelt® maximise the
positive impact it could have on those suffering. | gained tractiomyrcareerthroughmy
vocalapproacho beingdiagnoseadvith clinical depressiorhecomingnorbidly obese and being
made redundant. | transformed my life by losing 70lbs, bsiggedoff medication and

developingThe LegacyPartnership.

My core, personal philosophy has also changed as | have progressed through
varyingexperiencesentionedfrom leavingschoolwith alack of purposeto thenachieving
excellentqualifications,to securingfulfilling jobswith largeorganisationsto thedebilitating
consequences of being clinically depressed, leading to now supporting dtudeigismy
universityroleandmenwith my mentalhealthwork. Whatanincrediblejourneyl havebeenon
sofar however contextualisindiowthepresenthesiswasdevelopedbeganvhen working for
The FA as a coach and coach educator back in 2014 hide pre depressionpre-COVID.

1.2 Authors PersonalPhilosophy

Thedateis the 30" of June2014and lamjustaboutto startmy first dayasafulltime coactand
coach educator within the governing body of English soccer, The Football Assogiduiaai.
overview of my role included mentoring and supporgnassroots coaches amamaryschool
teacherghroughouthe North Eastregionof England.This involvedtrainingand education to
develop appropriate challenging practices such as differentiation,-sioedlgamesand
guestioning.Additionally, the role requiredthe delivery of talks at coachingconferences,

workshopsand CPD eventswhilst also practically delivering National



Curriculum Physical Education and evengagcerdevelopment centre sessions. By fiomt
in my career] had been fortunate enough to have around 10 years of coastpi@gence and
after spending a great deal of time working voluntarily within grassemmtser, | saw this as
an opportunity to helprogress coaches regionally by supportingdinelopment of their own
practice. Holding a background of elite soccer as a player wathirderland AFC, and then
years spent delivering coaching sessions at a grassroots levak well versedin the
requrementsneededo undertakearolein soccercoachingMy ownpersonabeliefshadbeen
shapedyy the experiencesf beinga grassrootsocceiplayer,thevastly differing experiences
of being an elite soccer playandthe experiences | had beimgached by, and working
alongside, highly qualified and experienced individuals waspiredo be like.

Beforedelving into my own beliefs, it is key to outline my own personalphilosophy.
This is built ona coresetof key valuesconsistingof hardwork, discipline,loyalty, honesty,
integrity, organisation and ambition. Such values translate into my belief that if you ar
hardworking and disciplined in what that you do, and if you are loyal, honest and sho
integrity, whilst being organised and ambitious, you can create a fulfilling life. This is ther
evidencedn my daily routinesandpracticessuchasensuringstructureand productivity runs
throughout my day, whilst being honest and loyal, along with ay&md integrity wherever
there is an opportunity to do so. This has created a practical philosophy that helps ome take
daily tasks in a way that | feel is appropriate. Giving consideration to my own coaatdng
teaching practice, my philosophy has leé to develop a practical style that provides
empowering environment for those | work with as my values are evident in my pifatice.
example, my sessions are meticulously planfiadoughout my delivery, | look tengage and
take an interest in eveparticipant individually. | am honest when givifegedback and ensure
thatl am passionate arkhowledgeable about the subject bedsjivered,and this was the

casein my newrole as part ofThe FA.

| assumeadny role would be to makesmall changesadviseon technicaldetail where
appropriateandbe an overall soundingboardfor ideasgrassroot€oachesnaylike to share
with meandthenimplement.However,within thefirst few weeksof my newrole asa Coach
Educator] observedhe archaicpracticesandattitudesevidentwithin the clusterofgrassroots
clubs | was supporting. Such experiences made me question the currentoalehoéducation
within grassroots soccer, along with piquing my curiosity in terms ofdo@aehing philosophy
is impacted and transferred into practice. Anecdotally, | foundstirae coacheswere not
interested in self/player developmentand were fixated on the possibility of winning
grassroots soccer matches at all costs. In terms of coguiaictice, some coaches were often

uncomfortable facilitating sma#lided games and would prefer deliver constanfpractices
4



whichwouldleaveparticipantstandingn queuesvaitingfor theirturn, in thepouringrain and
bitter cold.

Intermsof my3$KKD” PRPHQW W K D W-BEabt BfHEnglendWirkeideirigg U W
December support session. | observed some practice which consisted of nbaimal
manipulation, smalsided games or challenges so | decided to engage the coach i
conversation. When wapoke of ag@ppropriate coaching, they displayed knowledggouid
practicesuchastherole of questioningor the benefitof variable/randonpractice What could
be sure of was that there was adisconnectionbetweentheory and practice. This was
incontestableSuchexperiencesiformedmy coacheducatiordelivery,in that,whenspeaking
andworking with grassrootsoachesve spentmoretime discussingopicssuchascoaching
practiceand behaviours. lalso lookedto gainan understandingf what grassrootsoaches
valuedwithin their own lives and how this could translateto their coachingpracticeAfter
gaining small amounts of success with a group of coaches, | felt that by exglasgsgoots

F R D Faldegdhdbeliefs,alongwith examiningtheir currentcoachingpracticetheremay be
an opportunity toidentify whatchangesmay berequiredwithin coacheducation. If a coach
could successfully align their coaching practice with their philosapigughthe behaviours
displayed,they would be able to supportthosethey are working withmore effectively.In
addition,l could createa very worthwhilePhD projectwith the possibilityof achievingalarge

impact withingrassroots socceoach education.

1.3 Introduction to the thesis

Therefore, the aim of the thesis was to deliver an investigation of an original nature, ¢
philosophical and practical consideration, within grassroots soccer. With this in mistlidie
focused on exploring how coaching plsitphy was perceived, conceptualised appliedto

the coachingbehavioursand practicesof grassrootsoccercoachesFurthermorghe study
focused on examining to what degree philosophy was evidenced within coachotge.

Perspectives from both aach and coach educateereundertaken.

Coachingphilosophyhasbeenportrayedasa corepartof coachingpractice(Cushior&
Jones, 2014 however conflicting research has outlined that coaching philosopbiteis
opposed by coaches due to a lack of knowledge surrounding the effective, practic
implementation(Partington& Cushion,2019). When giving thoughtto knowledge,coaches
developedheir understandingthroughexperiencedothin an educationsettingandthrough

their practice(Cushion,Armour & Jones2003).Threelearningcategoriesxist,



including nonformal,formal andinformal (Nelson& Cushion,2006).With this in mind, the
present thesis looked to explore coaching philosophy from the perspectives from thase out
the field, the grassroots coaches, and from those who are charged with the develbpandnt
coachesthecoacheducatorsTheintentionof thisresearchvasto provideathorougtoverview

of the current conceptions, definitions, ideologies, rhetoric and intentiongHasa actively
working and coaching within grassroots soccer but go beyond the clesiiptive

representations that currendyist(Lyle & Cushion, 2017).

Highly institutionalised and structured in a hierarchical manner, coach educatio
programmes take a prominent role in the development of grassroots soccer coaches w
consideringhe formal route of learning(Nelson& Cushion,2006);alongsidehe completion
of academic degree programmes (Nash, 2003). Coach learning in a nordovinahment is
often described as continuous professional development (Custhan2003), and takes the
form of €minars and coaching clinics (Nelson & Cushion, 20BBlly, informallearningis
visible throughthe experiencesoaclesgain during their life, asa participantasacoachand

throughpreviousinteraction§Knowles,Borrie & Telfer 2005).

The purpose of this opening chapter is to introduce key topics that will surface
throughout the thesis along with providing context to the study. The introduction widjie¢so
an overview of previousscholarly work regardingkey elementsof the coachingprocess;
coaching philosophy, practice and reflection. This chapter also introduces the researmth aim
guestions that have guided and underpinned this research. Said aims were devidiajhed
goal of structuring the work in a relevant mannaéiist providinga frameworko theresearch.
The final aim of the first chapter was to outline the focus and content cfutteequent

chapters.
1.4 Coachingphilosophy and coachingpractice

When considering a central statement found in sport coaching badksapers, it is thahe

role of a coaching philosophy is the informing and enhancing of coaching practice ar
activities (Cassidy, Jones & Potrac, 2009; Jenkins, 2017). To bolster this claim, coachi
SKLORVRSK\ KDV EHHQ GHVFUWERG YD\ K HWV DERXHKH Q U
SUDFWLFH" /\OH S 7KDW EHLQJ VR HDpersorfaR D F

story is a combinationof fragmentedexperiencesin conjunctionwith complex



involvementgJonesArmouré& Potrac2004).As outlined theaffectacoachingohilosophyan
have on both coaching behaviour and practice has begun to become prevalenspeithin
coaching literature (Burton & Raedeke, 2008; Gould, Pierce, Cowburnskd)?017).

When contemplating the role of coaching philosophy in terms of importance, wha
should be outlined is that a coach does not need to be philosophic in thought or rsliverto
practicesor activities (Lyle & Cushion,2017). Although, previouswork hasoutlinedhat a
coachingphilosophyis critical to successwithin coaching(Burton & Raedeke2008)The
coaching process has been described as a complex process (Jones & WallacdyuR005),
coaches have been found to plaggher stature on winning and fun comparegtosophical
considerations(Martens, 1996). This suggeststhat coachesmay not contemplatesuch
philosophicaldevelopmentss high importance,yet their academiccolleagues do consider
3«D FRDFKTV SKILOWRHNRWS KLNP SR UW D Q F Hornesis) PO12) H.2424)UA0G H
issue to raise is the challenges or limitations currently heldobgheswith regardso their
understandingf thedevelopmenprocessequiredio progresa coachingphilosophy, in terms

of structure, practical impacts or even what to incl{@eshion& Partington, 2014).

Considerations regarding coaching assumptions (ontology, axiology and ethiusf) are
a regular occurrence within previous philosophic enquiriesdiidan & Jones, 2013previous
work has been seen to be more descriptive rather than empirical, and theséprificant
JDS LV SUHVHQWHG LQ WHUPV RI WKH VSRU \Vgrasdrdots K L
soccercoachingpractice andhow philosophyis perceived Furthermoregcoachesmaynothave
beenprovidedwith the skillset or understandingequiredto constructivelylink philosophical
conceptsand theoreticalcoachingmodelsto effective coachingpractic€Taylor & Garratt,
2010). Therefore, challenges would exist in the competent delivergvafencebased or
philosophically aligned activities. What does not help matters oatbrementioned nature is
the varying descriptions surrounding philoso@yshion &Partington, 2014), tich include
terms such as beliefs, principles and priorities (Kidmata&ahan2011) and valuesand
actions (Benni& 2f&RQQRU

When examining previous work, a positivistic approach has been dominan
oftensimplifying the coachingprocessand minimalising the processasa whole and,instead,
breakingcoachinginto manageabl@artsthroughquantitativeapproache¢Gilbert & Trudel,
2004; Cushion, Armour & Jones, 2006). Nevertheless, the role of coaching philosophy h
begunto be a morecommonlydiscussedopic within coacheducationandtherefore



practitionergLyle & Cushion,2017).More prominentin termsof terminologyandperceived
importancewhenlooking througha critical lensin termsof knowledgesurroundingcoaching
philosophyandtheroletheconsideratiomplaysin thedevelopmenbfpractice, limited research
exists (Partington & Cushion, 2019). Often looked upon &fanician in an unproblematic
world (Potrac, Brewer, Jones, Armour & Hoff, ), coaches should be immersed in the
research process given the dynamic nature of coagthiigsophyand practice(Nash &
Collins, 2006).

Rather than developing a new definition for coaches to follow, providing insigbts
how philosophiesare constricted would provide practical value for practitionerswhilst
enhancing the literature regarding coaching philosophy (Lyle & Cushion, 2017). A
philosophically driven approach to coaching would be useful, as practitioners tend to take
M Z KD RU BrUTF R P P\RHQOWEtH §if coaching.albeit an un-reflexive procesqCushion,
2013). Therefore, to gain clarity around this process would lead to a greater understanding
termsof the S H U F H Q¥edsiR@s§o¢cercoacheshold in termsof coachingphilosophy.
Furthermorehow this relatesto coachingpracticewithin a grassrootsoccersettingandthe
challenges faced in such a context. To achieve this, the central focus to coaching pract
explorationsshouldbe to describewhat coachedo, intertwinedwith why coacheslo it and
how coaches do it (actions) (Abraham & Collins, 1998). With this in mind, the lanteoést
from coaches regarding incorporating philosophical principles into their coatiangot be
surprising (Nash, Sproule &dton, 2008), giving more thought to sessoomtent,activities

and organisation.

Although coaching philosophy has been outlined as a key contributor to effectivi
coaching practice, coach education plays a limited part in terms of engaging coaches in
thoroughunderstandingf a coachingphilosophy(Cassidyetal., 2009).Thereforeto ensura
comprehensivapproachto researchwas undertakenthe presentthesisusedconceptsof a
philosophical nature including axiology, ontology, epistemology and ethics to provide
frameworkto understandF R D Fphitbsdphy andwhatthis consistf. This researchaimgo
beclearandsupportivein whatcoacheseedto applyphilosophicallyto practice shapingheir

activities and ensurinthheir behavioursnirror theneeds of their participants.

When examining coaching practice, a number of personal variables and contextu
factorsshapehedelivery(Cushioretal., 2006;Townsend Cushion2015).Previousvorkhas
seenthe gainingof understandingsf pu Z K DoAtfieddo and p K RtAdy do it, leadingtothe

LQFRUSRUDWLRQ RI LQYHVWLIJDWLRQV VXUURXQB8).QJ

Neverthelessgapsexistin the body of sportcoachinditeraturein termsof thelack
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of understandingegardinghow coachesareinfluencedby the experiencesheyhold andthe
perceptionsheyhavedevelopedJonesArmour & Potrac,2003).Althoughseveraldditional
factors contribute to what coaches do in practice (Cope, Partington & H&0&§), a
FRDFKLQJ SKLORVRSK\ LV YLHZHG DV WKH N(€arlesQ& HU
Douglas, 2011). Teffectively discuss coaching philosophy, and avoidafeeementioned
pitfalls of previous work, aligning research to philosophical consideratimhsas axiology,
ontology, epistemology and ethics facilitate an opportunity to exjpleep, meaningful and
philosophical questions (Hardman & Jones, 20Rrthermore, toensure the presented
coaching research displayed realism in the eyes of the practitgaieing an understanding

to the myriad of constraints, opportunities, values, beliefsi@wgpointsof grassrootsoaches

in conjunctionwith their practicereplicategheir everydagxperience¢Cushion, 2007).

What the present thesis offers sport coaching research isdaptim exploration of
philosophy in a context that provides practitioners, mesess and coach educators with an
opportunityto gainanunderstandinthatwill makeapracticaldifferenceto thedevelopmenof
coachespractice. Overall, the works intend to simplify coaching philosophy in a elegr
simple manner, leading to the usage by others to enhance their own personal prhitsice,
making greater sense of their own philosophy (Smith, 2018). This work is eahind
answers the call for more research focusing on coaching philgsbply it works and
influences practice (Cushion & Partington, 2014). The study intends to provide gtaatgyr
with regards to coaching philosophy, alongside the practical ingpigation withirtoaching
delivery. Additionally, how the shaping of practice through a philosophy caaligidnent in

terms of coaching behaviours and participant needs (Partington & Cuabi®),

Therefore this researchaimsto gain an understandingnto the relationshipsetween
coaching philosophy andoaching practicewith the intentionof identifying how the
DVVXPSWLRQV WKDW XQGHUO\ FRDFKHVY EHKDYLRXU
opportunity tobeimpactfulwith regardd¢o coacheducatiordevelopmentgdueto anincreased
understandingn termsof coachingphilosophyand the relationshipwith coachingpractice.
Considering the opportunity to gain an understanding in terms of the compleixities
combination of philosophy, practice and setting (grassrootssoccer),an analysis of the
aforementioneavould betimely (Cushion& Lyle, 2010).Thisresearcltappearso beof usdo
the sport coachingliteratureand coacheducationalike, given the potentialfor illuminating
opportunitiesfor developmenin termsof clarity aroundcoachingphilosophy,and practical

advancementsf implementingcoachingoehaviours into delivery.



1.5 Context of the research andthe researchproblem
The context fothe present thesis was English grassroots saower12 million peopleplay
grassrootsoccerin England(The Football Association, 2019). The sport is governed by The
English Football Associatio(The FA), with administration filtered through regioi@dunty
FAs. The FA has a varietiR| NH\ DLPV DQG REMHFWLYHV XQGHUS:S
6WUDWHJ\" ZK lheKobRiVEOoQdéath of the levels being worked at from
participation to elite, consideriaj gendersaandabilities(TheFootballAssociation2015).In
termsof thisthesistherelevanbbjectives include Coach Education and Soccer Participation.
The National Game Strateggy LI KOLJKWLQJ WKH DPELVWidh@edicatb® M F
programme for a diversi®otball Z R U N | Raloigiith a flexible, inclusiveandaccessible
playingopportunitiedoreveryone (Thé&ootball Association, 2015).

The FA works closely with The Premier League, who outline the importance of &
FOHDUO\ GHILQHG pIRRW®HOBI® PRier ORRBERIGN, DL BPRE Q
document (The Premier League, 2011). However, within this docustatgments referring
WR ERWK 3SOD\LQJ VW\OH" DQG 3Y D O Arbundvihg iscansiddreid)
philosophical considerations. Wiegiving further thought to thePPP document, since
inception, both elite academy soccer and grassroots soccebhaeJQHG WKHLU SD
groupings to three separate phases, including the foungstase (under 5 to under 12), the
youth development phase (unde8 fo under 16) and thprofessional development phase
(under 17 to under 21) (The Premier League, 2011prdaidefurtherspecificity,the present
work focusedon thosecoachingwithinthe W) RXQGDWLRQ 3KDVHY ifigdkasl L U
SSURJUHVVLQJ SDUWLF Lt @WR/Y HD (B RMARE-HréniteBlleqpiie,
2011, p. 60).

With such varying phases in terms of age groups outlined, exploring the coachin

process at differing levels will provide a mdrelistic approah to the sport coachidigerature.

The coaching process considers not only the coach, but also the contextfastoral and
interactions (Cushion, 2007) that influence how a coach manages theitesnlgng to a
complex and holistic environment beifered. This environment is specific ttoe variables
thecoachisimmersedwvithin (level,agerange gender)Jeadingto individualised multifaceted
coaching practice (Gilbert, 2007). The complexity of the coaclpmgcess has been
understated and belittled, with studies focusing on individual elemesghtes than thetricacy

of coaching practice (Cushion, 2007; Hall, Gray & Spro2@d,6).
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Dueto suchreporting,the sportcoachingliteraturelacks valid representationsf the
process and the journey coaches undertake when negotiating the chaotic, disorgani
actualities of coaching practice. What has resulted is a scaféihowledge surroundinigow
andwhy coacheslelivertheirrespectiveracticen certainways(Cushion2007),albeithis has
been developed in recent years (Halhl, 2016). The benefits of researching gopicts could
include theeffective development and improvement of coach education. ddu&d be
DFFRPSDQLHG E\ JUHDWHU RSSRUWXQLWLHYV abiesStUH S
negotiating the challenges of the coaching process (Rattiel¢ 2000). Suchmissalignmernt
betweencoachingtheory and actual coachingpracticemirrors the traditionaldistance held
between those practicing coaching and those researching coaching (C28b8)nTherefore,
the subjective experiences of, and contributions to, the complexylayef the coaching
process in foundation phase grassroots soccer remains under res¢@othesrjNelson &
21*RUPDQ

1.6 ResearchAim

7KH DLP Rl WKLV UHVHDUFK ZDV WR LQYHVWLJDWH W
philosophy, the rolet plays in practice and how such considerations are perceived by botl
coachesnd coach educators.

1.7 Research questions

Thefollowing researclguestions werdevisedo give aclearfocusto the project:

1. What are grassroots F R D F Kitdi&f§tandingf coaching philosophy withregardsto the
shapingof their coachingpractice?

2. What coachingbehavioursare evidentwithin grassrootsoccer F R D Fckadhirfgpractice?

3. How do Coach (G X F D WeRceifiewhe role of coaching philosophy withingrassroots
soccer?

4. What are the similarities and differences between grassroots soccer coaches and grasst
soccer coach educators, regarding their coach philosophies based on their experiences in

and sport?

1.8 Organisation of the thesis
Thethesis has been organised in a way that produces digmfgel to the research antbves
through the research process chronologically. Following on from the Introd(Ctiapter 1),
athoroughOverview ofLiterature(Chapter) wasundertakerwith theambitionof providing
a summaryof relevantsportcoachingliterature;including thestrengths and limitations. This

chapter looks to discuss coaching philosophy, the coagirimgess, coaching practice and
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reflection to provide a solitheoretical foundation to giveontextto the presentthesis.

The next four chapters are broken down into the various data selection pwsitg,
(ChapteB), asystematiceviewwascompletedo provideagroundingn previouslycompleted
work, alongside a clear rationale for undertaking the outlined rese&inehnexthapter
(Chapter 4provides insights into the philosophical underpinnings of grasssoot&r coaches
with considerations given to their background, experienoesching role, previous
relationships, coaching philosophy and various interactions which influencectiagining
practice. Next (Chaptds), provides insights into the practice of grassroots samuschesn
relation to their coaching philosophy, vatuéeliefs and coaching behaviourke following
chapter (6)ook the viewpoint of coach educators with regardgrassrootsoccercoaches
values, beliefs and practice activiti€Shapter 7 then compared and contrasted the coach
educators and grassroatsaches directlyThe aim of these chapters is 4eamlessly build
from one chapter to the next to provide a detailed and practical oveo¥iéve coaching
process.

Thefinal two chaptersDiscussiorandConclusionpull togethetheresearchprojecby
the providing of the core findings, key contributions to knowledge, theoreticgbractical

implications for the world of sport coaching, and the propositions for possthleresearch.
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CHAPTER TWO

Overview of Literatur e

2.1Introduction
Guided by traditional pedagogy (Williams & Hodges, 2005; Potrac & Cassidy, 2006; Harve)
Cushion & Mass#onzalez, 2010), coaching intuition (Cushion et al., 2003), and copying of
others (Cushion et al., 2003; Williams Bodges, 2005; Ford, Yates & Williams, 2010),
Partington and Cushion (2013) noted that coaching behaviour and practice can be influenc
from the established nature of coaches within sport. Instruction is recognised as the m
common behaviour displayed lbpaches (e.g. Miller, 1992; Kahan, 1999; Cushion & Jones,
SRWUDF 1HOVRQ 219*RUPDQ JRUG HW DO
commonly identified with a prescriptive, coaldd approach to coaching (Williams & Hodges,
2005; Potrac & Cagdy, 2006; Harvey et al., 2010).

Coaching research has displayed a process of coaches asking their participants
master elements of a game (i.e. skills), before then incorporating these elements idikegame
activities (Cassidyet al, 2009; Harveyet al., 2010). Although research has noted rtessy,
chaotic and reactive nature of coaching (Cushion, 2007), coaches have displi@padta
takeamoreorganise@ndprescriptiveapproachFordetal., (2010)suggesadefinitionfor such
clearseparationsn their work examiningcoachingbehaviour.37UDLQLQJ IRUP™ ZD
as technique and skiEDVHG SUDFWLFHV D Q@hasesdd pay, énd sriiiJ P~
sided/conditionedgames(Ford et al., 2010). The researchergoundthat although cazhes
highlighted their aspirations for taking on the role of a facilitatopamding a challenging
andthoughtprovokingenvironmentmoretimewasspentnpracticesassociatewvith SW UD L Q L
I R U Bsich as skills and coachled behaviours.Furthermore, the scholars retrospectively
interviewed the coaches, finding limited sedfwareness and minimal success in terms of

achieving their aims due to the activities begmgcticallydelivered.

In order to gain further insight into tipeocess otoaching, further empiricaksearch
within coaching has been proposed, focusing on coaches and their individualgesit
(Potrac, Jones & Armour, 2002). Furthermore, gaining insights into the thobgitfs,
values, interpretations and justificat® of how coaches intend to positively dirghe
participants, would provide a deeper understanding of the knowledge and expettences
guide F R D FactioNdPotracetal., 2002;Smith& Cushion2006;Harveyetal., 2010).
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For researchergo gain a considerate completeand thorough understandingof
FRDFKHVY EHKDYLRXU bn@todSppadl hdsHeel advis¢dt Bartington &

Cushion,2013).Applying a combinationof qualitativeand quantitativeapproaches provide
rigorous inquiry intoF R D Fitattics, and the behaviours underpinning that pra@imteac
et al, 2002; Smith & Cushion, 2006; Foed al, 2010). Although a plethora offormation is
at hand regarding coaching behaviours in the context of praf@ssoccefe.g. Partington &
Cushion, 2013), practice structures (e.g. Fardl., 2010) and coachinghilosophy(e.g.Nash

& Sproule,2011),soccercoachingwithin a grassrootsettinghasbeerimited (Potracet al.,

2016).

Taking amixed-method approach to coaching research presents academics with tf
RSSRUWXQLW\ WR H[DPLQH 3KRZ" DQG 3ZK\" FRD&MgV V
insight into the justifications for such behaviour (Partington & Cushion, Zdt8ac, Jore&
Cushion, 2007). This process then facilitates the development of th&wtesnquire into
FRDFKHVY SUDekaV 1260H). Griangingpfactice and behaviceguires coaches to
acknowledge their underlying thoughts regarding coaching (Haat/@y., 2010), although
research has noted the difficulty in addressing this process dueltavtbelfawareness held
by coaches (Smoll & Smith, 2006; Cushion, 2010). Furthermesearch examining coaching
practice, philosophy and behaviour offers anarpmity for practitionergo moveoutof asafe
coachingzoneandto challengetheir own practicethroughtan open and honest sedfflection
(Harveyet al., &RDFKHVY SUDFW ke kheD Qupoidtl Kdewelopakd)
extended through peeeviewed evidence rather thahWUDGLWLRQDO" SHGDJ
Hodges, 2005; Potrac & Cassidy, 2006; Hareegl, 2010), or the copying of others (Cushion
& Partington, 2013), with reflective methodeovidinga frameworkto challengecultureand
tradition(Potracetal., 2002;Cushionetal.,2003). To effectively move forward, coaches must

first acknowledge their previowsctions and ustnis inquiryto pragmaticallyprogress.
2.2 Introduction to Pragmatism

Numerousphilosophicalparadigmsexist (E.g. Positivism, PostPositivism, Constructivism,
Interpretivism, Pragmatism), with each encompassing a differing viewpoint on the varyin
elementsf philosophyincluding axiology, ontology, epistemology ethicsand methodology
(SeeFigure2.1) (Kaushik &Walsh, 2019).
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Figure 2.1 ResearchPrinciples

Whenconsideringoragmatismasatool to guideresearchanopportunityandfluidity in
terms of methodological contemplations is preserieymatism is based on thencept that
the problem being investigated should be done through the approach ththesuoigstigation
(Tashakkori & Teddlie, 1998); with pragmatic researchers incatipg amixed-methods
approach on a regular basis (Morgan, 2014). The intention with sagperachs thatinstead
of placingemphasin the methodologicathoice,instead the maimattention is given to the
research problem and thensequences of the research (Cresstv@lark, 2011). That being
said, applying a pragmatic stance towards research haslaé®ed to provide researchers
with the opportunity to incorporate the qualities of twhfferentgroups, suclasquantitative
ard qualitative (Cresswell, 2013).

Originating from the United States in the 19th century, pragmatism imvielly
developedy severalphilosopherseducationalisteand professionapeople(Maxcy 2003).A
core group of individualsinclude philosopherCharlesSandersPeirce,psychologistVilliam
James, philosopher and mathematician Chauncey Wright, jurist Oliver WétadelesJr.,
andphilosopherandlawyerNicholasSt.JohnsGreen Additionally, philosophereducationalist
and social reformer John Dewey; philosopher, sociologist, and psychdBepstieHerbert
Mead;andphilosopheandpolitical scientistArthur F. Bentley(Kaushik& Walsh, 2019). From
what has been recounted from early discussions developing the pbgowagmatism, the
coming together of the aforementioned individuals was throughgreementhat effective

inquiry can be achievedthroughan individual method(Maxcy,
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2003); andtherefore,the group effectively dismissed traditional assumptions regarding the
nature of reality, knowledge and inquiry (Biesta, 2010). Pragmatistsbelieve that past
experiences directly affect our beliefs and future actions (Maxcy, 2003; Morgan, 2014
Individuals usetheresultsof previousactionsto predictthe consequencesf similar actionsn

the future (Kaushik & Walsh, 2019). As pragmatists outline that experiences onlyooceur
beliefs attachedio possibleoutcomesof future actionsare provisional(Morgan,2014)The
scholar also notes that as no two people share identical experiences, pragmatides a
unique opportunity to develop research that is unique to individuals whilsheilsgshared

by many.

Grounded in the viewhat human experiences construct knowledge based on belief:
andhabits(Tashakkor& Teddlie,2008) pragmatisniocuse®ntheconcepthatbothsingleand
multiple realities exist. Imploring empirical inquiry, pragmatic researchers refusadtawa
into metaphysical contentions surrounding truth and reality (Cresswell & QBtR,). Giving
further thought to reality, for pragmatists, truth is whatever has stoadtiigny of individual
use over time (Baker & Schaltegger 2015), along with the faoilgat satisfactory outcomes
in terms of experiences (James, 2000). However, this differs fn@emmotion that if the
experienced worked, then it is true (Kaushik & Walsh, 2019). Ingiesginatismconsiders
the choiceof oneversionof reality over another, leadingto considerations governed by how
well that choice results in anticipated or desired outcofiashakkori& Teddlie, 2008).
Furthermorepragmatismgivenits practical,problensolvingnature Jooksto solverealworld
problems ratherthantheoriseleadingto the appeadlor like-minded researchers (Cresswell &
Clark, 201}, and coachealike.

Examiningthe underpinningof pragmatismgpistemologicallyspeakingexperience
is the precursor to the development of knowlefi§aushik & Walsh, 2019)althoughsuch
knowledge is not consideredreality (Rorty, 1980), given the unique experiencesand
perceptionsindividuals hold (Morgan, 2014). There are, however, challengesfaced by
pragmatistssuch as the focusing on epistemologicalconceptscomparedo those of a
methodological nature (Morgan, 2007). As epistemology is consideredphsoaophical,
theorydriven field, practical researchers receive questioning about theofaitus nature,
comparedo that of reseach focusedon methodologywhich connegphilosophical concepts
to practical scenarios (Kaushik & Walsh, 2019). Instead, comlmgrtgio aforementioned
areasprovides pragmatistswith an opportunity to immerseresearclin an understanding
surrounding oubeliefs and the influence they have on research, wbiistectingthe nature

of our knowledgeto producepracticaland impactful developments
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(Morgan, 2007). Through the combination of an epistemologicahatdodologicallydriven
research project, pragmatism facilitates the effective addressing of practical rggestioims
(Kaushik &Walsh, 2019).

The role of the researcher in the research process must also be acknowledged wi
undertaking pragmatic stie$ as the worldview held [by the researcher] can influence the
researchproject, such as selecting the key research questions to be examined and how
undertake this research, methodologically (Morgan, 2007). The scholar notes that the
decisionsareaffectedby the personahistory of theresearchertheir experiencesndbeliefs.

John Dewey, considered one of the founding fathers of pragmatism, suggests through
theoryof socialinquiry, thatresearctshouldbe natural,situationalandgroundednproblems
(1910). Dewey also outlines that such inquiries should be both an examinatieargpfand
practice (Kaushik & Walsh, 2019), combining beliefs and actions. This priss to the
understanding of an element of reality, whilst creating knogdedith theintention of
generatingchangewithin that part of reality (Dewey, 1938). Creatingknowledgehat can
influenceand stimulatepositive changeis the primary purposeof inquiry (Goldkuhl2012).
When undertakinga full examinationof a researchproblem, investigationsshould be
undertaken from multiple and varying perspectives to ensure the full range of dimesions
investigatedDillon, 2 Y % U& He&lman,2000).Beinga 3 S U D J PLDAW/LHD dlldwitirb e’
involved to undertakean independentrole, removedfrom the methods,in other words,
researchers enjoy flexibility in terms of the methods they employ (Teddlie & Tashakkori
2009). Combining methods to address research questions can include the employment
gualitative datautilised inconjunction with quantitative data, for example interviews used
alongsideobservationgKaushik& Walsh,2019).This approachhasbeenoutlinedas pZK D W
ZRUNVYT DQG UHIHUV WR WKH VHOHFWLRQ RI| PHMitcS&EGR
the research question, along with the intention for researchers to justify nobthoel (Maxcy
2003). To practically engage coaches within the process of pragmapptying frameworks

can be advantageous given the similarities observed in thieicgacwrld.

2.2.1John Dewey

The Deweyan notions ahquiry and habit were considered as two frameworks to explore
oneself "HZH\ WKXV DYRLGLQJ pFUXGHY abiCré&tarstoF H
previous experiences from which our beliefs hdezn informed (Morgan, 2014). In a
coaching context this could be interpreted as coaches being underpinned by rigid pract

thereforefailing to critically enquireinto suchactivities; ratherthey would takethe uyW UL H G
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DQG WHVWereferg, Dux&l approach. Howevaquiry LV QRWHG DV 3D UF
beginning when we experience an indeterminate situation that causes us to doubt
NQRZOHGJH RU DELOLW\ WR GR VRPHWKLQJ" .RUWH
considerghis process of doubt to be fundamental in developing a critical-sah{Dewey,
1933),alsoterms3 G L V W X (SeeBiguferi2). Furthermoreinquiry is necessarto affirmand
challengeour belief system(Levi, 2012).This canbeevidencedwvith regarddo coachem the

form of seltquestioning, seltritiquing and reflexivity (Hall & Gray, 2017), withgragmatic
coach regularly taking part in experimentation (Cruickshank & Collins, 2@&3tingand
trialling different options (Scho6ri,991).

Figure 2.2 ' H Z H\IMj&del of Inquiry (Morgan, 2014)

By bringingbeliefsandactionsinto contactwith eachother,meaningfulexperiencesre
created, with an importance lying with researchers in understanding not only wheb they
alsowhy theydo it (Morgan,2014),asreflectedin the extantcoachingliterature(Hallet al.,
2016).As pragmatisncanfacilitate rigorous inquiry tanform beliefs, valuesgecisions,and

actions(Korte & Mercurio, 2017) the presentthesislooked to take this
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approacho researchsupportingW K H F RowiriKddi®v fnto their beliefs andvalues witla

view of improving practice activities. Additionally, Talisse and Aikin, (2008) noted that
pragmatism is about making tangibfeprovements in the everyday lives of people in the
world. This could be considered a priority role for foundation phase soccer coachebuks they

to facilitate enjoyment, autononand participatiorof thosetheycoach.

With the shift of social researcly pragmatism, researchers must addresgjkegtions
suchasthechoicesnadearoundtheresearctprocessaandtheimpactof the choiceshey make.
This should be taken through a critical, honest and reflexive process-dhsetfhtwhilstre-
defining the researchcommunity (Golding, 2015). This processwill bringtogetherthe
experiencesindbeliefsof coachesandcoacheducatorgo further pragmaticallglevelopsport
coachingpracticeby triangulatinginquiry andself-reflectionfrom a variety ofviewpoints and
assumptions to reorient the sport coaching literature towards a newisstied and goals

'HQ]LQ 7R 3PDNH VHQVH’  RI WK HefleEtigricBribE Kiilised) G
to guide and framehe work with a view of developing criticaéflectionsskills in coaches

who workatintroductoryor grassrootsevels (Sch6n1983).
2.2.2Donald Schon

$OWKRXIJIK UHIOHFWLRQ KDG EHHQ GLVFXVVHG L®8BJKH
who FRLQHG WKH QRWLRQ RI 3UHIOHFWLYH SUDBMWaFH"
identified two typesof reflection, including reflectionon-action (afterevent thinking) and
reflectionrin-action (thinking while doing) (See Figure3R. This procesdacilitated the
learning from experience through gained implicit knowledge (Schon, 1B@8ectionon-
actionrefersto gaininganinsightinto developingpracticethroughreviewingand evaluating the
performance, whereas reflectiomaction is the processf oeflecting asexperiences occur
through immediate examination and responding to such experiappegpriately (Schon,
1992). Within both scenarios, the role of the reflector is to engagprivcesf continuous
learningwith aview of shapingiutureactions(Schon,1983).Schomlifferentiated between the
role of a novice practitioner and erpert practitioner. Hsuggested that a novice lacking tacit
knowledge would take a more mechanical approadfléxtion; whereas, expert practitioners
had the ability of selmonitoring, and would holthe ability to adapt their practice, sometimes
instinctively (Finlay, 2008). Inexperienc@dactitioners, therefore, required thinking time and
WKH RSSRUWXQLW)\ plaRicaty fedttvely thikkNefpdrigit®s through (Schon,
1983).

Although the reflective practice work produced by Schon (1983) has received man

plauditsand hasbeenthe inspirationfor further modelsof reflection (Gilbert & Trudel,

19



2001), UHVHDUFKHUV KDYH FULWL F linvaddten bi&skoeeniodéscibechés 5
achievableg(Moon, 1999), while othersbelieve thatSchénignoredthe contextof reflection
(Boud & Walker, 1998). Furthermore, criticism towards the downplayimgfigiction-before
actionby Schénhasalso beenhighlighted (Greenwood;1993). The GermanV F K R @ddkU § V
hasalsobeencriticisedfor 3O D F A dri@cal G L P H Q $peBifigallyfocusingon a lack of
challengdFitzgerald,1994).A furthercriticismsurroundtghe oversimplification that is evident
WKURXJKRXW 6FK|QTV ZRUN Z0B8} RISNGRVith the7l&cR 6f Sriticady
when discussing the process of reflection (Smy888).This contrastso thework of Dewey

who highlighted that reflective practice provideghe very framework to challengéeliefs,
dogma, doctrin@nd prescription.

Figure 2.3 6 F K | @992)Model of Reflectionin and on action

-

N[

\_

When considering the different elements of reflective practice, ael@ayent of a
pragmatic approachto reflection is the processof calling upon previous experiences,
examining how successful those experiences were and how they could then contribute
actionamovingforward, helpingto form thenotionof thinking (Dewey,1910, underpinninghe
reasoning behind framing the research process through a pragmatic lens. H&ehder,
(1983) doesnot accountfor this forethoughtor planning (Thompson& Pascal,2012)and
insteadfocuseson the two elementsof his work: Reflectionrin-actionand Reflection
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onaction. A third reflective considerationreferredto as Reflectionfor-action, providedthe
opportunityfor nursingpractitionersto call upontheir experiencewithin the planningstage,
preempting and developing what was termed forethought (Benner, H&gpekidis &
Stannard1999).This enabledhenursego anticipateunexpectedircumstancesascenariall
too familiar in the contextof sport coaching.The scenariowas outlined within Gilbert &
7 U X G(R0DH) $tudy, which they termedRetrospectivdreflectionron-action, outsideof the
actionpresentaphrasehepresenstudywill adoptandusemovingforward. The UHV HD U F K
HIWHQGHG 6FK|Q 1 Woting thaZyRuth\spErt coaches activadflect and engage
with three forms of reflection includindreflectionin-action, Reflection on-action and
Retrospectiv&keflectionron-action. Throughtakingthis threeprongedapproacho reflection,
findingsnotethatcoachesouldconsidethow effectivetheir coaching strategy was along with
how efficient their coaching implementation was (GilBeftrudel, 2001).
Thereforecoachinditerature(Nelson& Cushion2006;Knowles,Gilbourne Borrie&
Neville, 2001; Gilbert & Trudel,2001; Cushion,Ford & Williams, 2012)hashighlightedhe
importanceof critical reflectionin termsof coachlearning. For example,a novice coach,
moulded by coacheducatiorcourseqe.g.professionaknowledge Schion,1983)andmethods
observed, needs to consider how a facilitator approach can fit within their phild€hysyon
et al, 2012). Furthermore, Williams and Hodges (2005) noted that coachetoriatzfjrate
new information into their current model ¢bange behaviour; which can eeabled through
critical reflection, or more specifically through critical questions, such 2K\ GR , GR \
(Ghaye, 2001). Such practice help coaches navigate away from t¥hg D Ro@lands of
S U D F(®&dhén1983, p. 42) towards 2 K L JKJ R X @ Gtherwordscombining theory and
practice to move forward effectively in a complex environnf€hbmpson& Pascal, 2012).
Throughouthis reviewseveralariableshavebeenpresenteddiscusse@ndcritiqued
demonstratinghenumerousontextuafactors personatharacteristicandcomplex scenarios
coaches face on a weekly basis (Gilbert & Trudel, 2004). Unlike thoaehing in a
professional setting, grassroots coaches are likely volunteers (Po&la2015),with limited
formal coacheducatioranda professionatareeiin adiffering environmen{Gilbert& Trudel,
1999). Some grassrootscoachesplace emphasison winningand others focus on more
developmentahspectssuchasenjoymentor socialskills (Gilbert& Trudel,2004).Reflective
practice can aid in the enhancementf F R D F Kdif-sfarenessyhen consideringsuch
ideologieqCushion, 2016).
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In terms of the present thesis, there is a compelling argument (NelSasl8on 2006)
that researchergan gain a critical insight into the underpinning knowledge oFRD FK H \
philosophy and practice through a framework. This framework, in the forénFoK | Q TV
1987) theory of reflective practice, highlighted critical gmments in thedevelopment of
critical reflection. In more recent times, Gilbert and Trudel (2001) hextendedthis
framework,termedthe model ofexperientialearning.

