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ABSTRACT
In-depth, cpen-ended interviews were conducted with 16 expert Canadian coaches from the eam
sports of basketball, vollevball. field hockev. and ice hockey The purpose of the mterviews was
to better understand the perceptions of expert team sport coaches regarding the characteristics,
knowledge. and strategies that operate within rheir profession, and then to conceptualize the
relationships between these varcus elements. Interviews were transcribed verbatim, and the
unstructured qualitative data were analyzed inductively following the procedures and techmques
outlined by Céte, Saimela and Russell (19955). This process allowed the meaning units of the
interview transcripts to be grouped into 79 tags and then regrouped into 22 properties. Six
categones emerged from the analysis: coach-centered processes, organization, training,
competition, athlete-centerect processes, and contextual factors The coach-centered processes
category included the coaches’ characteristics, knowledge, and strategies about personal growth
and development, and ways of nurturing thic process through continuous leaming. The tasks of
organization, training, and competition were central to their profession, with organization
representing the point of departure of the other two categories since it was the foundation for
training and competition. These coaches were more than just efficient organizers, they were also
highly motivated individuals who understood the magnitude of effectively outlining a giobal
perspective to their team and then having the players comply with this mission. Training was
based upon coaches’ characteristics, knowledge, and strategies in physical, tactical, and technical
training. Competition was a continuation and testing of the training process and the coaches
played an active, integral role during each component of pre-, during-, and post-competition.
Athlete-centered processes related to how the coaches’ perceived and dealt with athletes in sucn
areas as empowerment and personal development, and how they chose athletes’ whose
characteristics were compatible with the team mission. Contextual factors, such as level of
competition and job conditions, also altered the organization, training, and competition categories
of coaching. This research shed insight on the pedagogical strategies of expert teachers in sport
by demonstrating how their characteristics, knowledge, and strategies drove the other processes
of coaching.
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CHAPTER 1
INTRODUCTION

The domain of coaching. a form of specialized teaching, includes diversified fields of
research. Books and articles written on this topic number in the thousands (Cote, 1993) and have
been written from sociological, physiological, educational, and psychological perspectives. In
psychopedagogy and sport psychology, for example, researchers have mmplicitly or explicitly
suggested that reaching and coaching involve similar principles and knowledge bases (Berliner,
1986, Bloom, 1982, 1985 Hom, 1987, Tharp & Gallimore, 1976, Tochon, 1991). More
specifically, Tharp and Gallimore (1976) cited a quote regarding legendary basxetball coach John
Wooden: “Life to him is a one-rcom schoolhouse. A pedagogue is all he ever wanted to be” (p.
78).

Like a school teacher, a coach is responsible for relaying a body of knowledge to a group
of individuals in a simple manner This study examined individuals who were identified not only
as expert pedagogues. but those who demonstrated an ability to translate knowledge into effective
action in coaching, as evidenced by their appointments to top coaching positions in the country.
More specifically, the characteristics, knowledge, and strategies of expert coaches were studied
regarding the mediation of skills in organization, training, and competition, including the view that
coaching involves the mastery of sport teaching, as well as an ability to relay a collective body of
infoﬁnaﬁon in different situations (Martens, 1990; Walton, 1993).

Given the importance and high public profiles of coaches such as Vince Lorabardi, Sparky
Anderson, Scotty Bowman, and John Wooden, researchers have paid little attention to this area of
teaching expertise in sport. Historically, sport psychology researchers have directed efforts
towards expert athletes rather than expert coaches (Abernethy & Russell, 1987; Allard & Burnett,
1985; Bloom & Smith, 1996; Orlick, 1986b, 1990; Rushall, 1979; Suinn, 1987), while researchers
in education concentrited some of their efforts in the formation of master teachers (Epstein, 1981;
Krebs, 1967) or the ¢/fects o.fteacher mentoring programs (Bowers & Eberhart, 1988; Carter, -
1988; Hofmann & ?ddlaufer. 1992; Stroble & Cooper, 1988). Researéh <onducted on physical
education teachers has been questioned in regards to its practical significance (Housner & French,
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1994) or methodological elegance (Berliner, 1986, Locke, 1990) Despite this, Housner and

French effectively summarized this current state of research: “Debates conceming the relevance

of any discipline, including pedagogy. are of little value until empirical research begins to unpack

the contents of knowledge of expert physical educators and teacher educators™ (p. 242)
Expertise

