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Introduction

The past four decades have seen coaching evolve into a main area of sport science
research (Gilbert & Trudel, 2004). In this time frame elite level coach learning (Rynne,
Mallett, & Tinning, 2006; Salmela, 1995) and developmental level coach learning
(Gilbert & Trudel, 2001; Lemyre, Trudel, & Durand-Bush, 2007; Wright, Trudel, &
Culver, 2007) have been studied. Approximately 52,000 high school teacher-coaches in
Canada belong to the developmental coaching context; however, they share unique
biographical characteristics, such as Teachers College, that may differentiate their
reported coach learning situations from the rest of the developmental coaching
population. As such, we felt there was a need to study teacher-coaches learning
independently of the context to which they belong. Further reasoning behind our decision
to study high school teacher coach learning will be articulated over the next few
paragraphs.

In Canada, access to school sport offers a variety of benefits to its approximately
750,000 student athletes, including “better health and quality of life, psychological well-
being, improved behaviour and ability to learn, higher scholastic performance, good
health habits, an appreciation of physical activity and sport” (Canadian Sport Policy,
2007). Expanding on this notion with respect to academics, Fraser-Thomas, C6té, and
Deakin (2008) stated, “participation in high school sport has been positively linked to
school grades, school attendance, choice for demanding courses, time spent on
homework, educational aspirations during and after high school, and college attendance”

(p. 8). In contrast, researchers have also linked American high school sport to increased
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rates of delinquent behaviours, such as skipping school and drinking alcohol (Eccles &
Barber,1999; Lamborn, Brown, Mounts, & Steinberg, 1992).

It is known that without an effective coach, the benefits of participation in sport
run the risk of abeyance, as it is the coach who possesses the greatest ability to influence
the quality of the experience children have in sport (Hansen, Larson, & Dworkin, 2003;
Vernacchia, McGuire, & Cook, 1996). In an attempt to maximize the quality of its
country’s coaches, and thus the benefits attained by athletes, The Coaching Association
of Canada (2008) has developed a nationwide coach education program: the National
Coaching Certification Program (NCCP). Most sport organizations in Ontario require
their coaches to be certified through the NCCP; however, high school sport policy does
not share this requirement, a fact that supports the idea that teacher-coaches are likely
subject to different learning situations (Lacroix, Camiré, & Trudel., 2008). It must be
noted, however, that coach learning does not occur exclusively via formal learning
situations; other learning situations (non-formal and informal learning situations), which
will be discussed later, have also proven to be very fruitful (Erickson, Bruner,
MacDonald, & C6té, 2008; Lemyre, Trudel, Durand-Bush, 2007; Nelson, Cushion, &
Potrac, 2006).

Furthermore, teacher-coaches often coach more than one sport, including sports
with which they are unfamiliar because Ontario high schools “favor a short season, and
therefore coaches are more likely to be involved in a wide variety of sports” (Lacroix et
al., p. 32) during the school year. Despite knowing the benefits attached to high school
sport, the influence that coaches have on the sport experience of youth, and the number of

persons, both students and coaches, involved in Canadian high school sport, there are still
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“relatively few studies looking at high school sports in Canada and even fewer that
specifically focus on high school coaches” (Lacroix et al., p. 25).

The above literature paints a picture of high-school sport and quality coaching
cooperatively possessing the ability to enhance the life and well being of students.
However, as we have noted there is a gap in the knowledge developed with respect to
Canadian high school sport and its coaches and it was this gap that gave us the impetus to
ask our research question: How do high school teacher-coaches learn to coach? This
question was fostered out of the optimistic potential to contribute to the development of
learning activities appropriate for high school teacher-coaches that could ultimately heip
maximize the attainment of the benefits of high school sport for all involved.

Conceptual Framework

The conceptual framework is constructed by the researcher, not found. It
incorporates pieces that are borrowed from other research and theories, but the overall
structure is something that the researcher builds (Maxwell, 2005). It is designed to
examine the existing theories and research that are relevant to what we plan to study. In
our Conceptual Framework we have examined our chosen Theoretical Framework
(Jarvis, 2006), the coaching context to which our participants belong, the existing
literature on developmental level coach learning, and the personal experiences behind the
interest in this research.

Theoretical Framework

Knowledge and money are two fundamental stimuli for human subsistence. One

underlies the ability to function in wider society while the other is necessary for the

consummation of human needs. Wishing to take this comparison one step further, we
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state that the prerequisite to knowledge is learning just as the prerequisite to earning of
money is normally working. The paragraphs to come will focus on knowledge, but more
importantly they will focus on the process of attaining knowledge, known as learning. In
an attempt to grasp a greater understanding of the human learning process and the effects
society has on human learning we have turned to Jarvis’ (2006) theory of human learning
which has acted as the foundation for our research. In the upcoming paragraphs we will
identify and define the key underpinnings of his theory which will later be used to
articulate our understanding of how high school teacher-coaches learn to coach.