To stimulate and engage coaches within this critical and reflective proddss,
feedback has been used as stimulegedll, to highlight potential coaching issuespoW U L J J H
(Gilbert & Trudel, 1999). The stable and sedinforcing element of the modelreflection in
and on action is the role of the coach (frames) (Sch®83). These framasfluence coach
reflections as issues that are aligned to their role frame which watldeessedBeing self-
awareandcritical of your role frameis critical to growth; a skill someanovice coaches do not
hold and with which theynayneed supporCushionet al,, 2012).

To facilitate the recognition of coaches in terms of utilising scientifically outlined
coaching methods is regularly called for within the sport coaching literature; known as tf
theorypractice uJ D &fishion, 2007). 6 F K| AP83) model of reflection provides a
frameworkfor coacheso beenabledo dothatthroughthe consideratiorof theirreflectiorrin-
action, reflectioron-action and retrospectively reflecthmgraction. This work providean
opportunity for coaches to inquire into their practice, with a view of developing acmitizal

mindsetand develop theiown learning Dewey, 1933).

2.3CoachLearning
Coaches learning takes three forms, including formal, informal and nonf@elabn,et al,
2006). Coaches engage with a variety of elements with regadeésétoping their knowledge
and understanding of coaching, taking place both in and eduoationatontexts(Cushion,
Armour & Jones2003).Theseelementencompasstrudured courses, reading and observing
peers along with CPD workshops with reseasaggesting the influences on learning are a
mixture of selfdirected (e.g. Gilbert & TrudeR001), directed (e.g. Jonet al, 2004),
informal (e.g. Nelson & ushion, 2006), formale.g. Irwin, Hanton & Kerwin, 2004) and
nonformal (e.g. Schempp, Templeton & ClatR99)experiencegNelsonet al., 2006).

Dueto numerousandcontrastingapproacheso learning,discrepancies terminology
havebeen cited in theevelopment of the coach learning literature (Nelkstal., 2006), with
various terms being interchangeable (e.g. coach education, coach tramingoach
development)Therefore, thighesiswill be utilisingthephrase3FRDEFHDUQLQJ”
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to ensureconsistencysomethingwvhich haslackedwithin previouscoacheducatioriterature
(Nelsonet al, 2006).

2.3.1Non-Formal Learning

With learning taking place in a variety of contexts, nonformal learning refers to the dail
experiences and environments a person is exposed to, in which they develop skillsamsights
stances (Nelsoet al, 2006). Most learning takes place in this context (Merria@agfarella,
1999); with specific coachlearning being seenin the form of coachinginteractions (e.g.
Cushion & Jones, 2001), coach mentoring (e.g. Nash, 2003) and caagiengnce (e.g.
Cushionet al, 2003). Further sources of informal learning take ptaoeugh the reading of
books, magazinesnd manuals (Schemgpal, 1999; Irwinet al, 2004) along with searching
the internet and observing video sessions on platforms su¥owRube or through social
media sites such as Twitter (Wright, Trudel & Culver, 20@dditionally, researchndicaes

that coacheglacea high proportionof valuetowardshavinghe opportunity to hear expert
coaches speatn various topicswhilst such forms oflevelopment occur at a relatively low
cost and are readily accessible (Reade, Roddggpréggs,2008).

An example of nonformal learning is that of mentoring, although it should be thaited
this form of supportcanbe bothformal andinformal (Nash,2003).Benefitssuchasthehighly
contextualandactive collaborationbetweemmentorand mentee pftenin the environment of
the mentee (Cushion, 2006), allow for the building of trust and rapestiltingin learning
anddevelopmentWith formal coacheducatiorcriticisedfor the passivand decontextualised
approach to coach support, insitentoring provides a contrastif@ndscape. Coaches have
highlighted the contexgpecific feedback and guidance providesl a benefit of working
closely with a skilled educator (Wright al, 2007). It is importartb note, thatlimitationsdo
existwith regardsto the mentorprocessmostnotablyif the rolesandexpectationgor either
party(e.g.mentor/menteegrenotclearlydefinedandmet(Nash2003). However, a mentor can
effectively support and encourage coach growth throstghulating reflective discussion
(Cushion, 2006).

2.3.2Formal Learning

A further learning format coaches are subjected to is that of a formal nature, such anwithin
educational setting (Coombs & Ahmed, 1974); for example, a coach education (touirse

et al, 2004), organised by national governing bodies (Nelson & Cushion, 200@gver,
criticismshavebeenaimedat this typeof learningwith coursegegularlydelivereaver short

periodsof time leaving few opportunitiesfor coachesto integratetheir new
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knowledge practically, whilst being facilitated by an experienced educator (Knetvids
JXUWKHU FRDFKHVY FRPSOHWH FRXUVHV ZLWIKE OL

in the coaching proceg¢€assidy, Jones & Portrac, 2009); along with a miniavedrenessf
the critical and reflective thinking skills requiredfor coachdevelopmentNash& Sproule,
2009).Whengiving thoughtto coacheducationthereis afocusonwhatcoacheshould beable
to do upon leaving the course, rather than what they should know (R0&E).Coacheslepart
courseswith a certification but also a misunderstandingf coachingas the coach education
process is generally mechanistic and standardised (Lyle, RG0Rt, Trudel,Lyle & Rynne,
2009);duetothecoachingp W R RvhiErRgdfovidedwithinthe course setting (Cushienal,
2003).To engage coaches, bespoke courses muklivered, rathethan takingaonesizefits
all model (Navin& Vinson,2020)

Furtherreservationsegardingthis formal approactto learningis the assumptiorthat
coaching knowledge can be passed from one coach to another without misunderstand
(Nelsonetal., 2006);with limited clarity regardingwvhethercoachesold theunderstandinip
apply knowledge in the correct scenarios, along with why and how to apply it (Ndgdon
2006). Neverthelessthere are numerousbenefits of such learning experiencesncluding
networking with coaches following a similar learning joeyr{fNash & Sproule, 2011), atie
attainment of a formal qualification (Cushienal., 2003). However, issues have beaised
regarding the quality assurance around the delivery of courses, as coach etavatteaded

to follow the outlined programma a relaxed manner (Hammond & Per2(05).

Furthercriticisms of coacheducationcourseshavediscussedhe role of peerto-peer
coaching with limited contextual transfers available for coaches to take when they return
their focused coachingetting (Nelson & Cushion, 2006). Coaches working with junior
participantswill befacedwith almostunrecognisabléssuesandscenariosvhentheydeliver
sessiongo their coachingpeerswithin a coursesetting,leadingthe sessiongo mirror avery
different context (Nelson & Cushion, 2006). Being provided with an opportunity to emach
receive feedback should be admired, however the transfer may be minimal givanythg
contexts (Nelsort al, 2006). Finally, the pedagogical content, thataachingknowledge,
requires greater focus (Jones, 2007), whilst Nash and Sproule (2012) gtregti@paration
coursesgive coacheswith regardsto the realities of the disorganisedchaotidandscapeof

coachingsessions.

The role of formalOHDUQLQJ IURP FRDFKHVY SHUMStathérL Y I

thananactivestrivefor knowledggNash& Sproule2012),ascoacheseeheprocess
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of gainingqualificationsasmandatoryanda box thatmustbeticked (Piggott,2012). Whilst
somecoachegonsiderthe progresghroughqualificationsaskey milestonedor development,
others, once meeting the criterion required to complete the course, retheir tdayto-day
coaching environment and continue to coacthe same manner as ttaig prior to attending
the course (Chesterfield, Potrac & Jones, 2010). Such meawhg (formal) is viewed in
a diminished way compared to more informal and nonfaspr@adrtunities bysports coaches
(Mallet & Dickens, 2009)

2.3.3Informal Learning

Informal learning consists of activities that consist of educational experiences outside tl
SIUDPHZRUN RI WKH IRUPDO V\VWHP~ &RRPEV $KPF
conference®r workshopgocusingon a particulartopic or subgroup(e.g.grassrootsoaches)
(Nelsonet al, 2006). Considering the role of learning, developmental timelasivelylow

with regardgo formalandnonformallearning(Gilbert, C6té& Mallett, 2006)with theseforms
outlinedasnotparticularlyimpactful(Nelsonetal., 2006).Insteadsourcesf informal learning
such as observations with others, discussions with peers, interned@admedia searching
along with reading articles, magazines, books and journals arenmpawful, powerful and
moreregularlyusedfor learninganddevelopmenpurposegCushion Nelson,Armour, Lyle,
JonesSandford& 21& D O OIMINR.D Q

Contemplating the role of informal learning, coaches tend to utilise the metkel# of
development when looking to overcome issues within practice supplemented by thre
components of selfeflection (Gilbert & Trudel, 2001). These include reflectmmaction,
reflectingin-action and retrospectively reflectimm-action. Although refletion will be
discussed in greater depth later in the chapter, such reflections are with a view of gaini
furtherinsightsinto technicalandpracticalcoachingssueqCassidyet al., 2009).1t hasbeen
notedthatinformal learningexperiencesre commonlyseenin the forms of communitiesof

practicementoringand reflection (Nelsoet al., 2006).

Such informal learning provides coaches with a framework to understand varyin
points of view, develop empathy and use the experiences to tipgidduture actions, most
notably in the forms of being mentored and observing others (&brads 2004). Although
learningusuallybeginsby beingaparticipantin thesportatayoungerage,earlyexperiencesf
VSRUW OD\ WKH |IRXQa&uesfhdheliefs} bk iB B® dakeHWtin ¥ducdaan
studentto teacher)(Loughran,2008). However,suchinformal learningexperiencesrealso
DVVRFLDWHG ZLWK OLPLWDWLRQV VXFK DV WKGdshdhF H S

& Partington,2014)andthe deliveringof sessionsvith limited critical reflection
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(Cushion,2016).Reflectionplaysa vital role within coachdevelopmentascoachegpractical
experiencesvill shapethoughtsandfuture actions(Erickson,Coté& FrasefThomas,2007).
Reflection can be stimulated through effective interactions, leading to the development
practice(lrwin etal., 2004);communitiesof practice(Culver & Trudel,2008)andreflective

practice (Carson, 2008).

To conclude, when giving thought to how coaches learn and develop, three sdurces
formal, nonformal and informal learning are blended together. Coaches can also tiieuelop
practice and coaching understanding through their-éeeeloping values, beliefand
reflections (Cushion, 2016). Trial and error tends to be a method used to refine coachi
principles ratherthanamoreefficient,informedself-reflectiveapproack{lrwin etal., 2004).

2.4 Considerationswithin Sports Coaching

2.4.1 ReflectivePractice

Reflectionplaysan importantrole in the developmenof critical selfawarenesgGilbourne,
Marshall & Knowles, 2013); being a mechanism which can facilitate the evolution anc
improvements of sport coaches (Gilbouree al, 2013). When considering if coaches
philosophydoes notalign with their practice,changemay be required forcoachedo do this
effectively (Partington& Cushion,2014).A suggestednethodto articulatechangehasbeen
reflection (Cushioret al, 2012); although such practice should not be considered as aimply
process undertaken superficially and occasionally (Thompson & Pascal, 2@di2nd,
UHIOHFWLRQ VKRXOG DGGUHVYV F RnilsF BEddwrihg Ebh@nudlsy D
(Thompson & Pascal, 2012). Critical reflection can support change (Cuttabr2012) with
coachegonsideringandquestioninghow their beliefs,values,andpracticesontribut¢o what

they are doing, and why they are mipiit (Knowleset al, 2001). Although studiebave
highlightedhow coachlearningcanbe developedhroughreflection(Gilbert & Trudel2001;
Nelson& Cushion2006),changinghebehaviour®f coachesequiresamorecriticalapproach
(Cushionetal., 2012).Seenasan essentiapartof coachlearning(Cushion,2016)therole of
reflective practicehasbeenhighlightedas a criterion for an effective coach(C {t & Gilbert,

2009; Gilbert & Cit p 2013), whilst also implying coach expertise (Nasls@roule, 2011).
(YHQ VR &XVKLRQ S KLJKOLJKWSW IV K\ MW BB UBIH,
JUDQWHGY LQ FRDFKLQJ" ZLWK SUDFWdqwredRfQrHctiti¢al | D L
contemplation. Nevertheless, research demonstragepdsitive role ithe developmenbf
coacheghroughreflection regardingtheir practical coachingexperienc€Gilbert & Trudel,
2001).
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A theory of learning from experience (Nelson & Cushion, 2006), reflective praatice
come tdight in a variety of professional practices. For example, studies have explosiag
(e.g. Taylor, 2006), education (e.g. Osterman & Kottkamp, 2004), social(iMooknpson &
Thompson, 2008) and sport coaching (e.g. Partington, Cushion, Cbigev&y, D15); with
WKH LOQOWHQWLRQ Rl SURYLGLQJ SURIHVNQRED RY &KW KZ
undertaken (Ghaye, 2000). Finlay (2008) notes that reflegraetice is the process of
examining practice and learning new insights through cllfiavaluating performance and
being sefaware to develop future practice. However, theearcher also alludes to the
FRQWHQWLRQ UHJDUGLQJ UHIOHRQWXP ISQUIF O D VK IGHK
This often leads to superficial reflectioméich do notprogress practice, and instead leads

practitioners in the direction of averageness (Cusizioh6).

The sportingworld acrossall levelshasbecomea very professionalise@nvironment,
with coaches in smart tracksuits, wide rangesqoiipmento utilise and expectations from the
individuals they work with to uphold (Gilboureg al, 2013). This professionalisation Faso
led to a greatinterestwithin the sport coachingcommunity of the role of reflection and
reflective practice (Cassidst al, 2009; Gilbert & Trudel, 1999, 2001, 2004, 2005; Nel&on
Cushion, 2006). Literature has previously acknowledged the ad hoc nature of coa
development{Knowleset al., 2001),not only throughcoacheducationprogrammesut also
through literature, internet sources andlleagues. Wherconsidering coach education
programmes, a common acknowledgement is the limited amount of contact time and t
prolonged time between courses (Knowktsal., 2001), highlighting the importance of

effectivereflectivepracticewithin sports coaching.

When considering the origins of reflective practice, pragmatist John Dewey can b
FRQVLGHUHG WKH IRXQGLQJ IDWKHU R UHIQhé¢Betdlaf H |
outlined that reflection started from doubt, which prompted inquiry, leading to the possibl
resolution of the encounteredproblem. Dewey (1933) also noted that such critical
consideration was the catalyst for practitioners moving afn@y the normal routine of
SWKLQNLQJ WKH SUREOHP RXW"™ WKURXJK WULDO DQG
developed through the work of Dewey (1933), it was Schon (1983) who made strides in tl
field of critical reflection, although furthezxamples of reflective models exist (e.g. Kolb,
1984).In educationlarrivee(2000)outlinedthatshouldateachebeunwilling to participatén
critical reflection, they will be forever trappedin mediocracyand, instead,shouldlook to

synergisevaluesand beliefsandtheir practice.Similarly, in the healthsector,nursesare
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expectedo reflecton their performancewith aview of actingon suchreflectionsin orderto
develop practice (McKay, 2008). Considering a sporting context, Abraham and CH98)
highlighted the more effective ability to apply knowledge held by coaches, thelmaooe of
overcoming problems. Within their study of 19 inexperienced coache®@@008) found
that reflection improved strengths and weaknesses in performance; Ghditonet al,
(2012) highlighted that reflections can make more informed judgementsareaneaningful
way to improve practice. Furthermore, within Nash and S@réufV work examiningan
expertcoachand a novice coach,the researchersote that more effective(expert) coaches
constructknowledgeby asking questionsand challengingnorms.Howevernovice coaches
mimic perceived good coaching and acageqaictice with limited challeng€his can be seen
within formal coach education courses, due to the limited time avaitabktof thelearning
is undertaken practicalfGilbert & Trudel, 1999).

For learning to occur the process of actively engagin@fieation must take place,
with GilbertandTrudel(2006,p. 114) outliningthat 3 W y€&'s ofcoaching withouteflection
LV VLPSO\ RQH \HDU RI FRDFKLQJ UHSHDWH Greflédtdap WL
surrounds the encountering pfoblems during practice and the forthcomstgnulation to
consider solutions to said problem. The researcher outlined, as pre\na@ldighted within
the chaptetntroduction two core elements including reflectiom action,thatis thinking on
your feetandreflectionron-actionoccurringpostactivity.

Numerousstudiesin variousfields haveexaminedreflectionsuchasteaching(Gibbs,
1988), nursing (Johns, 1994) and sport coaching (Gilbert & Trudel, 2001). ThereBeation
has beennoted as good practicein the role of developingsport coaches(Cushion2016),
however there is minimal evidence to suggest reflection is regularly undertakgrass$@ots
level. Furthermore, the role of reflection and its prominence, or lack of, wiblaich eucation
courses has been noted as insufficient (Knowleal, 2001; Knowleset al., 2005). The
aforementioned researchers note that reflective skills should not be abgwoach educators
simply by the introduction of the topic hidden witlgoaching courseSuch an approach to
reflection may lead to coaches who do reflect, doing so superficnally, Knowleset al,
(2005) outlining that in examined National Governing Body (NGRialifications, no
discussiongegardingreflection, valuesor beliefswasundertakenWith aview of refocusing
suchconversationso includethecombinatiorof philosophicaldevelopmentandthe practical
coachingskills of sportscoachest is usefulto notethatNelsonandCushion(2006)highlighted
thelink betweercoachespy U R @ Bi Ralddache®wn approacho coachingando that of their
1 F R D FEKKIQQ R VAR@tidNElly, Cassidyet al., (2009) highlight thesimilarities between

the development of a coaching philosophy and the rofeft#ctionuponcoachingpractice.
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The importanceof the role of reflection hasbeenhighlightedwithinnumerous studies, for
example both Gilbert and Trudel (2004) and Nelson and Cugifi6) notedthatall coach

educatiorprogrammeshouldlook to includereflectivepracticef somesort.

However, the role in developing practice through reflection should not be
underestimated, as such a process facilitates the changing of practice cultures (€@washion
2012).As coachingconsistof actiondrivenby thought(Partingtoretal., 2015),coacheseed
to make meaningful,critical judgementson their practiceinsteadof acceptingsuperficial
reflections(Partingtoretal., 2015).Whenconsidering waysf supportingcoachesvith critical
reflection,learningthroughobservatiorhasbeensuggestedseffectivavay of reinforcing and
promoting reflections (Partingtoet al, 2015). However, researautlines that observation
FDQ SURPRWH WKH LQWHUSUHWDWLRBt@I,R01D) enduAb&hbaRmO R
and Collins (1998) note that coaches may bsgreed with a3 J R @ @&/ D QdbdoatiBrigto
mimic in the caseof coacheducation.Therefore,a tool whichsupports critical coaching
reflections is that of videbased feedback (Partingten al, 2015). Research notes that by
synthesising recorded videbips of a coach deliveringractically with reflective conversation,
the coach being worked with is more likelydoatically examine their knowledge, reasoning
for actions and selhwareness, leading to tgportunity to change the coaching behaviours
displayed by the practitioner (Partington@ushion, 2013; Schoén, 1983; Trudel, Gilbert, &
Tochon, 2001). This deeper reflectipeocess provides a framework for developing new
concepts of practice leading to coacheB SOHPHQWLQJ QHZ pWKHRULHVY
in their action (practice) (Harvestal., 2010; Potraet al, 2002; Carson, 2008; Trudet al,
2001).

When looking to provide an overview of reflective practice, Thompson and Pasce
(2012) highlight hat the concept facilitates a link between theory and practice witiofiohes
able to turn observations into actionable opportunities for improvements; a riosibn
JHQHUDWHG E\ "HZH\ ZKR QRWHG WKDW V Xbadep PF
(1910) also highlighted that an inquiring, open rgad to practice would facilitateitical,
reflective thoughts with the coach analysing and questioning, in detail, elemenésr of
practice (Carson, 2008). However, should coaches be acceptiraraftiservationghey will
be guided by an uncritical inertia, rather than challenging current practiaésges, habits and
beliefs (Cushioret al, 2012).Although, challenges do exist wheliscussinghe role critical
reflectionplaysin the developnentof coachesandparticipants.
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Within a grassrootg/outh soccersetting,coachesnay coachindividually, with no Assistant
coachThiscouldleadto alackof accountabilitydueto beingunchallengedh theirpracticeand
potentiallyunengagedh reflection(Cushionetal., 2012);with similarfindings evidentvithin

education (Larrivee, 2000).

To make meaningful judgements and take a critical stance upon reflection, acacthes
engagewith varioustools thatfacilitate evaluation(Partingtonet al., 2015). An examination
of the thought processes considering the reasoning behind each decisamti@mgiovides
coachesvith the opportunityto raisetheir selfawarenesReflectingin suchacritical manner,
leadsto achangen theircoachingoehaviou(Partington& Cushion2013Sch6n,1983).With
aview of outlining effectivewaysto developcoacheducationyeflectivepractice is beneficial
(Knowleset al., 2005). However, for long terohanges to coachingactice reflectionsneed
to focus on deep, personalconsiderationsurroundingphilosophical components, such as
FRDFKHVY YDOXHV DQG EH O L FatNitates thd- €hh&nQedU€ydIsX af $&lf Z F

awareness, leading to more etigee coaches (Schofh983).

When considering the role of reflective practice, numerous sectors and fields ado
such practices to enhance their practice such as nursing (e.g. Mahendiran, 2021), teacl
(Loughran, 2002) and social work (Knott & Scrag@1@). When giving thought to effective
enhancement of practice, there is a need for individuals to develop an understanding about |
they go about their work and why they go about their work in that way (Loughran, 2002
Furthermore, this leads to the &nUJLQJ RI D ILHOGYV NQRZOHGJH
UHILQHPHQW DQG SURJUHVVLRQV RI SUDFWLWLRQHU
professionalism. Across many professions (e.g. science, nursing, medicine, law, teaching «
sport), reflectio is emerging as a suggested way of helping practitioners better understat
what they know and do as they develop their knowledge of practice through reconsidering wi

they learn in practical scenarios (Loughran, 2002).
Nursing

When considering continuoysofessional development within the field of nursing,
reflective practice has been highlighted as a key and influential concept in terms of
fundamental learning tool (Bladon & Bladon, 2019; Eaton, 2016). For professionals withil
nursing, the role of rédctive practice has been discussed as important in the identification o
feelings, performance evaluations and development experiences (Oelofsen, 2012). There
however, some contrasting views in terms of when and how reflection should be completed
those in nursing. For example, Nicol and Dosser (2016) has advocated for those in medi

fields to undertake reflective practice in a formal, critical, and focused manner. Howeve
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Bladon and Bladon, (2019) discuss the benefits associated to taking efoonal approach

to reflective practice through incorporating more explorative and interpretative thoughts in
relaxed environment. As a whole, however, the aim of nurse practitioners should be to beco
selfaware, sekdirecting and in touch with theenvironment (Bladon & Bladon, 2019). The
use of reflective practice can aid in the understanding of certain, challenging situations leadi
to the improving of provisions and overall patient care (Oelofsen, 2012).

Teaching

The role of reflective pracate within education has been advocated as greatly impacting
WHDFKHUV SURIHVVLRQDO GHYHORSPHQW DQG DLGV
that they must confront (Loughran, 2002). However, one challenged faced by teachers is-
level of rdlection undertaken. Research notes that teachers tend to examine surface le
concerns such as what works, rather than the value of the activities as an objective its
(Larrivee, 2008). Furthermore, one of the key criticisms of the role of reflectcéqe within
education is the focusing on individual elements of teaching such as identity, lesson planni
or individual behaviours (Farrell & Macapinlac, 2021). Similarly, various concepts look to
engage teachers in reflective practice through the emsgvof questions relating to their
profession (e.g. Borton, 1970). However, by trying to divorce professional and person
LGHQWLWLHYVY WKH HGXFDWRUV DUH XQFRQVFLRXVO\ O}
opportunities to have a greateositive impact (Farrell & Macapinlac, 2021). Only when
teachers begin to look deeper, taking a more critical approach, will they begin to gai
awareness regarding the moral and ethical consequences of their practice (Larrivee, 20(
Those who achieve efftve reflection can been to draw focus towards their practice, issues o
equity, social justice, and equality, whilst also acknowledging that practices must b

thoroughly embedding in the wider context of education and society (Larrivee, 2008).
Social work

ILWHUDWXUH GHQRWHYV WKDW UHIOHFWLYH SUDF!
competence and confidence (Knott & Scragg, 2016). Furthermore, the role reflective practi
plays is vital in terms of both enhanced learning,-aefareress and personal development
which can be seen within dag-day work along with courses and qualifications (Ruch, 2002).
The role of reflective practice has been fully embraced by those within the field of social wor
as the framework mirrors the dailyallenges and considerations faced and undertaken by
those professionally operating within the sector. Ruch (2002) outlines such examples includi
H«WKH XQLTXHQHVV RI HDFK VLWXDWLRQ HQFRXQWHL

functioning whether inrelation to individual personalities, family dynamics or inter
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professional relations and, perhaps most pertinently, the anxiety invoked in practitioners by t
ZRUN WKH\ GRY S 7R HISDQG XQGHUWDNLQJ VXFK
with the ability to integrate and inform new understandings of their own perspective leading
enhanced sefiwareness (Moon, 1999). Furthermore, combining emotional awareness wit
intellectual understanding facilitates the coordination of feelings,gtitsuand actions in a

constant process. Barriers surrounding our professional and personal individualities are brol
down leading to a great understanding of the contribution our personal knowledge plays in c
understanding of our professional practi8ach awareness leads to proactivity regarding the

impact of our professional experiences on our personal wellbeing (Moon, 1999).
Inter -relationships between fields

Reflective practice has emerged as an influential concept across a range rsf sect
including sport, nursing, teaching, social work, law and medicine. Similar challenges exist
a multisector level with practitioners and scholars alike working through obstacles to improv
practice within their respective fields (Thompson & Pascal,220For example, similar
challenges exist with regards to the depth of reflective practice completed with authors nothi
WKDW SUDFWLWLRQHUV SDXVH IRU WKRXJKW pHIURP WL
underlying professional knowledg®mplan new, progressive actions (Thompson & Pascal,
2012). The aforementioned industries (sport, nursing, teaching and social work) all face t
challenge of balancing technical rationality, and therefore becoming robotic technicians, wi
their ambitionof being artists who navigate the professional complexities that they face dail:
(Schén, 1983).

When considering the role of Reflective Practice, there is a common link between tt
professions discussed in that reflection is utilised as an effectivetdosupport the
development of craft knowledge through experiential learning. Nursing, Education an
Coaching are professions which are heavy in 'professional’ knowledge but require practition
to be able to apply this professional knowledge in-weald settings, and thus by doing the
job and reflecting on the experiences of doing the job, practitioners can further develop th
‘craft’ knowledge. Therefore, Reflective practice has a specific role to play in coac

development given the similarities bewethe varying industries.

2.4.2 Philosophywithin Coaching

Theterm 3 S K L O R xeRiStgaworld view approactandcanbeseerwithin everydayifeand
in the world of coaching (Hardman & Jones, 2013). Philosophy has origins datirig biack
300G, whilst also being considered as the first academic discipline (Hardrianes2013).

Theresearcheraotethatthetermlove of wisdomrefersto philosophyandhaseen guided by
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distinctive figures including Socrates and Descartes. \legmning tomake connections to
coaching, on a daily basis coaches will face questions regarding ptaliesophical
considerations such as experience, meaning, values and ethics. Philosableicibn has
been outlined as a core aid to help guide cesdbwards a rationale behimdhat they are

doing andhow to justifythis toothers (Drewe, 2000).

$ FRDFKLQJ SKLORVRSK\ SURYLGHV D IUDPHZRUN
Lauer & Yongchul, 2009); with their values underpinning the philosophy (Castiral,
2012), leading to the behaviour and actions displayed (Carless & Douglas, 201 BHctBut)
RU FRDFKLQJ EHKDYLRXUV KDYH EHHQ G IP9% eteEirhGo D V
anecdotal approaches passed informally from experienced coaches mmvitwgrcolleagues.
Thismethods justifiedthroughthe agreedinderstandingthathe DSSURDFK 3ZRUNV”
2013). It should be noted, however, that coaches may havedanstanding of what they have
ambitions of doing, in terms of their coaching practiceyeverthey do not always follow
suchplans (Harvey, Cushion,Cope& Muir, 2013; Partington & Cushion, 2013). Therefore,
even a meticulously developed and considetetbsophy may not always be evidenced within
practice (McCallister, Blinde & Weiss, *LYHQ WKDW D FRDFKHVY F
learning moments may have beaaformal, practices and behaviours may have become deep
rooted (Nash & Collins, 2006)and with such experienceseing developedand further
embeddeavertime, coacheglo notlook to undertake deepeflexive contemplation as their
S U D F W L F H(CushiBnU & Raftington, 2014). Therefore, a critique of the coaching
philosophy literatures thatenquirieshavenot venturednto whatsport F R D Fdokh gréctice
(Jenkins 2010).

A key factor is the philosophy that coaches hold in terms of contribddictyprs
considered when coaching (Cassidy al, 2009; Lyle, 2002). To further highlight the
importance of coaching philosophy, gaining a clearer picture of the philosophy luelddhes
will provide greater insights into their coaching behaviour (Cassidy, 2009;Jenkins2010;
Jonesetal., 2004;Lyle, 2002;McCallisteretal., 2000).Althoughhighlightedhs an important
SDUW RI FRDFK&HOWL \GWT OL Qu WBREI\® hdtdRsDfeKidiaissWnptionsbout
their philosophy,and insteaddo not rigorously engagein the developmentf a coaching
philosophy (Cassidyet al, 2009). This leads to coaches missing out on theough
development and reflective nature of@aching philosophy, which, in turn, ledolsoaches
missingoutonopportunitiesorefinetheirpractice(Cassidyetal., 2009;Jenkins2010). Instead,
coaches submit ideologies based on the outcomes of their coaching suabtics
considerationgCordes,Lamb & Lames,2012)or the enjoymentassociatedvith thetraining

regime (Cassidy, 2010). Cushion and Partington (2014) highlight that coachesmied to
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think philosophically in ordeto coach, whiclcoacheseem to be moreoncerned with, ah
there also seems to be minimal effort or desire from coaches to phitdsophically
(Partington& Cushion,2013).It would seemthe additionaltasksof behaviour management,
session content and the management of the session hold greptetance thanthe
philosophic underpinnings behind the coaching (Nash, Sprouléor®n, 2008). Coaching
ZLWK OLPLWHG ppELJ SLFWXUHTY SKL @GR¢tReHhsEIBr@ionR X (
(Cushionet al., 2003) leadsto coachedeinginformed,informally,by traditional pedagogy
alongwith utililsing practicesthey perceivedto be of valugCushion,2013), in other words

coachings nottheoreticallydriven.

Beforediscussinghow coachingphilosophypartakesn the developmenbf coaching
practice, it is key to address an issue that is recognised within the body of literaturedncusec
coaching philosophy (Cushion & Partington, 2014). There is a disjointedness assattiated
the definition and conceptualisatiof a coachingphilosophy(Cushion& Partington,2014).
Suchmisalignmenof a F R D FeoacWifigohilosophy(Hardman& Jones2013),andaking a
HMIRON SHGDJRJLFDOY DSSURDFK GLVSOD\V WKHRUHKR
philosophyandthe effect this has opractice(Cushion &Partington, 2014).

Sucharticulationshaveled to philosophieseingusedto represent ideologieshichin
turn hasled to minimal academicsenseof philosophyor philosophicenquiry (Cushion&
Partington, 2014). For exampMoight and Carroll (2006) provided a rhetorical rather ¢than
critical examinationof coachingphilosophywithin the aforementionedstudy. Focusingon
American Football, the study was focused not on philosophy but an ideology of what tt
FRDFKMVYLRQY zZzDV 7KLV KDV OHG WR FRDFKHV FRQV
mirrored in their coaching practice that are anecdotal in nature; also described as taking
approachof 3Z K Z\R U ldndivhat 3 J H WN'V XQu$kivn,2013). Consequentlythis does
OLWWOH WR HQKDQFH RU PDNH VHQVH RI WKH DFWLRQ
contrast, in the work of Gilbert and Trudel (2000; 2001; 2004), the researchers took
longitudinal approach (e.g.y2ars, Gilbert & Trudel, 2004yvhilst providing a moreomplete
overview of coaching philosophy through additional methodologies (Interveewsbined
with systemic observation and stimulated recall). Further limitations of the dodyprk
include fictional narratives (Carless[3ouglas, 2011), along with single dateractionpoints
with no coaching observation® support thequalitativediscussiongSchempp, McCullick,
Busch, Webster & Mason, 2006; Nastal, 2008; Camiret al, 2012).

When providing parameters for the pees thesis, a coaching philosophy guides

coaching practice and compromises of values, beliefs and opinionsgtNasl2008;Jenkins,
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2010). Within a coaching philosophy, meaningful thought processes and aeyamding
F R D Faldas faxiology), moftdy (values), meaning (ontology), knowled{gpistemology)
andexperiencéphenomenologyprovidea frameworkfor direction,knowledge, practice and
reflection (Hardman & Jones, 2013; Cushion & Partington, 2G@b&sidyet al, 2009). An
understanding ofalues and beliefs, along with an understanaihgrioritiesandknowledge
(Kidman& Hanrahan2011;Nashetal., 2008),will supporthedeliveringof coachingpractice
believal to bemostappropriatdor the grouptheyareworkingwith (Cassidyet al, 2009), but
also the most effective for the group they are working (@#issidyet al, 2009).

When considering key elements of discussion around philosophy, further finding
within the qualitativebody of researcotedthat coachest high schoollevel discussedhe
importance of developiniife skills (e.g.Gould, Collins, Lauer& Chung,2007)which was
alsoemphasizedvithin Camireet al, § {2012)work. WhereagCordeset al., (2012discussed
howthe S D U W L kcb& Be@pWldisdphyinformedtheir strategianatchdayplans.Similarly,
Cushionand Jones(2014), focusedon the professionalsoccercontext,found thatFR D F K H \
practice was burdened with ideological considerations rather than taking pfiicaslophical
deliberations to underpin their practice. Nashal, (2008) highlight thatoachesvhodevelop
clearvaluesjncludeacoachingohilosophywithin their practicealongwith reflectingupontheir
keyresponsibilitiesasacoachwill provideabetterframeworkforthemeetingof theparticipant
needs.

Given that coaching has been described g RPSOH[Y S UR Etkly2009§, D V
ZLWK &XVKLRQ DQG -RQHV QRWLQJ WKDW SUDFV
philosophy sbuld consist of thorough pF R Q V RattRidy Vafid reflection (Cushion &
Partington,2014) ratherthan becomingroutine (Cushion& Jones,2014). However, coach
educatiorhasbeencriticised(Cushion, 2013) for failing to provide coaches witm@aningful
understanding of how teflecteffectivelyandto usethesereflectionsto inform their practice;
leavingcoachedo beuncritical in their thoughts (Cushion & Partington, 2014). This leaves
coach educatioprovidersunchallengedn theideasthataretaught(Jones Edwards& Filho,
2014).7KHUHIRUH UHVHDUFKHUV LQWHQG WR VXSSRUW \
their practice through a mixechethod approach; examining where the coach has been on the
coaching journey (biogpy), what the coach does practically (coaching behavioursybad
the coach does upon completion of their practical delivery (reflection). Interemmwbined
with systematic observations have been outlined as one way of providgayaus approach
toresearch to achieve effective enquiry (Poetal, 2000). In additiorshould coaches take a
more critical, reflective approach to philosophical thinking, twewld find greater rationale

for their actions (Drewe, 2000); whilst being provided witttetailed,holistic understanding
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of coachingheirown coachingpractice(Hardman& Jones2013).

Dueto thewaythetheoryof coachinghasoutlinedapproacheo practicecomparedo
their practitioner cousins (Cushion & Partington, 2014), a chasists between the two
disciplinesMore specifically,it is clearthatresearctexaminingtherole of coachephilosophy
could be extended and develop further (Cushion & Partington, 2014)m@thed that has
been suggested is the employment ofjualitative approach, commonly itne form of
interviews,to allow the understandin@f coachingresearcher developduetothe personal
approaclof themethod(Nash& Sproule,2011).However therearelimitationsof takingthis
approaclasresultsonly provideaninsightintothe F R D Fghitbsophyatthatmoment in time.
As a philosophy is always evolving due to the new experiences,gkpsgencesretaken on
board as new knowledge (Jenkins, 2010), rather than as a restiéction Furthermore, past
studies (Schemppt al, 2006; Nastet al, 2008) have takensangle method approach to
JDLQLQJ DQ XQGHUVWDQGLQJ LQW RaPndglrded Whhvtfie 8dddhF
may actually dahrough practical demonstrations (Jenk2{310).

An areaof focuswithin the sportcoachingacademicommunitythathasnot received
particularattentionis thoseworking at a grassroot®r foundationallevel. As the majority of
coaches will beginheir own coaching journey from here, gaining a greater understaasling
to how the role of philosophy plays in the development of grassroots coaches would |
beneficial.Within this environmentthe needf the participantsshouldbedeeplyconsidered.
Hardman and Jones (2013) outline that considerations regarding tacticakcmmical
considerationshould be kepto a minimumwithin this context (grassrootshstead, the
advancemertf the persorshouldbethefocusthroughthe developmenof intrinsic enjoyment
of sport.This canbefacilitatedby coachesn theform of helpingthe SD U W LfalL i@ W 1\

with thegame and developassion to play.

Taking suchan approachgivesthe impressionthatwinning at this level hasminimal
importanceand somewhatligns with the appropriatep S O-IR bl UH Qddabhwidghtex&ture
(Ford et al, 2010). An academic bias exists within the sport coaching literature in terms c
working acrosssoccerwith researchergendingto favourtheprofessionasetting 2*RUP D Q
2016). What this has left is an apparent neglect of soccer within youtirasgtoots settings.
The importance of this context has been highlighted in terms of thgraesroots contexts
play in introducing participantotthe game. A vehicle in which healtan be improved,
friendships can be developed, and community cohesion can beyszssTpots soccer is also
often the benefactor of political and public policy (Gorman, 2@&grall, the effective
supportinganddewelopingof positive learningexperienceg$or younger participants remains
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the key role of grassroots soccer and those who are coadkhngthis setting. Conflicts exists
within this age group in terms of the philosophistndpointof coachesAn exanple of

conflicting coachingphilosophycanbe seerbelow:

A coachof an undersevengrassrootsoccerteamhassevenparticipantsheycan
starthe gamewith andthreeto makeup the substitues. Within the squadof 10, a
rangef abilitiesarepresentandthisimpactsthestrengthof theteamplayingin the
matchThe coach will be faced with the dilemma of knowing that although equal
playingtime will aid the development of each of the individuals in the squad, it will
also meanlosing gamesthat, with a strongteam,they could win. The constant
wonderingwhether the coach is doing the right thing can lead todeeibt,
criticism and thelepartureof thecoachfrom the team.

Consequentlyasthereareminimal studiesexaminingthe philosophicaunderpinnings
of coaching practice within grassroots soccer, the understanding of cqatliagphyand
practicewill remaindeficient.To beginto addresghe limitations,oneof theroles of the sport
coaching researcher istoQYHVWLJDWH WK ks Ry MtHAKID B/L RVKUD & R
have done and with whom. Furthermore, gaining an insight interibwledge of the coaches
(what the coaches knows), their practice activities and coabkimayiours (what they do) and
thar critical reflections (why they do what they do), valiabletheassociatiomf theiroutlined
coachingintentions to their practical behavioursandactivities. Theseintentionsmeetthe
requirementsascalledfor by sportcoachingesearcherasoutlinedby Lyle (2007),who noted
the needto gain a betterunderstandingegardingD FRDFKHVY LOQWHQWLRQV

why and how they implement such intentigmactically.

2.4.3CoachingPractice
In terms of developing amderstanding of the coaching process, there is a need tuighar
insight into coaching practice. The findings will provide a framework for sieselopments
(Cushionet al., GXH WR WKH RSSRUWXQLW)\ WuRlitiex,whietK H U
maybesimilaror distinctivelydifferent dependingnthecoachingcontex{e.g.working within
eliteversugyrassrootsfjCushion2007). & R D F ldsaftunderpinned by their ability to help
improve the participants with whom they are workjigrdetal., 2010),yetwithin thelearning
environmentheyprovide(Partington Cushion2013).Coachesnustbeadaptablén termsof
their activitiesandbehavioursdueto the everchangingnatureof the coachingenvironment
(Jones,2009). Furthermore Brewer and Jone$2002) note that exploring coaching practice
provides a more meaningful understandingwdfat coachesdo; providing a structureto
evaluatinghow andwhy a coachdeliversa practicen terms oftheir effectivenessand their

philosophical alignment.
With regards to the coaching role; session and environment management, feedba

37



correction andinstruction have been identifieds pW\SLFDO Y &Bham YaRXX UV
Elements of coaching practice vary due to the contextgowiorked in and théndividual
coacling decisions madén termsof thedurationandtimingsof behaviourgHall etal., 2016;
Potracet al., 2007). Due to the contextspecific nature of coaching(Potracet al., 2000),
generalisingndings and ensuringeffective transferfrom one environmentto anotherwould
beinappropriate (Harvegt al, 2010). Coaching practice includes a range of variables such a
relationshipsperceptionsaandsensitivities(implicit) alongwith languageandtools (explicit)
(Cushion, 2007). Additional variables include the unpredictable and complex nature ¢
coaching (Jones, 2009), supplemented with the balancing act of stakeholder relationshi
time-commitment and administrative tasks, along with the growing expectancpdche®

be professional (Potraat al, 2015).