The seminal work or Benjamin Bloom (1985) on the development of talented performers
provided insights into the career paths of expert swimmers and tennis players. Bloom indicated
that talented youth in any performance domain exhibited similar developmental patterns. Central
to this evolution of expertise was the role of the coach or mentor at each stage in the individual’s
career. Recent research by Encsson and colleagues (Ericsson & Charness, 1994; Encsson,
Krampe, & Tesch-Romer, 1993, Ericsson & Lehmann, 1996) also examined the development of
expertise in various domains, in which they posited the key component to reaching a level of
expertise was deliberate practice. Mcre specifically, they stated that “the amount of tizie »n
individual is engaged in deliberate practice activities is monotcnically related to that individua®’s
acquired performance” (Ericsson. Krampe, & Tesch-Romer, 1993, p. 368). Of critical
importance in the development of exceptional performance was the input and teaching by
coaches, because these levels were rarely achieved without quality instruction.

Research in expertise has been further expanded to the sport domain by those who
examined the knowledge structures of expert gymnastics coaches (Coté, Salmela, Trudel, Baria,
& Russell, 1995). The research of Coté and colleagues indicated that the knoWledge of expert
coaches could be classified into three central components of competition, training, and
organization, and three peripheral components; the athlete’s characteristics, the coach’s
characteristics, and the sport context. It should be noted that C3té et ai.’s research examined
fastors affecting the knowledge of coaches for developing elite gymnasts, rather thar. categories
affecting the process of expert coaching. Thus, their coaching model did not provide a starting
point by outlining the coaches characteristics, know!edge, and strategies about growing, learning,
maturing ..s coach, along with ways of nurturing this growth process. Furthermore, they did not
identify interpersonal variables which made these coaches special. It is this type of information
that is likely to emerge in the present study, thus providing a starting point for understanding how
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coaches interact and work within their orgamzational, training, and competition elements.
Although the research of Coté, Salmela, Trudel, et al. has contributed to a better understanding of
expertise in sport, they also noted that more research was needed across a greater variety of
mteractive sports. Specifically. a gap exists in the literature on the characteristics, knowledge,

and strategies of team sport coaches.
The Profession of Coaching

Coakley (1990) reported the word coach first came into existence following the 1860
American Civil War. Before that time, coach was an English word that described 2 person who
taught teaching manners and academic subjects (Coakley, 1990). Since the 1870’s, coaching
sports has emerged as a profession, however, it has often been criticized for the emphasis that
coaches have placed on winning (Coakley, 1990). Michener (1980) listed the following quote
from an American university coach to illustrate this point: “My job is to win football games. F've
got to put people in the stadium, make money for the university, keep the alumni happy, and give
the school 2 winning reputation. If I don’t, I'm gone™ (p. 50). Although these statements
represent the common perceptions of many high level coaches, some individuals believe it is not
so important what coaches accomplish, but how they do it.

Retrospective profiles of successful coaches have shown there can be much more to
coaching than winning games and making money for team owners. Martens (1990) stated that
while coaches historically focused on tactics and techniques, they have recently expanded their
knowledge bases to include areas such as sport psychology, sport pedagogy, sport physiology,
and sport management. Other authors have agreed with this sentiment and stressed the central
benefits of experience for acquiring coaching knowledge (Kimiecik & Gould, 1987; Waiton,
1992; Wrisberg, 1990). Gould, Giannini, Krane and Hodge (1990), in particular, addressed these
issues in their survey of successful American coaches, where they asked coaches what was most
helpful in their acquisition of coaching knowledge. Coaches reported there were no definitive set
of concepts or principles for them to follow and that most of their knowledge was acquired
through coaching experience and from other successful coaches. The recent research on expert
coaches indicates that there is a broad conceptual map of the coaching process which has yet to
be expanded to team sports (Coté, Salmela, Trudel, Baria, & Russell, 1995).
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Methodology

Bearing the previous points in mind, the purpose of this research was to examine the
ditferent characteristics, knowledge. and strategies of expert team sport coaches regarding their
activities in the central and peripheral components of their profession by using a constructivist
approach to understand the meanings of various situations. Accordingly, the precepts of
qualitative data gathering and analysis were chosen over more traditional quantitative approaches.
Like most other disciplines, psychopedagogy and sport psychology were developed using
traditional methods of science which included behaviour observation and the use of
questionnaires, and was conducted in controlled settings (Martens, 1987a). Orthodox science is
one of the terms used to describe this research, which examined the “social world as if it were
hard, external, and objective, focusing upon an analysis of relationships and regularities between
various concepts of individuals under study and using quantitative techniques for anaiysis” (Céteé,
Salmela, Baria, & Russell, 1993, p. 128). Sport psychology researchers have only recently begun
to question the conventional wisdom that orthodox science is the only source of true knowledge,
and are now beginning to advocate research based on experiential knowledge that recommends
different idiographic approaches of investigation (Coté, Salmela, Baria, & Russell, 1993; Dewar
& Horn, 1992; Martens, 1987b; Orlick & Partington, 1988, Strean & Roberts, 1992). The
present research was based on a secondary analysis of data that was previously used to produce
technical reports for each of the four sport governing bodies, but had never been analyzed in a
strict, scientific manner.