Central to Jarvis’ (2006) theory is the concept of experiences. An experience
occurs at “the intersection of the inner self and the outer world” (Jarvis, p. 7). The inner
self is commonly referred to as one’s biography. Every time we have an experience we
cognitively (through thought), emotively (through feeling) and/or practically (through
action) transform the experience into knowledge and/or skills which is/are added to our
biography resulting in a changed, more experienced person, who has in turn learned.
Jarvis alleges that the outer world is everything external to our mind and body, and is
made up of the social situations in which we exist. In order to intersect with the outer
world (and have the potential to learn) any of the following six senses (singularly or in
combination) must be activated: hearing, seeing, smelling, tasting, touching, and feeling.

Before providing Jarvis’ encompassing definition of human learning we must first
construe two more terms, harmony and disjuncture, which were developed by Jarvis
(2006) to elucidate his theory. Harmony occurs when one’s biography is unchallenged by
his/her social situation, and his/her body and mind do not require any new cognitive,

emotive, and/or practical transformations to interact with the external world. On the
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contrary, disjuncture occurs when our “biographical repertoire is no longer sufficient to
cope automatically with our [social] situation, so that our harmony with our world is
disturbed and we feel unease” (Jarvis, p.17). Jarvis regards disjuncture as the motivating
factor behind learning because learning has the ability to liberate the mind of the unease
caused by being aware of not knowing (disjuncture). In short, the potential to learn begins
when “we become aware of the external world, when our biography and interpretation of
the immediate world [social situation] is no longer in harmony, and our actions cannot be
taken for granted” (Jarvis, p. 73).

To this point, we have highlighted the ground work supporting Jarvis’ (2006)
theory of human learning and have conceptualized the interconnected nature of the body,
the mind, and the world. This erudition is requisite for understanding Jarvis’ definition of
human learning, which reads as follows:

The combination of processes throughout a lifetime whereby the whole person -

body (genetic, physical, and biological) and mind (knowledge, skills, attitudes,

values, emotions, beliefs and senses): experiences a social situation, the perceived
content of which is then transformed cognitively, emotively or practically (or
through any combination) and integrated into the person’s individual biography

resulting in a changed (or more experienced) person (p. 134)

Jarvis’ (2006) definition of human learning is a succinct description of how
humans learn over their entire lifetime; however, human learning is extremely complex.
In order to expand on the complexity of learning the current paragraph and the following
paragraph will identify the internal process of human learning and provide a functional

example of the learning process, respectively. The basic internal process of human
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learning is invariably catenated by the following steps: First, the person (learner) is
unchallenged in his/her current social situation (in harmony). Next, the learner is
introduced to a situation which is then perceived by any one or any combination of the
six senses. If the persons’ biography is insufficient to cope with the current situation
he/she becomes aware of not knowing and thus a feeling of disjuncture (the potential to
learn) is present. At this point, the learner can return to harmony by (a) choosing to not
learn, or (b) choosing to seek and retrieve information that will resolve the disjuncture
(learn). In order for learning to occur the latter option must be chosen. Once sufficient
information has been retrieved it is then transformed into knowledge via commitment to
memory. The result of the transformation of information into knowledge is a person who
has changed cognitively, emotively, and/or practically, and thus learned. After this
change has occurred the person returns to harmony.

To clarify the learning process we provide an example using the common
situation of meeting someone new and learning his/her name. You (the learner) go to
grab a coffee on your work break. At the coffee stand you see someone you know, his
name is Mark, you know that is his name because you have met him before and
committed his name to memory, and as a result there is a sense of harmony when you
recognize him. However, Mark has a friend with him, a friend you do not visually (one of
the 6 senses) recognize. You are intrigued by her elegance and thus have a motivation to
learn more about her. This lack of recognition combined with your motivation elicits a
feeling of disjuncture (not knowing who she is, but wanting to know). Mark then
introduces you to his friend and verbally (one of the six senses) provides you with her

name (information), which is Jill. Once you receive Jill’s name you practice remembering
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it and finally you commit it to memory. Upon committing the name to memory your
feeling of disjuncture is resolved and you return to harmony. You have learned Jill’s
name and the next time you see her you will recognize her and remain in harmony until
you feel the motivation to learn something new about her.