The behaviours found within previous research (Fetdal, 2010) support the
suggestion that coaches prefer a more prescriptive approach to coaching. Howee¢al Hall
(2016) found that within Scottish elite female rugby union, most of the time was iapent
playingform activities.Within Englishelite malesoccerCushionandJoneq2001)foundhat
instructionabehavioursvereacommoncoachingstrategy aswastheuseof praiseandsilence.
Within other sports(e.g. Canadianwrestlersand figure skaters,Deakin and Starkes]1998;
English cricket participants, LowVilliams, McRobert & Ford, 2013), participargpent less
time in relevant activities, with Foet al, (2010) emphasising the need ¢oaches to provide
a stimulating environment to aid participant development. Furtherooar@hes may deliver
sessiong a way that seems acceptable to key stakeholders (e.ga#bkes, parents), which
facilitates the passing down of traditional, potentially unscientiithodge.g. folk pedagogy,
Harveyet al,, 2013).

$ WUDGLWLRQDO RU plR O Nf%s&idagnbdriRogéhakiduMwiihiitiQ P F
coaching (Cushion, 2013), although taking a gaewred approach will facilitateearning
more effectively over the long term (Partington & Cushion, 2013). Indeed,tsagitional
methods stand at opposing endsthie facilitator role that has been suggestedaomost
beneficial to player development (Law, C6té & Ericsson, 2007). The chalienggnsfor
coacheso supportimplicit learningby beingsilent,to allow participantgo learrfor themselves
(Smith & Cuwshion, 2006), along with taking a less prescriptive approattetdevelopment
of skills (Fordet al,, 2010).

With regards to the focus of this present study, grassroots participants should |
H«H[SRVHG WR SOD\LQJ ERdlRODDFpNVE2) lo\lENeliop the Yer)lir@ks

to be efficient within a match environment. Findings note that, specifically in soccer
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instruction was the most commonly used trait (Cushion & Jones, 2001,eFaid 2010).
Furthermore, in terms of research findinggd DUGLQJ FRDFKLQJ SUD FRwIL FH
Williams (2017)notedthatalthoughbestpracticehasbeendiscussedn depth(Cushioret al,
2012; Harveyet al, 2010), a direct or coaatentred approached is favouredpmactitioners
(Cushionet al., 2012).Furthermoresuchconflicting bestpracticeis evidencetly Chambers
and Vickers (2006), who indicate that questioning promotes problem sdlipgsitive
learningenvironmentasalsobeenassociatedavithin regularpraise(Cushion& Jones, 2001;
Potracet al, 2002). Halkt al, (2016) discuss that such outcomes argnotities within some
DSSURDFKHV VXFK DV p7KH. TRfislwlgerJdtlsTisoDd Si&/elépind- K
performances that are competitively successful (ledval, 2013), whichcontrast with the
findings of existing coaching practice research (Harvey & Jarrett, 20@d4xhesendto utilise
behaviourssuchas instructionas a preferencecomparedto questioning(Cushion& Jones,
2001;Fordetal., 2010; Partington& Cushion,2013),whichwas found within Forcet al., | V
(2010) study in terms of Playing Form and Training FaespectivelyHowever,Partington
etal., (2015)outlinethatcoachesaveminimal awarenessf their coachingoehaviours; with
furtherresearchoutlining thatcoachesarenotawareof how often theyusebehaviours oeven

what theyuse(Harveyet al., 2013).

To improve, coaches are required to think critically about their practice (Partetgton
al., 2015), and mvide engaging activities for participants to participate in (C6té, Baker
Abernethy, 2007). Considering such engaging activities, €bad, (2010) note thatoaches
LQ VRFFHU GHODFWUFHSDDMWWLYLWLHY ZKLFK L@NMROY
prescriptive approach to coachigs somewhat of a contradictiptine work of Williams and
Ward IRXQG WKDW GHOLYHNHQIDFPFRUMLWIDIWFRURYLC
of perceptuakognitive functions along with motor skillsurthermore, Williams & Hodges
(2005)notedthatdangersexistfor coachedaking a prescriptiveapproachwith participantsat
onepoint or anotherpeingexposedo environmentswhenthey mustperformautonomously
(matches). They should, therefore, beadwed in a manner that reflects tiesg. limited
instruction, maximum problem solving) (Ford et al., 2010). In order to optimiseearning,
coaches can set constraints and adapt ssitidt games (Vickery, Dascomimgyffield, Kellet
& Portus, 2013t.ow etal., 2013).

The importance of replicating game scenarios within practice activities hafobeen
DV uHVVHQWLDOY IRU GHYHORSLQJ WKH VNLOQRordgHH G
al., 2010). This can be replicated through the usenudllsided or conditionedames (e.g.
Owen, Twist & Ford, 2004), as found in the empirical works being displagexts multiple

sports such as cricket (e.g. Lewal, 2013), wrestling (Hodges & Stald)06) and gymnastics
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(Law et al, 2007). Giving cosideration to the nature of practiaetivities associated within
the context of the present study, it has been reported wsthicer that those who are
professional in Belgium noted that match play activities werenthst engaging (Helsen,
Starkes & Hodes, 1998). It has also been noted that those plagioger within the UK at
elite level are more frequently engaged in such practice actithesecreationaparticipants
(Ward, Hodges,Starkes& Williams, 2007).Suchpracticeformsshouldprovideaframework
of transferfrom trainingto matchdayandto enablesuchransfer coaches should coaclaiway

that isrelevant to thgame(Fordetal., 2010).

A previous view on moretraditional coaching activities was the build-up of
competencythrough a structured p G WAL B@pfiroach which allowed participants to
experience high levels of repetition, feedback and instruction. This facilitated partieytéints
an access to skills in chunks, before building up to opposed practices antamaiectivities
over time (Williams & Hodges, 2005). However, such a structured envirorsapoteatean
3 « R'Y H UdDi@r@ationfor learnerspreventinghemfrom engagingn theproblemsolving
S U R F(Rordétal., 2010,p. 485). Furthermorethis approachprescriptive) has been found
to provide information that is easily forgotten along wptrticipants receiving information
overload (Hodges & Franks, 2004), with a more plaigst approach advocated (Fagtlal.,
2010). As seemito be the reoccurring theme withRFFHU H J etaf 2R Q QdidU
et al, 2010), previous research undertaken overeafsago (Cushion& Jones2001)also
notedthatcoachegendedo deployaninstructionahpproach. These archaic findingsegthe
impression that coaching within soccer mayhte moved forward in the same way research

has in terms of appropriate coaching sthiighlightingthe practitionerscholarshimap.

Further research with a focus on coaching practice wagititate the developmeot
greater understanding of the effective implementation of a coaching philosophy,iwkuch,
would provide a more holistic understanding of coaching (Partington & Custodd; Hall
et al, 2016). Although due to the ladkiJ R1 D pFULWLF D O eVl 2DG3), $Udc& Q
coaches may be reluctant and therefore less likely to change such estgiiestoegbtive)
practice (Partingtonet al., 2015) and insteadcontinwe to deliver p W hdWGH Viioekes I
(Cushionet al., 2012; Potraet al, 2007).

The present study aims to contribute to the extant literature already available withi
coaching practice by investigating soccer, and more specifically from within grassroof
coaches working within the Foundati Phase; which, unexpectedly, is scarce within the
current body of work (Cope, Partington & Harvey, 2016; Gilbert & Trudel, 2004; Kahan,

1999).Although studieshaveexaminedorofessionalyouth academycoachege.g. Partington

40



et al, 2015) and participdtRQ \RXWK FRDFKHY¥t alH2017)2 & WK R U
knowledge, no research has examined coaches working viithygar olds in @rassroots
soccercontext. Furthermore,Potracet al (2015) highlighted the dearthof researchvith a
participation soccer (grassroots) focus as surprising. Furthermore, as suchenods
voluntary,supportis requiredto ensurehedeliveryof excellentexperienceo thosetheywork

with is achievedgiven the high participationratesof grassrootsoccer(Lusted& Gorman,
2010).Additionally, the U H V H D bidghKgHtith@itthereis scrutinyassociateavithsuch roles,
along with the professional practices and starskxpected, coupled with theorkloads (time
commitment, administratigmplanning etc.) (Green & Houlihan, 200Bnowing so little about

the experiences, viewpoints and practices of grassroots soaaenhesand how 3« W K H L |
experiencesnightimpacttheir decisiongo continuethertUHVSHFWLYH SDUWLFL.
(Potracet al, 2015, p. 2) highlight a gap within tetantliteraturethat would be usefulto
addressleadingto amore 4 F R P Slad ¢/ \wofk.

When considering additional contributions surrounding sport coaching practice,
number of frameworks should be considered when considering the role coaching philosop
has on behaviours and practice such as the Epistemological Chain, Transfwamati

Leadership behaviours and Constraiets coaching and Game Sense approaches.
Epistemological Chain

When giving thought to sport coaching, what should be acknowledged is thi
complexity faced by coaches in a continuously adjusgtimgronment, compared to simply a
knowledge transfer from coach to participant (Grecic & Collins, 2013). Something tha
provides a roadmap for coaches to enable successful passage through such a complex situ
LV D SHUVRQDO SKLORYVR2K0). ZoddDel can frardd thér @addrdJagainst
certain values, leading to enlightenment (Grecic & Collins, 2013). The epistemological chai
referring to an internal, logical decisiomaking framework, can facilitate coaches planning,
reflection and revaw process (Grecic & Collins, 2013). For context, epistemology is the
philosophical component focused on the nature of knowledge, as eloquently described
Grecic and Collins (2013):

Epistemology is the branch of philosophy concerned with the naturecapd ef
knowledge. It is concerned with answering the questions of kvimatledge ishow

is it acquired, and how do we know what we know (or conversely know what we d
not know). (page 152).

As previously described within the chapter, epistemology aliefbeare composed of an
LQGLYLGXDOYV YLHZV DERXW WKH QDWXUH RI NQRZOH
Koutaniemi & LindblomYlanne, 2008). With this in mind, the epistemological chain, the

interrelated decisions derived from hitgvel personabeliefs about knowledge (Grecic &
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Collins, 2013), provides a unique process to gain an understanding of a coaches deep
meaningful thought process.

Giving thought toF R D Ffidttr&djrection, utilising the epistemological chain as a tool
to facilitate reflection enables a coach to explore their knowledge and learning to then chan
their future behaviour (Martindale & Collins, 2005; Grecic & Collins, 2013). Research ha:
highlighted that through engaging with the epistemological chain coaches camlésige of
faith and being to carve a new path outlined by their own beliefs and personal philosopl
(Grecic & Collins, 2013). Research has noted that effective engagement with th
epistemological chain can be a powerful tool to effectively develop expd@eecic &
Collins, 2012). Such processes replicate the claim that coaches should always have a c
DWWLWXGH IRU FRQWLQXDO LPSURYHPHQW DQG D 3JUF
2012).For coaching to progress, developing an understandidgragrest in the process in
understanding the how and why coaches do what they do is a cornerstone to concept
development (Cushion, 2007). That being said, to take the role of epistemological chain furth
could be the incorporation of awareness oy kievelopment experiences they require to
improve (Grecic & Street, 2019).

Transformational Leadership behaviours

When considering the varying roles of a coach, one of the key roles is effectiv
OHDGHUVKLS 2QH H[DPSOH RI OHDGWHRWKIDSN MWRKGIRQW \/
Transformational leadership is the process in which leaders encourage, inspire, and motiv
employees to innovate and create change. This is completed by virtue of the strong emotio
attachment with his or her followers cométhwith the collective commitment to a higher
moral cause (DiaBaenz, 2011). One element of transformational leadership which display
similarities to the sports coaching world is the encouragement that employees would quest
old assumptions (Geijsell&ggers, Stoel & Kruger, 2009). When giving consideration such
criticality, when incorporating transformation leadership behaviours leaders engage the
employees regarding reflective considerations on their daily practice, with further discussio
regardng key feedback surrounding their philosophical assumptions -Gdaenz, 2011).
Research surrounding transformational leadership has highlighted that those lead
incorporating such practices develop employees who hold more commitment towar
professionatievelopment (Ross & Grey, 2006), overall reflection practice (Geijsel et al., 2009

and the overall growth of the organisation (Lam, 2002).

When giving further consideration to transformation leadership, one area o
emergence is the role individuals @aXHV DQG EHOLHIV SOD\ ZKHQ LC
.ULVKQDQ 5HVHDUFK KDV RXWOLQHG WKDW DQ I
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core beliefs (Russell, 2000), leading to said leader being influenced in terms of their thoug!
and behaviors (Tickle, Brownlee & Nailon, 2005). Scholars therefore outline that by gaining
an understanding of core values and beliefs that inform transformational leaderships can
further enhanced within training and education (Tickle et al, 2005; Krishnan). 200i&n
considering sport coaching, enabling and facilitating an environment where participants fe
comfortable making errors to enable learning (Coad & Berry, 1998), placing considerab
emphasis on development (Bass, 1997). Transformational leadesismprerous similarities

to that of the sport coaching world including a focus on personal and professional developme

seltdirected leading and sedtimulation (Sarros & Santora, 2001).
Constraints-led coaching and Game Sense approaches

For the last 2years, sport coaching researchers have tried to gain an understanding regard
approaches to further understand coaching practice. @anteed pedagogical practices
including Teaching Games for Understanding (TGfU) (Bunker & Thorpe, 1982), Game Sen:
(Thorpe 2005), Sport Education (Siedentop, 2002), Play Practice (Launder and Pilz 201.
Games Concept Approach (Tan, Wright, McNeill, Fry & Tan 2002) and the Tactical Game
Approach favoured by some North American pedagogues (Mitchell, Oslin & Griffin 2012)
have all contributed to the evgrowing sport coaching body of work. However, one of the
frameworks that has facilitated understanding include constiaasisd coaching (Renshaw,
Davids, Newcombe & Roberts, 2019. This approach has helped to infornayhinat many
coaches seek to understand performance, learning design and the development of expertise

talent in sport (Renshaw et al., 2019).

When giving though to the context of this thesis, soccer, the most common approach
visible in the sport inclde constraint led approaches (CLA), Games Sense and TGfU. Ther
are varying differences between the approaches such as TGfU, which tends to focus on
learner, compared to CLA which is centred on the relationships that emerges betwe
interactions (ofmdividuals and their environment) (Renshaw et al., 2019). Furthermore, the
learnerenvironment created is saifganising in nature, leading to learning under the
multitude of interacting constraints (Chow, 2013). When considering the role of Game Sens
initially developed in the mid990s (Evans, 2006), the approach was a shift in terms of
perspective surrounding the way in which skills, knowledge and understanding are construc
(Pill, Penney & Swabey, 2012). The Game Sense approach places focuskes 6"RID F K 3D
HGXFDWRU" :LWKLQ WKLV QHZO\ GHILQHG UROH LW L\
with through questioning. This is undertaking with the intention of connecting participants t:
meaning and purpose of activities and to encoutfagya to participate in discussion about the

tactical aspects of the game (Evans & Light, 2008). Differences are visible between TGfU al
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Game sense, given that the former was created to enhance the learning of secondary phy:
education pupils (Bunker &horpe, 1982), whereas Game Sense is based on the trainin
format of sports (e.g., a format of waiup, game, questions and discussions about the game
skill practice if required, further questions and discussion, extension of game) (Pill, 201.
Webb & Thompson, 2000).

Although varying differences are visible when compared CLA, TGfU and Game sens¢
it can be agreed that such approaches have challenged the traditional directhas sport
techniques approach (Jones, 2006). From this work, participants cabenfmmnd in more

supportive and engaging environments with enhanced opportunities to learn and develop.

2.5 Philosophical Paradigm
2.5.1 Ontologyand Epistemologyin SportResearch

Researchis approacheddependenton an L Q G LY Lview Othé/world &XND XV NI
Vveinhardt,& $Q G U L X N RQ18Y.A Hapadiginis a worldview of the natureof the world,
underpinnedy asetof basicbeliefs(Guba& Lincoln, 1994).Theexperiencesve encounteas
researchershapethesebeliefs and govern future experiencesfilter-like (Cushion,2013).
Philosophy is the study of general and fundamental problems concerning matters such
existenceknowledge values,reasonmind, andlanguaggDeleuze& Guattari,2014).When
undertaking research, thghilosophical underpinnings, including the epistemological and
ontological standpoints that are guiding the direction of the study, must be consideuel as
assumptionswill impinge and influence the findings of the research(Hammond,2017).
Moreover, te lack of philosophic enquiry has been criticised within the sport coaching
literature(Cushion& Partington2016) AlthoughHardmarandJoneg2013)doacknowledge
philosophical thinking in their theoretical work, however limited empingatk remainsn

the field (Hallet al, 2016) Therefore, prior to beginning the journeyexploration, it is vital

that researchers engage with, and consider, the theoretical cdhegpipporhowacademics
investigat@opicsandresearclyuestionsAs ourviewpointsareunderpinned by the positioning

of epistemology and ontology, an early task for researsherbeclearon suchfoundations
earlyin theresearch procegSeeTable 2.1).

Ontologyis the philosophicalfield focusingon the natureof reality, andthe different
entities and categories within reality (Smith, 2012). With concern to ontological positions
scholarscan a stancefrom the position of realism, idealismor materialism, however
objectivismandsubjectivismaretwo widely acceptedositionsin the contextof the present
thesis(Snape & Spencer, 2003). Objectivism refers to social beings being considered

separatérom our consciousnessuchasobservabldacts(Smith& Smoll,2014). The second
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position,subjectivism relatesto the role socialinteractionsplay in the constructionof social
reality such as interpretations of culture and society (Smith & Smoll, 28%4hedoctrine
outlines that knowledge is merely subjective and that there is no exteroljeativetruth
mirrors the stance of pragmatiskurthermore, pragmatism is a paraditjyrat claims to bridge

the gap between the objective and the more naturalistic subjappveachefCreswell 2013).
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Table 2.1 Overview of ResearchParadigms

Positivism

Paradigm / Post Pragmatism Interpretivis
Fundamental (Naive positivism m
Beliefs Realism) (Critical (Constructivism
Realism) )
Ontology There is a Objective. Reality is constantly Thereis nosingle
The positions of single realityr Realities are re- negotiated, reality ortruth.
thenature of truth. socially debated, Reality is created
reality External, constructed interpreted. View by individualsin
objectiveand entities that are chosen tdest groups.
Whatis reality? independent of underconstant achieve an answer Socially
socialactors. internal to theesearch constructed,
influence, and guestion. subjective.
interpreted
throughsocial
conditioning.
Epistemology Reality can be Realities and Thebestmethodis Reality needs to
The view on measurednd knowledgeare the methodhat beinterpreted.
what constitutes hence the both socially solves the problem. Used todiscover
acceptable focus is on constructed Finding out is the theunderlying
knowledge reliable and and influenced meanschangeas meaning of
valid tools to by power theunderlyingaim. events and
How can Iknow obtain relations from activities.
reality? answers. within society.
Axiology The researcher The researcher Values play a large The researcher is
Therole of is independent is biasethy role ininterpreting part of what is
valuesin of thedataand world views, theresults;the being researched
research and maintains and cultural researcher adopts and cannot be
the UHVHDUF objective experiences bothobjective and separated,
stance stance. and subjective therefore is
upbringing. viewpoints. subjective.
Whatare my
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valuesand

beliefs?
Theoretical Positivism Marxism Deweyan Interpretivism
Perspective Feminism pragmatism (reality needso
Researclthrough be interpreted).
design Phenomenology

Which approach
do yowseto
know
something?

Critical Enquiry
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Methodology Experimental Critical Mixed Methods Ethnography
research Discourse Designbased Grounded Theory
How do you go Survey Analysis researcAction IPA
aboufinding research Ethnography research
out? Ideology
Method Quantitative Qualitative e.g. A mixture of Qualitativee.g.
e.g.statistical Ideological gualitative and interviews,
analysis, reviewOpen guantitative observations,
guestionnaires Ended research e.g. case study,
. Interviews, interview with narrative, life
Whattechnlqyes focusgroups, systematic history,
doyomgjjte?to find observations, observations. journal/diaries.

journals/diaries
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The next consideration for researchers, concerns epistemology. Epistemology is the
philosophical field concerning knowledge and how to reach it (Bakhurst, 2020).
(SLVWHPRORJ\ LV VSHFLILFDOO\ FRQFHUQHG ZLWK Gt
knowledgewithin academicesearchBroadlyspeakingthreeepistemologicapositionscan
be taken by academics, spreading acrossrésearch paradigm including: positivism,
interpretivism angpragmatism (Denzin &incoln, 2011).

When considering a positivist epistemology, researchers highlight that independent
of our knowledge the world exists, with derivable facts being availablestelap our
knowledge (Denzin & Lincoln, 2011). Such an epistemological position considers
knowledge as consisting of measurabletruths, which cannot be influenced by the
UHVHDUFKHUYVY YDOXHV RU VXE M pbBitigning LtisLegistemadgyVv H U
aligns with objectivism, ands commonly implemented within disciplines such as sport
science (biomechanics, physiology) or natural science (chemistry, physics). A contrasting
epistemological framework is that of interpresivi. An interpretivist position outlines the
needfor researcher® understandhevariousmeaning®f socialactionsForLQWHU SUH W L
knowledge is derived from the meanings social actors attach to pbe@abmena. This
epistemological position aligg with a subjective ontological positionthsse philosophical
elements look to gain an insight into the social constructions of rewmilitya view of
deriving knowledge through qualitative methods (Cameée al, 2012). A third
epistemological positianis that of pragmatism. Appearing to bridge the gap betlwetmn
positivism and interpretivism, pragmatists see the truth as being the drivindpédvioel our
knowledge understanding which is gained through critical inquiry upopreuious actions
(Dewey, 1933). In terms of the paradigmatic standpoint, pragmatiswitiiis a dialectic
stance. This position takes the view that all paradigms can contribatesweeringthe
researclguestionsindeedhatnumerouparadigmsvithin asinglestudymaylead to a greater
understanding of the phenomenon being studied (Teddlie & TashaRRafl). Therefore,
to justify the stance outlined, pragmatism has the potential to clesghgeandempower
thoseactively out on the grass,suchas grassrootcoachesFurthermore, as pragmatism
focuses on the practical considerations, rather than theowatesthis frameworkprovides
auniqueopportunity toprovidepracticalandreatlife evidence formpactful developments

within coacheducation.

2.5.2 Quantitative,Qualitativeand p 0 L [-(HDE W KAREdaches
When considering the methodologies that are broadly used within sport coaching research

two positionsare highlighted regularly: quantitativeand qualitative methodologiesThe
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previously theoretical analysis undertaken systematically, of the methods applied to a field
of study, are accepted as separate entities when considering their epistemological an
ontological standpoints (Denzin & Lincoln, 2011). Therevadue in underlining such
background information concerning the epistemological and ontological underpinnings of
theaforementionedesearchmethodologyasthe presenstudyengagesvith strategies from

both endsof the researchmethodscontinuum;namely semstructuredinterviews and
systemati@bservations. Austificationfor the u P L [ biQRIH W KiRdB&u§sedaterin the

chapter.

To continue with the provision of information surrounding quantitative research,
such approaches areptgally those that follow a positivist epistemology. The protocol for
undertaking quantitative research follows a theoretical perspective with the purpose of
producing hypotheses that can then be tested. Quantitative researchers have a belief |
objectivity; thatresearchindingsthathold existencehatis freefrom socialactors(Brannen,
2017).Takingapositivistapproacho researchguantitativeacademic$ook to seekwhether
findings can be considered as true or false. Such an approechsisiered deductive, or
hypotheticedeductive; that is to say, through theoretical understanding a hypothesis is
deducedvhich is thertested througla structuredmethodologyBrannen2017).

At the opposite end of the methodological paradigm gsiaitative methodology.
This approach uses the viewpoint of the social actor to see the world and how they interpre
their social world (Denzin & Lincoln, 2011). A common association between qualitative
data and the findings is that the data is deep,amthinsightful(Austin & Sutton, 2014).
When considering the epistemological standpoint of qualitative researchers, the approact
advocated is that of interpretivism. Researchers who follow this approach to research are
ontologically constructivist; believng that rather than being able to view the world
objectively, social phenomena and their meanings are continually being accomplished by
social factors. Typically presentedas oppositeto quantitative methodology qualitative
researchers predominantly empisa an inductive method, where theory is the outcome of
the research findings. Therefore, the observations and findings of research are geteralised
conceptualise theoryHowever, there is also a way of analysing qualitative data using
deductivereasormngin which e.g. a theorgan betested(Austin & Sutton, 2014).

A third option for researcheris a mixedmethod approach.The SPL[L Q@f0"
guantitative and qualitative data within a single investigation or sustained program of
inquiry, refers to an emergent methodology of rese&tchswell & Clark, 2011). This

methodologyprovidesa framework for understandingcontradictionsand disagreements
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between quantitative and qualitative stance. Furthermore, the appi®arounded in
reflecting participantpoint of view, whilst ensuring thefindings are immersedn the
participant experience (Creswell & Clark, 201Cpnsidering that the present study has
incorporated methods that are traditionally kepparate, it is appropriate to provide a
rationaleandjustificationfor takinga p P L F R 8 W lapp@4&chAs time hasprogressmore
recently literature has begun to implement a combination of qualitative and quantitative
methods,with numerousauthors highlighting the benefit of usinga WPLERBWKRG
approach(Brannen, 2017).

2.5.3 Justification for a Mixed-MethodologicalApproach

This thesis has been structured through an amalgamationof methods, including a
combinationof semistructurednterviewsandsystematigracticeobservationsin previous
literature, criticism has surrounded the methodological choices made, with researchers
commonly relying on a single strategy, restricting the possible exploration of the coaching
procesgrom amultitudeof anglesandviewpoints(Copeetal., 2017;Cushion& Partington,

2014). As coaching is considered messy, chaotic and unorganisec{ld&all2016), the
present study wanted to actively seek the best methods to develop an understanding arour
the coaching process. To do this, methods were chosen to best support the enquiries beir
madearoundhow, whatandwhy coachesindertakegpracticein thewaythattheydo, andthe

role their coaching philosophy plays in this. For this reasihsing a mixed methods
approach to undertake future coaching research may be a more compatible approach fc
exploring and understanding the unique experiences that coaches encounter and overcon
as they coach. Underpinning the quantitative methods njugction with the qualitative

F R D Fékpkvighces, willeadto thegainingof aholisticandfull pictureof coaching.

It is appropriateto acknowledgeat this point that qualitative and quantitative
approaches hold both strengths amehknesses (Partington & Cushion, 2015), leading to
therecommendationf combiningmethodsEarly researci{Lacy & Darst,1985)embraced
a guantitative approach however philosophical concerns have receded recently, with more
contemporary research havingdm completed across a variety of disciplines including
nursing,managemerdandhealth(Taylor,2006).Althoughstill notasregularlyoccurringas
single approaches to research, literature utilising mirethod approaches have begun to
emerggGilbert& Trudel, 2001).

Additionally, a mixedmethod approach exploits the strengths of each approach
being used, leading to an increase in validity in the findings (e.g. internal and external

validity) (SeeFigure2.4). Internalandexternalvalidity relate to whetherthe findings are
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meaningful and trustworthy (Patino & Ferreira, 2018). Furthermore, how well a study is
conducted (its structure) relates to internal validity, whilst external validity relates to how
applicablethefindings areto therealworld (Patino& Ferreira,2018). Ithasalsobeennoted

that exploring research from wider, more varied perspectives may inform understanding
whilst alsoenablingprojectsto addinsightthatmayhavebeenoverlookedoy singlemethod
approachegsherefordeadingto amorecompleteassessmerindability to drawconclusions
(Creswell& Clark, 2011).

Figure 2.4Internal and External Validity

However,aswith singlemethodapproachesnixed methodslo havesomenegative
considerations. Primarily, completing both qualitative and quantitative research
individually, and most certainly if completed simultaneously, can be consuming in terms of
time spentcollectingandanalysingdata(Denzin& Lincoln, 2011). Mixed methodslesigns
can also utilise a variety of methods to collected data. For example, the parallel design
involves both data sets being collected during the same phase of the research process, ol
sequential design which involves one data set beatigcted before moving on to the next
data set (Hardgt al,, 1996).

Subsequently, this thesis combined both quantitative and qualitative approaches ta
investigatethe philosophical viewpoints and practicesof foundation phasegrassroots
coachesandtheperspectivesf coacheducatorsA U H V H D bligritigridnjth’ a particular
setof philosophicalassumptiongoncerninghe natureof reality, truth andknowledgewiill
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shape the selection of research methods. This was undertaketievititention of most
effectively examiningthe researchaims, whilst allowing for greaterscrutiny into the

undertaking®of grassrootgoachesand theirunderstandingf thecoaching process.
2.5.4 Justification for taking a PragmaticStandpointin Sport CoachingResearch

Pragmatism can undertake action through both practical and mental progress. For example
Dewey (1910) believed that thinking was action, as much as action involved thinking. Due
tothepracticalandflexible natureof pragmatismtheframeworkhasbegunto gainattention,

as the sport coaching literature suggests that that there is limited value in subjective an
objective research contesting and challenging each other (Biesta, 2010; Nelson & Groom
2012). Currently, researcherdace a metaphysicaldebatefrom one of two pfIDFWLR Q)
specifically, positivism and interpretivism (Gratton & Jones, 2004). By attempting to bring
the thinking of positivig and interpretivists into closer alignment through a pragmatic
approachthe present study has a unique opportunity to tackle a philosophical predicament
that the sporting literature has been faced with for years (Nelson & Groom, 2012).
Accommodatingboth metaphoricalends of the philosophical spectrum(Kaag, 2015),
pragmatismhas provided an opportunity for researchto take place, with a flexible
methodology being particularly attractive to researchers (Feinberg, 2012). With a dynamic
ability to view both quantitativeandqualitativedatathroughthe sameens,pragmatismhas
developedhreputationfor beinga practicalphilosophy,andthefacilitator of mixed-method
researcl{Biesta, 2013).

With pragmatism growing as a philosophical lens, arguments have been that the
approachhasreplacedhe philosophyof knowledgeapproaci{Guba,1990;Morgan,2014);
including the organisation and understanding of research through ontological,
epistemologicahnd methodological assumptions. However, Morgan (2014) highlights that
pragmatism is informed by experiences and, therefore, philosophical assumptions arounc
how we see the world (ontology, epistemology, methodology) are irrelevant. However,
Morgan(2014)hasnot consideredn enoughdepthwhatresearchersaveexperiencedpoth
formally and informally. The educationaljourney from student, being exposed to
ontological,epistemologicaandmethodologicatonsiderationghroughvariousdiscussions
ZLWKLQ WDXJKW VHVVLRQV VXFK DV u5HVHDUFK OHWK
S U D J P Xpérwehddconsequentlgannotbedisregardedoeasily.(Denzin,2011).

Additionally, developing research through pragmatic mesables the bridging of

diverseparadigmsn sciencg(Guba,1990); whilst alsointerconnectinghe chasmbetween
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academic and neacademic endeavours (Korte & Mercurio, 2017). However, although
pragmatisnhasbeenchampionedor looking forwardinto thepracticaloutcome®fresearch

and theory, compared to looking backwards towards ontological, epistemolagical
methodological ideals, research has not necessarily explored and acknowledgegtéaits in
depth (Korte & Mercurio, 2017). Morgan (2014, p. 1045) criticised pragmaticresearch,
claiming that mixedPHWKRG UHVHDUFK ZDV p«ODUJHO\ DYRLC
philosophicafoundationsof S U D J P DratheXde§singontheflexibility of theapproach;
otherwiseNQRZQ DV pFUXGHY SUDJPDW L Wéss alsbQbtur® Within
coaching practice, such as a coach lacking inasetfreness and a coach who critically
considers their practice to shape future act@gtal & Gray, 2017), also terad habit and
inquiry (Dewey, 1910).

Empirical research in sport coaching suits a pragmatic approach, with the concepts
of habit and inquiry (Dewey, 1910) acting as a lens to examine the experiences of coache
and how these affect actions (Korte & Mercurio, 2017). elav, such reflective processes
only indicate what worked, not what works or will work (Biesta, 2013). Biesta (2013) also
notesthatresearctoutcomesrenot transferrableasrulesor actions ratherthefindings can
RQO\ IDFL OLW BbiltitoDrelightl hrBbfevh solve. Furthermore, research only
provides answers around what has worked in a situation, not what will work in any future
VLWXDWLRQ 6LPLODUO\ EDVLQJ SUDFWLFH RQ pZKDW
criticality requiredto developpracticeandto thereforetaketheroute of pragmaticcoaching

-HQNLQV JXUWKHUPRUH XWLOLVLQJ SUDFWLFH
philosophicallypragmaticapproachi{Cushion& Partington2016),with callsfor coacheso
consider the positive and negative aspects of how they create and refine their knowledg

&UXLFNVKDQN &ROOLQV UHVLVWLQJ WKH WHPS
or commonly acceptedactions. Rather,a pragmaticcoach may takethe theoriesand
techniques that appeal to them, experiment with them in practice, and then reflect on theil
effectivenes$Cox, 2013).Thisinterpretatiorof experiencesomedrom theintertwiningof
our beliefs and actions through how feel, context, emotions and social interaction which
resultsin a p W U Xlgvnsto M&vhe world; actionsof inquiry providingthe basisfor belief
(Dewey,2008).

Although a number of paradigms exists (eimgterpretivism, positivism, post
positivism, constructivism, participatory action frameworks, or pragmatism) that provide
structure and a lens to understand research. These paradigms are underpinned throus
elements of philosophy such as axiology, ontgl@pistemology and methodology (Lincoln
et al, 2011). A paradigm is both a practical and conceptual tool utilised to inform and solve
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research questions and problems. Each paradigm has a differing perspective on th
aforementioned philosophical considéras. As a research paradigm, pragmatism refuses
to be drawn upon the continuous discussions around reality and truth (Kaushik & Walsh,
2019). Instead, pragmatism accepts that realities of single or multiple existence can be
examined, with doubts surroundi reality being determined outright (Pansiri, 2005). With
this in mind, pragmatists outline that reality is true to the extent that it is helpful in developing
relations between additional elements of our experiences (James, 2000).

However, counter arguoents regarding pragmatism exists, with scholars noting that
the paradigm does not provide the necessary philosophical foundations formthaeas
research (Biesta, 2010); and instead, realism is a more valuable perspective to use (Maxwe
& Mittapalli, 2010). Further critics of pragmatism highlight that challenges of a practical
nature exists such as the identification of socially situated research problems. Given tha
pragmatism is probleroentred and contextual in nature, pragmatism has a limited/abilit
identifying and then analysing structural problems (Thompson, 1997). Moving thought
towards epistemological concerns surrounding research methodology, pragmatism face:
challenges surrounding the depth available to pragmatic researchers. Shouldra peotd
multiple levels and faucets to explore, researchers face challenges surrounding how eac
level would be observed or subsequently measured (Feilzer, 2010). With that being said
pragmatism provides an opportunity for researchers to experiencendéepe of methods
(Teddlie & Tashakkori, 2009). Being n@ommittal to a certain research method enables
researchers to be flexible with their choices, along with an ability to combine multiple
methods to effectively address the research problem. Thifohad scholars combining
methods from various paradigms to the extant that those at differing ends of the
methodological spectrum are combined (e.g. qualitative and quantitative) (Patton, 2002). Tc
summarise, there is a growing preference among reseatolemtdress research questions
ZLWK WKH SUDJPDWLF FUHGR RI pZKDW ZRUNVY .DXVK
committed to the thorough study of a research problem, method is secondary to the researc
TXHVWLRQ LWVHOI DQG u«hariyened Géidicnd, €xded R théntst L H
DEVWUDFW VHQVHVY 7DVKDNNRUL DQG 7THGGOLH S

To justify the decision to take a pragmatic approach to the present study, there is a
lack of clarity in sports coaching literature regarding philosoplpcagmatism (Jenkins,

YXUWKHUPRUH WKHUH UHPDLQV 3D ODFN RI FRQ\
pragmatismL W (HaD & Gray, 2017, p. 46), with calls madefor furtherlegitimateand
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empirical philosophical enquiry in this area. Habits and inquiry limit and extend,
respectively, our ability, as researchers and coaches to take a critical stance in terms c
moving away from well-tried approacheslinstead, moving towards seeking out the
SUHGLF D P H @atctideghréugnHtifiabt, sedfitique and reflection (Dewey, 1933). In
relation to coaching, such disruption and reflection has been seen within coaching literature
in terms of reflection (e.g. Hall & Gray, 2016) and systematic observation (e.g. Partington
et al, 2015). However, these examples remain infrequent with coaching researchers takinc
the p W dndMW\GH V W H G o E2S&e8rth$o vidélycritiquedby Dewey(2008),ratherthan

deeply self-reflectingto developthroughexperiencedisruptinghabitsandbuildinginquiry.

Therefore,with a view of disrupting the methodologicalstatus quo, coaching
research should be explored in partnership with coaches. Building on the currently limited
exploration around coaching philosophy, praetamd reflection through a mixedethod
designHall andGray(2017p. 47) highlightthat 2 S U D J P D ¢llab®@ddiigVith coaches
through research inquiry has the potential to bring into focus the issues most relevant tc
practitionerdhemselvesandto moredirectly shapehedevelopmenof coachingSUD FW L F I
Furthermore, through taking this approach to research, and by subjecting coaches to ne\
contexts, actions, interactions and outcomes, coaches may be facilitated in the developmer
of greater selawaremessandself-critique (Biesta, 2007).

2.6 Summary

This chapter providedan outline of the extant literature withirsport coaching
philosophy, practicand reflection. The present literature review set out to be critical in the
examinationof the extant body of literature regarding coaching philosophy, coaching
practice and reflection. This has been supplemented by an introduction to the chapter alon
with a section discussing the role learning plays in coach development. The identified and
critiqgued literature has presented a range of strengths held by the body of work, but alsc
numerous limitations which has helped to provide clarity, along with th&gosg of the
project.Furthermorethereviewhashighlightedtheimportanceof theoriginal pieceof work
being displayed within this thesis. A variety of literature has been amalgamated to form a
holisticandcoherenfoundationfor grassrootg€oachesndtheir considerationssuchasthe
learning opportunities presented (formal, informal and nonformal), coaching philosophy,
coaching practice and reflection. However, what current research, for the majority, has
neglected is trying tgain an insight into what coaches do, how they do it and why they do
it. As coaching is holistic, comprehensive and complex, research focusing on one elemen

of thecoachingprocessloesnotreflectthemessyrealitiesof coachingnor doesit represent

56



the practicalities faced by practitioners daily. Instead;poimting elements of coaching,
without considering the external influencers, risks creating a body of work that does not
mirror what is seen in practice.

Thebodyof work synthesiseavithin this reviewhasbeenorganisedaroundfour key
elementsof a coachesunderstandingincluding coach learning, coaching philosophy,
coaching practice and refection. The presentedwork highlights the varying factors
considered bygoaches in terms of their development anddegay delivery with thoughts
given to how they learn, what they believe, what they practice and how they then considelr
that practice. However, there remains a lack of research that examines how such elemen
are balancedvithin thegrassroots coachirgpntext.

What has been derived from the extant literature is the needto examinethe
philosophies and practices of grassroots soccer coaches, in an insitu manner, to gain
contextuaunderstandingf opportunitieso enhancehe currentcoacheducatiorprovision.
Furthermore, what is clear from the calls by previously completed research, investigations
need to utilise a range of methods to gain a holistic and meaningful understanding of
coaching (Copet al, 2016). A study that encompasses objectives around whathawvy,
ZKHQ DQG ZKHUH RI FRDFKHVY SUDFWLFHV ZR¥iBic EHJ
the body of literature presented within this review. Therefore, an investigatioricokisd
incorporatea mixture of methodssuchasthosehighlightedwithin thepresenteviewsuch as
semistructured interviews, systematic coaching observations and perspectivteist.
Therefore,the presentstudy will look to undertakean examinationof the philosophies,
behaviours and practices present within grassroots soccer, considerpeygpectiveof
coaches and coa@uucators.

Furthermore,a justification for the theoretical framework and methodological
choices. The methods thatre chosen to undertake an examination of the philosophies,
behaviourandpracticepresentvithin grassrootsoccerAs this studywasundertakerirom
the perspectives of coaches and coach educators, a range of methodological choices we
made toalign the research process to pragmatism, whilst also mirroring the experiences of
practitionersoutonthegrassin orderto puttheseinto methodologicathoicesnto context,
the following chapter will look to clarify the appropriateness of the reksetrals by
providinganoverviewof the philosophicalassumptionghatunderpinall formsof research.