The Research Topic

Housner and French (1994) revealed that coaches most effectively learned from top level
experts. A select number of successful Canadian coaches across the four team sports of
volleyball, basketball, field hockey, and ice hockey were interviewed in order to better understand
their perceptions regarding the components and tasks that operated within the conduct of their
profession, and to conceptualize the refationships between these various elements. The goal of
this research project was to answer two questions. First, what were the characteristics,
knowledge, and strategies that collectively distinguished these coaches as a unique group of



Introduction 5

experts? Second, what was the nature of the knowledge base and operational strategies that
allowed these coaches to effectively carry out their objectives?

The present research is structured into five chapters. In Chapter Two, the literature
pertmnent to the topic of this thesis will be discussed and critically evaluated. The methodology
and procedures are described in Chapter Three. Chapter Four includes the results of the analysis,
while Chapter Five provides a detailed discussion on the applications and implications of this

research, along with recommendations for future studies.
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CHAPTER2
LITERATURE REVIEW

In this chapter. an extensive an critical literature review relating to the understanding of
coaching will be presented. The research was divided into the following five areas: expert
performers, expert teachers and coaches, primary coaching demands and responsibilities,

peripheral coaching demands and responsibilities, and qualitstive research traditions.
Expert Performers

Many researchers have been interested in expert performance pertaining to athletes, as
well as expert coaches who influenced them. In this section, the work of Bloom (1985),
Csikszentmihalyi, Rathunde and Whalen (1993), Ericsson and colleagues (Ericsson & Chamess,
1994; Ericsson, Krampe, & Tesch-Romer, 1993), and Partington (1995) will be discussed, with a
particular emphasis on the coaches and teachers who helped performers excel in their fields.

Bloom’s Research on Talent Development
The work of Bloom (1985) focused on the talent development of world class performers

in the arts, science, and sport domains. Bloom was interested in the process of talent
development in young people, beginning with their early years and ending with their rise to
prominence. Using in-depth, structured interviews with 120 talented performers from many
different areas, Bloom initially stated that: “Although it is likely that no two individuals would
have had identical talent development experiences, we believed that the clearest picture of what is
required for full development in a talent field would emerge from studying a sizable number of
individuals (twenty to twenty-five) who had reached very high levels of talent development in the
field” (p. 7).

Bloom:s (1985) research was innovative in that it identified three phases of talent
development of expert performers and provided important insights on how Olympic swimmers,
world-class tennis players, concert pianists, sculptors, research mathematicians, and research
neurologists reached the pinnacle in their areas of expertise. Bloom labelled the stages of talent
development as the early years, the middle developmental years, and the final years of perfecting
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the skills. Central to the development of the expert performer was the role of the teacher, coach,

or mentor.

Stages of Development

Bloom (1985) found the first phase began when individuals were introduced to activities in
their realm. It involved instruction from a local coach/teacher who was caring, thoughtful, and
well respected in the community. The coach/teacher provided the performer with lots of positive
feedback. Rewards were garnered for effort rather than for achievement, and rarely was the
coach/teacher critical f the child. Bloom also found that parents played a large role by providing
their children with encouragement and motivation needed to maintain their interest, but did not
expect performance outcome to dominate their child’s activity. The following quote typifies what
many of these pareﬁts said to their children: *“You can do anything you set your mind to, if you
want to do it” (p. 143). In addition to this support, the children relied on the guidance of their
coach or teacher to help them perform well in their domain.

It was interesting to note that although 16 of the 21 expert swimmers reported that the
quality of their coach and the caliber of their team was most affected by the proximity to where
they lived, about two-thirds of these subjects had coaches who trained or were training at least
one nationally ranked swimmer. Whether intentional or not, the young swimmers obviously
improved through their exposure to a positive, learning environment.

In the second phase or middle years, individuals set performance goals and were
committed to them. For the tennis players, the sport became more than a “game,” it became “real
business.” As one player described it: “I was now eating, sleeping and breathing tennis” (Bloom,
1985, p. 236). During this period, players began receiving acclaim and rewards in the form of
articles and pictures in the newspapers and recognition by important people in their sport. Bloom
reported that most athletes began to feel that a new and more advanced type of coaching was
needed.