Earlier it was mentioned that feelings of disjuncture can return to harmony by
choosing to learn or not to learn, as such, learning is ultimately a choice. Choosing not to
learn has been labeled by Jarvis as non-learning which he has subsequently categorized
into three distinct routes. The first route, non-consideration, is the direct result of an
individual not considering his/her present situation as a learning opportunity and thus no
knowledge is gained. Presumption, the second route, occurs when an “individual
presumes upon the present situation and does not learn from it” (Jarvis, 2006, p. 10). In
instances akin, the individual feels his/her biography is adept to cope with the
experiences related to the topic at hand and thus chooses not to learn. The final route,
rejection, occurs when an individual rejects the opportunity to learn from a situation that
hosts learning potential. The learner receives functional information but decides not to
acknowledge it or commit it to memory, which results in an unaltered biography.

When an individual learns, the basic internal process (experiencing disjuncture,
receiving information to resolve disjuncture, transforming information into knowledge
and/or skill, committing knowledge and/or skill to memory, returning to harmony)
remains unchanged with each learning experience. Jarvis (2006) however, recognizes that
what is learned and how it is learned changes with each experience and as a result he has
divided human learning into two categories: non-reflective learning, and reflective

learning, each consisting of three subcategories. Non-reflective learning consists of pre-
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conscious learning, practice, and memorization. When learning is pre-conscious the
learner experiences a situation, albeit with low awareness and at the moment of the
experience does not perceive it as a learning opportunity. After a period, however, the
individual recognizes that he/she has learned something. Practice, is defined by Jarvis as
“learning without thought” (p. 10). An example of practice learning would be while
typing, every time you try to type the word coach you hit the ‘a’ before the ‘0’ and it
comes out ‘caoch’, and rather than trying to type the word properly you use the auto-
correct option to fix the recurring mistake. Memorization, the final route for non-
reflective learning, shares the simplicity of practice, as it occurs when an individual
strictly remembers the information which he/she has been given.

The three categories into which Jarvis has divided reflective learning are:
contemplation, reflective practice, and experimental learning. When learning proceeds
contemplation “the learner reflects upon the situation and either accepts it or changes it”
(Jarvis, 2006. p.10). What is occurring here is the individual is not just accepting the
information at face value, rather he/she is cogitating about its legitimacy before allowing
it to alter his/her biography. Reflective practice is similar to practice learning; however,
the individual after attempting to complete a task evaluates the outcome before he/she
chooses whether to conform or innovate. Referring back to the typing example, during
reflective practice if a person is typing and continues to make the same error, rather than
just relying on the auto-correct option, he/she will identify when the word is to be typed
and consciously make an effort to type the characters in proper order until it becomes
natural. The final category of reflective learning, experimental learning, transpires when

an individual thinks about the situation before attempting to complete a task and upon
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completion of the attempt, agrees or disagrees with what he/she has experienced (Jarvis).
An example of experiential learning is after examining a chocolate chip cookie recipe
you follow the recipe and bake the cookies. However, after tasting the freshly baked
cookies, which were made with one cup of chocolate chips, you feel that they are not
chocolaty enough and decide to alter the recipe and choose to use more than a cup next
time.

Non-reflective learning is simple compared to reflective learning because it does
not require the individual to critically assess the content of an experience, interpret it, and
give meaning to it (Jarvis, 2006). Without reflection an individual can learn what is
correct; however, he/she will remain unable to recognize what is not correct. Jarvis truly
captured the difference between non-reflective learning and reflective learning when he
stated “You can have 50 years experience or one year experience 50 times!” (p. 169). In
essence, learning is the responsibility of the learner as it is he/she who chooses what is
extracted from each experience.

In the second volume of his trilogy on Lifelong Learning, Jarvis (2007) examines
how globalization has propelled radical changes to lifelong learning. Throughout this
book Jarvis (2007) continuously alludes to the rapid speed at which the world (society)
changes and how its effect frequently leaves humans in a state of disjuncture, “forcing
them to learn or to reject the opportunity to learn and live in ignorance” (p.39). The
changing world has led to a modification of our understanding of learning, which was
traditionally conceptualized as strictly occurring in an institutional environment, but is
now recognized as presenting itself in a combination of situations provided by the outer

world. The combination of situations include (a) formal situations (institutionalized, and
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hierarchically graded), (b) non-formal situations (institutionalized, but not hierarchically
graded), and (c) informal situations (day to day experiences). Human learning, therefore,
is no longer limited to situations provided by social institutions, as the potential to learn
is affixed to “every opportunity made available by any social institution for, and every
process by which, an individual can acquire knowledge, skills, attitudes, values,
emotions, beliefs and senses within global society” (Jarvis, 2007, p. 99).