In this regard, refereno@as made to the epistemological and ontological approaches of
researchand the traditional debatessurroundingqualitative and quantitative research
paradigmsSecondlythischaptediscusgdtheindividualresearchoolschoserto support
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the presentstudy,andwith it, the appropriatenessf saidtoolsfor theresearchundertaken,
whilst alsooutlining the advantagesndlimitations ofthesemethodsn research.
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CHAPTER THREE

Sport Coaching Practice in Grassroots Sport:

A Systematic Review
3.1Introduct ion

As our understanding of coaching sport and the role of the coach within such an
environmenhasdeveloped,u W-IXNRHPrhe$sagebaveevolvedsuchastheimportanceor
coachesto understandeffective and ageappropriate coaching programmesfor those
involved (Stafford, 2011). Although the importanceof developingour insights when
coachingpatrticipantsis clear (Chalip & Hutchinson,2017), no paper, as of yet, has
summarised and synthesized the research completed within a grassroots setting. Junic
paticipants are the future of sports and are currently participating for fun and enjoyment
purposes.As coachesand researcherslike, developing positive experiencesfor said
participants will be the difference between having a thriving spodorgmunity in the
futureor a generation ojames consolgdayers andgocial mediaisers (Morton2016).

A widerangeof researclon coachingpracticeis available andits volumeandscope
haveincreasedapidlyoverthelastdecaddRangeonGilbert, & Bruner.,2012).Thiscreates
a significant challenge for coaches and researchers in remainitogdage with the ever
evolving database of studies and their findirfiyscholls & Polmans,2007). Succinct
summaries of relevant information are ukgly required in such circumstances in order to
accommodatehe busy lifestyles researchersaand practitionerslead (Hofmann, 2001).
([LVWLQJ HI[DPSOHV RI VA\VWHPDWLF UHYLHZV IURP FRI
systematic observation studies ROFK EHKDYLRXU *LOEHUW DQG 71
the coaching scienceesearchpublishedfrom 1970 to 2001 and most recently Cope,
SDUWLQJWRQ DQG +DUYH\TV UHYLHZ RI VA\VWHPD
publishedbetweenl997and2016.Thoughusefulandwidely cited (GoogleScholar,2016),
reviews of a similar nature focusing on coaching practice within a grassroots setting have
yet tobe completed. A summary of peegviewed research focusing on coachgmgctice
would allow resehers to ensure they were undertaking relevant and reqesedrch to
build upon the body of work already in existence. Similarly, this review support
SUDFWLWLRQHUYY DELOLW\ WR SUDFWLFD O forkh&rgsalO\ FF
of this chapteris the facilitating of coacheducationdevelopmentsn the formof research

informed courseand practicatoachingconsiderations.
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From the outset it is imperative to clarify that the present study looks to focus on a
grassrootsevel; thatis thosecoachesnvolvedin sportin avoluntarycapacity Furthermore,
it is important to note the varying definitions of coaching witkt @and Gilbert, (2009)
highlighting a range of regularly used phrases (coaokxpgrtise, coaching effectiveness,
effective coaching, and an expert coach), and the varying meanings for each label. As
highlighted by Lyle (2002), a clear understanding of the meaning of effective coaching will
helpguidediscussiorthroughouthe presem study.As definedby C {t pandGilbert, (2009),

coachingpracticeis:

The consistentapplication of integrated professional,interpersonal,and

intrapersonalknowledgeto improve S D U W L Febr8det@naednfidence,

connectionandcharacter irspecificcoachingcontexts(p. 316)

Furthermoreit is importantto definethe varying contextscoachesanwork within.

Three varying levels have been identified through previous research (Trudel & Gilbert,
2006),consistindfirstly of recreationalywhich hasminimalfocusoncompetitionwhilst also
being low intensity and commitment. The second is developmental which is more formally
structured and gives greater consideration towards competition. Thirdly is the elite context.
Those involved at thitevel are exposed to a higher level of structure, with a focus on a
formal competition programme. Often coaches who work within this context are employed

professionallyand workwith their groupof participants on eaegularlybasis.

Alongside the aim ofhis chapter and the coaching context of the present work, the
researchteam used C {t pand * L O E H2009)[définitions of 33 D U W L FQo&dh drL R Q
&KLOGUHQ" WR GHILQH FRDFKLQJ 7KH VFKRODUV QRW
opposed to amxclusive selection policy based on performance. They should organise a
masteryoriented motivational climate, set up safe opportunities for participants to have fun
and engage playfully in lowrganisation games. Furthermore, coaches must teach and
assesghe development of fundamental movements by focusing on the child first and
promote the social aspectof sport and sampling. In addition, coachesmust provide
opportunities for participants to interact socially, to have fun and playfully compete. They
shauld promote the development of fithess and heathted physical activities, teach and
assess spegpecific skills in a safe environment for lotegym sport involvement and teach

personabnd social asseterough sport (e.geitizenship) (Gt p& Gilbert, 2009).

In terms of justification for focusing on grassroots setting rather than elite, the
aforementioned domain involves more people (participants/coaches) than any other contex

(e.g., performancedevelopmenthigh-performancesport) (Sport England 2016). Also,
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generating and retaining participation is a challenge for sports key stakeholders. Coache
play a key role in such challenges given the regular contact they have with participants.
Coaches have the opportunity help develop a love for sport at an early opportunity
(Lindgren, Hildiingh, & Linner, 2017). By displaying coaching behaviour and delivering
practicesthat meet the needsof the participant through inclusive, participantcentred
methodscoacheganbeginto positivelyaddresshis metric(Cope,Bailey & Pearce2013).

Political and social agendas affect grassroots sport, both positively and negatively.
In 2008a UK policy statemenbnsport,titled 3 3 O D t&v@nl anewerafor sport” (DCMS,
2008) was published. The documentoutlined the evergrowing role of 1* % fWwhen
developing community sport to combat political disruption (Piggott, 2012). The researcher
goesonto discussanewareadawningon sport,with afocusof developingcoachesvho can
coach at a proficient level. The aims of such coaches include increasing participation, with
the quality of experiences for the participants being at the core of governments plans.
However, CtpDQG *LOEHUW(TV QRWH WKD WxampskoH U H
expert coaches in participation sport because they seldom remain long enough to develo
theextensiveknowledgeg(expertiseyequiredo establishahistoryof HITHFW LPBIBH VYV 1
The researcherdiscussthat with limited formal coaching qualifications, continuous
professional development, university education or mentoring/shadowing of Hegeér

coachesppportunities for grassroots coacheseach such kevel areminimal.

With such a large population actively supporting the developmentof young
participantstheimportanceof groundingall coacheducatiorwith contemporaryesearchs
undisputable (Lyle, 2002; Cassidy al, 2009; Cushion & Partington, 2014). However, in
terms of informing coaching practicedugh coach education, this is widely viewedamg
unhelpful in the eyesof coachesgiven the difficulty in terms of accessibility,complex
language used and practical implementations, (Piggott, 2011). Grassroots coaches fac
challengesconnecting their philosophy effectively to their coaching practice (Cushion,
2013). Therefore, we wanted to reveal and challenge the largely hidden practices of formal
coach education in terms of their grassroots coach offering. Coach education carmbe one
the first experiences for grassroots coaches, with coach learning encompassing a range ¢
experiences of nonformal, formal and informal scenarios (Madketl, 2009; Cushion,
Nelson,Armour,Lyle, JonesSandford& 2 § & D O O RQ1B)DVh researcloutlining that
empirical evidence should underpin practice for coaches, the aim of coach education is tc
advance the knowledge base held. This enables grassroots coaches to set pedagogica

informed climates,inclusivity and appropriateorganisation(Dixon, Lee & Ghaye,2013).
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Coach education consists of formal courses with certifications, continuous professional
development workshops and-situ support. A criticism of coach education is the short
natureof theaforemetionedsupportsystemsalongwith thefocuson shorttermknowledge
transfers, compared to long term practice associated witdeetlopment (e.g. reflection)
(Chalip & Hutchinson, 2017). The researchers go on to note that coaching is dominated by
the reactive identification and solving of problems, rather than the proactive development

andevaluation of strategies to solgeoblems (Dixoret al. 2013).

Whenconsideringhehistoryof sportcoachingesearcha positivisticapproactwas
often taken(Gilbert & Trudel, 2004). The core aim of research intended to explore the
relationshipbetweercoachbehaviourobservedndtheresponseom thosebeingvorked
with (Kahan 1999). When considering the participant and the leannithgrtakenresearch
now views coachingasa socialprocessunderpinnedy numeroudactors(Cushion, 2013).
This differs from perspectives in previous years with the role of the hafdlghted as a
position of influence and centrality in terms of papant developmen¢Cushion, 2010).
With such considerations highlighted, the methodology underpinepat coaching
research should be all encompassing in its design, rather than theisdatetl methods.
For example, observations alone would notrapiate the varying antumerous social and
FRQWH[WXDO HOHPHQWY WKDW DIIH FRbtrdped &, 20010 X HQ F |

When considering such soetontextual factors, and with the aim of investigating
such new areas of sport coaching reseandditional questions required asking. These
advancements in research led to the using of maried ranges of research designs (Cope
et al, 2016). With this in mind, and as a possible consequence of the work produced by
Kahan (1999), sport coachingsearch saw the expansion of methodologies of a mixed
nature Mixed-methodapproachesombinequalitativeandquantitativemethodologiesuch
as working in tandem (Brannen, 2017). An example of effective mixetthods research
has been théencorporation of qualitative interviews used in conjunction with systematic
observatior{Copeet al, 2016).

The role of qualitative methodologies within sport coaching research is to facilitate
the gaining of an understanding in terms of questions arpudAR Z DQG pZK\Y 7R
toolssuchasinterviewsprovideresearcherwith insightsinto thehow coachesitilise certain
behaviours, practiceand activities but also their rationale behind such implementation
(Smith & Cushion, 2006; Potrac, Jones, & Armour, 2002; Patad, 2007; Partington,

Cushion,& Harvey,2014).Theimportanceof attributingpartof theresearctprocessasto
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understandinghe p Z K offrationale,of F R D F3elddtignof practicespr their displaying

of behaviours, is a key ppE XUVRU WR WKH GHYHORSLQJ &®&al.uZKD
2007). When considering previous work completed within the field of sport coaclargg a
focused has been on the coaches themselves, however additional stakétavigdso been
interviewed (e.g. participants, Webster, Hunt, & LeFleche, 2013; e.g. parargsnetal.,

2016). Gaining insights from thoselocated outside of the immediate coachingprovides

further information into how coachirgehavioursareperceived.

To try andunderstanduchdata,oncegatheredresearcherook to key theoriesand
concepts to make sense of the pedagogical strategies implemented by the coaches, and w
theywereselectedCopeetal., 2016).Previougesearclhasintroducedsociologicaltheories
to try and understand the findings (Cushion & Jones, 2014), whilst others have preferred tc
utilise educationabr psychologicatonceptg§De Meyer,Soenensyanseenkistéelterman,

Van Peteger& Harens,2016).However,a criticism of the generalsportcoaching body of
work is the lack of depth researchers go into in terms of buildingreviouswork. New

theoriesareappliedto coachinghoweverthesearenotwell develope@Copeet al, 2016).

Alongsidequalitative data collection methods are that of a quantitative nature. One
of the most prevalent collection tools in terms of sport coachingresearchfrom this
guantifiable perspectiveis that of systematicobservations(Gilbert & Trudel, 2004).
Applying systematic observations to research provides scholars with an opportunity to
examine coaching traits, which are broken down into key behaviours (e.g. instruction,
silence). Furthermore, tools such as the aforementionedfacilitates the gaining of
understandingroundsecondarpehaviourssuchasrecipienttiming anddeliveredcontent.

This is in addition to the varying form the delivered behaviours occurred (Cushain
2012; Harveyet al, 2013). Due to the practical nature of systematic observation, sport
coaching researchers have been able to examine, assess and understiagdsgidies and
contextsThoughiit is keyto notethatasystematiobservatioriool is notall encompassing.

Nor, is the method appropriate for all sports, studies and research questions that exist.
Neverthelessadditionalmethods$havebeendeployedsud astime-useanalysisThisfocuses

on the varying times coaches spend engaging the participants, with regsamdstice
activities and forms (Lacy & Martin, 1994). Taking this form of data anajysisides an
awareness of structure in terms of thesign of a session. Additionally, haelevantthe
activitiesbeingdeliveredare concerningheir appropriatenestor the respectivearticipant
andtheir developmen{Harveyet al., 2013). The useof systematicobservatiorand time

use analysis imtended to gather data most pertinent to that of the coadfettivelyreflect
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their practice Whenlooking to developthework of systemati@mbservations, combining the
aforementioned tool with that of additional methods, suchnasuse analysis, lsabeen
highlighted as a useful development in sport coaching lite@apeetal., 2016).Through
themergingof methodsnuancegossiblymissedarehighlighted, with greater impact gained

from the coaching context, delivered content enachingoehavours displayed.

Considered as one of the most appropriate methods when identifying what coaches
actually do, systematic observations are limited in that the behaviours observed cannot b
contextualisedwithout existing knowledge or understanding.Therefore, the role of
gualitativedata,suchasinterviews playsarolein providingsuchcontextandclarity through
the underpinning rationale for the employment of certain coaching behaviours (Cushion,
2010). Through the combining of thedologies, researchers can develop an awareness
regarding what the coaches set out to achieve initially, the various inputs and factors tha
influencegheirdecisionmakingalongwith theadditionalinteractionghatdevelopresearch,
suchasthosewith key stakeholdersr participantGroom,Nelson,& Cushion2012;Cope
etal., 2016).Thepurposeof thecurrentstudywasto analysepublishedresearclon coaching
practice within a grassroots sport setting. The aims of the review incix@adining and
synthesising a database of coaching practice literature within a grassroots setting, whils

identifying areador futureresearch.

3.2 Methods

A systematiceviewof coachingpracticdliteraturepublishedbetweerl985and2016
in peerreviewed journals was undertaken. The purpose of this review was to answer the
UHVHDUFK TXHVWLRQV 3:KDW FRDFKLQJ SUDFWLFH OL\
DQG :KDW IXWXUH UHVHDUFK FRXOG EH XQG HddiMgD N H ¢
practice literature within grassroots HWWLQJ"" 3ULRU WR FRPBHIQ FL Q.
was undertaken, including experimentation with search terms anesearchesresulting
in the development of agreed upon search terms and databdseséarchedBoland,
Cherry & Dickson, 2014). To ensure reliability, a systematic review protocobutised
(Appendix Al) and, a-3tep process commonly utilised within sports systematiews
was followed (Copet al, 2016; LaVoi & Dutove, 2012; @Giert & Trudel, 2004)The three
step process included an agreed inclusion criterion regarding the articlebydghrch team.
Upon agreement, the article was read and coded. Next, the lead resdesahgronthe

experiencef doctoralsupervisorgo guidethe codingandinclusionprocess.

64



The academics have provided training to the researcher and published similar articles. The
third stage was the coding of 25% of the papers selected randomly (n=241), and complete
independentlybhy theleadauthor.To ensurearigorousandthoroughprocessvascompleted,
thesecondargupervisoralsoundertooktheinitial codingprocessseparatelyagreeingwith

231 of the papers, with ten disagreemselmter-coder reliability was 96%gonsidering the
disagreement. A discussion then took place between the lead and second author to discu
the final papersto be included (Cope et al., 2016). This collaborative approachwas
undertakeno ensurehe studiesncludedin thereviewwerereliableandappropriatdor the

study (Bolancet al, 2014). A full coding process was then undertaken by the researcher as
detailedin Figure3.1.

Identification of studies

Phase oneconsisted of studies being searchatt obtained througlelectronic
literaturedatabasemcluding SPORTdiscudNORA, PsychLITandPsychINFO completed
in April 2016. Due to the diverse terminology surrounding grassrootssport (e.g.
participation, youth, community) there is a general lackingomsensus regarding jargon
across sport coaching literatufEherefore, combinations of terms were employed in the
search strategies includir@@paching PracticeAND SportAND YouthOR GrassrootsOR
Participationto ensure all relevant articles that met theusion criteria were identified.
Onceno newatrticleswerereturneddatabassearchesvereconcludedFirstly, papersvere
examined by title, secondly, a full abstract was read and finally, a full version of the paper
was read, with articlebeing excluded at each stage should they not satisfy the rigorous
inclusionandexclusioncriteria. Furthermorethe searchwentbeyondthe outlinesdatabases
to ensure all relatable studies were included, that met the inclusion criteria. Considerations
included those studies completedempirically, English written, participantswho were
actively coaching along with those working with individuals in a practical nature. What
further enhanced the thorough nature of the present systematic review weading of
additional reference lists of those articles which had been previously identified. With the
intention of providing a robust and comprehensive reviews, emails were sent to relevant
researchers with the hope of being signposted towards potertizbure, yet relevant
papers. This extended search enabled the lead researcher to find and examine papers tt

mayotherwise havéeenmissed.
Inclusion and Exclusion Criteria

Studiesnvereconsideredor inclusiononlyif theyprovidedquantitativeor qualitative
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data on coaching practice in grassroots sport and had been published as full papers ¢
research notes in pemviewed journals. In accordance with previous recommendations,
studies were excluded if they had been publishedbagracts or conference proceedings
(LaVoi & Dutove, 2012). Additionally, the table of contents of the following journals were
searched to ensure a rigorous data collection process, with colleagues directing the authol
to any other studies or journals thead not been identified (Turnnidge & C6te€, 2016). The
identified journals included4ealth Education, International Journal of Sport Science and
Coaching, Journal of Applied Sport Psychology,Journal of Educational Psychology,
Journal of Sport Behavioudournal of Sport Sciences, Journal of Teaching in Physical
Education, Physical Education and Sport Pedagogy, Psychology of Sport and Exercise,
Reflective Practice, Research Quarterly for Exercise and Sport, Scandinavian Journal of
Medicine and Science iBport, Sport Coaching Review, Soccer and Society, Sociology of
Sport Journal, Sport and Exercise Psychology Review, Sport, Education and Society, Spor
Psychologist, The Sport Psychologist, Qualitative Research in Sport, Exercise and Health
andQuest

Sifting retrievedcitationsand Procedure

The researchteam agreedupon a suitable inclusion criterion (empirical, peer
reviewedstudy,writtenin English,theparticipantof thestudywerecoache®r participants,
the focus of the study looked ebaching practice and coaching behaviour, the study was
focused at a grassroots level). Sifting was carried out in three stages as recommended &
previouswork (Rumbold,Fletcher& Daniels,2012;Nicholls & Polman,2007;Jones2004;
Meade& Richardson1997).Duringthereviewprocesstheleadresearchergrasguidedby
theexpertiseof the doctorakupervisiorteam.An extendedearchvasachievedoy reading
the reference lists of articles identified in the previous phases. Upon completiorsiff, the
data was extracted to provide an overview of study charactenstibsregards to 1)
Publication Details, 2) Participant Type, 3) Methods and Data Collection and 4) Research
Focusand Coachingcontext(SeeAppendixA2).

3.3 Results

From 966 papers indlly returned, 485 references were removed after reading their
title during the first phase of sifting (see Figure 3.1). Abstracts were then read, with 317
paperdeingexcludedrom thestudyatthis secondstageof sifting. A totalof 164full papers
were then screened, 141 of which were excluded. Thus, 23 empiricalepEaved papers

publishedbetween1985 and 2016 on coachingpracticein the grassrootsdlomainwere
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included in this systematic review, see Appendix A3foOverview of Included Papers.

Publication Details

18 differentjournalspublishedarticleson grassrootgoachingpractice.The Journal
of Teaching in Physical Educati@ndSport Coaching Revieboth published two studies,
with the following 16 journals publishing one article eadealth Education, International
Journal of Applied Sports Sciences; International Journal of Sports Science & Coaching;
Journal of Educational Psychology; Journal of Physical Education $pakt; Journal of
Sport Behaviour; Journal of Sport and Exercise Psychology; Journal of Sport Sciences;
Leisure Studies; Psychology of Sport & Exercise; Sport and Exercise Psychology Review;
Sport, Education and Society; Sport, Exercise and Health; The Spat Psychologist;

QualitativeResearch irsport,Exercise& Health;andWorld Leisure.
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Figure 3.1 Overview of the SystematicSifting and SelectionProcess

The studies included in the sample were conducted in a total of dif¢drent
countries including the United Kingdom (n=9), United States of America (n=7), Portugal
(n=2),Francg(n=1), TheNetherlandgn=1),North America(n=1),Norway(n=1)andSouth
Korea (n=1). In terms of synthesising the focus of mb&earch, 15 studies focused on
coaching behaviour, with two studies focusing on efficacy, philosophy and refleciibn

feedbackrespectively.Thereis growing interestwithin coachingpracticeresearch,
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whichwasdemonstrateavith theincreasen literatureproducedverthe past30 yearswith
afocusonthedisciplinewith thenumberof articlespublishedncreasingoetweern985and
1995(n=2),betweer1996and2005(n=3)andsubstantiallybetweer2006and2015(n=18).

Participant Type

A range of study designs were included in the reviewed papers, with the majority of
the articles (n=16) utilising a single participant group design. The remaining articles (n=7)
employinga multiple participantgroupdesignor not clearly statingtheir design Participant
gender was also investigated with the broad design of the studies indicating a single gende
sampleg(n=11)wasthe mostpopularwithin the articlesreviewed.Of the studiesincludedin
thereview, mixed gendersamplegn=6) wereexhibited,howevemultiple studiegn=6) did
notclearlyoutlinethegendersampleused.Studiesconsistedf maleonly participantyn=8)
and female only participants (n=3), with a number of studies examined a mix of genders in
the same article (n=6). The review also highlighted a range of groups omitted from the
studiegncluded,includingamix of gendemwith regarddo participantsandcoacheswith no
study outlining that their sample included male/female coaches and male/female
participants.

The studies looked at a variety of age groups ranging between seven to 39 years o
age. Within the 23 papers collated, a total of nine focused dgipants between the ages
of 12and19,with threestudiedocusingon participants/oungerthanllyearsandllstudies
did not specifya clearagerangefocusedon. A numberof agegroupswereexaminedvithin
thereturnedsampleof studieseviewed jincludingparticipantparticipantsvith agesranging
from 1219 years (n=15), and-T1 years (n=8), and with the coach as the participant all
studies 1839 year (n=4). The participants from whom data were collected focused on the
coach(n=14),howeverstudiesalsogaineddatafrom the participant(n=5), with studiesalso
gathering data from both coaches and participants (n=4). Furthermore, the review alsc
highlighted a range of groups omitted from the studies included age rangagicipant
participants below the age of seven along with coaches over the age of 39. Furthermore
therewasarangeof groupsomittedby thereturnedstudieswith noneof the studieggathered

data from parents, officials or othezy stakeholders in theoachingprocess.

Methodsand Data Collection

Overall, the full methodological spectrum was explored by the papers returned by
the systematic review process. A large proportion of the included articles (n=20) utilising a

singlemethodsdesign,with theremaining articlegn=3) combiningmethodologies.
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A quantitative approach (n=2) was the most common method of data collection
between 1985 and 1995, mixed methods (n=2) the most common between 1996 and 200
andfinally qualitative (n=9) the most common between 2006 and 2015. Of those that did
follow a mixed method approach,the combination of methodsincluded systematic
observations (E.g. Forat al, 2010), interviews (E.g. Claringbould, Knoppers & Jacobs,
2015), interventions (E.g. Harvey al, 2013) and questionnaires (E.g. Choi, Cho & Kim,
2005). The most common data collection method of the qualitative studies was interviews
(n=10) with systematic observations of coaching practice being a commorefeétine
guantitative studies (n=7). A range of studies (n=4) included data collection approaches
encompassing a mixed method (qualitative and quantitative methods of data collection)
approach which utilised a combination of interviews, observations, assesments,

interventionscoachingone,coachingournalsandquestionnaireée.g.Harveyetal. 2013).
ResearchFocusand CoachingContext

Broadly speaking, the overall design of the sports focused on included both single
andmultipletypes.Acrossthesample 12 differentsportswereidentifiedof which 12 studies
included team sports (E.g. Duarte, Garganta & Fonseca, 2014; Lewis, Groom & Roberts,
2014) and two studies included individual sports (E.g. Nash & Sproule, 2011; Claxton,
1988),with theremahingstudiesotclearlyidentifyingthesportsheingfocusedn. A range
of studieg(n=4) includedtwo or moresportswithin their studies (E.gTrottier & Robitaille,

2014). The most frequently focused groups included soccer (n=8), basketball (n=5),
swimming (n=4), volleyball (n=3), rugby union (n=2), tennis (n=2), baseball (n=1),
cheerleadingn=1), cricket(n=1), field hockeyn=1), softballln=1), andwaterpolo (n=1).

Sport context information included the sport focused on andketted being taken
part in. The domain outlined included high school (n=4), youth (n=4), community (n=4),
representative (n=3), recreational (n=3), elite (n=3) and grassroots (n=3). There was &
noticeable drop in studies focusing on-glie (n=1), distrit(n=1), university (n=1)niddle
school (n=1), notelite (n=1), participation (n=1), collegiate (n=1), amateur (naJl
primaryschool(n=1), with a collectionof studies(n=5) focusingon multiple levels.Dueto
lack of definition of terms there mdyave been crossover and with this in mind, and to
provide context in terms of the ranging levels of groups being work with by coaches
(grassroots v competition), this review identified that 13 studies made a reference to a

recreationatontext, 17 tadewelopmentatontext andhreeto an elitecontext.

In relation to the focus of the research included within the review, each article was

readwith thekey aimsandfindingshighlighted.Nine of the studiesncludedhadafocuson
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whatcoaches do, with five examining what coaches believe they are doing. Additional foci
included coach characteristics (n=3) and design and implementation of practice session:
(n=3). A variety of research focuses were omitted by the sample of studentsinmclud

attemptsat highlightingwhy coaches ardoingwhat theyaredoing.
3.4 Discussion

Thepurposeof this chaptemwasto reviewstudieshathadfocusedon coachingpracticeand

to considettheextentto which suchresearcthasbeendevelopedwhilstidentifying possible
futureareasf investigation Whenconsideringheresearcltontext,a numberof gapswere
highlighted as opportunities to enhance the current literature through the completed review
Although coaching practice reseatticles were a rarity 30 years ago, the popularity and
interestin thefield hasled to amoreregularproductionof publicationsan morerecenttimes
(Copeet al, 2016). The development of coaching practice publications suggests that
building anundersandingof coachingoehaviouiis bothof growinginterestandimportance

with regarddo the participantsyith andcontextsbeingworkedin (Trudel & Gilbert,2006).

The role such considerations play in ensuring long term participation highlighéidefor
further exploration of the variablesof coaching practicde.g. philosophy, behaviours,
activities)(Stafford,2011).

However,achallengdor researcherandpractitionerds gainingall of therequired
information,asjournalsandarticlesmaybewidely spreadPreviousnvorkhasnotedconcerns
within sportcoachingresearctthat a positivistic methodologyhasguidedhe works, with
more limited designs produced around standpoints such as interpretiasstructivism
andpragmatism (Kahan, 1999). This has led to minimal studies gasningtantiainsights
into the contextualfactors evidentwithin practical coaching(Copeet al.,2016). Giving
thoughtto the sportsresearched, aumberof studieshavefocusedon similarcontextssuch
asbasketbalandsoccerandthesehavebeencompletedn eitheratrainingora competition
setting. A criticism of the sport coaching literature is the small sardpf@eyed with a view
of understanding complex amthallenging research questions. Tleads to a snapshot of
findings rather than a comprehensive overview that could affectge. Nevertheless, when
FRPSOHWHG ILQGLQJV VXUURXQGkmwledgg khatveffectviglp F K +
develops our undemtding of coaches. Thus, leading to fbemulating of judgments
regarding F R D FlkeRavijlursandpracticesandtheir appropriateness (Cope al, 2016).

A gap in the literature, however, was the connectinghatcoachesvereaimingto
achievethroughtheir practicein termsof the contexttheywerecoaching in, along with the

alignment with their philosophy and the learning needs of gaeticipants.
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As the field of sport coaching research has become more establishededhi®me
knowledgeregardingcoachingoehaviourdhasincreasedGaininganunderstandingf what
coaches perceive to be good practice, what this actually looks like in practice, how they
implementsuchpracticeandwhy theyimplementsuchpracticewould enablesportcoaching
researchio moveforward.However the extentto which this hasbeenpracticallycompleted
LV TXHVWLRQHG ZKHQ FRQVLGHULQJ WKH FRQILQHV F
takesplace(Lyle, 2002).

Thereforejn orderto gainthefull picturedesiredby theresearcher/practitiondime
spent searching for answers may lead to disheartenment. Such a concern highlights th
importance of the present study, but also for studies in a similar form to be completed
regularly to esure an updated summary of coaching practice research is available on
demand to inform practice and to drive future research (Gilbert & Trudel, 2004). The
discussiowill bepresentedinderthethreebroadethemes) ParticipaniType,2) Methods

andData Collection an®) Research Focus and Coach@untext.
Participant Type

In order to ensure the development of literature, the selection of participants studied need:
to advance and certain issues must be addressed, mainly the age grousxé&eimegd.
Firstly, the age range of participants was focused on nine to 18 years (e.g. Smith, Ward
RodriguesNeto & Zhang, 2009; Mesquita, Sobrinho, Rosado, Pereira & Milistetd, 2008),
with few studies looking into sport participants younger than ninesyad. One example

that was highlighted was the work of Conroy and Coatsworth, (2007). The researchers
sampleincluded 165 participantsbetweenthe agesof sevenand 18 yearsof age. A
consideration may be the lack of accessibility and etbmasiderations required for such a
sample. However, as this is the age most people first play sport and receive coaching, it i
importantto know moreaboutthis groupof participantsandthe experiencethecoachesre
providing for them (Stafford, 2011)Vith such experiences in mind, it is important for
participant retention within sport that the coaching practice of those working within this
setting is effective and appropriate (Sans&bsal, 2017). Therefore, due to the lack of
research within this #ing, it would seem that coach education is informed by theory and
empirical study from a higperformance setting rather than that of a grassroots context.
Structuring courses with such material may lead to inappropriate practices being developec
given the limited transfer between such vastly differing contexts (Chalip & Hutchison,
2017).
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Consequentlygoachingoracticeresearcltoncerning/oungchildrenin sportappears
to be relatively underdeveloped. This is surprising consigethe substantial literature
published within the general and health psychology (e.g. @tat 2017) concerning this
population. In order for coaching practice literature to progress, and given the dearth of
research within a grassroots context,aegér focus on those working with age groups
younger than 11 years old would be useful. As a high number of participants enjoy sport
prior to turning11yearsold (SportEngland 2016),thelack of empiricalevidencedisplayed
may impact oumunderstanding of coaching practice leading to the detriment oftérny

participation.

Furthermore, the current review highlighted key emizhas those in the role of
participant (e.g. Smittet al, 2009) and coach (e.g. Lewis, Groom & Roberts, 2014).
However, few sports function without assistant coaches and parents and the present stud
suggeststhat gaining an understandingof such stakeholderswould provide further
understanding of coaching practice. The supporting role of an assistant coach aids the
primary coach with problem solving, strategy, leadership and managemente{Hsll
2016). Future research with a focus on additional stakeholders was previously advocatec
(Gilbert & Trudel, 2004), however at the present time such sound future diredtiessot
seento havebeenactedon. Furthermorewith suchfocusonthe headcoachin the majority
of FRDFKLQJ SUDFWLFH UHVHDUFELBHDE HR @ DODU B RQUW WD
(Gilbert& Trudel,2004,p. 396).Indeed to provideaholistic picture,anunderstandinfrom
variedviewpoints(e.g.coach assistantparents)vould build uponthework beingproduced
within coachingpractice Whenconsideringhevaryingdevelopmentsvithin sportcoaching
research,one key variable isthe domainbeing researchede.g. grassroots/participant,
developmentand performance).Initially, sport coaching researchfocused on those
participating in a youth setting, whereas more recently studies have focused on those at th
elite end of the spectrum (Kahan, 1999). Given this shift, previous work has outlined that
eventhoughyouthsport canspanacrosdothparticipationanddevelopmentdevels,greater
focus in more recent times has focused on the elite setting @age 2016). Although
useful in terms of providing a detailed understanding of what coaches actively employ in
this domain (elite), this has led to the neglecting of those working at the lower end of the

sportingspectrum (grassroots).
Methodsand Data Collection

Historically guided by a quantitative approach to research, coaching investigations have

followed a similar patternoutlinedin physicaleducationDe Meyer et al., 2016)andsport
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psychology(Tristanetal., 2016).However therole of aqualitativeapproacho researclnas
become a more regular occurrence in the field of coaching. For example, Claringfiadyild
(2015)interviewed29 participantsregardingtheir participationwithin youth sport. Sucta
VKLIW LQ HSLVWHPRORJ\ KDV EHH Qle@an fdHa@ a¥éind W K H
understandingof coaching,which thereforerequired an adjustmentof methodological
approachegHarveyet al,, 2013).

This review found that a common theme is the use of a single method of data
collection within sport coaching reseh. Such an approach cannot look to definitively
answers research questions due to the exclusivity and partiality of the data being collectec
Forexamplewithin the presenstudy,ninestudiesusedquantitativemethodsastheform of
datacollectionsuchasMesquitaetal., (2008)who observed.1 coachesndtheirbehaviours
within volleyball. However, such studies were not able to provide answers concerning why
coaches arshowcasinghe behaviours on display due to the restrictions placetiem by
themethodseingused.

With a large portion of the studies returning quantitative research methods, the
reviewhighlightsthatalthoughtherole of qualitativemethodsarebeingimplementedvithin
coachingesearchquantitativeapproachesemainawell utilised methodvithin the present
sample of studies (e.g. Loet al, 2013; Duartest al, 2014). Such a volume of qualitative
researcltisplaysthedevelopment& coachingsinceGilbertandTrudel (2004)highlighted
the need for further qualitative investigations, which Nash and Sproule (2011) have addec
too in more recent times. Quantitative methods such as questionnaires remain a populs
choice within coaching research (e.g. De Maetal, 1997; Conroy & Coatswdrt 2007).
However, the rich, detailed data provided by qualitative interviews seems to be becoming a
popular method, for example Thometsal,, (2013) interviewed rugby union coaches to try

andunderstand thehallenges thegreassociatedavith.

One methoalogical change,advocatedby Gilbert and Trudel (2004), was the
incorporation of mixedanethod approaches within a single study. The researchers outlined
thatlessthan15%of thearticleswithin coachingscienceesearchutilisedsuchanapproach,
with the present study noting 13% of the research implemented a mixed method approact
(Joneset al, 1997; Harveet al, 2013). Such eagerness to see this form of methodology
implemented is down to the triangulation offered which would leach tenthanced muki
layeredunderstandingf thecoachingprocesgJonesetal., 1997;Potracetal., 2000;Trudel
etal., 2001).Furthermoresuchmethodsvould 2 F D S Wh¥ddphisticatiorof thecoaching

processThis canbeseenwithin Harveyetal {2013)researchworkingcloselywith three
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coaches at a Collegiate (University) level across a range of team sports. The present revie!
foundthatarangeof studiesexaminedcoachingoehaviour(e.g.Fordetal., 2010;Erickson,

& Cote, 2015), however studies exploring the knowledge and attitudes on coaches were
relativelylimited, whichwasasimilar concerroutlinedby GilbertandTrudel(2004).While

this area of development was urged by the researchers, a siroddiositstill exists in that

ZH NQRZ YHU\ OLWWOH UHJDUGLQJ FRDFKHVY DWWLWX

havenot acted upon the suggestions med2004.
ResearchFocusand CoachingContext

With regards to the investigationsdertaken by coaching researchers, a variety of
featureshavebeenstudiedsurroundingcoachingandthe coachingprocessuchascoaching
SKLORVRSK\ HJ &XVKLRQ 3DUWLQJWRQ etiQG FF
2017; Hallet al, 2016). Havever, what coaches actually do with regards to their behaviour
has been the focus of the majority of coaching research produced (e.gt@hoR005;
Fordetal., 2010).With teachingandcoachingesearclprovidingempiricaldata,therole of
systematic observation is significant. For example, lebal, (2010) were able to find that
soccer coachesprovided high level of instruction, feedbackand managemenwithin
activities, findings that may have not been evident within a purely qualittidy. With
that being said, the need for descriptive studies to inform understanding and to develor
knowledge remains a valuable contribution to the literature, although the impact is not as
great as that of mixed methods. For example, Hoedlley, (2015), collected data through
gualitativeinterviewshowevertheycouldnotcomparehis datato theactionsof thecoaches.
Therefore, utilising a mixed method approach would provide a holistic approach to gaining

an understandingf whatcoaches ddjow theydo it and whytheyaredoingit.

A multifocal approach has been seen more frequently, both in teaching (Boatwell,
al., 2016) and physical education (Hast¢,al, 2016). Forexample, studies combining
behaviours with further elements @faching such as thoughtsl characteristics. Such an
all-inclusive approach has been encouraged and supportedodilne level of depth
researchers are able to examine whilst providing a more compfesentation of coaches
and the coaching proces®iids,et al, 1997;Potracet al, 2000; Trudelget al, 2001). A
dynamic and complex processyaching is contexdependant and requires a multitude of
dimensions to capture its cooharacteristican order to deliver valuable findings for

researcheandpractitionerbeneficiariesalike (Lyle, 2002).
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In general, the range of sports utilised in the sample gathered is promising with
researcherexaminingbothteam(e.g.Larsenetal., 2015)andindividual sports(e.g.,Horn,
1985;Claxton,1988).However,somethinghatprovidesconcerns thelack of individually

IRFXVHG VSRUWYV VLQFH WKH TV 6XFK D SUHIHUHQ
seems to be a neglect for individual sports, means the field of sport coachitigeprac
literatureis askew with researchergainingonly a partialunderstandingf theon-goingsin
SUDFWLFH 7KH IRFXV RI FRDFKHVY SUDFWLFH ZLWKLQ

andfurtherresearch in thisontext would baevelcomed.

Whenconsideringhevariouselementof thosewho arebeingworkedwith, coaches
need to consider the various ethical considerations that may constrain them and should b
considered. The key point here is that scholars should not be put off in temorkioig with
thosecoachingn theyoungeragegroupsNeverthelesqrecautionshouldoetakentoensure
ethical concerns have been appropriately overcome (Capal, 2016). Possible
considerations regarding videoing coaches working with children alotig observing
practice of sport such as swimming and gymnastics must seek informed, parental conser
and child assent. Scholars should also be aware of those who may inadvertently appear i
video recordings who should be made aware and be consented. tiils challenging,

scholarscan look to pixelatéaces andlothingto ensureanonymity.

The transferability of elements of the coaching process has to be acknowledged.
Indeed ,Lyle (2002)highlightselementssuchasorganisatiorandtraining, asbeinggeneric
across sports however the specific sport or context itself may be the challenge for coache:s
The researcher notes that coaching within a group compared to on an individual basis
requires vastly differing skills and provides an array of dieetghallenges. With this in
mind, producing research examining specific contexts within sport may shed light on a

relativelyuntouchedaspecbf coachingpracticeresearchsuch agyrassrootsoccer.
3.5 Summary

Coachingpracticehasasignificantimpacton S D U W L Exp8riegé&sfisfortin grassroots
settings Althoughexistingliteraturehasofferedinsightsinto theroles,actionsandactivities

of coaches more broadly, studies within a grassroots setting are limited. Without a clear
understanding of coaching practice in the grassroots setting, research cannot be sure of tt
role coaches play in the development of young participants in terms of supportiogdife
participation, the provision of empowering environments and the &iwlit of health and
well-being (Stafford, 2011). The review was undertaken to inform policy and practice in

sportcoachingandto identify gapsin theliteratureto beaddressethroughfutureresearch.
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With this in mind, the purpose tifie present study was to detail an examination of the 1)
Publication Details, 2) Participant Type, 3) Methods and Data Collection and 4) Research
JRFXV DQG &RDFKLQJ &RQWH[W RI WKH LQFOXGHG DU
(2007) design, comprehensiveliterature searchesof NORA, PubMed, Scopus and
SPORTdiscus along with manual searches of journals and their reference lists were carrie
out. From 966 returned articles, 23 studies met the inclusion criteria. Findings indicate that
the majoity of research undertaken in the area of coaching practice within a grassroots
setting has been focused towards participants of 14 years or above. Furthermore, a sing
methoddesignhasbeenroutinelyusedwith afocusonteamsports. Consequentlygrassoots
sportconcerninghe5-11 agegroupis lesswell developedparticularlyin individual sports.
Futureresearctshouldalsobeconductedhroughamixedmethodapproacho providemore
KROLVWLF ILQGLQJV E\ H[SORULQJ D FRDFKHVY SKLOR!

completepictureof coaching.
3.6 Conclusion

Thepresenstudyhaslookedto contributeto anintegrativeparadigmwherepractice
guidestheoryand theoryguides practicéHaag, 1994Gilbert & Trudel,2004). Assuch,an
objective cannot be entirely realised until the current state of coaching researchis
understoodT his chaptethasprovidedanoverviewof thecurrentcoachingoracticeliterature
within a grassroots setting. As the majority of researchers and practitioners cannot spent
hourssifting through relevantesearchthis article providesn overviewof someof thekey
characteristics of coaching practice research with the aisugborting the retrieval of
relevant articles (Nicholls & Polman, 2007). In terms of the veideead and convoluted
landscape of grassroots sport coaching literature, the lowered opinion of practitioners on
academic research could be explained. As the nihajf coaches within this setting hold
voluntary status along with employment and possibly caring for a family, finding time to

develop their knowledgef coachingnaybelimited (Stafford,2011).