We have seen in the ¢arly years that the first coaches had been good at getting them

interested in and excited about tennis. The tennis players felt that now they needed

someone to teach them precision and technique as well as strategy; they also needed to
tailor their tennis game to emphasize their own personal strengths and compensate for
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any weaknesses they might have. (p. 236)

The teacher/coach during the middle vears was more advanced and regarded as one of the
best within a larger geographical area. The cultivation of talent now became a top priority for the
performmer. Coaches demanded more hard work, commitment, and discipline from their athietes,
who experienced their first competitive experiences. The athletes’ training regimens became more
intense and advanced as coaches introduced them to new areas of the game. The following quote
exemplifies this point:

[My coach] would watch me play this boy...and then say if [ lost, he would point out why

I'ost. Ifit were a stroke deficiency, we'd work on that stroke. If it were tactics, he

would show me and explain what I should have done. (Bloom, 1985, p. 242)

Exceptional athletes auditioned for the opportunity to work with another coach, an
individual widely recognized as a master teacher or expert in their domain. Individuals who were
fortunate to reach this stage, were totally obsessed by their chosen activity and did whatever it
took to reach higher levels of excellence. The progression to the third stage involved a number of
sacrifices for both performers and their families, such as greater expenses and often moving to a
new city.

For many athietes, the later years also involved relocating to a specially chosen college,
where their coach became an important influence. The relationship between athlete and expert
coach evolved into one of mutual respect and collegiality with both parties focusing less on
instructional methods and more on tactical refinement. This reorientation in the coach-athlete
relationship is best seen in the following quote: “It was just a new philosophy. Rather than
hitting every ball as hard as I could, to try and play the percentages a little bit more. I improved™
(Bloom, 1985, p. 260).

In sum, Bloom’s (1985) innovative study revealed important information relating to the
development of expertise. Through the use of retrospective interviews with performers from
vastly different domains, a three-stage process of development was outlined for talented
performers, as well as the individuals who influenced them.
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Csikszentmihalvi’s Work on Taiented Adolescents

Csikszentmihalyi, Rathunde and Whalen (1993) conducted a longitudinal study that
examined the development of talent in five areas - mathematics, science, music, athletics, and art.
This work included several dimensions that are necessary to better understand the process of
expertise and those who facilitated its development. More specifically, over 200 talented high
school students were studied over a period of approximately four years. The purpose of their
study was to determine which factors contributed to the development of talent, and those that
contributed to the eventual lack of success in others.

The methodological iramework used by these researchers blended both quantitative and
qualitative measures. The first phase of the research focused on the adolescents’ experience of
talent, and included quantitative measures such as questionnaires. The main core of data,
however, was gathered from qualitative measures which included open-ended interviews and the
Experience Sampling Method (ESM). In the ESM or “beeper method,” subjects carried with
them an electronic pager for seven consecutive days, receiving between 7-9 random signals per
day. After receiving a signal. they filled out a sampling form designed to record their current
thougitts, activities, and feelings The second phase of the study involved mostly quantitative
measures such as grades and teacher ratings, variables that provided additional support to data
gathered in the initial phase.

One of the key factors accountable to talent development was motivation. The students
who had the highest levels of intrinsic motivation to learn, as well as external rewards like
recognition and praise from significant others, had greater chances of succeeding. Further to this,
Csikszentmihalyi and colleagues (1993) found that “flow experiences” contributed to talent
development. Teenagers were unable to develop their talent unless they enjoyed it. Part of this
enjoyment was the atmosphere and environment created by the teacher or coach. These young
adolescent subjects required constant stimulation and challenges to their skills to avoid boredom
and losing interest in their activity.

A comparison of some of the methodological and practical similarities between the
research of Csikszentmihalyi, Rathunde and Whalen (1993) to that of Bloom (1985), provides a
more in-depth understanding of the early stages of talent development, and more importantly, of
those who facilitate this process. All the subjects in Csikszentmihalyi et al.’s study had reached
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the first or second stage of development postulated by Bloom. From a methodological
perspective, the use of vivid quotations from the subjects allowed the reader to get a true feeling
for what the talented performers were feeling and doing From a practica! standpoint, those who
enjoyed emotional and material support from their families tended to have an easier time
developing and honing their skills As in Bloom's study, the need for a qualified and experienced
master teacher or coach aiso emerged. According to Csikszentmihalyi et al :