The rapid changes of modern society frequently leave humans in a state of
disjuncture without allowing ample time for learning to occur. This has led Jarvis to the
identification of two other types of learning: maintenance learning and innovative
learning. Maintenance learning is “the acquisition of fixed outlooks, methods, and rules
for dealing with known and recurring situations... and is indispensable for the
functioning and stability of every society” (Jarvis, 2007, p. 30). It is the most common
learning, and often does not involve the reflective process. Contrary to maintenance
learning is the concept of innovative learning which requires reflection and much more
time to accomplish, but possesses a greater capability to contribute to the advancement of
society. Jarvis (2007) contends that innovative learning is the type of learning that occurs
to “bring change, renewal, restructuring, and problem reformulation” (p.30).

Being competent and being an expert are two other descriptors of the outcomes of
learning that are connected to maintenance learning and innovative learning. Being
competent is conceptualized as “in a sense, when a practitioner acquires the necessary
expertise to fit into the social situation and begin to take the situation and practice for
granted” (Jarvis, 2009, p.107), and like maintenance learning, does not require as much

time to achieve when compared to its counterpart. Becoming an expert, however, is a
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time consuming feat that is recognized when a practitioner “continues to create his/her
own disjuncture in the practice situation in order to enhance their expertise beyond that of
merely fitting in” (Jarvis, 2009, p.07). Although innovative learning and being an expert
hold great potential for the advancement of society, society and its many organizations
generally only require competent members because, overall, the acquisition of
competence is much less time consuming and time is money.

Additionally, because society’s organizations are restricted by lack of time, they
have become rigid and dominated by rational procedures. The problem with this is that
“once one has entered the organization and learned the rules and regulations there is little
or nothing more to learn about the organization’s operation” (Jarvis, 2007, p.107) and
non-learning, maintenance learning, and competence become the chosen paths of
existence. Overall, reflective learning, the promotion of innovation, and the development
of expertise are inhibited by the society in which we live.

On a final note, in light of learning as a complex phenomenon, Jarvis (2006)
accepted the limitations of his theory of human leaming when he averred that “we do not
know everything there is to know about how the body, the brain and the mind interact
[learning]” (p. 199), and therefore “no existing theory of human learning [not even my
own] have actually explained the whole of the learning process” (p. 199). Nonetheless,
we believe that Jarvis has developed the most comprehensive theory of human learning to
date and that is why it has acted as the framework for identifying and understanding how
high school teacher-coaches learn to coach.

Coaching Context
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Trudel and Gilbert (2006) have identified three contexts in which coaching
occurs: recreational sport coaching, developmental sport coaching, and elite sport
coaching. For this paper the developmental sport coaching context will be the context
discussed because that is the context of Ontario high school sport. The developmental
sport coaching context “includes a formal competitive structure, increased commitment
from athletes and coaches, a stable relationship between athletes and coaches, and
athletes are selected based on skill tryouts” (Trudel & Gilbert, p. 521).

Developmental Level Coach Learning Research

The existing literature section identifies and explains the terminology that will be
applied during the analysis process and reviews the findings of several studies that have
examined coach learning (one American study and three Canadian studies).

Trudel, Gilbert, & Werthner (2010) state that:

Although expressions such as formal learning, and informal learning are used by

authors (Lohman, 2006; Merriam et al., 2007; Nelson et al, 2006) we believe, as

suggested by Jarvis (2006), it is more appropriate to talk about learning in

situations that are formal, non-formal, and informal (p. 22)

In conjunction with Trudel et al. and Jarvis (2006), we believe that humans learn in
different situations throughout their lifetime. Therefore in an attempt to limit confusion of
terms this paper will classify the learning situations documented in reviewed studies as
formal, non-formal, or informal situations (Jarvis, 2007) as opposed to classifying by
learning type.

With respect to coaching, formal learning situations are those that “take place in

an institutionalized, chronologically graded and hierarchically structured educational
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system (e.g., large-scale coaching programs)” (Trudel & Gilbert, 2006, p. 518). Trudel
and Gilbert further identified the framework of most large-scale coaching programs as
“(a) coaching theory, (b) sport-specific techniques and tactics, and (c) coaching practice”
(p. 518), where a certification is received upon completion of the program. Non-formal
learning situations are conceptualized as any organized systematic, educational activity
conducted outside the framework of the formal system to provide select types of learning
to particular subgroups in the population (e.g., coaching conferences, seminars) (Nelson,
et al., 2006). Informal learning situations deviate from the other two types as they are
experienced when a person “accumulates knowledge, skills, attitudes and insights from
daily experiences and exposure to the environment” (Nelson et al., p. 52).