Thisreviewhassummarisedhe ParticipanfType, MethodsandDataCollectionand
Research Focus and Coaching Context of the coaching practice research that has bee
undertakenwithin a grassrootssetting. This information may be of use to coaching
practitioners and researchers alike, when consideriactical coaching sessions and future
researchinvestigation Furthermorethisreviewhasattemptedo addresshetheorypractice
gapin coachingPotracetal., 2000),althoughtherealisatiorthatknowledgeandappropriate
experience, not mereformation is key in the development of practitioners and researchers
(Chalip,& Hutchison, 2017).
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With aview of recommendindutureresearchwhathasbecomeapparenthroughout
the review is the focus on age groups athigiler end of the maturation scale (Stafford,
2011). As noted within the present study 0% of research examined participants below the
ageof 11 yearsold, specifically.Thereforeto providea holistic understandingf grassroots
sport, investigatingcoachingpractice within such age groups (5-11 years)would be a
significantstep to supportinthis development.

Additionally, highlightedwithin thereviewwastherangeof studiesfocusingon one
data collection method such gsalitative interviews or quantitative observations. Within
coachingpractice both methodsroviderich, evidencebasedlata.However,to understand
the coaching process in the depth replicated in professional sports (Partington & Cushion
2013), implemeniing a mixedmethods approachwould provide further clarification,
explanation and knowledge. This would also provide information of not just what is going
on but what this also looks like in practice. Understanding what coaches do, how they do it
andwhy they are doing it would further strengthen the field of coaching practiceweised

agrassrootsetting.

The purpose of the current study was to analyse published research on coaching
practice within a grassrootssetting. The aims of the review included examining and
synthesising a database of coaching practice literature whilst identifying areas for future
research. Indeed, to provide a holistic picture, future studies should consider taking variec
viewpoints (coachassistant, parents)mplemening a variety of mixednethodologies
(Interviews, observations, questionnaires) and utilizing a widerranging sample

(recreationaldevelopment, elite, male, female, mixed).
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CHAPTER FOUR

A philosophical exploration, examining the axiological, ontological

andepistemologicalviewpoints of grassrootssoccercoaches.

4.1 Introduction

It has been suggested thia¢ philosophyheld bya sportscoach ranks highlin theshaping

of practice(Cassidyetal., 2009;Lyle, 2002),althoughnot all activecoachesreawarethat

they import their own personal philosophical stances of their practices (Horsley, Cockburn,
& James2015).Examiningandunderstanding= R D Fphitb¥ophyprovidesaninsightinto

thar behaviours (Cassidgt al, 2009; Jenkins, 2010; Jones, Armour & Potrac, 2004, Lyle,
2002; McCallisteret al, 2000). This is why coach education highlights this as a core topic
(e.g. Cassidet al, 2009; Gilbert & Trudel, 2004; Nelson & Cushion, 200Butlining a
MFRDFKLQJ SKLORVRSK\Y FRPELQHG ZLWK FULWLFDO L

coachto developunderstandingndprogress her/hisoachingpractice(Jenkins, 2010).

To further detail the foundations of a coaching philosophthernpresent thesis this
relatego thethinking andactingin termsof how a coachperceiveghilosophicalquestions.
Thesequestiongoncermanumberof differing standpoint@ndvariablesncludingaxiology
(values), ethics (morality), ontology (meaning), epistemology (knowledge) and
phenomenology (experience; Hardman & Jones, 2013; Cushion & Partington, 2014). What
is key to be emphasised is the role such philosophical deliberations play in providing
effectivedirectionandguidancen whatcanbealonely, unstructuredvorld (Cassidyetal.,

2009). Furthermore, a coaching philosophy provides guidance in the form of a framework
which allowscoachedo reflectontheirthoughtsfeelings,beliefs,practicesandbehaviours

with the overallintentionof improvingtheir knowledgeandsubsequenpractice(Schempp,
McCullick, Busch, Webste& Mason, 2006; Nashtal., 2008).

When delving into the perceptions of a coaching philosophy, practitioners tend to
describe practical solutionshat is, practices that gets results or ideas that work well
(Cushion, 2013). Such descriptionstend to navigateaway from philosophicnotions of
previous timesuch as the words of Nietzche. Indeed, such philosophies,stlihbse
described by thaforementionedoacheshavebeernoutlinedas 3 S U D RWKLH-RACEs $idy,”
2016), and tendto describea moreideologic, outcomebasedapproachto 3SFRDFKL Q.
S KL ORYV R&Kdrdthas observed that descriptionspbiilosophy in such a manner are

developed from theiexperience®f coacheducationand the philosophicaldevelopment
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they have encounteredn course and through workshops (Cushion & Partington, 2014).
When giving furthethoughtto theFRQVLGHUDWLRQV XQGHUSLQQLQJ
philosophy, ofteroutcomes of coaching practice are tentatively offered in replacement. For
example, coachesitline their philosophy as fun (Robbins, Houston & Dummer, 2010) or
how the team theoach § working with intend to set up tactically (Cordesal., 2012).
Further descriptionshave seen coaches vary on both their understanding and their
interpretation of the ternphilosophy.Phrasessuch as developingthe p E H D XJ/DLPI X D
developingoarticipats KROLVWLFDOO\ &DVVLG\ -FHQQG HGTL Q.L
& Lombardo, 2010have been used leading to the notion that coaches perceive ideological
considerations gshilosophical (Cassidgt al.,2009).What has been consistent through an
examination ofprevious sport coaching philosophical enquiry is the notion that practicing
coaches ardocused on the practicalities of coaching rather than the deep, reflective

philosophicalprocessvailable to thenfCushion &Partington2014).

When looking further into the role of coaching philosophies and the practices of
coaches, what is evident is that, conflictingly, coaches do not always practically implement
their philosophies (McCallistegt al, 2000). Previous work has found that discrepesci
exist between the narrative of what coaches say they will do and what they actually do
(Argyris & Schon1974).Thereforecoachesnaybemorecompetentiscussinghilosophy
than implementing it, or in other words, talking the talk rather than walttiegwalk
(Cassidyet al, 2009). What could be deduced by such statements is that inconsistencies
existbetweeracoachespecificcoachingpracticesaandtheircoachingu S K L O R(E&RISK \ |
& Douglas, 2011; Cushion & Partington, 201Bj)fferences can certainly be seen in terms
of the neat, tidy, organised and encompassing rhetoric coaches outline as their coachin
philosophies, compared to the messy, complex andaharging nature of a coaching
session (Cassidst al,, 2009).

When marging the pW H Q \betRe@rvphilosophy and practical coaching, a
proposition of focusing on appropriatepractice rather than p S U L Q Farégtizévzs
suggested (Jones & Wallace, 2005; Raffel, 1999; Blum & McHugh, 1984). Principles,
described asv WURQJ EHOLHIV LQ WKH pPULJKWQHVVY RI RQH
underpinning of what enables elite coaches to stay focused in terms of their purpose, sens
of direction and eveincreasing personal standards within the aforementioned cgityple
of the coaching process(Jones& Wallace, 2005). The aforementionedUHVHDUFKF
proposition of principled practice mirrors that of philosophical contemplation, through the

reflexive thinking regardingthe key questionssurroundingaxiology, ontology, philosophy
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and ethics amongst others outlined by (Hardman & Jones, 2013). What has been suggeste
throughpreviouswork (Nashetal., 2008),is thatcoacheslo not engagewith philosophical
practicesof this nature Furthermorecoachesre,possiblysubconscioushhattlingacareer

of experiences and information that conflict with this notion of philosophical development,
highlighting the value in gaining an insight into F R D F kp&fi®nces knowledges,
biographicainformationandcorelearningmomentgCushion& Partington2014).Indeed,
coaching practice that is developed or learned consciously, can lead to the ingraining of
KDELWV WKDW PD\ QRW EH UHIOHFWLYH R Z0o66D AKat VT \
such a statement highlights are the need for academics to gain further insights into the cor
underpinnings of coaches practice, with the aim of engaging coaches in undertaking greate

philosophicakeflection (Cushion &artington, 2014).

What is evident in the extant sport coaching literature is the varying standpoints of
those theorising coaching philosophy (Hardman & Jones,2013) and those practicing
coachingvhotakea p Z K DRW apyrfacho practice(Cushion& Partington2014). What
such differences highlight is the lack of research that comprehensively examines coachinc
philosophies, in a philosophic manner. Through the examining of previously completed
interviewbased studies, coaches tend to be focused on developing humanisticles
within their participantge.g.,Jonesetal., 2004;Smith& Cushion,2006;Nashetal., 2008;

Bennie & O'Connor, 2010). Giving further thought to this notion, coaches tend to hold
concerndgor personafgrowthof their participantsthe developmenof respector othersand

also the effective working in partnership (Lyle, 1999). However, what should be noted is
that the aforementioned worttoes not actively engage with eliteased coaches who,
inherently, would be extremely focused on winning and achieving success rather than sucl
characteristics (Smith & Cushion, 2006). When considering further this quandary, that is,
thefocusonachievirg succesghis hasconsistentlytorn coachingesearcherapart,in terms

of being a philosophical dilemma (Light & Evans, 2010). Therefore, actively engaging
coaches to further delve into the roots of philosophical constraints, considerations and
thoughswill facilitatethedevelopmenof agreatebodyof work to movethedomaincloser

to completion, although this mdyefantasy.

Althoughthebodyof work thatdirectlyexaminexoachingohilosophymaybesmall,
limitations still exist (Jenkin2010). For example, previous studies have only focused on
interviews which provide only a preview of what the coach may actual hold in terms of
knowledge This approactalsodoesnot examinevhata coachmaydemonstratén practice.

Furthermoreyesearchdisplaysthe notion that philosophiesare ever evolving as a coach
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gains experienceand moves through critical incidents (Jenkins, 2010; Kidman and
Lombardo, 2010). To bring such a concept to life, an Olyrapach highlighd their own
development process due to the exposure to a critical learning moment (Potrac, 200¢

interviewingPeter Stanley):

It was a freezing cold night and we were working indoors. Anyway, he came
downand did his jump and it was bad. lasva bad jump and he landed in the
sand and looked p)LWK D ORRN RI p2K *RGY DQG , VDLC
you just dropped your hipsabW R HDUO\Y +H VDLG u3HWH ,
EXOOVKLWWHG E\ \RX yWR@ZPW BEXDWKEZBWW BUG S
JR EDFN DQG ,100 GR LW Dthéanlapk fprepRsitiveSMKiiR X J K
HYHU\ERG\ ,fP JRLQJ WR EDVH P\wahttd BviDdntl D U |
what theyas individualsywantto getfrom eachsession. (p.79)

With theaim of overcomingsuchlimitations,ensuringresearchersonnectFRD FKH V §
intentions to their behaviours along with the experiences they have had and the activities
WKH\ XQGHUWDNH DQG LPSOHPHQW LV NH\ 7R GR VR
planning process and previous knowledge along with what the coach does during their
coachingn termsof the activitiesdeliveredandthebehaviourslisplayeds key. Also, what
the coach does upon completion of practicetha form of theirreflections, allows a
researcher to gain an insight into the coaching process (Custebn2012).With the aim
of developing further understandings surrounding coaching intentions in conjunction with
the factors that shape said intentions (Lyle, 2008, present works engages coaches to
ensure the alignment in the recommended method of taking the sport coaching researc

forwardpositively (Potracet al., 2000).

Understandingphilosophicalconcepts

A disjointednessremains around the definition and conceptualisationof a coaching
philosophy (Cushion & Partington,2014). Additionally, socially acceptedmethodsof
FRDFKLQJ RU pIRON SHGDJRJ\Y LQIOXHQFHYV EHOLHIV
WKH LPDJH RI pYDOL@th FROMKE @ihe 3dkWdddaybgical approach
employed by many coaches,researchhas involved little philosophical H{DPLQDWLF
(Cushion & Partington, 2014Yhis is despite Hardman and Jones (2013) call fortgrea
insightsof theapparent misalignmentisunderstandinggndlack of rigour associateavith
FRDFKHV FRDFKLQJ SKLORVRSK\ ORUJDQ GHVFULE
DQG HUGLIILFXOW WR GHILQHY DQG PD\ Hy&ebrou@hzand SU
time-consuming contemplation of their philosophies. The consequence is the developmen
of artificial considerationsegardingFRD FKHV { Yé&i&s(wWhichDn@dmpactupon

82



coaching practice (Cassiady al, 2009; Jenkins, 2010). As an alternative, coaches look to
the outcomes their coaching provides for personal endorsement, such as effective tactice
considerations or competition results (Cordetsal, 2012),along with ay satisfaction
communicatedy participating 3 S D U W L mittSrBspadty’ the session(Cassidy, 2010).
Taking this approach has led to a coaching philosophy being underfupreéctice that

KDV EHHQ GHYHORSHG WKURXJK DS $,ulrdnghihel ¥ REDOF-\KHHE 9
perceptionswhat achievegesults(Cushion,2013). Building on thethemethatphilosophy

plays a vital role in the enhancementf F R D F gratkicg,Cushion& Partingtor{2014)
highlighted that thinking philosophically is not an essential requirement in ordeati.

Indeed practitionersseemto displaya limited desireto think philosophicallyPartington&
Cushion2013).Disconcertingly philosophicakonsiderationdyeliefsystemand the values

that are held by coaches have great influence when constructing prelcixtesuggests
greateremphasisshould be placed on understandinghe role of philosophicaklements
(Stodter& Cushion, 2017).

Within the field of coaching philosophy, previous work has provided what has been
considered a combination of confusing and conflicting results (Cushion & Lyle, 2010), or
whatwe havetermedasa | | RQ L dverfiew.Thisis dueto theexaminatiorof factorsaway
from philosophical enquiry. Main features of previous work have revolved around the
agenda of the researcher and competitive outcomes rather than instght®aching
philosophy, knowledge or practice (Cushion & Lyle, 2010). To attempt to prowede cl
structure to this present study and alleviate the aforementioned confusion, this chapte
VXJIJHVWYV WKDW FRDFKHVY SKLORVRSK\ FRQVLVWYV RI
aligned with the coaches priorities and knowledge base (Kretchmar, \té8key, 2005;
Kidman& Hanrahan2011;Nash,Sproule,& Horton,2008).This working definition could
well beappliedto coacheducatiorto ensureghatcoachesrebetterableto developpractices
they perceive to be of optimal benefit for their participants (Casidy, 2009; Gjesdal,

‘ROG 2PPXQGVHQ 29*RUPDQ *UHHQRXJK 7
FRDFKHVY SKLORVRSKLF D Con¢éptbverSUS &l laQlsvise ydikgh whiithF H Q \
FRDFKHVY SKLORVRSKLHV , Fikkdng agotbgyl @ntdtoyywWV &ntD W H
epistemology. Axiology is concerned with values, ontology is concerned with gaining an
understanding of the nature of reality, and epistemology is concerned witlattire of
knowledge(Cushion &Partington, 2014; Hardmai Jones, 2013; Morgan, 2006).

Operationalisingphilosophicalconceptsin coaching)
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*DLQLQJ DQ RYHUYLHZ RI FRDFKHVY SKLORVRSK\ SURY
and assumptions (Kidman & Hanrahan, 2011). It also provides an insight into the varying
types of knowledge to which coaches have been exposed, and their priorigemsnof
practical deliveries in the field (Cushi@h al, 2003). Given these assumptions, it has been
DUJXHG WKDW HVWDEOLVKLQJ D FOHDU XQGHUVWDQG
philosophy facilitates opportunities to apply techniques thathesaconsider to be most
beneficial for the participant (Cassidy al, 2009; Collins, Gould, Lauer, & Yongchul,
2009).

It hasbeensuggestethattakinganapproactio coachingwith minimalphilosophical
foundations or regular reflectivensiderations can lead to coaches implementing practices
which [at worst] mayberootedin poorpractice. Suchmethodsthatis, practiceghatarenot
philosophically driven (Cushion, 2013), may reflect the aim of gaining acknowledgement
from peers (Cushbn, 2007). Contrastingly, those who have established values along with a
coachingphilosophyand whoregularlyreflect uportheir responsibilitiesvill providemore
effective coaching to participants whilst also being able to more competently meet their
needs (Nastet al, 2008). Inexperienced coaches can cope with increased pedagogical
GHPDQGV $WNLQVRQ +DUYH\ DOWKRXJKchHWH WE
process such practices take place in an improvisatory manner rather than planned-and wel
thought out (Cassidgt al, 2009; Cushion & Jones, 2014). Similarly, coaches who spend
limited amountsof time critically developingheir philosophicaviewstendto takethe p Z K D W
ZRUNVY DSSURDFK &XVKLRQ 6XFK SUDFWLFHV F
should be a thorough, conscious activity consisting of meticulous reflection (Cushion &
Partington2014).

Following on from this, opportunities are available for coachesto develop
ideological considerations of their coaching philosophy, and reduce constraints on their
thinking (Cushion, 2013). This would provide coaches with an opportunity to deconstruct
whotheyare,whattheybelieveandvalue,andinternally considettheir purposeascoaches.
Understanding the varying constrictions placed on coaches socially whilst clarifying their
existenceas a coach, will lead to greaterreflexivity and enhancedsynergy between

philosophyandpractice(Cushion, 2013).
Usefulnessof philosophicalconceptdo coaches

Philosophicatonsiderationsouldbeconsideredisefulto coachesascomponentsf formal
coach development programmes, as they provide opportunities for coactwtscadly
examinetheir practices.This processvould involve the identificationand developmenbf
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understanding of their beliefs, values, practices, and their relevant synergies (Cushion

+RZHYHU L Wrddidonal BpédidbgiarR that are displayed as core learning
moments for coaches, and, therefore, provide the frameworks for their actions rather thar
SHUVRQDO FRDFKLQJ SKLORVRSKLHV 7KHVH pIRONY D
are passed dowinom more experienced coaches to novice coaches. The perception is that
such approaches are considered good coaching practice with minimal critical consideratior
beingundertaker{Cushion, 2013).

Even the most competentcoachesmay havea plan which they ae hoping to
influence, however, this is often not implemented (Hanatyal, 2013; Partington &
Cushion, 2013). With this in mind, it can only be assumed that exigarausly developed
philosophy may not be practically realised (McCalligteal, 2000).Alongsidethe passing
of plR @a&ddgogy,additional challengeswith regardsto implementing philosophically
driven coaching remains such as time constraints (S@joknsland, Larsen, Samdal, &
Wold, 2017) and the need for immediate validation throegternalsuccesgStodter&
Cushion,2019).Furthermoredueto alack of criticality, coacheperceive their practices as
successful, leading to the neglecting of geeeflection in termsf understanding their
practice (Cushion & Partington, 2014). Such claims are futhéorced by a study of
coaches within an English Premier League setting who found défioglt, with regards
to their philosophical developmef@ronin, Knowles & Enright2019).Giventhattheearly
momentsof coachingaremostlikely to beinfluencedinformally,suchfolk pedagogiesvill
havebecomeingrainedcomparedo the practicesof philosophicatonsideration(Nash &
Collins, 2006).

Towardsthe development ofoachingphilosophyresearch

When considering opportunities to develop and enhance the literature base of coaching
philosophy, it could be argued that currently the work is superficial and descriptive with
minimal depthappliedto the philosophicauestionposede.g.Martens 2012;McCallister

etal., 2000;Kidman& Hanrahan2011;Voight & Carroll,2006).Challengesn identifying
ontologicalandepistemologicabeliefsalongwith axiological,ethicalvaluesremain,dueto

their implicit natureleadingto difficulty in identification (Cushion,2013). Voight and

&DUUROOTV ZRUN FODLPHG WR KDYH H[DPLQHG FF
IRFXVHG RQ SdmuiténsFratidd hsvi i{ephilosophical stances. This led to
&XVKLRQYV FODLP WKDW WKH UHVHDUFKHUYV DFTX

and what getsresultsratherthan the study being a thoroughphilosophicalexamination.
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While the article is of usin its own right, it provides minimal advancement of coaching
U H V H Drdlérsigndingf whatunderpinsF R D F&ctib¥|Grant, 2007).

To build ontheextantliteratureof sportscoachingphilosophy,anapproacmeedso
be developed to examimeghat coaches consider to be important (axiology) and the moral
values(ethics)a coachholds.Further,investigatingF R D Fahtéddjcalbeliefs,in termsof
their coaching, selfinderstanding and sedisteem provide insight into the importance of
why the\ FRDFK )LQDOO\ H[SORULQJ FRDFKHVY EHOLHIV
epistemology, facilitates understandings about what they believe to be true about effective
coaching. As such philosophical considerations underpin the practical activities
implementedanexaminatiorof suchconsiderationprovidesinsightinto F R D Fpeksan®l
narratives (Jonest al, 2004; Light, 2008). There are minimal studies examining the
philosophical underpinnings of coaching practice witnassrootsoccer settings, thubte
understanding of coaching philosophy and practice remains deficient. Calls for rasearch
examine F R D F phitbgdphyfurther havebeenmadedueto the vacuumcurrentlypresent
between practitioners and academics (CushioRagtington, 2014)We envisagehatthe
findingsof thiswork will provideafurther understandingfwhatunderpinsF R D FaCtibls]
specificallythosecoachingwithin grassrootsoccer.Suctunderstandings will facilitate the
development fNQRZOHGJH ZLWK UHJ QtassrdotbRchédiake. FHER L F H'
shouldalsoinfluencecoachingoracticesandbehaviourghatcoachesonsider to be effective
and valuabldor thosetheyarecoaching.

Tobeginto addresshecurrent gap in the literatg, oneof theobjectives of the study
is to investigateboth educators ané R D F kiddMFhiesn comparisonsalongwith what
coacheglo andwith whom.Furthermore, gaining an insight into the knowledge of coaches
and coach educatof@hat coaches know), theiracticeactivitiesandcoachingoehaviours
(whattheydo) andtheir critical reflections(why theydo whattheydo),will provideinsight
into their practical behavioursand activities. As such, thisstudy intends to answer the

following research question:

RQ1: Whataregrassrootzoachesinderstandingf coachingphilosophy

with regardgo the shapingf their coachingractice?
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4.2 Method

Grassrootsoccercoachesxiological,ontologicalandepistemologicaperspectives
when coaching Foundation Phase soccer were investigated through the implementation o
qualitative, semstructured interviews. As defined kbye English Premier League and The
EnglishFootballAssociationthe p) R X Q G DRWDWRMEtball trainingandplayingrefers
to participants under 11 years age of age. Taking a pragmatic approach to research, the de
was analysethematically (Braun & Clarke, 2006) to provide rich, detailed accounts of the
F R D F lgphiofis and thoughts regarding their philosophical knowledge. Pragmatism
providesanopportunityto exploretheexperiencesf sportcoachestatherthanintendingto
develop objective truths or theories (Nelson, Groom & Potrac, 2014). Furthermore,
pragmatism facilitates the development of insights into the social complexities of sports
coachingeadingto the generatiorof knowledgefor understandingndthenpracticalaction
(Jonesk Wallace, 2005).

Participants

10 coachegook partin this study.Theycoachedt the FoundatiorPhasegrassroots
level in soccer(e.g. participation, novice, youth). The coachesvoluntarily committed
betweer60-120minutesperweekto coachingplusacompetitivematchduringtheweekend.
The coachingteamsincludeda p+ HB.® D F K 0 D @ithJad acfasionap+ HOSHU Y 7
participants involved would predominately train between the hours oféh8pm, after

previouslycompletinga dayat school.
Participantsmetthefollowing inclusion criteria:

They held the maximum of a Level TwoSwoccerCoaching qualification
(no formal coachingqualificationandLevel Onein FootballSoccermwere

bothaccepted).

Theywereactivecoachegvithin the FoundationPhasgbetweerthe ages
of underbyearsup to under 13ears),

They had a minimum of ongear (12 months) coaching experience along

with noprevious(or current) professional coachimgolvement.

The particpants included both male and female coaches (F=1, M=9) with a variety of
occupationafoles(SeeTable4.1). ThoserolesincludedanOutdoorsandWildlife Manager,
aTeachingAssistanta Solicitor,anEngineeranIT ManageraCivil ServantaMarineFire

and Safety Manager,an Accountant,a SupportWorker and a Joiner. The participants
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coaching experiences ranged from one year to 20 years (m=8.1 years), with an age range
38 years to 54 years (m=43 yeaBarticipants included coaches who were ungualified
(n=2), as well as those who held formal qualifications at Level one (n=5) and Level two
(n=3). They coached with children of various age groups within the Foundation Phase (U7s
(numberof coachesvorking at thislevel=2), U8s(n=2),U9s(n=1),U11s(n=6)).Onecoach
worked with two different age groups. To ensure anonymity, pseudonyms were used to

replacethe names of the participants.
Design andProcedure

Ethical approval was granted by the leddHVHDUFKHUfV 8QLYHUVLW\ (W
assurednonymityfor theparticipantsThecoachesverechoserusingapurposiveapproach

to ensure access to participants with the correct background (Cohen, Manion & Morrison,
2012),andwereinitially contactedszia emailcorrespondenc@ppendixB1). Uponagreeing

to partake in the study, a Participant Information Sheet (Appendix B2) was provided, with
all coachegompletinga GenericinformedConsentorm(AppendixB3) andaVideo/Voice
Recording Infomed Consent Form (Appendix B4). Once the study had ceased, participants
were provided with a Participant EBrief (Appendix B5) The lead researcher is a Level 3
IRRWEDOO FRDFK ZKRVH pLQVLGHU LGHQWLW\Y ZLWK
enabled L P WR DSSURDFK 3 JDWHNHHSHUV™ ZKR IDFLOLWD\
Brinkmann,2009).
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Table 4.1 Participant Information Overview

Pseudonym |Age Sex  |[Experience Coaching IAge groupEmployment
Qualifications
Tom 46 M 6 years Unqualified Ulls Outdoorsand
years \Wildlife
Manager
Laura 38 F 2 years Unqualified U9s Teaching
years Assistant
Mark 43 M 2 years The FA Level 1 in Ulls Solicitor
years CoachingSoccer
Certificate
Timothy 38 M 6 years TheFA Levelland |U7sand |Engineer
years Level in Coaching |Ul1ls
SoccerCertificate;The
FA YouthModulesl
and 2
Clive 54 M 20years TheFA Levelland |U1ls IT Manager
years Level in Coaching
SoccerCertificate;The
FA YouthModulesl
and 2
Stephen 42 M 4 years TheFA Level 1in Ulls Civil Servant
years CoachingSoccer
Certificate
Greig 44 M 2 years The FA Level 1 in U8s Marine Firend
years CoachingSoccer SafetyManager
Certificate
Paul 38 M 20years The FA Level 1 and |U8s Accountant
years Level in Coaching
SoccerCertificate; The
FA YouthModulesl
and 2
Bill 39 M 18 years The FA Level 1in Ulls Joiner
years CoachingSoccer
Certificate
Dan 48 M 1year The FA Level 1in U7s Support Worker
years CoachingSoccer

Certificate
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,Q WHUPV RI WU\LQJ WR XQGHUVWDQG WKH pzK\Y
implement their actions that appear within their coaching,-semctured interviews were
used due to the deep, rich data provided (Braun, & Clarke, 2019). When consitlering
timing of interviews, previous studies have used interviews to gain an understanding of
F R D F keHavifiurshowever this hascomeretrospectivelyin the form of a follow up to
systematic observations (Partington & Cushion, 2013). As a ressétarchers have been
limited to providing coaches with the opportunity to justify their coaching actions, rather
thanaskingthemto outlinetheir coachingntentions.Thus,the coaches amotaccountable
for their onfield behaviours and underpinningijgisophies but can offer philosophies that
align to the delivered practic®/ith this methodological process in mind, researchers have
been limited by providing the participants with the opportunity to justify their coaching
actions, rather than outlinintpeir coaching intentions and, therefore, the coaches are not

accountabldor their on-field behaviours and underpinnipgilosophies.

7R EHJLQ WR DGGUHVV WKLV LVVXH 3GLYRUFLQJ’
took place that weneon-practice related, neither preor postpractice. Two interviewsere
used to achieve depth and were kept as separate entities. The aim of the iimvess
was to gain an initial insight into the axiological, ontological and epistemological
consicerations of those involved (See Appendix B6 for full Interview Schedileg.
interviews were completed within a ppeoked meeting room within the university, or
within the F R D F#{uBhofiseandlastedbetweerf0and120minutes(total interviewtime
per participant). The coaches were given a flexible option for the location of the interview

to facilitate thedevelopment of @ositiverelationship.

Taking a semistructuredapproachto interviews allowed for a fluid and relaxed
environment to bereated as the interviewer ptad the topics and areas to be discussed,
rather than specific, constricting questions. Interviews provided an insight into grassroots
soccer coaching that has yet to be fully examined and facilitated a conversationalegialogu
in a similar manner to the evehanging nature of coaching (Griffo, Jensen, Anthony,
Baghurst & Kulinna, 2019). This approach allowed the interviewer to react to comments
whilst also probing and exploring the information with great depth (Denzin &olnnc
2011). To ensure a thorough and comprehensive interview, probes were utilised to gair
specific and detailed responsasdelicit greater depth of information by encouraging the
LOQWHUYLHZHH WR SURYLGH IXUWKHU UHVBERXW WWDWX
3:KDW GRHV WKDW ORRN OLNH RU IHHO OLNH"" 36R \I
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H[SODLQ ZKDW LW LV"" 8VLQJ SUREHV WKH UHVHDUFF¥
which provide a level of richnessto the findings by inviting greaterdetail from the
interviewee (Priede,Jokinen,Ruuskanen& Farrall, 2014). Further examplesof probes
utilisedwithin WKH SUHVHQW VWXG\ LQFOXGHG p:KDW ZDV Wtk
and p+RZ GLG RW KTol&in gpectificLivibrrfiation this response was met with a

probing question and the belgassage:
ResearcheiTell me moreabout that.

Greig: Well, it is just the type of club | played at really. The coach expectei ast
responsiblyandto put our effort into everythingwe did, you know. | guessW K Ny 1] a5k

my own groupto work hard evergession.

ResearchelSo,whatdoesthatvalue,of hardwork, look like in a practicalsensegut on the

pitch withinyour coaching?

*UHLJ (UP«ZHOO LWYTV QRW ZDONLQJ ZKUu&pbngibllisf SOD

whoyou areup against.
ResearcheiSo,you have mentionedhat L i@t ¥anyou explainwhatit is?

Greig: | suppose my value of hard work is initially from myself as a coacterinsof
planningasbestasl canandpreparingheequipmentThen L \th§Wayl coach really, so like
quite loud but supportive arehergetic all the time. ThdnW V G R pl@yevdiRa Wag.H
<HDK LWV ZDWFKLQJ WacRwhdn &®losé/thé-Halh Dr@ Yo t&sronbakeN
is under pressure do your vdrgstto getascloseasyou can tothem orto give a passing

option.

All interviews conducted were recorded on a digital voice recorder (Sony ICD
BX140 Digital Voice Recorder) and transcribed verbatim by the lead author, following a
similar process undertaken (Braun & Clarke, 2006). An important aspect of sparingpa
literature is the quality behind the examination of the raw data (Spé&ri&sith, 2009),
hencethetakingof apragmaticapproactio researctasthis allowstheresearcheto develop
asubjectiverelationshipwith the participantsandthereforedevelopunderstandingrom the
subjective experiences of individuals (Sparlk&esSmith, 2009). With the intention of
exploringgapsin theresults alongsidgpossiblygeneratinglataandfurtherinsight, member
checks were completed p « V Biat a meticulous, robust, and intellectually enriched
understandingf theresearcmightbefurther G H' Y H Q&8thi€GMicGannon2017,p. 8).

Furthermore, such reflections were completed in the hope of improving the accuracy and
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credibility of thedatacollected (alsoknownasrespondentalidation).All participantsvere

asked to read the transcriptions of their interviews; however, no amendments nor additiona
constructionsvererequestedr-urthermoreit wastheaim of theresearchert reframesuch
checks as an opportunity to explore the varying insights held by the participants in order to
furtherenhancehe datacollected (Smith &VicGannon, 2017).

A criticismof thecurrentempiricalliteratureis thatthework lacksdepthandremains
fundamentally superficial with limited questioning around philosophy (e.g. McCaléster
al., 2000; Kidman & Hanrahan, 2011; Voight & Carroll, 2006). Therefore, the role of the
semistructured interview questions was to provide a framework to addresednth of
research which has not yet explored the deeply embedded and often implicit consideration:

of coaches.

Duringthefirst phaseginterviewone),eachinterviewconsistef six sectionsFirst,
theinterviewsexploredhow the participantssiewedtheir backgroundandexperiences/of
coaching, and then their values, morals and ethics (axiology). The following two sections
focused on their beliefs about how knowledge is constructed and the nature of existence
(ontology) along with their assumptionson learning, practice activities and coaching
methods (epistemology) (Jones al, 2004). Next, the interviews were directed towards
FRDFKLQJ 3SKLORVRSK\" ZLWK WKH LQWHQW RI JDLQL
eachSDUWLFLSDQW VY SKLORVRSK\ DORQJ ZLWK WKH YDL
coaches were asked to provide an awareness of the practical implementation of a coachin
philosophy.Thesecondghaseof interviewingoccurredatalaterdate.Thisexplared,in more
detail, the answers provided by the coaches in their first interviews, with the intention of

movingtowards saturation iterms ofdatacollection with thancluded participants.
Data Analysis

Interviews were recorded, transcribegfbatimby the lead author, and, upon completion,
pseudonymswere allocatedto ensurethe participants anonymity. Next, a six-phase

deductivethematic analysis took pla¢Braun& Clarke, 2006).

With qualitative analgis, researchers must be aware that the research guidelines are
not strict rules to abide (Denzin & Lincoln, 2011), and instead can be applied in a flexible
manner, with both the researchquestion and the collected data being considered
appropriately Furthermore, thematic analysis and qualitative analysis in general should be
recursivewith certainphase®eingre-examinedre-readandre-writtenoveralongerperiod

of time, with progress developing naturally (Denzin & Lincoln, 2011). As noted bynBra
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and Clarke (2006), the stagesof thematicanalysisinclude: (1) Data familiarisation (2)

Generating initial codes(3) Searching for theme$4) Reviewing theme$5) Defining and
namingthemesand (6)Producing theeport (SeeTable4.2).

Table 4.2 Phasesof Thematic Analysis (Braun & Clarke, 2006)

When arriving at the data analysis stage of a researchproject after collecting data
interactively, the researcher will have some prior knowledge of the data. Therefore, some
accompanyingnitial thoughts and concepts about what may be found in the data will exist.
This was evident in the present study with the researcher noting that the participants were

generallyknowledgeableegardingtheir philosophical foundations.

PhaseOne: Data Familiarisation

It is essential the researcher immerses themselves within the data and to ensure ful
immersion and &nowledge regarding both the breadth and depth of the content of the data
wasachievediheleadauthorrepeatedlyeadandre-readthetranscripts Whilst alsoactively

looking for meaningsand patterns,with ideasand potentialthemesbeing shapedby the
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extensive reading undertaken (Braun & Clarke, 2006). Although time consuming, such
extensive re-reading is essentialfor developing familiarity with the data set. Upon
completing the data collection, the interviews were transcribedverbatim by the lead
researcher, which enabled theginning ofthe familiarisation process (Reissmdi®93)

This ensured that the information from the transcriptsretasned asprovidedvia theface
to-faceinterview (i.e. correctpunctuation)Poland, 2002).

PhaseTwo: Generatinglnitial Codes

Upon completing an extensive familiarisation phase, the lead author then began to
generataninitial list of ideasaboutthedataset,beforebeginningthecodingprocessCodes
were identified through interestinigatures of the data that appeared to contribute in a
meaningful way towards the phenomena being examining (Boyatzis, 1998). The coding
process is the beginning of the organisation and managemtre ddta and will become
thefoundationsof thebroadethemeqTucker,2005).Althoughcodingsoftwareis available
(e.g.Nvivo; Burnard,Gill, Stewart,Treasur& Chadwick,2008),in thepresenstudycoding

was undertaken manualby the lead author.

Each transcript (n=10) was codggstematically with interesting aspects of the data
EHLQJ PDQXDOO\ KLIJIKOLIJKWHG LQ WKH p7UDFNHU &RPF
Word. All codes were coded before being grouped together to begin to form a theme by
being copied and pasted ontsegaratecomputer file. The researcher inclusively coded the

extracts of datéo ensure context wamt lost on theextract (Bryman, 2001).
PhaseThree: Searchingfor Themes

Having completed the initial coding and collating of extracts from the data, the
researcher began to-fecus the long list of identified codes into potential. To facilitate the
effective organisation of the found codes into themes, the researcher used colourtsystems
match the quotes to the themes. At this stage the researchatecedsihe relationship
between the themes found, breaking the categories intaatafories and main, over
archingthemes (Braui Clarke, 2006).

PhaseFour: ReviewingThemes

The fourth phase of the thematic analytical process involved the reviewing and
confirming of the final thematic map of the analysis. Data themes were included after the
lead author confirmed clear and identifiable distinctions between themes, along with their

meaningfulcontributionto the presenthesis.Thereviewprocessonsiste of there-reading
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of all includedcodeddataextracts, withtheresearcheensuringheyappeatn alogical and
coherenbrder,with thesecondhaseof thereviewprocesge-examiningthe entiredataset

to ensure the full saturation ektracted data. With the thematic map giving a holistic
overview and representation of the data the researcher felt that furtteating would not
provide substantidindings,so the decision was made to stop as the researcher felt they had
a good ideaf what the different themes were, how they fit together, and the overall story

theytell about the data itine with theresearch question.
PhaseFive: Defining and NamingThemes

Stage five involves the defining and refining of the main theeméscted from the
data by identifying the underlying focus of each theme and determiviiat) the theme
captures with the researcher being simplistic in the terms used totla@oidbecomingo

diverseand compleXBraun& Clarke,2006).

For each theme detailed analysis was undertaken, with the researcher taking time
to identify the story being told by each respective theme. Each theme was considerec
individually and in relation to the other included themes. With the themes encompassing a
varietyof codes sub-categories werdevelopedo providestructureto complexthemesAs
the phase five process came to an end, the researcher had clearly defimategaciwith

working titles being given to each respectiheme.
PhaseSix: Producing thereport

The final stage of thematic analysis was the wujteof the key findings. The lead
researcher focused upon providing a concise, coherent, logical, and interesting account o
thedatafound,telling astorythroughthe carefullyextractedhemesandcodesFurthermore,
trying to capturehefocusof the pointsbeingmadethroughthecarefulselectionof examples
from the data set. Trying to avoid providing an overview of the data, the researcher looked
to intertwine examples found withingrdata with an analytical narrative, focused around

theresearch question beingestigated.

In order to make sense of the collected data, the above approach was undertake
which guided the researcher towards identifying meaning, issues and pointsreét
hidden in the data that has been collected (Brannen, 2017). Thematic analysis begins witl
the initial familiarisation of the data, interviews in the present investigations case, through
transcription andre-readingof thedata bybothresearcheandcoachesbeforeculminating
in the reporting of patterns syphoned from the transcriptions. A fluid process, the analysis

involvesthe researchemoving betweenphasesgxaminingthe full collecteddataset,the
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smaller extracted codes of data and thalysis being produced by the researcher, with
writing taking place throughout the six stages, beginning in the form of initial notes and
ideals, concluding in a concise, informative report (Braun & Clarke, 2006).This process
helpedheresearcheextractandunderstandheaxiological,ontologicalandepistemological
viewpoints of the grassrootscoacheswhilst also providing an opportunity to gather
informationregardingheir pastexperiences anearningjourneys(Braun& Clarke,2006).
Suchananalysigool wasutilisedasit facilitatestheoreticaflexibility andfreedom(Sparkes

& Smith,2014).0Onceexplorationwascompleteduponthetranscriptsdeepandmeaningful
conclusionzouldbemade(Braun& Clarke,2006).Thepresenstudydevelopedhreemain
themes with between two and six themes outlined as appropriate by previous research,
(Braun& Clarke, 2019).

4.3 Results

Following analysis, this study developed three main themes, with between two and
six themes required, as outlined in previous work (Braun & Clarke, 2019). The themes
reflected how grassroots soccer coaches perceive their values and beliefs influence thel
practices (Tablet.3). The three themes include Core Values and Be(iisology and
Ethics), The Purposeof Coaching (Ontology and Phenomenology)and Pedagogical
Understandingnd Knowledg€Epistemology).