The next few paragraphs will discuss the learning situations reported in four
existing studies that have examined developmental level coach learning: (1) Sage’s
(1989) research that studied the process of American high school teachers becoming high
school coaches: (2) Wright et al.’s (2007) study that identified the different learning
situations reported by youth ice hockey coaches: (3) Lemyre et al.’s (2007) study that
examined how youth sport coaches learn to coach, and: (4) Erickson et al.’s (2008) study
which examined the actual and preferred sources of coach knowledge of developmental
level coaches.

Sage (1989) observed and interviewed 50 American teacher-coaches and focused
on the transition from athlete to coach. In doing so he found that, for his sample, learning
through playing experience, an informal learning situation, was reported as the most
valuable means of gaining coaching knowledge. A main reason for this finding was that

48% of the teacher-coaches in his study did not decide that they were going to coach until
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they were in teachers college and as a result they were unprepared to take on coaching
duties. Despite having inexperienced coaching biographies, almost all of the teacher-
coaches in Sage’s study had participated in some type of competitive sport. The
participants identified this participation as being essential for taking on the role of a
coach because they had “had first hand opportunity to observe their own coaches and
acquire some informal images and impressions about the coaching occupation from
them” (Sage, p. 90). Sage’s study was focused on the importance of athletic experience
for becoming a teacher-coach and therefore he did not mention the formal or non-formal
coach learning situations that the participants may have engaged in while learning to
coach.

Wright et al.’s (2007) study showed that youth ice hockey coaches learn through
all three types of learning situations. The researchers interviewed 35 youth ice hockey
coaches to determine what learning opportunities contributed to their development of
coaching knowledge. First, in agreement with Sage’s (1989) findings, the coaches in this
study identified playing experience (an informal learning situation) as a way of helping
them develop as coaches. More specifically, they reported that playing experience helped
them understand the game because they had had the opportunity to experience the
knowledge and behaviours of a wide variety of coaches. Experience as an assistant coach
was also highly regarded as a valuable learning experience because it helped the coaches
learn how to communicate and teach, which took them beyond knowing the game. This
finding was consistent with Trudel and Gilbert (2006), who, in a review of literature,
identified that before assuming their current coaching position coaches belonging to the

developmental context “spend approximately four years as assistant coaches” (p. 521).
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Other informal learning situations reported by the youth ice hockey coaches were
interacting with others; and the use of books, videos, and the Internet. The youth ice
hockey coaches reported that interactions with coaches on the same team were common,
interactions with coaches on different teams were very rare, and only a few coaches
interacted with elite level coaches. All of these face-to-face interactions included the
exchange of coaching information as well as observation of other coaches in action.

Books and videos were most often consulted by beginner coaches who were
trying to expand their knowledge of tactics, as well as increase their personal library of
drills. Experienced coaches tended to use books and videos for more advanced topics
such as philosophies, sport psychology, and fitness because they expressed already
having the tactical knowledge and a large bank of drills. The Internet, because of its vast
array of coaching websites and its easy access, was reported as being very useful for all
levels of coaches. As one expert coach put it, “it is useful for keeping my program fresh”
(Wright et al., p. 139).

Non-formal learning situations were regarded as valuable and enjoyable by some
of the youth hockey coaches, the value coming from listening to experts explain hockey
specific strategies. The majority of the sample, however, had not engaged in any non-
formal learning situations.

In regards to formal learning situations, Hockey Canada’s National Coaching
Certification Program (minimum Level 1 of 3) was completed by all 35 participants;
however, the participants had inconsistent views pertaining to the program’s utility.
Coaching Level 1 was indeed beneficial for coaches who were relatively inexperienced in

hockey, but the benefits did not translate to more experienced coaches. There was little
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unanimity between the benefits reported on the Level 2 course, as some coaches felt it
provided worthy information and practical experience, while others believed it lacked the
hockey-related material that was found in non-formal situations. Despite very positive
comments and perceptions about the NCCP’s Level 3 the many barriers attached to it
(e.g., cost and time constraints) prevented most of the coaches from taking it (Wright et
al., 2007).

Another study, by Lemyre, Trudel, and Durand-Bush (2007), examined 36 youth
sport coaches (12 from hockey, 12 from soccer, and 12 from baseball) to identify the
situations which contributed to their coach learning. Lemyre and colleagues’ findings,
with respect to informal learning situations, were similar to the findings of Wright et al.
(2007), as the participants reported great value in interacting with others (e.g., assistant
coaches, family, and friends) as a means of gaining information. Similar to Wright et al.’s
study, the Internet and other resources (e.g., books, videos, and manuals) wer