CoreValuesand Beliefs (Axiology and Ethics)

The first theme focused on axiological concepts (what a coach valudsjtracal
considerations (what a coach judges as moral or immoral). The core values and beliefs hel
by the coachesincluded hard work, fun, enjoyment and positivity along with
professionalismThe coache®utlinedthatsuchvaluesshapeheir coachingoehavioursaand
practices. The first core value highlighted by the coaches was hard work with Paul noting
thatheis p «someonavho believesthatyouwork hardfor things,averydrivenpersonand
| believe that if you want to achieve somethingd§oZRUN DV KDUG DV \RX FLC
such axiological insights, it could be suggested that Paul feels hard work will lead to the
feelingof a successfutoachingsessionTimothy voiceda similar axiologicalstandpointas

hehas p ot of respector peoplethatwork hardand , § Buitetenaciousquite GHWHUPLQ F
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SecondOrder Category

Table 4.3 SecondOrder Categoriesand Final Themes

Final Themes

Corevalues andeliefs

Challenges and constraints

Theme One\xiology andEthics
CoreValuesandBeliefs

Motivationto Coach

ImprovePerformance

PlayerandTeamDevelopment

Theme TwaoOntology

Creativity andPhenomenology
Outcome ThePurposeof Coaching
Life skills

InappropriateCoaching

How childrenlearn

CoachingDelivery/ Learning Theme ThreEpistemology

Environment

Reasonindor the useof coaching
delivery

PedagogicaUnderstandingnd
Knowledge

/How do you knowthisis
effective?

How the coach learnsest

The secondcategory tobe established was fun, with many of tiparticipants
highlighting that fun and enjoyment was something that they looked to as a sign of an
effectivecoachingsessionAs thesoccelparticipantdeingcoachedncludeds-11 yearolds,
both the moral and ethical considerations involved in planning and providing enjoyable
sessionssupported the ambition to develop S D U W L Fang&i§yWVsport. 'DQ TV

axiologicaland ethical standpoimtas highlightedavhen hecommented:

<RXYYH JloRkk\aftey fhem and make sure that they are enjoying
themselveshat is critical as if they are enjoying their football, this is the
most importanelement. (Dan)

Timothy held similar values and further emphasisedthe importance of the
participantscomingto grassroots trainingnd enjoyingheir participation inthe sessions:

$W WKH \HDU JURXSV , ZRUN ZLWK LWV PD|
andenjoy it, kids have been at school all week, they have got to come and
have fun(Timothy)
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However this positiveview on ensuringthe participant@njoytrainingsessionsvas
not mirrored by every interviewee. Fun was not high on the agenda of Stephen who notec
that:

I think funis somethinghatyoudo atthefunfair. | G R %W/ funto me
meanfODXJKLQJ DQG MRNLQJ PHVVLQJ DERXW
associate wittiootball. (Stephen)

Giving further thought to what Stephen considers as important within his coaching
sessions, it can be suggested thabdieves that high levels of structure and discipline are
important to ensurewhat he would perceive as a successfulcoaching session.Such
axiological viewpoints provide insights into the underpinningsof his practice; highly

structuredandrepetitivepracticeswould leadto minimal creativity andautonomyfrom the

SD UW L pérSppopvasy 1

A further theme was established concerning axiological and ethical considerations
which was professionalism.Several coachesoutlined that professionalismwas very
importantto them,with associationsnadeto thewaytheyweredressedndpresentedWhen
considering theeverdevelopingprofessionalisation of coaching, the fact that voluntary
grassrootscoachesvalue such considerationdeadsto elementsof excellent coaching

practice,such as preparation:

, JHW KHUH PLQV EHIRUH HYHU\RQH VR , FD
intoit. (Bill)

However suchprofessionalisnalsogivestheimpressiorthatsomeof thecoachesveremore

concernedabouthow they looked and were perceivedby othersratherthanincorporating

such ideals into their coachipépilosophyandpractice:

We always look like coaches, with our tracksuit on with our initials so we
look like we arethereseriouslyto coach. (Mark)

Building on the theme of professionalism, Paul focused on the standards he looks to se
within his group of participant8Vith a history of being a former professional footb&IID X O |V
statemengivesanoverviewof his axiologicalstandpointjn that,he valuespunctualityand

heensures this translates into his coachohdosophy:

Sometimes with those parents sucthasones who turned up late or turned

up ZKHQ WKH\ IHOW OLNH LW DQG , GRQTW DFF
F D QI§yiNere.You F D (u§tWrnupwhenyouwant,no W K BAth§wit
workswithme. (Paul)

Suchanapproaclcouldgive theimpressiorof immoralactivities,giventhattheparticipants
aretoo youngto travelto the sessionsloneandarethereforedependanbn their guardians.
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A coach like Paul with strict rules, may lead to the possibility of yquangjcipants being
punished even when they are not directly responsible for their tardiness. In a similar view,
Stephemotesthathe expectghoseassociateavith histeamto live up to his own standards.
Forexample,3, P S U&nel &xect otherto be S U R PSt&hérgoes orto notethat:

<RX FDQMTW KDYH D NLG ZKR LV UHSHDWH GO\
minutes late because its disruptive to the group because you have to repeat
instructionsandit meangsherestof the grouparebeinghinderal in their
learnindbecause you are having to catch some one up. If its repeatedly,
WKDWIIVEHKR@HWD SUREOHP DQG , PLIJKW WK
DJDLQ"Y takeN opDvith@heplayer.(Stephen)

Before then admitting that he does maid himself to the professionalism and

standardfieasks the participants abideby:

Having said that, sessions are meant to finish at 12pm but we are normally
still goingat 12:15pm s@eah,it is what it is.(Stephen)

It couldbe arguedthat Stephens displayinganideologythathe hasyetto incorporatdully

into his axiologyor philosophydueto theconflicting displays of standard$iscussed.
The Purposeof Coaching(Ontologyand Phenomenology)

The second core theme to haghlighted focused on ontology (the meaning of
coaching), and phenomenology (thoughts about the experience of being a coach). Th
ILQGLQJYV KLIJKOLJKW FRDFKHVY PRWLYDWLRQV WR FRI
importance of achievement such asaess, winning and status and finally, development.
2QH RI WKH NH\ PRWLYDWLRQV WR F R Dthekkids@oFhave G G W
goodmemorief theirfootballcoachingjustlike | haveof P L QHinpthy). Additionally,
Laurahighlights that the reward of spending time with a team and her feeling of belonging
are important. Alongside these factors, seeing the children develop is another reason the
Lauragivesfor coaching.Thesemotivationsdisplayacombinatiorof herphenomeological

andontological viewpoints:

You get that feeling of pride and your so chuffed about it and with the
under 8§ got that 24 times because, you know, they were all sort of, they
were all yourandthenl getalot out of seeinghemdevelopandl like to

K H Olg&pingpeoplenakesme feel good and W K Hju$tlgjigatkids to
spendime. (Laura)

However, not all the coaches involved within the study felt reward from interacting
with agroup.Instead Clive notedthatthestandaraf playeraffectedhis motivationto coach
as he could push them further, placing his personal enjoyment at the centre of his purpos

for coachingrather tharhis participants:
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, HQMR\ LW PRUH LI WKH\YfUH RI D Hts8fewHU D
butyoutend toget moreout of it. (Clive)

The interviewees were asked to give their thoughts about how they felt coaches in
thewidercoachingcommunityapproachegrassrootsoccerResponsemdicatedthatwhen
the interviewees wernatroduced to coaches whose philosophical considerations (ontology
andphenomenology) didotalign with theirown, theysawthis in anegativedight:

, 1 ¥étncoacheputoutalittle warningto participantsjntimidatingthem
abit.(Stephen)

You docomeacrosssomewhereyou canjust tell thatits resultsandego.l
mean| hateto see,certainlyat this age,a teamthatjust bootsthe ball up

the pitch to astrong striker, just to win a game. And every time the
opposition are attackinglefenders just boot the ball out of play. I tell my
ORW up<RX KDY HabtuDUHN WERWARIU U\

7TKHUH ZDV RQH JX\ LQ SDUWLFXODU DQG KH
like p+islalwaysshoutingatthe NLGVY 'DQ

For many coaches, ensuringthheir participants develop efficiently ranks highly.
However, given that sport is competitive in nature, coaches may prioritise-vasatl
outcomes. Our grassroots coaches perceived that a desire to win was a conflicting feeling
This indicates thathey feel the purpose afoaching (their ontological standpoint), is

developmentatather than viewinguccesss aresultof competitive outcomes:

, NQRZ WKHUHTIV D FRXSOH RI RXUV >FRDF
incredibly competitiveandsometimes struggle takeepabit of alid on it.
(Laura)

, Wdngeand , T Ehinking, pu 7 K Hahihfitéto gohereandweare2-1 X S
andsecretlyyou just sort of hopthatyou can hold on(Clive)

PedagogicalUnderstanding and Knowledgéepistemology)

The third theme to be developed from the transcripts focused on Epistemology, that is, the
method for acquiring knowledge. This included how the coaches learn, how children learn,
the way coachesleliver sessionsalong with how the coacheq Véfif&ktive learning

environments.

When considering how children learn, some of the interviewees outlined that all
FKLOGUHQ OHDUQ WKH VDPH WKURXJK PUHSHWLWLRQ
understandings of the coaches. Comments siscthese raise questions around how the
FRDFKHV JRW WKLV pNQRZOHGJHY RU XQGHUVWDQGLQ
Body (NGB) coursesdelivering and how cancoachespassawards withthis level of

awareness/understandir@onclusionscould be suggestedhat thereis the possibility that
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the participants may not be receiving bespoke support due to the epistemological stances ¢

thecoaches:

, I \RXYYH VKRZHG VRPHRQHWZR AN DRI W\KKHH W
areHLWKHU QRW SD\LQJ DWWHQWLRQ VRPHWE
want to dat, so WK D W {V I&amZ(GAelgH \

<HDK DOO RI P\ JURXS OHDUQ WKH VDPH ZD\
| do makenotes;l scorethemout of fiveon theirpassingand stuff likethat.
(Dan)

However thereweredisagreementa&ith someof the coacheshighlightingthateach
child is anindividualandshouldthereforebe supportedndividually. Lauraoutlinedherown
epistemologicastandpointhrougha storyconcernindghow herparticipantdearndifferently

and howshetried to support this:

7KHUH DUH VRPH ZKR JHW ZKDW \RXTUH WDOT1
\RXYfYH JRW WR EH PRUH VRU W] Bid kaye@¥WitR Q
more>SDXVHV WR WKLQN@ LQGLYLGXDOO\ GH
[pause]some ahempickit upfar betterwhentheyareactuallyin aplaying
situationasopposetb on a less formal basis. Some, it might take a couple
of weeks or a couple ahonthsputsomemightnevergetit, butyouknow,

you haveto try and recognisé¢hat they D U Hal) §iavig to immediately
understandvhat \R X fUH DIWHU /DXUD

Similar claims weresupported byPaul who noted that each of Ipiarticipants:

«OHDUQV GLIITHUHQWO\ 6RPH DUH JRRG DW F
by watchingothers.Somewill like to do demonstrationssomeare shy.
Somelearroff [from] asking you questions and some of them will pick it
straight up andwhile] others taken age(Paul)

When giving thought as to why different coaches hold differing epistemological
YLHZV ODUN VXPPHG XS VD\LQJ WKDW 3, WKLQN LW GF
DUH 6RPH DUHQTW >ZHOO HGXERQW M@ @ QREX \ RIX W HA
ULGLFXORXVY =~ 7KLV KLIJKOLJKWYV WKH YDOXH ODUN S

knowledgedevelopment (epistemology) through education.

A common thread in the sport coaching literature is the role of player centred
coaching, that is, the provision of choice, experimentationand decisionmaking
opportunities for the player. However, this style of coaching was rebutted by several of the
interviewees:

Mostareatthelevel of whereif theydotry aflick or astepovertherethey
messt W XS , VD\ MXVW p*HW WKH EDVLFV ULJK

FDQ TWworg R

| would rather they kick it out than try to do something like a trick to get
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out oftrouble.(Stephen)
One of the coaches (Stephen) displayedflcting epistemological views, noting

thathe G R H i Q X M@Weft backto bedoingflicks and W U L IHdWsVvef,hethenclaims

KH SURYLGHY DQ HQYLURQPHQW ZKHUH KLV SDUWLFLS
PDNH WKH GHFLVLRQV ¢ 6XFK PLVDOLJQHG HSLVWHPRC
development of practical activities that align with his philosophy which, in turn, is not
conduciveto S D U W L Fde@&maht The findings provide advancementin sport
coaching practice by providing an insight into the current understandings of grassroots
soccercoachesndtheir philosophicaliewpoints.Suchdatasuggestshatgrassrootsoccer
coachesavemisalignedohilosophicatonceptscomparedo theintendedoutcome®f their
coachingwhilst alsodisplayingminimal critical reflectionwith regardgo their philosophical

development.
4 .4 Discussion

The aim of the presergtudy was to examinéhe philosophical considerations within
grassroots soccepaches through an exploration of three core concepts. The study focused
on: axiology (what a coach values), ontology (the meaning of coaching), and epistemology

(themethod for acquiringgnowledge).

Not all grassroots coaches interviewed had a clearlhtifterl philosophy, do not
readily need a philosophical understanding (or overt philosophical stance) to be part of a
grassrootsoccetteam(Horsleyetal., 2015).Furthermoreaninexperienced¢doachwho has
yetto developdeep philosophicakhinking candeliverpedagogicallyaccurateandcomplex
sessiongAtkinson& Harvey,2017).Neverthelesdpsteringaphilosophycanaidindecision
making, structuring of coaching sessions, and the personal developmentcoftieto
engage individualsral groups while coaching (Cushion, 2007); however, thinotadaced

highly in terms ofwhatgrassroots soccer coaches valued.

Axiology

Coacheatlevel two or belowdo not exhibit obvious awareness corevalues(Nashetal.,
2008).However,n contrastpur coachesctivelydiscussedheirvalueswhichincludedhard

work, fun and positivity. Though, what was evident was an apparent disconnect between
their discussions and their intended practice. It seems that an understandxiglagy

might help grassroots coaches to develop a more consistent approach to their coaching. T
lead the grassroots coaches towards a greater understanding of axiological concepts, coa
educators should bring attentitm what matters to said coach,tvithe aim of delivering

philosophicallyaligned coachingractice(Nashetal., 2008).
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Ensuring greater alignment between philosophy and practice requires greater deptt
in terms of how a coach enquires within their omological thinking (Partington &
Cushion, 2013). However, our grassroots coaches were not necessarily forthcoming in
placing their philosophic enquiry in terms of their role as cea@@ushion & Partington
2014; Cushionet al., 2003). Theimportanceof fun and enjoymentwithin grassroots
coaching was, however, highlighted by a core element of our participants. However, this
differed from the aims of an elite setting. For example, within academy environments, the
core role of a coach was fod to involve the communication of technical information to
their participantgPartington& Cushion2013).Thereforediffering axiologicalstandpoints
areevidentwhenthecoachingcontentof grassrootss comparedvith academyhigherlevel)

soccer.

With the intention of outlining elementsof values and beliefs underpinning
philosophythatwereidentified,theincludedcoache$eldcoretraitssuchasprofessionalism
and hard work which give the impression that #t@chnical values areonsidered key.
Furthermore, such axiological viewpoints indicate that a positive outcome from a training
session that displays signs of professionalism and hard work could be considered a succe:
(Horsleyet al, 2015; Sgviket al, 2017). Research notdsat practitioners focus on effort,
tactical awareness and success (Coetlas, 2012; Naslet al,, 2008), rather thagxamining
their philosophyand utilising reflectionsto developtheir practice (Cassidyet al.,2009);

which was presernhroughout theurrent study.
Ontology

Examining the ontological standpoints of our coaches provided insights into what was
consideredto be the purposeof the coachesand of coaching.First, the participants
highlighted that their initial motivation tooach was due to their role as a parent, which
brings into questiontheir coaching priorities and prior knowledge base (Kidman &
Hanrahan2011; Nastletal., 2008).

Although several coaches in the present study outlined that they wenéenested
in winning, statusor victories,theydid notethatfocusingon the shortterm goalof winning
matches, leagues and ensuring promotions was something they struggled to avoid. In term
of the purpose of coaching, such struggles were furtherigiigatl when coaches indicated
thatplansmadein trainingfor wereignoredattimesdependenbn the presentircumstance
(e.g. leading a game they were not expected to win) (Hatvey, 2013; Partington &

Cushion 2013).This displaysa misalignmenbetweergrassrootsoachedeingdevelopers
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of positive learning experiences, compared with striving to achieve outcomes such as
winning leagues. Building on this conflict, an opportunity is available for grassroots soccer
coachesto operationaliseontological concepts,through the developmentof a clear
philosophy.Underpinningoehavioursaandpracticeswith clearlypurposed/aluesandbeliefs

may lead to the prioritising of ageappropriate outcomes (Cushion, 2013). As the
implementation of a philosophy can be longitudinal, it may be unsurprising that ctiathes

to the immediate validation of success through winning matches and leaguesnitast

with the longer process of player development, while also focusing ching&nowledge

rather than théehaviours thedisplay(Stodter& Cushion,2019).

Epistemology

Past experiences provided the foundations to coaching behaviours now possessed by tt
coaches (Cushion, 2013). These experiences will have hee\ s DFWHG XSRQ F
belief systemgStodter& Cushion,2017).Furthermoresomeof thecoachesiotedminimal
interestedn formal coacheducationThis wasevidencedy thelack of formal qualifications

held or by coaches feeling forced to takandatory courses. Our coaches did not value
formal coach education, which aligns with previously undertaken research in the area anc
highlights the epistemologicalstandpointsof the coaches(Cushion, 2013). Moreover,
coaches in this study highlighted tr@e of colleagues and mentors with whom they held

generaldiscussions, sought advice, and develgpedticeideas.

6XFK LQIRUPDO OHDUQLQJ VXSSRUWYV WKH QRWLR
presencein terms of coach development,rather than the theoretically underpinned
continuous professional development or coaching courses available to coaches (Cushior

$ORQIJVLGH WKH SDVVLQJ RI PJIRONY SHGDJRJ\ L

implementing philosophically driven coaching remasgh as time constraints (Savik,
Tjomsland, Larsen, Samdal, & Wold, 2017) and the need for immediate validation through
externakucces$Stodter& Cushion2019).Furthermoregueto alackof criticality, coaches
perceive their practices as succesdadding to the neglect of deep, reflection in terms of
understandingheir practice(Cushion& Partington2014).Suchclaimsarefurtherenforced
by the results of a study of coaches within an English Premier League setting who found
caring difficult, with regardsto their philosophicaldevelopment(Cronin, Knowles &
Enright, 2019). What was evident within this study was the prioritisation of organisational
aspectsof coaching.In contrast, and similar to Cothran et al., 1 (2005) work, the
developmentof philosophicalconsiderationsand the practicalimplementationof such

considerationsvas neglected.
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Given that limited studies have been conducted of grassroots foundation phase
soccer, little was known of this environmenhis chapter outlines that a level of structure
is required when working with children in a grassroots setting compared to that of senior
participantgCroninetal., 2019)or elite academiegPartington& Cushion2014).Providing
elements of a holistilearning environment are required for effective learning to take place
(Cassidyet al, 2009) but it could be argued that this is not evident among the practices of
many coaches of this study. This is obvious from the noted use of technical practices, line
drills and cuesin terms of their epistemological understandings, opportunities exist for
grassroots soccer coaches to develop appropriate pedagogical approaches which are th
appliedto their practicesHowever jt shouldbenotedthatcoachesnaynotfeel comfortable
setting such a learning environment (Fetdal, 2010). Perhaps the chaos associated with
suchatechniquemayleadto afraughtenvironmentvith which somegrassrootgoachesre

notcomfortablewith.
4.5 Summary

It is apparent thahe themes extracted in this study provide a new and unique insight
into the context of grassroots soccer coaching at foundation level. It is clear from the findings
that elements of philosophical underpinnings are evident within the coaches interviewed.
However, what is more evident is that coaches lack understanding of how to effectively
employreflectivepracticeto developandimplementthatphilosophyandhelpstructuretheir
coaching practices. The purpose of this study was to underatkiéaophical exploration
of the axiological, ontological and epistemological viewpoints of soccer coaches who work
with children aged 5t11 years in the UK. Sensitructured interviews were conductedtwit
ten soccer coaches with the aim of exploring varatgrassroots coaches understanding of
coaching philosophy with regards to the shaping of their coaching practice. Data was
analysedleductivelyresultingin thirteencategoriesof beliefs,valuesandopinionsoutlined
by thegrassrootsoachesheingplacedwithin thethreemainphilosophicathemesFindings
indicatethatcoachesakeminimaltimeto considettheir philosophicaktance(syvith regards
to selectingappropriatecoachingmethodsvhenplanningprogrammesln contrastcoaches
valueinput from mentors and colleagues over formal learning opportunities such as coach

educatiorcourses and continuous professional development.
4.6 Conclusion

To conclude,the current study setout to achievea philosophical exploration,

examiningthe axiologial, ontologicalandepistemological viewpoints @frassroots soccer

105



coaches who are currently coaching within the foundation phase (uniderder 12 years)

in soccer. By using qualitative, sestructured interviews, rich, detailed, andmplex
accounts were gathered about how grassroots soccer coaches implement their values a
beliefs into their practices. This deductive approach led to findings that the axiological
viewpointof grassrootgoachesncludesvaluessuchashardwork andprofessionalismThe
ROQOWRORJLFDO FRQFHSWYVY KHOG LQ KLJK UHJDUGV LQ
epistemological standpoints included a lack of interest in coach education, along with
varying views on how participants learn best. What has besite clearer by the present
VWXG\ LV WKH UROH pIRONY SHGDJRJLHV SOD\ ZLWKLC
are considered as more valuable than formal qualifications or continuous professional

developmenexperiences.

When consideringlimitations of this study, it should be noted that only the
perspectives of grassroots soccer coaches were presented. A more holistic understanding
grassrootsoccercoachingnaybeachievedhroughtriangulatingfindingswith the opinions
of coacheducators, along with perspectives thategst within the area such as those of
parentsaandassistantoachesFurtherlimitations canbe notedwith respecto themethodof
data collection employed. Interviews have their own limitationsluding those of the
interviewee(s)offering inappropriateinformation to pleasethe interviewer or keeping
informationthatmayhaveshowntheinterviewee(s)n anegativeight. A final limitation is
that, despite the fact that the data collection pjraposely divorced from practice, it would
seem wise to analyse coaching practices for comparison with stated coaching atiefs.
astudyof foundationphasecoachesn soccemould providea uniqueopportunityto further

developthe extantliterature.

The findings have implications for the education of grassroots soccer coaches, spor
coaching practitioners, coach educators, policy makers and key stakeholders (e.g. parents
What was clear throughout the study was that relevant and appedpr@aviedge was held
by someof the grassrootssoccercoachese.g. the participantsability to discussage
appropriate coaching. Additionally, many of the coaches were able to note the role of the
coach as a facilitator of creativity and innovation ratheN KDQ D GLFWDWRU R

actions.Thesearepositiveresults.

8VHIXO DUHDV IRU GHYHORSPHQW ZRXOG EH FKDO
pedagogwithin grassrootsoccer.Thesepracticeamaybemisalignedo TheEnglish ) $ § V

recommendetechniquesndis thereforeanareathatneedgreateinvestigation Engaging
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coacheducatorsrom V R F FgavwémmMgbodymaybeworthwhileto developanalternative
narrative and ensusipportfor grassroots coach@sdeveloped further.
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CHAPTER FIVE

An investigation of the practice activities and coaching behaviours of

grassrootslevel youth soccer coaches.
5.1 Introduction

Whenconsideringhecoachingprocessa coreelementequiringfurtherinvestigationis the
practiceactivitiesof youthcoachegPartington& Cushion,2013;CushionHarvey,Muir &

Nelson, 2012). Key drivers for coaching behaviour and subsequent practices have beel
outlined as a mixture of emulating other coaches,intuition, and traditional or HKIRO N
pedagogies (Partington & Cushion, 2013; Cushébml., 2003; Williams & Hodges, 2005;

Ford, Yates,& Williams, 2010).Previouswvork contributingto theacademicsportcoaching
literature has provided findings whichiHIQW LI\ FRDFKHVY TXDOLWLHV
importanceof the contextin which theywork (e.g.working with a grassrootgparticipation)

focus compared to working within an elite environment) (Cushion, 2007). An important
aspect of coaching is the ability to develop those being worked with gaat 2010).
Additionally, providing an effective and appropriate learning environment for the
SDUWLFLSDQWY EHLQJ FRDFKHG 3DUWLQJWRQ lei@ XVKL
terms of the practice activities and behaviours displayed, given that coaching environments
are everchanging and unpredictable(Jones,2009). The value of exploring FRDFKHV ¢
practices provides a meaningful evaluation and understanding ofceheties do, which

can facilitate the understanding of how coaches deliver coaching practice (Brewer & Jones
2002).In addition, investigations of coaching practices provide answers as to why coaches
undertakesuchpracticein termsof consideringheir practicaleffectiveness alongith their

philosophicalalignment (Partington &ushion, 2013).

When considering previous research, findings indicate that coaches prefer more
prescriptiveechniquesvhencoachingwith few exceptiongFordetal., 2010).Within male
soccer, instructional behaviourswere found to be a common occurrenceassumedby
practicing coaches, in conjunction with praise and silence (Cushion & Jones, 2001). When
examining other sports, participants spent time in prescriptiwates in their respective
sports (e.g. wrestlers and figure skaters, Deakin & Cobley, 1998; cricket participants, Low
et al 37\SLFDO" EHKDYLRXUV KDYH EHHQ RXWOLQH:
such as feedback, correction and instruction along with sessionand environment
managementKahan,1999).1t shouldbe notedthatcoachingpracticevarieswith regardso

the timings of behavioursand durationdependenbn the contextof the participantsand
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individual coach, (Hallet al, 2016; Potract al, 2007).An instructional approach to
coachinghasbeenfoundto beoneof themostregularlyusedbehavioursn arangeof studies
(e.g.Partington & Cushion, 2013; e.g. Miller, 1992; Millard, 1996; Kahan, 1999; Cushion
& Jones, 2001; Potraet al, 2007; Forcet al, 2010). Given the contespecific nature of
coaching (Potraet al, 2000), research indicates that it would be inapprept@transfer
findings from one environment such as that of elite participants to a differing environment
such as with grassroots level participants (Harvey, Cushion & Magsaalez, 2010). Due

to theunpredictablendcomplexnatureof coaching(Jones2009),practiceis everchanging
through developing relationships, perceptions and language (Cushion, 2007). Coaches hav
the challenging taslof balancing stakeholderelationships, administrative tasks, time
commitment, and continuous professibdevelopment in addition to the expectations that

theybeas professional gsossible (Potraet al., 2015).

A potential reason for such coaching practice has been linked to coaches need tc
appear competent and acceptable to those observing, such stalkalylders (e.g. other
coaches or parents). Such requirements lead to the transmission of traditional, potentially
unscientificmethods(e.g.folk pedagogyHarveyet al, 2013). Thereforegreating a coach
who may avoid educationally drivgaractices such as taking a gamentred approach to
coaching, has been found to increase learning over the longRamtington & Cushion,
2013). Traditionally recognised coaching methods (e.g. line dribsd
command/instructional style coaching) seerbé placed at the opposite end ofghectrum
whencomparedo acoachtakingtherole of facilitator (e.g.gamebasedracticegyarticipant
autonomy) (Forcet al, 2010). This is despite the latter having been identifeexbeing
beneficial for player development (Laat al.,2007). This approach providepportunities
for learning to take place implicitly (e.g. through silence), leading to grezgponsibility
and autonomy placed on participant learning (Smith & Cushi@d6R Togainaninsight
into therealitiesof grassrootsF R D Fptattic§sexploringindividualswithintheir personal
day-to-dayenvironmenandsurroundingsvill permittheirpersonainterpretations, thoughts
and feelings to emerge. (Partington & Gios, 2013); leading tinsights regarding how
they use their knowledge to guide their actions (Potrac, Jongsn®ur, 2002; Smith &
Cushion, 2006; Harvest al, 2010).

Grassrootparticipantshouldbe 2 « H[ S R 6 playingform D F W L YHokYdidd.V
2010,p. 492)to provideautonomyandgreateopportunitiedor learning.However,in soccer
the most common used coaching behaviour has been identified as instruction (Cushion &
Jones, 2001; Forét al, 2010). These findings have bemnforced recently through

researclthathighlightedtherolesof coachcentredor directapproachebeingSUDFW LW LR
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PRVW XWLOLVHG WRROV 2Y&RQQHU ¢é0al R01Q).LontrdryD O LD
to these results, Chambeasd Vickers (2006) highlighted that the role of questioning by
coaches provides problems for participants to overcome and, therefore positive learning
environments are created. Such environments are further reinforced by the using of prais
(Cushion & Joes, 2001; Potraet al, 2002). Ilthas been found that, when examined,
practicing coaches tend to provide instruction on a more regular basis than questioning
(Cushion & Jones,2001; Ford et al., 2010; Partington& Cushion, 2013). With this
inconsistency in mind, Partingtat al (2015) proposed that coaches were not aware of the
coachingoehaviourgheyexudeor how oftentheyareexplicitly used.This suggestsninimal
selfawareness amortge coachingfraternity (Harveyet al, 2013).

To develop greater levels of se@livareness and to develop as practitioners, coaches
are requiredto critically evaluatetheir practice (Partingtonet al., 2015). It has been
suggested that this can be accomplished by assessing how effective agihgage the
activities delivered(Cote, Baker & Abernethy, 2007). When contemplating soccestbi
SUHVHQWHG LQ WKLV VWXG\ FRDFKHV KONH BT L G I
which consist of prescriptive approaches such as usgopatructured practicéBord et
al., 2010). Contrastingly, work by Williams and Ward (2007) noted that coashes
provides p P DAVODR Kdtiviities stimulatetheir participantsmore in termsof perceptual
cognitive functions along with motor skills. Furthermore,those taking a prescriptive
approach to coaching limit those being worked with in terms of the opportunity to play
autonomously.This poses challengesas problems that will have to be overcome
individually, such as competitive fixtureas the participants develop (Williams & Hodges,
2005). Therefore, coaches should expose participants to such environments to ensure tf
skills suchasproblemsolvingcanbedevelopedFordetal., 2010).Replicatingcompetitive
game situatonshaEHHQ QRWHG DV pHVVHQWLDOY IRU GHYHOI
match play development (Foed al, 2010). This can be facilitated through activities such
as smalsided or conditioned games (e.g. Owen, Twist & Ford, 2004), with empirical
findings being displayed across multiple sports such as cricket (e.g.et@l, 2013),
wrestling (Hodges & Stark, 2006) and gymnastics (ledval, 2007). Thus, coaches can
achieve the development of an effective learning environment through facilitation and
guestioning. Furthermore, this can also be achieved by adapting-sdwll games and
undertakingof in-game constraints,leading to the optimisation of learning (Vickery,
DascombeDuffield, Kellet & Portus, 2013t ow et al, 2013).

When examining the nature of practice activities within elite level soccer,

participantsare provided with greateropportunitiesto train for gamesand matchlike
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scenarios,compared tothose playing at grassroots leve(Ward, Hodges Starkes&
Williams, 2007). These practices provide a framework from which participants can learn
whilst providing an opportunity to transfer learning moments from training to competitive
situations (Foreet al, 2010). Such transferable moments highlight the valgaofebased
practiceswhen delivered by coaches.Conflictingly to suggestedbest practice, more

HW U D G lcvdthi@dotifies have been favoured when looking to improve the
competency ofparticipants,with structured p G WL Cs@dfroachegaken (Will iams &
Hodges, 2005). Participants are provided with high levels of repetition and feedback and
this, combined with instruction from a coach, leads to an increase in skill (Williams &
+RGJHV +RZHYHU VXFK D VWUXFW XU HeBoad QfY LUF
information for learners, preventing them from engaging in the probfleROYLQJ SUR|
(Fordetal., 2010,p. 485).Literaturehasfoundthatcoachegavouraninstructionalapproach

(Ford et al, 2010), with additional behaviours including praise, scold and questioning
(Cushion & Jones, 2001). Furthermore, this approach (prescriptive) has been found to
provide information that is easily forgotten, along with participants experiencing
informationoverload(Hodges& Franks,2004).Alternativeapproacheareadvocatedsuch

as coaches taking participdetl approaches (Fost al, 2010). Previous investigations of
coaches have shown that instructional approaches have bgeacheenorm (Cushion &
Jones, 2001; Fordt al, 2010). Therefore, a fair assertion would be to acknowledge that
coaching practitioners may not have progressed at the same speed as scholars, highlightir

apractitionerscholarshimap.

Highlighted within the coaching practice literature (Cope et al., 2016), is the
importance of systematic observation as the coaching process requires objective eyaluatior
and interpretatiorgf coaching practic&Vhengiving thoughto themethodsassociateavith
studiesof coaching practice, systematic observation is a key tool. This metlodixed
methodapproach to record the actions of a coach (Kahan, 1999; Gilbert & Trudel, 20044a;
Copeetal., 2016).Variousgenericobservationatools exist (e.g. Arizona State University
Observation InstrumentASUOI), however, they do not possess all coaching behaviours
(Smith& Cushion,2006).The CoachAnalysisinterventionSystem(CAIS) (Cushionetal.,

2012), was utilised within the present works. The CAIS toblaken categories into more
detailedbehavioursuchasthetypeof questioningemployede.g.convergenbr divergent),
whilst alsoprovidinganopportunityfor theobserveto recordthetypesof practiceactivities,

such as playing form draining form (Partington & Cushion, 2013). Prior to beginning the
data collection phase, a fagtep validation process was completed (Brewer & Jones, 2002;
Cushionetal., 2011;Partington% Cushion,2013),whichincluded:(1) afour weektraining
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periodwhich providedtheuserwith anopportunityto learnhowto implementthetool whilst
also providing the development of understanding with regards to the behavioural categorie:
(Lacy & Darst,1989);(2) instrumentP R G L ¢, FtD évduiRaQntentvalidity ascontextually
relevant behavioural categories and time analysis of practice activities were adapted fron
the CAIS for the hand notion instrument (Vogts, 1999); (3) processes concerned with
obtaining logical or face validity dhe instrument (Vogts, 1999), (4) Intexter reliability
WHVWLQJ WR REWDLQ UHOLDELOLW\ ZLWK WKH EHKDYL
activities (Lacy & Darst, 1989); and (5) testxetestreliability (Lacy & Darst, 1989).
However,sportsspecifictoolsareavailableaswell, suchasRugbyUnion (RUCOI,Brewer
& Jones, 2002). Taking a systematic observational approach to data collection provides
researchers with the unique opportunity of gaining an awareness into the praelitiak
of a coaches practice. Such insights will the inform practical recommendations with a view

of developingcoachingpractice(Potracet al, 2007).

Limitations of undertaking systematic observations include getting close enough to
thecoachedgo appreciatetheir interactionspeingpresento seeandheartransactionsOften
not observing the precedingr postintervention behavioursdue tonote taking cause
distraction, given the subjective judgements as to where to locate behg#moimdo,
Anguera, Olarte, & Lapresa, 2019). The literature has examined coaches within the contex
of the training environment rather than in a match scenario (Smith & Cus006).
PartingtonandCushion,(2013)highlightedthatevenamongspecificsportsor domainsthe
ability for researchert drawcomparisoris very limited dueto effectivenessot beingtied
to the frequency of certain behaviours (Abrahar@dllins, 1998). Furthermore, there is a
shortageof literature that has systematicallyobservedgrassrootscoaches,and more

specificallywithin the sport osoccer.

A technological approach to data collection was chosen for a variety of reasons,
rather tlan hand notations being utilised. Firstly, the recorded footage provided permanent
data of the coach and their practice, allowing the lead researcher to review the footage ol
numerous occasions, developing thecuracy and validity of thetudy (Partington&
Cushion, 2015). Secondly, filming the coach in action provided the researcher with the
opportunityto continuouslyrecorddata.Thisis comparedo theacknowledgedimitation of
hand notes which outlines the fatigue researchers may endure #retdfere required to
rest and recover before continuing with the process. A third reason was the opportunity
providedto theresearchein the form of facilitatinganunobtrusiveenvironmenby placing

thecameraawayfrom coacheswhich alscallowedafamiliarity to thetrainingsessionsfor
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both the participants and coaches involved. It is vital to outline that at this level of sport, a
camera filming coaches working within the Foundation Phase is an anomaly, and therefore
the reseahers spent time building rapport with key stakeholders (coaches, parents and
participants)prior to the beginning of filming. This was to limit the opportunity for
participantreactivity due tothe alien environmentin which the coachesparentsand
paricipantswereplacedin duringthe filmedsessions (Payn& Payne, 2004).

Scholars have acknowledgedthat gaining an understandingof the effective
implementatiorof a coachingphilosophyshouldbe contextor situationdependentyith the
FRQWH[W EHLQJ WKH OHYHO ®©&t¥Wl, Z0K6).Atkak febriskddasthdE R D F
soccercoachesnaybereluctantandtherefordesslikely to changeestablishedprescriptive)
practice (Partingtoret al, 2015), and instead continue 6 HOL Y H Uand VWMANUL H G
prescriptivemodel (Cushioret al, 2012; Potraet al, 2007).

The present study aims to contribute to the extant literature of coaching practice by
investigating grassroots soccer coaches. More specifically, this satilidge conducted
WKURXJK WKH OHQV RI JUDVVURRWY FRDFKHN ydarg) WK F
lacks depth (Copet al, 2036; Gilbert & Trudel, 2004, Kahan, 1999). Although studiase
examined professiongbuth academy coaches (e.g. Patiimet al.,, 2015) angbarticipation
\RXWK FRDFKHYV eHal)2027) &iRitedx&kEarch has examicedches working
with 5-12 year olds in a grassroots soccer context. A situation that lRo&E@015) found
HMVXUSULVLQJY ZD \eakhknwith @ HrEserdot seccelJfbiciiseserolesremain
voluntary with many coachesholding high levels of responsibilityto deliverexcellent
experiences to those they are working with which deserves greater focus @ Geaan,
2010). Thisdemand on coaches has been acknowledged by Green & Ho{@0G86) who
addedhatcoachesrescrutinisedy key stakeholdersegardingheir professionapractices
and standards,whilst dealing with the high workload associated(time commitment,
administration, planning etc.). Therefore, knowing so little about the experiences,
understandings and practices of grassroots soccer coaches highlightgithigape extant
literature that would be usefully addressed, enabling the body tw become:PRUH "
complete. Examining what coaching behavioursare evident within grassrootssoccer
providesanopportunityto createadialoguearoundwhich coacheducation, coach educators,
and practices may need addressing. Insights suchlihese theninform practical
recommendations with a view of developing coaching practice (Retiaa¢c2007).As such,
this studyaimedto usea mixed methodapproacho researchcombiningyuantitativeand
gualitative methodologiesThis was to effectively captureand interpretthepracticesand

behaviourof grassrootsoachesTheintentionof this processvasto examinethe structures
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and behaviours utilised within the setting. Systematic observationsewgreyed to gain
an insight into undwstanding how coaches deliver sessions withgnagsrootsetting.This

studyintends to answer tHellowing research question:

RQ2: What coaching behaviours are evident within grassroots soccer

coachingpractice?
5.2 Method

A mixed method approachwas taken insofar of the using of systematicobservation,
alongsidea quantitativenumericalanalysiswhenconsideringhequalitativeelemenif the
study,researcherextol thevirtuesof observationshroughrich descriptionof theresearch.
However, to filter the bias and sidestep the familiar and known to the researcher,
guantitative analysis provides an opportunity to quantify behaviours and practice activities,
and other variables leading to a more holistic enquiry (Smith & Onwuegbi/i8).2A
combination of visual interpretation, in conjunction with an enumerative component in the
analysis that indicates trends, provides researchers with an unbiased and educated view
the findings, leading to the possible uncovering of unexpectedamtigipated phenomena
(Smith & Onwuegbuzie, 2018). Requiring prolonged stints of field work (Lincoln & Guba,
1985),in combinationwith the U H V H D bbiity H.&J,fhVestigatiorvalidity; Kvale,1995),
observationgbroceduresanleadto organisedesearching-dowever thisapproactdisplays
minimal signs of the complex realities of sports coaching. Yet given the heightened levels
of awarenesthroughqualitativelydescribingrendsof theanalysisthisleadgo amorefluid
approacho researchingnirroringtheworld coache$acedaily, leadingto greateiontological
authenticity(Guba& Lincoln, 1985).

Participants

Forthepurposeof this study,the coachedeingexaminedverecoachingwithin the English

FA andEnglishPremier_eague~oundatiorPhasdi.e. participantaunderseveryearsof age

up to those under 12 years of age), at a grassroots level. Coaching took place between 60
120 minutes per week, with a competitive match during the weekendtoBlcling teams
ZLWKLQ ZKLFK WKH SDUWLFLSDQW FRDFKHV ZRUNHG
RFFDVLRQDO p+HOSHUY 7KH \RXQJ SDUWLFLSDQWYV LC
the hours of 5pm and 8pm, affmeviouslycompletinga dayat school.

Participantsnetthefollowing inclusion criteria:
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They held the maximum of a Level Two$occerCoaching qualification
(noformal coachinggualificationandLevel Onein SoccerCoachingwvere

bothaccepted).

Theywereactivecoachewithin the FoundationPhasgbetweerthe ages

of underbyearsup to under 13ears),

They had a minimum of orgear (12 months) coaching experience along

with no previous (orcurrent) professional coachimgolvement.

As can be seen in Table 4&ee previous chapter), the members of staff included (F=1,
M=7), who werevolunteersheld arangeof differing backgrounds andareers includingn
Outdoors and Wildlife Manager, a Teaching Assistant, a Solicitor, an Engineer, an IT
Manager, a CivilServant, a Marine Fire and Safety Manager and an Accoubtatat.was
collected midto-end of season (January to May). The coaches and participants generally
interact circa 24 hours per week, consisting of one training session and one competitive
match. Taining was focused on rather than competitive fixtures, as matches provide fewer

coachablenoments (Trudel, C6té &ernard, 1996).

Design andProcedure

Ethical approval was granted by the University of Northumbria Ethics Committee and a
sample of eight gassroots level coaches were chosen using a purposive approach to ensur
accesso knowledgeablg@eople(CohenManion& Morrison,2012),andinitially contacted

via email (Appendix C1). Upon agreeing to partake in the study, a Partidifammhation

Sheet (Appendix C2) was provided, with all coaches and parents completing a Generic
Informed Consent Form (Appendix C3) and a Video/Voice Recording Informed Consent
Form(AppendixC4). Additionally, dueto theagegroupsof the S D U W L Bding Eogchel, §

and consequently filmed, an Assent Form for Children was also completed (Appendix C5).
Once the study had ceased,participants were provided with a Participant De-Brief
(AppendixC6). Theresearcheis alevelthreefootballcoachwhose3 L Q V L G H QuAHinwW \

the English coachingcommunity enablechim to approach 3J D W H N HMH& hélgad”
facilitate access to the coaches (Kvale & Brinkmann, 2009). Informed consent was grantec
by eachof the coachesand their anonymity hasbeen maintaine through the use of
pseudonyms. A methodology associated with the analysis of coaching practice is that of
systematic observation. This approach facilitates the recording and analysing of the action:
of a coach and has been prominent in the fieldpoiit coaching (Kahan, 1999; Gilbert &
Trudel, 2004; Copest al, 2016).This approacho data collectioprovidesresearchers with
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the unique opportunity of gaining an insight into the practical realitiesczfchepractice.

Each coach waBilmed using a higkdefinition, digital video camera (Sony CX405
Handycanmwith ExmorR CMOSSensorHD 1080p,2.29MP,30x OpticalZoom,2.7"LCD
Screen, Black), placed on a mobile camera mount. Athefincluded coaches coached
within different grassroots clubs and therefore different locations in the North East, of
England As with thevaryinglocationsthe placemenbf thevideorecordewvaried,notonly
due to location but also due to the physmacement of the coach, coaching intervention
taking place and coaching practice being delivered. This flexibility allowed the researcher
WR FDSWXUH HDFK FRDFKHVY EHKDYLRXUV ZLWKLQ W
words, the researcher capd naturally how the sessions happened, with the participants
andadditionalcoachesvhotook part. To ensureghe simultaneousecordingofthe FRD FK H V ¢
movements and audio coaching, a microphone (Sennheiser EW100 G2 Transmitter an
ReceiverBodypack) was worn and transmitted to a receiver which was plugged into the
recordingcameraWeatherconditionsvariedthroughouthedatacollectionperiod(January
+May 2017), however this did not prevent a total of 2800 min of behavioural observation
data being recorded. Brewer and Jones (2002) concluded that 270.0 min would be require
for investigators to view the full code of coach behaviours, which was comprehensively

achievedand surpassed.
SystematicObservationProcess

To gain a deep understang of the coaching practice of grassroots soccer coaches, a
systematic observational approach was taken to observe the delivery of the coaches withi
their own coachingenvironmentsTaking this approachto researchhasbeenthe building
blocksof coaching research (Gilbert & Trudel, 2004; Abraham & Collins, 2011).
Furthermorefacilitating theobservatiorof acoachandtheir practicewithin anenvironment
theyareusedo providestheopportunityto objectivelyevaluatehecoach.Thisalsooffersan
opportunityto examinethe coaching processwhich has been outlined as essentialto
developinghisareaf sport coachingesearch (Cushioet al, 2012).

Coaches were filmed over a period of six hours per coach to provide raw data to
analyse. The reasoning for the collection of raw data through video recordings during
grassrootsocceltraining sessionsvascompletedor numerougeasonsComparedo hand
QRWDWLRQV WKH UHFRUGLQJ RI FRDFKHVY Sallowew L FH
the footage to be viewed on multiple occasions to aid with accurate analysis (Mbejan

2014).Additionally, whenconsideringhepracticalitiesof handnotationscomparedo video
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recording(e.g.Cushion& Jones2001;Potracetal., 2007),thelatterdoesnot needobserver

rest and can therefore be viewed continuously. This approach allowed the researcher t
immerse themselvesin the coaching sessionwithout the distraction of making hand
notations Furthermore, within these additional observations, further field notes were made,
whichwould nothavebeenpossiblaf adiffering approactwastaken.An additionalreason

for the choice of data collection was the ability to position the camera andéazaieer in
differing areas of the training facility. This provided the researcher with the opportunity to
gaindiffering viewpointsof thesessiondyutalsoto engagevith thecoachesandparticipants

to ensure that the aforementioned w&§eRW GLVWUDFWHG E\ WKH FDPI
presencéDarst,Zakrajsek &Mancini, 1989).

The instrumentused to analysethe presentstudy was the Coaching Analysis
InterventionSystem(CAIS) (Brewer& Jones2002).Thetool, whichhasbeenusedn recent
coachbehaviourstudiegPartington& Cushion2013),wasexaminednitially usingBrewer
and - R Q H20¢2) five-step validation process.Firstly, the lead researcherbecame
familiarised with the CAIS instrument and the accompanygiaiggories. This was in line
with the suggested fowweek period (Lacy & Darst, 1989), and focused on using video
footage of coaches, with recommended gaps between practice to account for memory laps
(of 24 hours,severdaysandl14days)(LacyandDarst,1989).No grassrootsoccercoaching
footage was available, so the researcher was supplied with footage of a coach from a yout
development phase rugby setting. As the coaching behaviours would not differ greatly
between the two contexts (grassroots angtlyalevelopment) in terms of the rate at which
they were displayed, this practice is not considered a limitation of the presenfstudied
by Siedentopand Tannehill(2000),theresearchegraduatedrom theinitial familiarisation
phaseuponthe meanretestagreementsyhich exceede®0%. Lacy andDars{1989) noted
WKDW GXH WR puXVH RI QDPHY FRPPRQO\ DthiE ReusiD Q\L
leave to the distorting of the true percentages and therefore the use of naexehdesd
from thestudy.

7KH VHFRQG VWHS LQV Wdided Breuiig PdRtent yatidity ask Q
contextuallyrelevant behavioural categories and time analysis of practice activities (Vogts,
1999). Thirdly, the next step included faeédity which was theaeviewing of categories
and definitions to ensure representatiorgEssroots coaching. This was undertaken by a
highly qualified coach practitioner and axperiencedresearchemwho had previous
involvementsof working within the contextof thestudy andwith the analysis tool. In steps
four and five intetobserver, and intrabservereliability wascalculatedvhich provideda

level of consistencyvhenrecordingoehaviours
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using the CAIS tool. Inter-observerreliability was completedand refersto statistical
measurementshat determinehow similar the data collected by different observers
(Cushiorn& Jones, 2001). This was checked at two intervals by the lead supervisor
through theresearch process. Intodserver reliabilitywas also completed and refers to
the stability of DQ LQGLYLGXDOYfV REVHUYDWLRQ RI SKHQR
time. The CAlSpracticestateand coachbehaviourcategoriesincluding GH¢ QLW LR Q
the Coachinterventionand AnalysisSystem(CAIS), canbeseenin Table 5.1.

Giving focus to the offield activities, all training sessions involving the eight
participants were filmed and recorded. As each individual participant was located at their
RZQ FOXETV WUDLQLQJ JURN@&e vavigEd-hsWwere RéJpatemants O |
ofthe camerasetup. However,whatwasconsistenacrossall of the venuesvasthatthe
cameravasalwayspositionedwith theintentionof capturingthecoachingoehaviourand
practicesf the coach along witthe interactions of those they were coaching in the most
effectiveway possible. In addition to being filmed, each coach was fitted with a wireless
(clip- mounted) microphone, which transmitted to the received located on the camera,
leading tathe simultareous recordingf both visual ancdudiblebehaviours.

In total, video footage of 2800 minutes of coaching behaviours and activities were
recorded and analysed in alignment with the categories described previously within the
CAIS tool. The data collected wanalysed with Dartfish (Video Performance and Data
Analysis Solutions) computer software, in combination with the CAIS coaching
behaviourcategories. Utilising Dartfish enabled the researcher to check for accuracy
throughout theodingprocesswhilst alsoallowingtheresearcheto returnto theselected
video and reviewfurther. Moreover, following the procedures outlined by Fetdl
(2010), intraobserverand interobserver checks were carried out with a researcher
experienced in observatial analysis. Mean inteobserver agreement (Event 80.0%,
Interval 81.0%) and intrabserveragreemen{Event82.0%, Interval 87.0%)with the
modifiedinstrumenmetor exceedetheaccepted level of 80.0% (Siedentop & Tannehill,
2000).Furthermore, mean int@bserven99.0%) and intrabserver (99.0%) reliability
suggested a level of congruence in the tioge analysis (Siedentop & Tannehill, 2000).
The process undertaken within this stuldigluded a trained observer utilising a rammge
procedures and guidelines to firstly obsereeprd, and finallyanalyseevents and
behaviours (Frank$jodges& More, 2001).
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Table 5.1 Stateand behaviour categoriesincluding G H ¢, Q LaMheROQa¢h Intervention and Analysis Sydgem (CAIS).

State- Training

Definition

Form

Fitness Improving ¢ W QaBp¥ds othegame(e.g.warm-up, cool down,conditioning,rest)
Technical Isolatedtechnical skillsunopposed alone am agroup
Skills Re-enactingsolatedsimulated gamencidents withor withoutfocus onparticulartechnicalskills

State +Playing Definition

Form
Small-sided Match-play with reducechumberof participantsaand twogoals.
Game
Phaseof Play Uni-directionalmatch playjtowards onejoal.
. As smallsidedgameshput with variationsto rules,goals,or areasof play (e.g.possession/ball

Conditioned : ) o
Game retentiononlygames, or teams scoribg dribbling across endine).
Discrete Definition
Behaviour
Positive A demonstratiorof the correcperformancef askill or playingtechnique.
Modelling
Negative A demonstration athe incorrecperformancef askill or playingtechnique.
Modelling_j
Physical Physicallymovingthe player'doodyto theproperpositionor through the correaangeof amotion
Assistance of askill.
Specific SpecificFeedback fronthe coach thats positive.
Feedback
positive
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Specific
Feedback
negaﬂve

SpecificFeedbackrom the coachthatis negative.

General
Feedback
positive

GeneralFeedback fronthe coachthat ispositive.

General
Feedback
negative

GeneralFeedback fronthe coachthat ispositive.

Corrective
Feedback

Feedbackrom the coachthatcorrectsan actioror technique.
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Instruction Cuesreminders, prompts.
Humor Jokesor contentdesigned tanakeparticipants lauglor smile.
Hustle Verbalstatementstendedo intensifythe effortsof the player(s).
Praise Verbalor nonverbakcomplimentsstatementsyr signs ofacceptance.
Punishment 6 S H Fdugishment following mistake.
Verbal or nonverbal behaviours related to the organizational details of practice sessions not
Scold : ;
referring testrategie®r fundamentals of theport.
Any behaviour that cannot be seen or heard, does not fit into the above categories: checking
Un-codable L T : . : i i
injures, jokingvith player, beingabsent from theracticesetting, ortalking with bystanders.
Silence Periodsof time when thesubject is notalking, whenlisteningto aplayeror monitoringactivities.
Question Any question to the player(s) concerning strategies, techniques, assignments, and so forth
associated with tleport: Convergent and Divergent.
Convergent Limited numberof correctanswers/optionstcloser.
Divergent

Multiple responses/optionsmoreopen.
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Data Analysis

The time each coach spent within each of the varying activity forms, along with the
micro- versionsof the forms, were calculatedaspercentaged\ext, overalltotals, percentages,
standard deviation and ranks for each coaching behaviour were calculated for each of the 4
trainingsession®bservedndrecordedRecentstudieshaveadvocatedhe useof percentages
coach behaviour studies as a more reliable variable than frequency data (estjaH&016;
Partington & Cushion, 2013; Potratal, 2002; Potraet al, 2007; Smith & Cushior2006).

Data was analyseddescriptively and comparativelyusing Microsoft Excel; with
significance being set at P<0.05 unless otherwise stated. Two core tests were completes
including a ZTest and ANOVA test, alongside descriptive analysis. Firstly, thesZwas
completed with the intention of determining wihet a statistically significant difference was
identified between the mean outcomes, with dependant and independent variables considere
Thedependentariablesreferto thosebeingeithermeasur®r testedwithin apieceof researchr
anexperiment. An independent variable is controlled or changed in a scientific expeiloment
test its effect on the dependent variable (Brannen, 2017). In the case of this study, this wa
focusedon coachingbehavioursinstruction and questioning(dependantvariables)and the

coachegindependent variables).

The second statistical analysis completed was a\Wane ANOVA. This type of
$129% LV XVHG WR FRPSDUH WKH FRDFKHVY EHKDYLRXU
focuseson the variancesbetweencoaches(Brannen 2017).Furthermorea oneway ANOVA
was completed with the aim of comparing the coaches performing more than one task, in th

caseof our work this refers to theaoachingoehaviours.

5.3 Results

A total of 33,678 recorded behaviours welisplayed by the coaches participating
within the study (see Appendix C7Results outlined a total of 2800 minutes of practice (see
Table 52). This VW X Gigliest behaviourwas allocated againstwas direct management
(M=108, SD=180.9), withindirect management the second highest behaviour (M=49,
SD=146.2). Asiotedwithin previousresearcl{Smith& Cushion2006;Potracetal., 2007;Ford
etal., 2010)jnstruction was highlighted as the largest combined percentage, however within the
presentstudy instruction was the third placed behaviour (M=46.4, SD=155.6), with praise
(M=36.9, SD=98.5)and questioning(M=29.3, SD=93.6)completingthe top five behaviours

displayedthrough the data analysis process. With ambitions of ensuring a rigorous coding
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process, botinter- and intraobserver checks were completed with both the meanaobtsgrver
agreemerfEvent 81.0%) and intesbserver agreement (Event 82.0%) exceedingticepted

80.0%similarity (Siedentop & Tannehill, 2000), across two observations.

Playing Stateswas the categorymost frequently observedtotalling 1144 minutes
(41%0of total time).Practice States was the second most frequently used categormi(Rds;
35%), with Other States being third (659 minutes; 24%). The findings display that during the
present study there was only a difference of 6% between the practice and playirdeptaiesi
by the coaches. This show that within the present stidiynfys display similaritieso those
made by Partingtonand Cushion (2013). The aforementionedound, within their studyof
professional youth coaches within soccer, that 53% of their coaching activities represente
practice states (training form) and 4¥8presented when the coaches spent time in playéates
(playing form). The present study represents a decreased difference betweersthtetvben
comparedo previousresearchwith findingsnotingthat65%wasspenin practicestates and 35%
spent in playing states (Foed al.,2010). There was a total recorded activitye of 46 hours
39minutesandl5secondsleliveredby theeightparticipantsncludedwithinthe study. Averaged
out across the eight coaches includes cir@®% minutes per session peoach. The total
GXUDWLRQ RI WKH 3SUDFWLFH VWDWHV’™ ZIlnWwktésQanivacH W
VHFRQGV ZKLFK LV FLUFD PLQV SHU VHVYVWR® I5W'U LM
on average 10 hour®3ninutes and 5 seconds of technical practiceld®inspersessiorper
coach) 5 hours27 minutesand55 second®f skills practice(6-7 minspersession per coach), 15
minutes and 10 seconds of functional practice (>1 min per sessioogoér) and.1 minutes 55
seconds of physiological practice (>1 min per session per cdamhigver,no fitness activity
ZDV XQGHUWDNHQ $GGLWLRQDOO\ W MDWIHRWIE@iniGgX U DV
sessionsvas19hours4d minutesand25secondsaverageautacrosghe 8 coaches includes circa
23 PLQXWHY SHU VHVVLRQ SHU FRD¥WDWWHRN HQ FERZIH (
minutes and 35 seconds of phase of plag (@ins per session pmach), 4 hours 21 minutes
and 55 seconds of poss&éon games (b mins per session peoach),and12hours26 minutes
and55second®f smallsidedgameg15-16 minspersessiopercoach)howevemoconditioned
or full-sidedgamesweredeliveredby the coachesFinally,when considerings R W K MWD &V HV ~
total of 10 hours59 minutesand45 secondsvherconsidering management/transitional periods
was evident within the observed sessions whicircal3-14 minspersessiorpercoach Given
the outlinedportionsof eachof the coachegraining sessions, it is therefore apparent that each
session compromised of 54% play fomwtivities (playing states) and 46% training form

activities (practice states). The durationgath sukactivity type during every training session
123



for the whole 6the filmed observationaredisplayedn Table5.2.Whatis alsoevidentwith the
figureis thevariancein total duratioralong with the differing individual activities of each coach

across each of thatircasix hours ofrecordedsessions.

Table 5.2 Total states used by the coaches-pnactice (Practice States, Playing States,
Other States).

Practice States Total

Physiological 00:11:55
TechnicalPractice 10:39:05
Skills Practice 05:27:55
FunctionalPractice 00:15:10
Total 16:34:05
Playing States Total

Phaseof Play 02:15:35
Possessioftame 04:21:55
ConditionedGame 00:00:00
SmallSided Game 12:26:55
Full SidedGame 00:00:00
Total 19:04:25
Other States Total

Management Transition 10:59:45
Total 10:59:45
Overall Total 46.39.15

A total of 17,620event(Recipient,Timing andContent-silence)and33,678interval
behaviours (Coaching Behaviours) were coded from 46 hours 39 mins and 15 secs of vide
recordingsOverall,the mostfrequentbehaviourgypewasManagement Direct (13.4%),with
Management- Indirect (6.1%), Instruction (5.9%), Praise (4.6%) and Questioning(3.7%)
completingthe top five mostfrequentcoachingoehaviourgecordedacrosghe study.Theleast
commoncoaching behaviours displayed by the eight coaches included Physical Assistance
(0.07%), Humour (0.09%), Punishment (0.1%), Scold and Specific FeedNadative(0.2%)
and Specific Feedback Positive (0.3%). When considering the participaateiving the
information or coaching from the lead trainer, a full breakdown can be seen within5Table
48% focused on the team, secondly 28% focused on the individual participant, 1G#dly
focused on the whole group and fourthly 8% delivereddidfering participant (e.gAssistant)

Upon reflection, gaining an understandingf®R D Flbkehavifursvhich directly affected their

activities led to the focusing on instruction and questioning.
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7TDEOH

percentageof behaviours (mean) andstandard deviation (SD).

7TRWDO VSHFL¢F EHKDY LlirRpfddide Xotd keh&lowgKH F

Total Behaviours|% StandardDeviation

Behaviour Total Total Total
01. Positive Modelling 436 10.52 [51.22
02.NegativeModelling 268 6.38 38.25
03. PhysicalAssistance 23 0.57 5.95
04. SpecificFeedback positive 93 2.24 7.44
05. SpecificFeedback negative 77 1.84 6.54
06. General Feedbaclkpositive 601 14.38 159.03
07.GeneralFeedback negative 533 12.60 [79.27
08.Corrective Feedback 120 2.91 18.56
09. Instruction 1974 46.39 [155.62
10. Humour 30 0.71 5.32
11.Hustle 1230 29.58 [104.13
12.Praise 1533 36.92 [98.51
13.Punishment 52 1.21 8.17
14.Scold 77 1.79 3.76
15.Uncodable 0 0.00 0.00
16. Silence 16163 383.69 1402.23
16a. Ontask 14986 740.95 398.54
16b.Off task 1177 59.05 106.83
17.Question 1248 29.285 [93.60
17a.Convergent 1032 700.16 76.79
17b.Divergent 216 99.84 27.04
18.Response to question 820 19.31 |65.89
19. Management direct 4540 108.00 [180.94
20. Management indirect 2061 48.99 (146.19
21.Management criticisms 0 0.00 0.00
22.Verbal ProtocolAnalysis 0 0.00 0.00
23. Conferwith Assistants 1186 28.17 [87.11
24. Player/ Official Talk 613 14.52 |56.86

Within thecompletedlataanalysisjnstructionwasthelargestsinglebehaviour Such
findingshave also been found across previous soccer bases systematic observational studies (e
Cushion & Jones, 2001; Potrdd W, @D, 2007; FordH W, R@.Q). Upon completing the z
Test analysisinstruction had a larger mean (246.75) compared to another prevalent coaching
behaviour; questioning (156). The is z Critical @ag test, therefore the rejection regioraisy
z-testvaluegreaterthanthecritical z valuefor aonetailedtestwith aknownvarianceof = 0.05.

The critical value for ongailed ztest at alpha = .05 is 1.645. Outest result is 1.64yhich is
considered small. As 1.64 is lower than 1.645 the result of the z test is outsideepethion

region. Therefore,the z-test doesnot show a significant result (See Table 5.4).
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Consideringhe z Critical two-tail the rejectionregionsaredenotedoy + or +1.96.
Thecriticalvalues for a twdailed ztest are: 0.05 +/1.96. Our ztest result is 1.96. Thisveithin
the rejection region. Therefore, this result displays a significant difference. We can therefore
conclude that there is a significant difference between the use of instruction and questioning

within grassroots soccepaching.

Table 5.4 z-Test: Two samplefor meansbetweeninstruction and questioning.

09. Instruction 17.Question
Mean 246.75 156.00
Known Variance 0.05 0.05
Observations 8.00 8.00
z 811.69
z Critical onetail 1.64
z Criticaltwo-tail 1.96

A oneway ANOVA wasundertaking to compare coaching behaviours of the eight
coachesncluded within the present study. The text was completed with the intention of finding
outwhethertherewasa significantdifferencein termsof the F R D F BeHavifursThe F-test
is 1.01. The cubff value is 7.00. As our test value (1.01) is lower than theffutalue (7.00)
we must conclude that there is no significant difference between the coaches includetthevithin

studyin terms oftheir coachindbehaviourg{SeeTable 5.5).

Table5.5 OneWay ANOVA comparing coachbehaviours.

Source of P-

\VVariation SS df MS F value F crit
Rows 0.00 |[7.00 0.00 1.01 0.45 2.49
Columns 0.02 [3.00 0.01 15.05 0.00 3.07
Error 0.01 [21.00 0.00

Total 0.03 [31.00

When considering timing the majority of coaching behaviours were found to be post
activity (42%) (See Table 5.6 for full breakdown). The second largest amount of coaching
behaviourfound to be pre activity (37%) and finally, concurrent was the remaihirdy(21%).
Givingthoughtto thevaryingcontentdeliveredby theparticipantswithin thepresenstudy,other
waghe largest proportion found within the recordings (62%), technical was the second larges
(24%)and tactical was the third (14%).
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Table 5.6 Total V S H Felagifrg to Recipient, Timing and Content.

TOTAL 33678 800.00 550.90
Recipient (-silence)

Individual 4950 224.18 303.96
Group 2842 128.95 249.52
Team 8464 389.83 353.03
Other 1364 57.04 116.33
TOTAL 17620 800.00 446.01
Timing (-silence)

Pre 6425 291.02 223.96
Concurrent 3815 173.85 211.51
Post 7380 335.13 287.96
TOTAL 17620 800.00 446.67
Content (-silence)

Technical 4399 193.53 233.03
Tactical 2380 101.73 322.66
Other 10841 504.74 399.51
TOTAL 17620 800.00 447.04

5.4 Discussion

Approaches to coaching and the role played by how the coaches communicate an
work with their participantshasbeenthe topic of manyinvestigationgPartington& Cushion,
2013;Hallet al., 2016). A lesprescriptive approach, such as questioning anelggibvery, has
been shown to impact learning positively (Williams & Hodges,2005; Ford et al., 2010)
Furthermoreparticipants may suffer negative side effects regarding their learning should
coaches deply methodsincluding instruction, due to their prescriptivenature (Williams &
Hodges2004;Forcet al 7UDLQLQJ IRUP ZDV QRWHG DV SOHV\
to playing formactivities(Fordet al, 2010).

When focusing on thgresent thesis, the intention was to build upon the observational
research within elite environments (Partington & Cushion, 2015) in a grassroots donbexth
the digital recording of coaching practice. Through the analysis of said coachoigeled to
the classifyingof coachingpracticeinto coachingpracticebehaviourgMorgan et al, 2014).
When giving consideration to the present study, the coaches utilised a higheer of
behaviours relating to instructions (46%) comparedjuestioning (29%). As arescriptive
approach tocoaching was dominant, findings suggésat grassroots soccetoaches are

delivering practices that do not align with recommended practice activities€Fakp2010).

When considering the form of prami being delivered by the coaches within the
SUHVHQW VWXG\ 3SOD\LQJ IRUP” KDV EHHQ RXWOL®HG D
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WKDW RI 3WUDLQLQJ IRUP" 3DUWLQJWRQ &XVKLRQ
highlight that such a metdoprovides variable and random activities for participants. In
combinationwith the provisionof p K L Jodritedtual L Q W H U | pati¢ip@ritshr §led towards
greater learning opportunities and letegm retention. Relating such research to phesent
study,onaveragdhe coachespentagreateramountof timein playingform (41%)comparetb
training form (35.2%) per training session. Therefore, the present study aligns wathithe
madethat coachesshould spenda greateramountof time in the playing form zonetharthe
training form zone. In addition, Hadt al., (2016) found that playing form was the mostnmon
SUDFWLFH DFWLYLWLHY LQ LOQWHUQDWLRQDO Zd¥gdhQ IV
These findings areurrently the highest proportioned of playing form activitwghin the
current coaching practice literature in the elite game. Similarly, the present shealjaigest
proportion within the grassroots setting. Furthermore, the present study finaliogde
contrasting findings to that of a range of researchers (Partington & Cushion,[3HI3n &
Cobley, 2003; Forcet al, 2010), who note that participants spent time in-natevant
performance related activities. However, it should be acknowlettggdhe majoritpf this
playing form time consistedof smallsidedgameswith little to no coachinginterventionsno

challenges oconditions place@n theparticipants.

When examining further coaching behaviours displayed by thosepattizipated
within the present study, praise (36.9%) was regularly used but when compared tosamdsiite
in soccerthis coachingbehaviourwas nowherenearas high (9.8%) (Cushion& Partington,
2013). Praise has been highlighted as a trait associéted positive learningnvironmenand
was also rankedhighly by those operatingvithin a Netball setting(Navin, & Vinson, 2020).
Furthermore, when comparing the different environments (Grassroots (CGllittH)),
additional coaching behaviours differsuch as scold (G = 1.7% and E= 2.1%) jpmeishment
(G =1.2%and E =0.1%).

When drawing attention back to comparisons within the present study, the findings
showthat coachedlisplaypositive behavioursnorecommonlythanthoseof a negativenature
(e.g. praise and scold). However, a further behaviour displayed is that of effort with coache:s
UHJXODUO\ XVLQJ 3KXVWOH" WR VWLPXODWH WKHLU SDI
importance of training sessions replicating the challeagesconditions faced by participants
within acompetitive,gameenvironmeniLight, 2013).This is downto thetacticaltransferthe
decisionmakingrequiredalongwith themirroredchallengesor participantsasindividualsandas

ateam (Hallet al, 2016).When considering the research surroundingelde groupsfindings
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showthatthosein elite socceteamsparticipatedvithin agreatemumberof activitiesn playing
form thanat a grassroots level (Foed al, 2010).

The role of training has been advocated as being key in the preparation of participants
for competitive match environments(Light, 2013; Harvey & Jarrett, 2014). However,
throughoutthe F R D F kKrddivh§) sessions,although playing form was evident, minimal
challengewasprovidedby the F R D F &Hithefr role in this setting(the settingof gamebased
practices) should be clarified. Although setting up sisiaiéd games, further emphasis néeds
be placed on creating conditions which wilkximise the challenge presented togheicipants
(Aguiar, et al, 2012).Coachingnterventiongelevant to the theme or topic of the session must
be presented to the participants whethert@ana, small group or as an individualirthermore,
the additional variables that shouldfoequently changed are the team sizes, the pitch size, the
topic being worked on and, aforementioned, the interventions made by the coach (Agtiar
al., 2012). It should also beotedthatthe coacheV §penta large portion of the playing form
elementof the sessionfocusingon shouting instructions at the participants. However, these
[instructions] were focused on tlavs of the game and the effort being exerted by the
participants. This is in plag# technicalor tacticalsuggestiongvhichmayprovidegreatewvalue
totheparticipantsgertainly attheageanddevelopmental stagbeyarecurrentlylocatedMiller,
et al, 2011).

When considering the role of grassroots coaching, a focudroducing participants
to the basic skills of the game along with the techniques and basic understandings may lead
anexplanatiorof why playing form andtrainingform activity levelsdiffer acrosscontexts(age
groups, competitive level, etc) (Trudel & Gilbert, 2013). However, context should not
necessarily mean a justification for the differencing of coaching practicegi-all 2016) with
coachesno matterthe level, constantlyexaminingwhetherthereis an alignmentbetweethe
practice being delivered and the effective coaching practice as outlined within lité@2dtge
& Gilbert, 2009; Coté, et al, 2007).;including enjoyment,performance and learnir(dight,
2013).

Although thecoachesvithin the present study had a large proportion of their training
sessions in the practice form, researchers (Gabbett, Jenkins & Abernethy, 2009; Williams &
Hodges,2005)outlinedthata shorttermimprovemenimayincrease given the highumberof
opportuwnities to practice skill in a concentrated fashidtevertheless, as coaching practice is
complex and messy process, a humber of variables must be prioritised to ensure productiv

results (Bowes & Jones, 2006), such as player development constrainest #gaiparental
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perception®f winning.

As previouslymentionedguestionings oneof thepresenstudiesnostusedcoaching
behaviours (29%). Research has acknowledged the role of questioning within sport coachin
with studiesnotingthat sucha methodcanprovideopportunitiesfor enhancedelf-awareness,
discoveryandproblemsolving(Chambers: Vickers,2006).Furthermoreguestioningorovides
greater opportunities for participants to take an active role in their own legRantington &
Cushon, 2013). Questioning can be broken down into two approach€sni/ergent questions,
which is when information has been presented to the participantshessimply recalls what
they have seen or heard before, whereas a 2) Divergent queasiipiiethe participantsto
actively take part critically whetherthat is overcominga problem orsituationto provide an
answer (Partingto& Cushions2013; Pearson & WebB006).Furthermore, the role of coaches
is to facilitate learning through the detaile@sgyn andimplementationof the learning
environment(Hall et al., 2016). This is then further complementedy the use of effective

guestioningandinteractionsof the participantgLight & Evans,2010).

As acohort thecoachesegularlyutilisedquestionso gaugegeedbackhowever when
examinedurther,thetypesof questionsisedby thecoachesvereconvergen{83%)comparetb
divergent (17%). Findings suggest that the coaches in the present study style of que&tsning
fary OLPLWHG ZLWK VLPSOH p\HVY RU uQRY DQ Vstéharidgs UD V
to unlock information being presentedo the participants.In a similar study, Partingtonand
Cushion (2013), discoveredsimilar findings with elite coachescoachingwithin a soccer
environment with coaches focusing on convergent (5.3% per session) instdaergent
(2.5%).

Given the combination of coaching behaviours displdyethe participants within
thepresent study there would be logic behind thadiéel use of both playing and training form.
To expand, given the numerousresponsibilitiesheld by grassrootscoachesin terms of
introducing new participants to a sport including basic techniques, laws of the gamedbiasic
amongst others, anclusive ad varied coaching approach may be beneficial. Althoagh
different level, Hall and FR O O H R0D6Hfjake a similar point. However, instead of
preparing new participants to take part in a new sport, they instesglexamining elite
interndional participants preparing for international competition. Rather than deciding if and
when one type of practice activity should be utilised compared to another, instead gaining ¢
detailed understandingof how such practices can improve and positively challengethe

participants, individually and as a whole, along with the relevance of each elemengrattiwe

130



may provide a deeper understanding of coaching @all, 2016). Highlighting theeedfor
critical reflection (Jones &Vallace,2005).

When giving thought to the implications of the present study, coaches should look to
maximise appropriate playing form activities within their sessions, with the utilisation of
appropriate challenges, conditions and sizes (e.g. 2v2, 3v3 etc)s asdrmrecommended in
previousworks(Partington& Cushion2013).Furthermorefor coacheso beableto effectively
plan, deliver, coach and develop themselves, the role of reflection shouldgedageapart of
theirdaily activities.Suchtools,it couldbearguedwouldleadto theenhancement of knowledge,
their understanding of said knowledge in a practical environametfinally the role such
knowledgeplaysin the contextthey are coachingin (Gilbert & Trudel2001; Knowles et al,

2005).

It shouldbeacknowledgedhatalthoughthedatacollectedvassubstantiahndthedata
analysis thorough, there are still limitations present with the study. Firstly, the data calldcted
not spana full soccer seasoand thereforea recommendationvould be for this work to be
continuedin a morelongitudinalfashion(Partington& Cushion,2013;Fordetal., 2010).The
methodology utilised, systematic observations, does also have limitations such as theahajority
the literature has examined coaches within the context of the training environmerthiaativer
a matchscenario(Smith & Cushion,2006). Furthermoreijt is challengingfor researchero
drawcomparisonslueto effectivenessotbeingtied to thefrequencyof certairbehaviourseven

amongspecificsports or domains (AbrahagénCollins, 1998).
5.5.Summary

The aim of this study was to investigate tbaching behaviours of grassroots English
soccer coacheswho coachedwithin the English ) $ § Woundation Phase (5-12 years),
Specifically,theobjective was to gain unprecedented insights into a fielgetdully explored;
that ofgrassrootsFRDFKHVY EHKDYLRXUV 7KLV VWXG\ VHW RXW
coachingsessions, that is, the coaching behaviours they utilised to develop young soccel
participants Eight coachesvere observed and datawas collectedthroughfilmed systematic

observations.

The data was analysed through the Coach Analysis and Intervention System (CAIS)
to asseswhatthecoacheslid practicallywithin theirsessionskResultandicatedthatthecoaches
reliedon instructional behaviour. There was miniragidence of coaches developing the soccer
participants into decision makers nor for the facilitation of creativity, suggesting a lack of

cohesions between the findings and recommended practice €Fafd2010). Findings also
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suggesthatcoacheducatiorandgrassrootsoccemwould benefitfrom greatelinput from coach
educatorsvhendevelopingnterventiongo supportheimprovementindalignmentof coaching

behaviours within grassroots soccer.
5.6 Conclusion

The present study looked itovestigate the coaching behaviours of foundation phase
grassrootsoccercoacheshatwereevidenceavithin theircoachingoractice Giventhevolumeof
data collected, along with the number of participants the current study presents awimechge
displays elements of traditional coaching. This is through the constant use of coaching
behavioursuchasinstructionandhustle,whilst also providing coachingpracticessuchasthe
implementation of smallided games along with coaching behaviours olinlyi questioningit
is only when delving deeper that the pendulum swings back to a more traditional style of
coaching. For example, the limited interventions, challenges, constrictions and condiao@as
on the group or individuals. Findings lookedbitdline core behaviours along with tregyularity
saidbehavioursveredeployed Resultsshowthata prescriptiveapproachtocoachings evident
with the participantsutilising methodssuch as instruction, hustle and directmanagement
throughouttheir sessionsFurthermore,the coachingbehaviourswere not affected by the
SUDFWLFH EHLQJ GHOLYHUHG E\ WKH FR D gr&skrydotDdQashdsR Q
are recommended to be. Furthermore, although questioning facilitatexdbkeation of a
S D U W L KHecsbiamaking and problem solving, given the high percentagef convergent
guestionccomparedo divergent,it would be acceptableo saythat suchbenefitsvould not be
seen within the current participants being coaciéttiough playing form washe largest state
participants utilised during their coaching sessions, questions are raisethabactivities
within these states. To further clarify, although utilising a playing form statémnal coaching,
individual or groupchallengesgamerestrictionsor conditionswereplacen the participants.
Due to the nominal studies undertaken within a grassroots settingegenstudyis oneof the

first to haveexaminedsuchanareaof importancethatis grassroot®undationphases soccer.

Furtherresearcln bothsimilaranddiversecontextgsrequiredo beginto paintafuller
picture when considering grassroots sport. One of the core ambitions of the present dtudy was
gainfurtherunderstandingvhenconsideringhe rangesof behavioursandactivitiesutilisedoy
coachesExploring the coachingbehaviourswhich underpinsaid activities provide a useful
insight into the elements of coaching that affect the development of a positive learning
environmentAlthoughexaminingcoachesn their own environmentpnthecoalface,research

should perhaps consider looking to combine the actions of grassroots coaches (what, how ar
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why they coach), with the thoughts of elite coach educators. Thetrk ésclear knowledggap
in terms of what is recommended by research and what is delivered by practitionsustaad

studymaylead tothe decreasef this gap.
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CHAPTER SIX

A retrospective reflectve H{ DPLQDWLRQ RI JUDVVURRWYV VF

beliefs, and practices from the viewpoint of coach educators
6.1 Introduction
The educational development of sport coaches has been described as a complex process (Nel
& Cushion, 2006). Coaches require a combination of bespoke, personal and impromptt
approaches to learning (Knowles, Gilbourne, Borrie, & Nevill, 2001). One abtfteibutors to
coaches educational journey is that of a National Governing Body of sport (NGB), through the
UROH RI IRUPDO HGXFDWLRQ DQG FHUWLILFDWLRQ $GGL
visible through further courses and continuousgssibnal development activities. Knowles and
colleagues (2001) described the process of coach education as generally consisting of shc
blocks of intense contact, combined with months or years otaptact. A criticism of such
methods is that they do hfacilitate the effective integration of new knowledge gained, nor is
such knowledge transferred successfully into coaching practice (Kneetled, 2001).
Contrastingly, coaching knowledge and practice is regularly developed through informal and
nonforPDO OHDUQLQJ PRPHQWY LQ WKH IRUP RI HuIRONY SH
interpretations of previous experiences (Cushion, Armour, & Jones, 2003; Gilbert & Trudel
2001; Gould, Giannini, Krane, & Hodge, 1990). Opportunities to develop proviggasding
coach education have been recommended through the focusing on how coaches develop th:
own learning (Knowlegt al., 2005).

When giving thought to frameworks to enhance opportunities for individual coaches,
reflective practice appeartsseful for coach education. Placing greater emphasis on the role
UHIOHFWLYH SUDFWLFH SOD\V LQ FRDFK GHYHORSPHC
SURIHVVLRQDO H[SHULHQFH REVHUYDWLRQV FRDFKLQ:.
2006, p.175); whillsexposing coaches to experiential learning opportunities (e.g., Kolb, 1984;
Schon, 1983, 1987). Moreover, such frameworks would lead to deep deliberations in terms o
the careful consideration and practical implementation of newly developed and critiqued
knowledge within coaching practice (Buysse, Sparkman, & Wesley, 2003). Indeed, reflection
has been incorporated into the terminology of coach education, with regular references bein
made of the importance to contemplate previous activities (Cushion, @03b6ion, Griffiths,

& Armour, 2018); along with being advocated as an essential learning tool for coaches (e.g
Cassidyet al, 2009; Gallimore, Gilbert & Nater, 2014; Gilbert & Trudel, 2001; 2006).
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The coach educator should provide coaches with the tow knowledge to influence
practicebased development in their coaching practice (Cushion, Griffiths & Armour, 2017).
Given the influence coach educators have on grassroots coaches, the educators remain larg
absent (Cushiost al, 2018). Coach edugah has focussed on reflection (e.g. Cassidy, Potrac
& McKenzie, 2006; Knowles, Borrie & Telfer, 2005; Nelson & Cushion, 2006), yet how these
practices feature from the perspectives of a coach educator within grassroots soccer is yet to |
fully studied. Gven that the development of coaching knowledge is contributed more through
informal learning experiences compared to more formal education (e.g. fabét 2009;
Stoszkowski & Collins 2016), the coach educator role has been represented as agaimsga le
culture (Abraham, Muir & Morgan, 2010). A core challenge with coach education is the ascribed
high level of value placed upon educators by the cteatmers, leading to prescriptive coach
education rather than transformational (Cushietnal, 2017; Piggot, 2012; Blacketgt al,

2015). Coaches accept information with little criticality, or they ignore advice and continue with
habituated practice leading to minimal developments in their coaching (Dewey, 1933; Cushior
et al, 2017). Neverthelesd)¢ role of coach educator continues to be of importance to develop
coaches, facilitate positive experiences of learning, and transfer information (BeddpBA012;

Reid & Harvey, 2014). The aim of coach education in a grassroots setting is to éagdsiive

youth development outcomes (Newman, Ortega, Lower, & Paluta, 2016; Vella, Crowe, &
Oades, 2013); alongside the development of reflective practice and the eventual advancement
positive youth participants (Santos, Gould, & Strachan, 2019).tiaddlly, a thorough coach
education programme has been claimed to enable graduate coaches to soundly deliv
appropriate coaching to their participants. Whilst additionally gaining an understanding the role
and practical methods of reflection.

To enablehe effective development of learning, reflection has been summarised as the
combination of knowledge and experience (Dewey, 1938/6). Initially, two core opportunities for
UHIOHFWLRQ ZHUH RXWOLQHG E\ 6FK|QTV Li@edH U S 1
reflectingin-action, reflecting whilst performing an action, and reflectamgaction perspective,
reflection completed immediately after the conclusion of an action. (Schén, 1983). Furthermore
a third element of reflection was developed by Gillzerd Trudel (2001, 2004), outlined as
retrospective reflecticonaction. This can be brought to life through the example of a coach
considering their practices at home after their activity concluded. Coakley (2016) notes that
coach educators face a backlafrom coaches as certain stakeholders (e.g. parents) may not
appreciate the positive youth development strategies being taught. Further challenges circula

around the focus on technical and tactical strategies required to complete a course, compared
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philosophical and contextual aspects of coaching (Holt, 2016). Cushadn(2017) noted that
coach educators have journeyed through the educational system in a similar fashion to th
coaches they work with. Such involvements may have influenced ccackeDWRUV | L
positive and negative ways, leading to the flourishing of certain values and beliefs (Hodkinson
Biesta, & James, 2008). Similarly, as practice is always linked with prior practice (Coburn &
6WHLQ DQ HGXFDW R &8 Wedt [sBaetLirHcQriety lebdrng @ igkained
NQRZOHGJH EHOLHIV DQG DVVXPSWLRQV UHJDUGLQJ pZ|
GRQHY &K&KLRQ :LWK WKLV PLQG LW FDQ EH DJUHHG W
learning journeyand practice has been informed by the trajectory of their career and experience:
(Cushionet al, 2017); an area of study that still requires exploration. Such as elite youth
(Strachan, C6té, & Deakin, 2011) and high school sport (Gould, Collins, La@m&g, 2007)

have been extensively studied. Therefore, this chapter intends to contribute to the grassroo
context of coaching to facilitate a more holistic understanding of sport coaching and coact
education.

The role of reflection has been highlightadl key to professional development (e.g.
Culver & Trudel, 2006), and to facilitate the undertaking of criticality (e.g. Knowted, 2001;
Knowles et al, 2006; Taylor, Werthner, Culver & Callary, 2015). Additionally, reflection
develops greater sedfvareness (e.g. Cassidyt al, 2009; Gilbert & Co6té, 2013), creates
synergies between practice and theory (e.g. Douglas & Carless, 2008; Irwin, Hanton & Kerwin,
2004), and overall, improve coaching practice (e.g. Cushion, Ford & Williams, 2012; Cropley,
Miles & Peel, 2012; Gilbert & Trudel, 2001; Irnét al, 2004). The values, beliefs and ideas of
coaches should be questioned through autonomous thinking to aid the development of the
knowledge and practice (Cushion 2016; Fendler, 2003); however redlgutactice is often
discussed uncritically and at a surfdeeel (Cushion, 2016; Downham & Cushion, 2020).

Most research is coach focused, with minimal scholarly activity focusing on the educator
(Cushionet al, 2017). That being said, research that fuesised on coach education has
examined the recruitment process, training and support, skills and personal development, c
recruitment of coach educators, respectively (e.g. Abraham, Morgan, North, Muir, Duffy,
Allison, Cale, & Hodgson, 2013; Nash & Coldi, 2006). Albeit these activities have developed
the field of coach education, they have done little to build on a lack of research examining the
coach developer (Abrahaet al, 2013). Indeed, Cushiat al, (2017) notes that given this void
in the spoW FRDFKLQJ OLWHUDWXUH FRDFK HGXFDWRUV PD

Therefore, gaining an insight and understanding of coach educators provides an opportunity t

136



advance coach education, providing significant value to both the sport apéitémature and
sport governing bodies.

The context of the present study is that of a coach educator working with grassroots
soccer coaches. Therefore, some attention will focus on the national governing body of socce
The English Football Associatioff.aking this approach provides an opportunity to develop
cause and context with regards to the shaping of coach education courses. Additionally, th
methods of delivery undertaken by coach educators, in terms of course support and during tf
1 EQL W X fipadhtédlipldase may be advanced. Cultural expectations and norms, such as certa
ideals, values, preferred approaches to learning and what is considered good coaching practi
may be influenced by the institutions in charge (Hodkinsoral, 2008). Limitdions of
creativity, structure, and possibilities (for practice) for coaches may be affected by such norm:
(Cushionet al, 2017). Educators require the ability to both deliver education and support those
in their charge, in a bespoke and tailored manndhé coach. As such, understanding how
different people learn, alongside the settings and contexts in which learning takes place is vita
%\ DFTXLULQJ DQ XQGHUVWDQGLQJ RI FRDFK HGXFDWLI
practices and experiencean insight into the tutdearner relationship will be provided.
Alongside the developing the structure of both formal coach education esitll inoach
development, such findings will facilitate the enhancement of support for soccer coaches withir
a grassroots setting.

This chapter, therefore, sought to engage with active coach educators to provide «
reflective opportunity in terms of the coach education currently being delivered within the
grassroots soccer coaching community. By examining the cugtaiois of coach education,
along with insights from active educators, a unique opportunity to impact grassroots socce
coaching will be provided. This should happen through the development of further provision
and support for grassroots soccer coaches. §thdy intends to answer the following research
guestion:

54 +RZ GR &RDFK (GXFDWRUYYV SHUFHLYH WK
within grassroots soccer?
6.2 Method

Qualitative, semstructured interviews were used to gain an insight into the thoughts
and opinions of coach educators. With the aim of developing new knowledge to improve
practicabction (Jones & Wallace, 2005), a pragmatic approach was taken with a thematic
analysiscompleted of the transcribed data (Braun & Clarke, 2006). This process amed t

produce devel of depthandrichnesghatwould providethe sportcoachinditeraturewith novel
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insightunseen previously in this area. With the purpose of exploring the thoughts, feelings, anc
opinions of coach educators, along with th@@rspectives on the development of grassroots
soccer coaches within the foundation phase. The coach educators were employed ipartull or
time capacity within The English Football Association (The FA). The FA consistailiple
departments, subsidiaprganisations and a large full and giame workforce thatocusse®n

both theelite and grassroots of soccer.

Those included within this study were full-time Coach Educatorsor parttime
Affiliate Tutors within the English Footballssociation. The roles stated were introduced with
theintention of providing supplementary coach education in a more relevant and specific contex
(Fenwick & Nerland, 2014), compared to the formal coaching courses which were considerec
de-contextualised(Cushion et al, 2017). The coach educatorshad the responsibility of
combining coach education delivery in a formal course setting with other coaches, as well a:
providing insitu support. The latter takes the form of observing and mentoring the coaches

within the context of their grassroots club setting.
Participants

The participantswho consentedo be part of this study held the position of 3) $
Affiliate 7 XWRQ@G RU 3)$ &RDFK '"HYHORSHU (GXFDWRU”™ ZLWKL
To ensurelarity throughouthis chapterpothroleswill bsdiscusseds p & R B F DifdhiR U 9
this pointon. The coach educators held a minimum of a UEFA B Licence (n=3) or UEFA A
Licence(n=5). In addition, all coach educators earned a minimum dk& QR XUV GHJU
relevant VXEMHFW VSRUW FRDFKLQJ GHYHORSPHQW VFL
"HY H O R&Ehlkeducation certificate along with having a minimum of 10 years professional
coachingexperienceThreeparticipantsverefemaleandfive weremale,agedbetween35 and
57 yearsFurthermorethe coacheducatorsvorkedin afull-time positionwithin The FA (n=4)
or heldanadditionalfull -time coacheducatiorrole thatcomplementetheir parttimerolewithin
TheFA (n=4). Eachparticipant was assigned a pseudonym to enable a rich insight into their
experienceandtheirapproachet coachingwhilst ensuringanonymitythroughou{Webste&
Mertova, 2007). Biographical information has been discussed regardingcthded coach
educators and provides a unique opportunity to gain insights into the daily lives of the coact
educatorsk-urthermorethis givesanunderstanding of wh#lhe coacleducatorseeasimportant
and their interpterion of their past, present artdre (Schubring, Mayer & Thie£018),as can
beseen in Table 6.1.
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Roy has 14 years of professional coaching experience, is a (Level 3) UEFA B Licence
coachwith his first experiences coming as a university graduate. He recollects his early coaching
experiences:? remembebeingchuckedn atthe deependreally. No onewantedto coachthis
junior teamand| wasaskedo doit afterdoingsomework experiencavith oneofthe FRDFK HV

5 R\ firgt experienceslearlyimpactedon his thoughtsof coacheducation:3 wasunqualified
and unsupported, and although | loved every second, | could of done with a bit more suppor
from those around me and | think that is where my ambition to do exactly that for my @ohort

coaches come§URP

Ryan has 15years of professional coaching experience and is a (Level 4) UEFA A
Licencecoach. Ryan has held numerous coach development roles, whilst spending the last 1
years ira full-time coach education position within The FA. He outlines his progression into the
SRVLWLRQ RI FRDFK HGXFDWRU 3, ZRUNHG DW PdfficeRFD O
beforemovinginto anewteamdevelopedy TheFA calledthe FA Skills Programme, T Yhdn

continuednywork at TheFA in adedicatedcoacheducatiorroleataregional OHYH O’

Caroline has 19 years of coaching experience and is a (Level 4) UEFA A Licence
coach Carolineworksprofessionallyn the Z R P H gafhevhilst alsoworkingparttimefor The
FA. & D U R Odog&rhiffp\intentions were demonstratedclearly from the start, with key
FRQVLGHUDWLRQV IRFXVLQJ RQ WKRVH VKH LV ZRUNLQJ
with, participantsor coacheslearn,developandoverall feel morecomfortable competentnd
FRQILGHQW

Adrian has 17 years of professional coaching experience and is a (Level 4) UEFA A
Licencecoach. Adrian currently works in a fitlime position within The FA focusing on coach
educatiomationally.He previouslyoccupieda similar role at aregionallevel. Adrian gavehis
thoughtson coaching: 3, Welll\about the participantsfor P H « W K h&@dtd be aboutthe
SDUWLFLSDQWY DQG E\ WKDW , PHDQ LWV QRW DERXMW
expresgshemselvesDQG LPSURYH °

Paul is alead coach educator for the foundation phase age group (Uideyéars)
andisa /HYHO 8()$ $ /LFHQFH FRDFK ZLWK \HD-tine] H S
positionwithin The FA and educates grassroots coaches nationally. Paul noted that hed¢ound
bessOHDUQLQJ WDNHV SODFH 3«LQ WKH PHVVLHVW RI HQY
to be comfortable away from structure and tidy organisation which is where | think the best
learningtakesSODFH -
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Emma is a UEFA B Licencecoachwith 11 yearsof coachingandcoacheducation
experiencesShe is a paftime, regional educator and holds a-ithe, professional coaching role
in a ChampionshipAcademy.With respectto coacheducatorsand wider aspectsof coach
developmentEmma Q R W HhBhk We play akey role in theinitial learningof those wework
Z LW K « H U R ltoKth¢ learningtakesplacebackat their clubsso if thatelementcould be
developed furtherthink it would bea prettyrounded learningxperiencdorthe FDQGL G D W H

Julie isaUEFA A LicenceTutor andhas25 yearsof coachingexperiencegurrently
occupying fulltime position within the FA. She holds the UEFA A Licence qualification whilst
alsohaving professional soccer experience as both aplayer Bld@ DJHU -XOLHYfV V\

FRDFK HGXFDWLRQ zZDV WKDW p«RXU UROH LV WR SUHS
making an impact. | think if we do that, at least they have some idea of what good [waksce
like. Frommy perspectiveif theyfeelabit moreconfidentwhentheyleaveusthen W K &gaofi V
VWDUW ~

Andy is currently an Academy Manager for a professional soccer club in the Premier
League+H KROGV WKH 8()$ $ /LFHQFH DQG WXWRUTV WKH 8(
part time basis.Andy has 22 yearsof coachingexperienceacrosscoacheducation,semi
professionalandprofessionakoccerenvironmentsHe notedthat he wasactuallyquite late to
FRDFKLQJ 3, DFWXDOO\ KDG D ZKROH pieWwihttachiv. Bidl L UH
thewholegrassrootshing, did my badgesandjust climbedtheladderreally. | like to thinkl can

empathiseavith the challengegrassrootsoachedaceattheseearly VWD JHYV ~
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Table 6.1 Participant Information Overview.

Pseudonym |Age |Professional ([Typeof |Qualification Experience
Experience  |Role |Overview
Roy 36 14 Part |UEFAA Licence, |UEFA B Licence Tutor
Time |BSc RegionalCoachEducator
Ryan 35 15 Full |UEFAB Licence |UEFAB LicenceTutor
Time |BSc RegionalCoachEducator
Caroline 43 19 Part |UEFAA Licence |UEFA B Licence Tutor
Time |PGCE RegionalCoachEducator
BSc,MSc
Adrian 41 17 Full UEFAA Licence |UEFA A LicenceTutor
Time |BSc NationalCoachEducator
Paul 57 27 Full UEFAA Licence |UEFA A LicenceTutor
Time [BSc,MA NationalCoachEducator
Emma 36 11 Part |UEFAB Licence |UEFAB LicenceTutor
Time |BSc RegionalCoachEducator
Julie 53 25 Full UEFAA Licence |UEFA A LicenceTutor
Time |BSc NationalCoachEducator
Andy 46 22 Part |UEFAA Licence |UEFA A LicenceTutor
Time ||BSc NationalCoachEducator

Design andProcedure

Ethical approval was granted by the University of Northumbria Ethics Committee. A
sampleof eight level soccer coach educators were invitedaudicipate through a snowball
samplingapproach and were initially contacted via email correspondence (Appendix D1). This
ensuredccess to a network consisting of appropriate and knowledgeable participants (Kirchher
& Charles,2018). Given the research&) fpxeviously mentionedcoachingbackgroundand
gualifications,approachingu J D W H Nwrith \8hdrdhé fiad professionalelationshipsallowed
accesgso appropriateparticipantgKvale & Brinkmann,2009).Uponagreeingo partaken the
study, a Participant Information Sheet (Appendix D2) was provided, with all coaches

completing a Generic Informed Consent Form (Appendix D3) and a Video/Voice Recording
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InformedConsentorm (AppendixD4). Oncethe studyhadceasedparticipantsvereprovided

with a Participant Dé&rief (Appendix D5), and their anonymity has been maintained through
the incorporation of pseudonyms. One pilot study interview was completed to gain feedback
about whether theinterview schedule wasomprehensibleand appropiate, and that the
guestionsverewell defined,clearlyunderstoodind presentedn a consistentmanner(Hassan,
Schattne& Mazza, 2006).

Participantsnetthefollowing inclusion criteria:

They held the minimum of a Level ThreeSoccerCoachingqgualification,
Theywereactivecoacheducatorsvithin grassroots soccer,

They hadaminimum of oneyear(12 months)coacheducatiorexperience
in aprofessionafole within TheFA.

Oncerecruited, and informed consent had been gained, the coach educators were
asked tosupply three days and times to be interviewed. Due to the national location of the
participantsinterviewswerecompletedvia telephoneandrecordedvia a digital voicerecorder
(SonyICD-BX140 Digital Voice Recorder) before being transcrilvedoatim The interviews
lastedbetween 90 and 120 minutes (per participant), with the first author applying a semi
structurecdhterview technique to facilitate the development pbsitive relationship and rapport.

This approachprovided the candidateswith opportunitiesfor discussionto gain a rich
understandingf the responses of the participants, probes were used by the interviewer to gair
greater deptland detail. Foexample, opertHQGHG SKUDVHV VXFK DV 3:KDW
D ER XW 3W R @idydu feelabout W K vl ® © K \did thathappendo \RX WKLQN""

Member checks were undertaken to develop the validity of the responses. In addition.
this processvascompetedwith theview of enhancinghe datacollected dueto the subjectivity
of the data collected (Smith & McGannon, 2017). Interviews consisted ofdbreesections.
First, the interviews focussed on coach educators background, educexpeaénceplaying
andcoachinghistory,andqualifications.Secondly gachinterviewexamined their viewpoints in
terms of the grassroots soccer coaches they work with. Thel&émant of the interview focused

on opportunities to enhance coach education develoigimg maybeavailable.

Data Analysis
Thereweresix stagedo theinductiveanalysis Stepsoneandtwo involvedthoroughly

readingnote taking and examining all eight transcripts, prior to outlining identified the tapic.

stepthree the categories were consolidated,-fureed and reduced in terms of relevance and
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this resultedin candidatehemesThe fourth stepwastherefinementof candidatehemeswith
stegdive named and defined each theme. Stage six consisting of wrgitigs study; that is the

weavingof analytical narrativéo theexistingsport coachingjterature.

6.3 Results
The patrticipants provided an in depth and thorough overview of the process of coach

education as experienced by them. A total of 719 minutes mfecsation was recorded,
transcribednto 72,117wordsprior to analysis.The completednterviewslastedan averageof

89 minutes. Themes covered the Coach Educator journey, the role of the Coach Educator, tt
developmenbf coachingknowledge the challengesvithin coacheducationpostcoursecoach
development and opportunities to improve coach education. Throughout the interviews there
seemed to be a genuine sense of empathy for the coaches (by the coach educators), along v
an ambition toprovide the best learning experiences possible for the coaches. Importantly,

coachesvereplaced at théeart ofthefocus of eacltoach educatoSee Table 6.2.

Table 6.2 SecondOrder Categoriesand Final Themes

SecondOrder Category Final Themes
TheCoach Educator Journey ThemeOne
TheRole ofthe Coach Educator TheCoachEducator

Developmenbf Coaching
Knowledge

PostCourseCoach Developmerand

Theme Two

ReflectivePractice
CoachDevelopment

Informal MentoringandReflective
Practice

Challenges withirCoachEducation

ThemeThree

Opportunitiego ImproveCoach

Education CoachEducationDevelopment
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The CoachEducator

The first themeconsistedof the CoachEducator.This wasbrokeninto two second
order categoriesThese included the personal backstory of the coach educator (The Coach
Educator Journeygndtheactualrole andresponsibilitieof thecoacheducato(TheRoleof the

CoachEducator).
The CoachEducatorJourney

All coaches in this study had achieved a university degree, whilst gaining additional
andcoaching specific qualifications. The majority of educators outlined their intention to pursue
acareer within sport or coaching. A core aspect of many of the candidasetheir desire to

takeup aprofessional coachingple from an earlyagewith Roy statinghis journey:

So, my own personal coach education journey started when | was around 21. |
wasjustcomingto theendof my degreeandwantedto setup my owncoaching
business. In all honesty, | was a challenging student as a child. But anyway, |
did my level 1 and2 relativelyquickly andthenmy level 3 (UEFA B Licence)
DURXQG \HDUV ODWHU« HUP«, FRDFKHG DW D
FA full-time, then university and college before getting a role as a tutor and
here | am. | would like to do my UEFA A Licence (Level 4), because then |
canstart tutoringpn morecoursedor The FA. (Roy)

Ryanaddedhis journeywas alignedo sportfrom being aschool pupil:

| wasonly evergoodat V S R U W « H UlBvedfd@iBall soafterschooll went

| thought | could work in sport so | went to uni(versity) and did a sport degree
and got my badges (Level 1 and 2) while | did the course, which was good. |
then worked in the sport department at a council near mine and to be honest
wasquite KD S S\ « H U thenalieM/ Wearslater The FA advertisedor arole

DQG , Y YH EHHQ KHUH VLQFH VR DURXQG \HD
I haveworkedthroughmy UEFA B andA licence(Level 3 and4) andtutor all

theway from UEFAB coursego Level 1 and 2. (Ryan)

Holding a width of experiences, Paul discussed that his coach education work was al
hehadeverwantedto do andthatit wasnot only confinedto the mainlandof England, withhe

indication ofoff-shoretravel:

:HOO ,fYH EHHQ LQ WKLV MREhdR¥DEHRXAM | \H
getso R O G « H kbl currenttitle is National Coactbeveloperand Iwork

with coaches in thioundation phase across the whole of the UK and we even
fly outto thelsle of WhiteandMan W R But| havebeenfortunateto manage
Englandin tournament@&ndexperiencavorking with the youngsterso quite

a few different experienced HDOO\«HUP«LQ WHUPV RI TXL
achievedheUEFA A Licenceawardin bothfootballandfutsalandl havealso

144



recentlygot anotherdegreesoalittle latein thedaywith the P D V Wiebe§ V
but who says there are rules on learning! BHDK IRRWEDOO LV |
wantedto be gpart of. (Paul)

However,this was not the casefor all candidatesvith Caroline outlining that her
ambitiorto become a professional footballer was her main focus, before she made the decisio

tocoachlater in hercareer:

My ownjourneyactuallyhadnorealintentionof beingacoach, wantedto be
afootballer.l playedup all theagegroups, playedwith theboysandlI played

IRU P\ ORFDO FHQWUH RI HIFHOOHQFHu«bUt¢P « E
ZDVQYIYW DQ RSWLRQ IRU PH DQ\PRUH DQG WR I
Z DV Q fimelyet@probably a good decision really. | started to spend a lot
of timeshadowinghecoaches$ hadbeencoachedy. Mostly UEFAA Licence
coaches, and | literally followed them around anywhere they would go. |
worked through my badges up to UEFA A Licence and now have dévgh

job asatechnicaldirectorat professionalZ R P H f@diball club. (Caroline)

Andy also had no intentionsof a careerin coaching,noting W K DWds énjoying
workingLQ WKH ILUH GHSDUWPHQW FRDFKHG P\ VRQTV WHL
Adrian wasoneof the only participantgo highlight their own passiorfor coachingasthemain
driverfor his coachingntentions:

So just like most of my colleagues | am degree qualified and then added my
badgeontopof W K D W « H AmaWHFA A Licencequalifiedcoachandl

tutor up to UEFA B Licence courses, so that is level 1, 2 and i3e®and |
havedonesofor aboutfouryearsQ R Z « H U §pentalot of timein afootball
development role, doing the odd bit of coach education but then The FA did a
big revamp and some new fgiline coach education roles came up and | was
fortunate to get the nod. | just love it though, the chance to work with coaches
and to, hopefully improve the chance of youngsters loving the game for life
too. (Adrian)

In thecaseof Roy, RyanandPaultheintentionto coachprofessionallywasdeveloped
atan early age, whereas with Caroline and Andy such thoughts were fostered later througl

varyingcircumstances.

Roleof the CoachEducator

The second element of the theme focused on the role of the coach educator. Th
provison of supportwasemphasisedy the coacheducators, witla focuson providingholistic
supportforthe coaches. Roy outlined his passion for those he works with as he made this poin

whensaying:
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| see my role as helping community coaches becbetir, more rounded
LQGLYLGXDOV VR ZKHQ WKH\ JR EDFN LQWR Wtk
have the ability to coach the participants in a way that is unified with other
TXDOLILHG FRDFKHVY NLQG RI DQ )$ zD\ RU \
participantget lots of touchesf theballand G R H $tap&ill toolong. (Roy)

FurthermoreJulieoutlinedthatherown coachingourneyhadbeen®: FKD O O HAQ JL Q
shelHOW WKDW EHLQJ D 3VDIHW\ QHW ™ IRU FRDFKHRDSKRYV!
development wakey:

, W(th¥tole of thecoacheducatorfefinitely beingthesafetynetfor thecoach.
| remember beingeally stressed andnxious duringny own coachingadges
andl think havingthatsupportivefigure is somethinghatthe candidateseed.
Justto know its ok to find theicoachingourneychallenging. (Julie)

Paul noted a similar feeling, although made no specification in terms of whethesdahesents
were focusean technical omoreholistic support:

Oh, our role is definitely for the coaches. | think the majority of the workforce
VLPSO\ ZDQW WR KHOS WKRVH RQ WKH FRXUVE
themprogressindcarryontheircoachingourney; W K iyWgréthiesatisfaction
andmotivation forthe job comes.

Whenprobedwith thequestion,3 : K H ddyou seecoachesieededhemost KHO S "~
Paubutlinedhiscommentgelatedto thetechnicalaspect®f coachingatherthandevelopinghe
person:

2K«GHILQLWHO\ W H&rkfib Fdeds tg sUWppokt @hdm with the
coaching principles, the technical detail, and then if they need further support
downtheroad, wecan focus on thags and wheffit comes]. (Paul)

3DXOTV FRPPHQWY GR QRW DOLJQ ZtewtKat\pr&vitlividd R |
support rated higher on their schedule. Such varying comparisons suggest thadcoatbrs

mayhold differentagendas within grassroaeccercoacheducation.

CoachDevelopment

In orderto focuson the grassroot€oachegdearningjourney,the secondohaseof the
interviewdiscussed how coaching knowledge was developed (Development of Coaching
Knowledge)and how this knowledge was continued once the course had reached completior
(Post Cours€oachDevelopmentjandfinally the roleof Informal Mentoring and Reflective

Practice).
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Developmenbf Coaching Knowledge

Oneof the mainobjectivesof the coacheducatorsvasthe developmenbf coaching
knowledg@mong grassroots coaches. However cthr@ext in which learning takes place was
not assynchronised with Adrian noting that he felt a large portion of learning took place within
theclassroonsetting:
In our courses we do a range of things to help along the learning process. We
spend a bit ofime in the classroom but very little is coa€hHG WKHVH G
HUP« LWV FHUWDLQO\ QRW G H-baVisstéad 8d3 yod U 3 F
know, havetasksin groupsandpairsandjustgenerallyhavediscussiongbout
the topics being covered. Then comesithSUDFWLFDOTV RXW RCQC

KRQHVW\ WKH GHSWK RI GLVFXVVLRQV DQG T.
evenbe morevaluablethan the stufive do outside. (Adrian)

Not all coacheducators were agreementyith Ryannotingthathefelt the greatest
valueforthe candidates was in the form of practical activities and demonstrations as this provide:
the coachesvith opportunities to seleest practice:

For me, the learning happens out on the pitch. | think there is value in the
classroom stuff but when you get into the ritftd LWW\ RQ WKH JUD
think it really brings the game to life. | think when we model sessions and

coaches can observe us and take a bit (of information) from what we are

GHOLYHULQJ«W K D WkloMeariirg QapgpelsL And~tKex, they get
to haveago and puthatlearninginto practice. (Ryan)

A third, differing view was indicated by Paul, who gave the opinion that the most
beneficialelementof the coursewasnot the classroondeliveryor the practicalcoachinghut in
the informal elements of the course:
We try to get the information across to the coaches in a lot of ways like
TXHVWLRQLQJ JURXS GLVFXVVLRQYWDHW\EFR DY
demos.But a lot of learning takes place with the smaller one on one

FRQYHUVDWLRQV RU« HUP« SHUKDSV D VWRU\
coaches can relate too. Sometimes the less formal the better in all honesty

(Paul)

Throughoutheinterview processthein-situ elementof the coacheducatiorprocess
wasot highlighted as beneficial from the perspectives of the cedisbatorsn terms ofinitial
knowledgedevelopment.u ) R Paddgogiefavebeendescribecasa maincontributorto initial
knowledgedevelopmentwhich couldbewhy theinsitu elementwasot highlightedwithin this

part ofthe interview.

147



PostCourse CoactDevelopment

When considering theongoing developmenbf grassrootscoaches,the coach
educator®utlined the importance of what they do ndtis refers to both a mitdlock (course)
break,or, upon completion of the course. Ryan uses a metaphor of a stinigentpassing their
driving test to highlight the importance of a coach delivering upon the returning to their own

environmen{upon leaing thecourse):

Yeah, the course only does so much. What happens after the course is where
the actual learning takes place and putting that learning into action happens. |
haveheardit comparedo driving acar,in that,you mightdo yourlessonsand
WDNH \RXU WHVW EXW \RX UHDOO\ OHDUQ WR (
W K Ih#¢gsdn coachlearning.Making thosemistakedackin their club and
coming up with solutions on a cold, windy night in C*********n |5 where
thosekey messages weavediscussed will sink in and makense. (Ryan)

3DXO EXLOGY RQ WKH SUHYLRXV SRLQW DQG KLJKC
coaching course, coaching regularly back in the grassroots environment will enaloledhte
developfurther:

When the learning after the course completes, or | suppose not completes, bu
the faceto- IDFH SDUW FRPHV WR DQ HQG LWV UHEL
out on their own then. When we coach within the course obviously it is a little
fake beause of the learning and education environment, for example, we are
coachingadultsonacoursecomparedo thecoachesvhowill beworkingwith
childrenin amorecomfortableenvironmenbecausel. ithg§ixown club. (Paul)

Notonly doesEmmafurtheroutlinetheimportanceof clubcoachingput shealsohighlightshow
she may have felt more comfortable if this had been an element of the coursshetvas a
candidate:

A lot of development actually takesSODFH EDFN DW WKH FDQG
VRPHWKLQJ VDO NGVILWYV" ZKLFK LV ZKHUH WK
in their own club. The coach gets two visits and then they can pay for extra
supportshouldtheybedeemed? Q R WF RPV8 H \Nainqally by this point, if

the coach has actively engaged in the process, they are deemed competent. Ir
VLWX YLVLWV«HUP«ZHUH QHYHU SDUW RI WKH
and | think 1 would have really appreciated the chance to be more relaxed
working with myown participants. (Emma)

From the interviews, the emphasis and importance of what the coach does upor
leaving the confines of the educational course is regarded as more important than the actuc

course.
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Informal Mentoring andReflectivePractice

Paul highlighted that when the coaches return to their clubs they should shadow or
workZLWK RQH RI WKHLU FOXEYVY PRUH VHQLRU FRDFKHYV
Informal mentoring may be able sopport the coaches by outlining what went welpassible
areas tomprove WR DL G W KlélelopnieRtK HV 1

Something that myself and a few of my colleagues try to emphasise is the life
afterthecourseYou know,we F D Qefih&freall thetime, especiallywhenthey
arebackattheir clubsbutsomethinghe candidatesandois think, andl mean
reallythink, abouttheircoachingyou know, howit went,whatwentwell, what

went not so well. Maybe ask one of the older coaches to watch thegivand
IHHGEDFN« UHDOO\ WDNH WKH WLPH WR LPSUI
spend a lot of time looking forward but sometimes a lot of learning can take
placeby looking backat how ourprevious experiences went. (Paul)

In contrast,Roy notedthat althoughtherewere positive outcomesassociatedvith
observing more experienced coaches, negatives could also occur. Roy discussedevit the
gualified coach may be shown methods that would contradict the practice®tethgltoaching
coursejeadingto thedeliveryof inappropriatecoaching:

Soourroleis fairly prominentduringthecoursebutwhenthecourseconcludes

and the candidates graduate out of the course and are certified as Level 1 or :
FRDFKHVY WKHQ LWY{V NDRK IRRIUDWXH PBHHW@W, BB
kind of look towardsthegroupsof moreseniorcoachedackattheirclubswho

have maybe got their level 1 or 2 already. So, a bit of mentoring will happen
WKDW ZD\ HUP«EXW WKLV FRXOG tadghVoKthe JV
course, like the coach asking questions rather than being commanding or
askingparticipantgo playin directionalgamescomparedo line drills. But we

DUH FRQVWUDLQHG DW WKLV SRLQW EHFDXVH
supportneeded. But in fairness, | guess that by that point in their learning
journey the coaches should be able to look back on the course and their
experiences and the information they are getting from their informal mentors.
It is all part of coaching/Roy)

Therole of reflectionwashighlightedasa key componenbf coachdevelopmenas
notedE\ (PPD 3, MXVW UHPHPEHU ZKHQ , ILUVW VWDUWHG
ZRXOG EH PRUH DERXW WKH WHFKQLFD @hinklattiwRalt IWdsH J D
GRLQJ DQG ZK\ , ZDV GRLQJ LW ~ (OHP H Qwitlvthe View khba® iH F W L
done successfully, coaches can guide their own developmentefpbhsised that although
such principles lack the focus they requirdhiwi the formalcourse,the techniques provide

opportunitiego improve:
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‘H GRQTW VSHQG D JUHDW GHDO RI WLPH RQ Ul
get the message across that coaches can think about the things that went we
andthe things thatouldhavebeen better and titp work on them. (Paul)

-XOLH RXWOLQHG WKDW VKH ZRXOG 3«WDNH VRPH
reflect,like [suchas]onthedrive homeafterasessioror thenextmorningwith a F X S $Vbenh
asked about the role of reflection within their own practice as educatorsjrigy@atedthat his
practicefalls within theretrospectiveeflectionon-action:

When | actually reflect on my own course delivery, | constantly want to
improve.l constantlywantto feellike | deliverarealservicefor thecandidates
andtheyfeel like theycanaskmeandchallengemewhenevetheywanttoo. |

think whenl reflecton coacheducatiorasawhole,alongsidemy owndelivery,

we cangetboggeddownwith thingslike howthelittle challengesventor even

GLG HYHU\ FRDFKLQJ SRLQW , ZDV«HUP«WU\LQ
wanted it too, when really the real reflection should be on the candidates
learningandif theywerearmedwith theskills andtool readyto go outinto the
coaching world ready to become excellent and competent coaches. Leaving
them with not only the ability to coach but the ability to think back and act on
theirowndeliveryis crucialfor thatcoachwhois participantorientated(Ryan)

When askedwhat his reflective practicelooked like, Andy was the only coachto
describe@ndertaking reflectiotin-action, albeit passively. This is noted in the second half of the
belowparagraph:

7R EH KRQHVWy,frimalpRreon Wvitly iyJreflection. | never write
DQ\WKLQJ GRZQ LWYV PRUH RI D JXW IHHOLQ.
FROOHDJXHfV DIWHU VRPH GHOLYHU\ DQG WU\
ORW RI WKH WLPH TP GHOLY HWRIPHWEQ QG J HLLW\X
clicking sol makeaquick changeo try and improvat. (Andy)

The role of reflectionwas discussedy humerouscandidateshowever,given the
importance of the outlining of technical knowledge, limited time was spent andbtleanics of
reflection. When asked about the reflective element, in terms of coulEnteredwithin
coursesEmmanotedthatit was 3 « P D \ ablidewherewe havea chaabout things to consider
when they are reflecting. Maybe bhour ofanafternoornclassroom sessiorwith Adrian adding
WKDW 3«WKH IR F >ighted/reall Lieah, M Kl RieeWRind of askthemto reflecton
theirsessionputwe G R GhiWwhgahentoo muchin termsof reflecting orthe challengeshey
facedor maybehowtheir philosophyORRNV RQ WKH SLWFK -

Given the varying insights provided by the coach educators, the preseefteation

is evidencedy thecoacheducatorsHowever therolein developingcoaching
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could be highlightedin a more comprehensivavay by thosein chargeof course
development. Similarly, the varying elements of reflection, the different elemeats$aler
while a coach reflects, and the differing times reflection can commence loealdvanced

further to develop coaakducation.

CoachEducation Development

The third theme looked at Coach Education as a whole. Elements that were discusse
andexamined included the daily struggles and challenges coach educators are faced with withi
thecoach education landscape (Challenges within Coach Education) alongside the podvision
developmentatecommendationsom the groupof coacheducatorsvith regardso improving

the provisionofferedto grassrootg€oachegOpportunitiego ImproveCoachEducation).
Challengeswithin Coach Education

Within the transcribed interviews, the coach educators highlighted numerous
challenges faceathily when delivering coach education. The coach educators noted that time
was the biggesthallengeTheyoutlinedthattimewithin thecoursesetting,in termsof thelength
of the coursand the content they hoped to get through each day, was challenging to ensure
enoughinformation was provided to the course attendees. Ryan discusses the time they ca

spendo supporteachcandidate, individually:

Ha-ha challenges are always an interesting one! In all honesty, these days the
challengesvefacearemorearoundthetime we candedicateo eachcandidate
andthings likethat! (Ryan)

Caroline agreedyhilst also discussing that priority is given to those beginning tlugiching
journey,ratherthan thosevith experience:

| think for me,oneof the biggestchallengedacedis simplymy W L Padding,

If youthink abouttheamountof courseghereareayear,maybethree,with 24
brandnewcoache®neachsoroughly80-150newqualifiedcoacheperyear,
SOXV WKH H[LVWLQJ EDVH RI TXDOLILHG JUDVYV
all of themwith individual, personal suppors justimpossible. love working
ZLWK SHRSOH DQG LQGLYL@x®jeb\andoXr\priohtKis vV L
helping the branshew coaches get through their qualifications and take their
first steps in coaching. (Caroline)
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Similarly, Adrian alsooutlinedthe volume of grassrootsoachesvorking throughcourseand
requiringsupport was difficult to manage:

Themainthingthatchallengesneandtheothertutorsis thatwe areconstantly

on the lookout for the opportunity to support each individual as much as we
can D Q GRU P W K HalbHdf dbachesn theareaandwe only havesomany

hours in the week to get out on the grass and support. Even just calling some
of thecoaches work with is incrediblytime FR Q V X P H@Q P« Yhdught
aboutdoingsomeonline stuff, like workshopsor Q + A (questiorandanswer)
sessions where we could get hundreds of grassroots coaches to log on ant
watchor get involved with discussions. (Adrian)

Additional challengesveredrawnuponby the intervieweesTheseincludedthe philosophyof
grassroots coaches:

We have a few challenges to overcome like the amount of content we can get
through, combined with giving the students enough time to have adjo a

U H | O HHRMWPRt therearea few we haveto confrontfairly headon, suchas

like if a coach wants to focus on a certain thing like winning or a formation or

playingstyle. (Roy)

Paul outlined very similar thoughts with regards to the focus ofdlaehes at thgrassroots,
foundation phaskevel:

Basically,asarule,we Z R X Oguit@finihgtoohighonthepriorities,whereas
somecoacheslo. Trying to acknowledgeheir pointof view andgraduallyhelp
themunderstanavhy developmenis amoresuitableaim atthegrassrootages
we aretalkingabout (512 \HD U W K D W { V afchalUengb. I(Ra@)\

Coincidentally elementof the threevarying opportunitiedor coachego undertake
reflectior(reflectionon-action,reflectionin-actionandretrospectiveeflectionon-action)were
discussegassivelyby all the coacheducatorsWhendeliveringdemonstrationRyanoutlines
therole ofreflectionin-actionplays in hiscoach education delivery:

WIV IXQQ\ EXW ZKHQ , DP GHOLYHULQJ D WH
defendingisaback3, in thepastl havecoachednelemeniof thedrill andnot
beencompletelhappywith it, sol getthecandidateso replaytheincidentsol
candemonstratenoreaccurately. | think for me; the candidates deserve as
much detail as possible and ity responsibility to suck it up if I have missed
something and do it again. They pagingfor aservice really. (Ryan)

Reflectionin-action was alsoigdcussed by Paul who outlined he felt smihscious delivering

a classroom rather than out on gieh:

7R EH KRQHVW LI LWYV RQ WKH SLWFK ,YP ILQ}
amsayingin the classrooml remembeoncesayingsomethingaboutwhata
coachingphilosophy involved, and | could tell no one had a clue what | meant
haha. So, Imustof re-phrased it abouthreetimes tomakesure Iwas being
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clear.(Paul)

7KH &RDFK (GXFDWRUYTV DOVR Rokvé Orin@dia®lyvdieDadmplatnigd H F

elementof theirdelivery:

You know, sometimes when we are having a bad day, and | mean things like
candidatehavingthe humpcauseW K HAut W the rain or maybethey have
received HHGEDFN WKH\ GINEQPW ©HN HY PL WRWX YAWR V
think back tohow | handled thesituation and pull it apart. (Caroline)

Roy openly discusses that although reflection plays a part in his development, he spends tt

most time retrospectivekeflectingon-action:

<HDK« , WKLQN P\ PDLQ UHIOHFWLYH WLPH LV L
by choice! | kind of get into the mindset that | have done my best and my best
is prettygoodsoassoonasmy delivery,in the classroonor outonthepitchis
finished,then, VWDUW WR IRFXV RQ ZKDWY{V QH[W %.
I mean I just ligthere, head spinning, dissecting my sessions and pradtices.

is usefulthoughbecaus¢henext day, 1 Paringto go, readyto improve.(Roy)

Adrian alsoconsideredhow retrospectivelyeflectingon-actionplayeda partin their coaching

developmentoutlining that:

, WKLQN RQ WKH GULYH WR WKH FRXUVH LV ZKl
because | am about to perform inemse. But yeah, | normally have like a half
anhour drive and | think about the different bits of the previous day and then
lalwaysVHW RXW WR KDYH DQ HYHQ EHWWHU GD\Y
| arrive forwhateverdayweareon, O H3Ayflay 3, | normallyhaveaquiet 10-

15 minuteswherd review yesterdaynot in greatdepth,but enoughto know
whatwentwell andwhatl would changend improve(Adrian)

Opportunitiesto Improve Coach Education

The next element of the CoaElducation Development theme which emerged from
the transcribednterviewswasthe potentialfor improving currentcoacheducatiorprovidedby
theFA. Someof theinitial responsesoncentratedntheopportunitieshatgrassrootsoachesad
to coachindividually within the course setting. There was some consensus that a potential
development of the course should bring greater opportunities to deliver independettirsf
and forcoachego receivehigher qualityand bespokéedback, wittRyan noing:

| think if | was to improve coach education, | would say that giving the
candidates more opportunities to coach and to get feedback would be helpful.
Onthe courses they do get chances to coach but this is normally in groups of
threeor four and| think if this could beindividual it would be somuchmore

E HQ H I L HUPf@astto prepareghemfor whentheyarebackat their clubs,

it can beverydaunting.(Ryan)
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