Whether a young person gifted with outstanding skills will grow into a talented performer

depends on many unrelated factors... There are alsc the personal qualities that contribute

to the realization of talent. A person has no control over some of thesc. genetic
contributions to intelligence, to special skills, and to temperament, for example. But
there are also traits where the individual can make some difference. We cannot increase
the inborn gifts of our children, and as individuals we can do little to alter the cultural and
societal parameters that affect the unfolding of talent. But if we understood better those
elements of the equation over which we have some measure of control, we might be able
to protect and nurture the unique human potentials that young people in our families,

schools, and communities possess. (p. 38)

In particular, Csikszentmihalyi et al. (1993) found three common characteristics of
teachers who helped cultivate the talent of their students. For one, teachers were effective
because they enjoyed what they were doing and encouraged their students to excei beyond their
current level of talent. Second, teachers created optimal learning conditions so that students were
not bored or overly frustrated, enabling them to maximizs their level of concentration, seif-
esteem, potency, and involvement. Finally, arthird characteristic of distinguished teachers was
their ability to understand the needs of students. They were remembered for their “reassuring
kindness” as well as their genuine concern for the overall development of the student both inside
and outside of school.

Successful teachers strive to enhance optimal “flow” leamning experiences in their
classrooms. They nurtured or bettered their own talent by partaking in activities in their domain
outside the work setting. Because of this, “they seemed determined to help students experience
the same rewards that they found in the continuing expleration of their domain” (Csikszentmihalyi
etal, 1993, p. 191). Second, teachers tried to eliminate external rewards such as grades,
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competition, and bureaucratic pressures, instead encouraging the inherent satisfaction of learning
something new and challenging The authors suggested that teachers developed crucial ways of
providing feedback to students by avoiding the trap that many others fell into whereby they
“divert attention away from the activitv at hand and toward the new game of winning prizes,
avoiding punishments, and ingratiating oneself with those who mete them out. In the process,
students cease to cultivate sources of self-reward that yield only undivided concentration and
sustained immersion in a challenying task” (Csikszeatmihalyi et al., p. 192). Finally, teachers
were concerned with the shifting needs of learners. They praised and reprimanded performers at
appropriate moments.

Although this research demonstrated the importance of teachers working with talented
individuals, it was interesting that it appeared to overiook the influences that coaches had in the
development of elite athletes. According to these researchers, their student athlete subjects had
the least to say about the role of their coaches. Csikszentmihalyi et al. (1993) attributed this to
the positive and enjoyable environment provided by sport, one that focused more on the
development of the team rather than individual athletes.

In conclusion, this research highlighted many important points of expert teaching across all
domains. The authors concluded that students will only learn if they are placed in enjoyable
learning environments with individuals who know how to provide informacion in a manner that is
both challenging and gratifying.

Ericsson and associates (Ericsson & Chamness, 1994; Ericsson, Krampe, & Tesch-Romer,
1993; Ericsson & Lehmann, 1996) researched the development of expertise in various areas,
including sport. Besides taking the understanding of expertise to new levels, Ericsson’s research
also had remifications for expert coaches.

To tegin, Ericsson et al.”s (1993) research extended Bloom’s (1985) framework to
include a fourth developmental phase, entitled eminence: “The criteria for eminent performance
goes beyond expert mastery of available knowledge and skills and requires an important and
innovative contribution to the domain” (p. 370). Second, and more importantly, Ericsson and
colleagues argued that reaching a level of expertise involved more than innate abilities, it was a



Literature Review 12

resuit of effortful, sustained activities designed to optimize improvement, a process that was
labelled “deliberate practice.” Ericsson et al s fundamental view is best summarized as follows:
“In contrast to play, deliberate practice ts a highly structured activity, the explicit goal of which is
to improve performance. Specific tasks are invented to overcome weaknesses, and performance
is carefully monitored to provide cues for ways to improve it further . the amount of time an
individual is engaged in deliberate practice is monotonically [linearly] related to that individual's
acquired performance™ (p. 368) Resources, including time, energy, acess to competent teachers
and training facilities, as well as effort and motivation, were identified as constraints inhibiting the
process of deliberate practice. A time frame was also forwarded for the development of expertise,
following Simon and Chase’s (1973) 10 year rule.” In their research on international chess
masters, Simon and Chase found 11.7 years was required to achieve the highest performance level
in chess from the first time an individual 'eamed the rules. This time frame was extended to 165
years if the person began playing chess before the age of 1.

Ericsson and colleagues (1993, 1994, 1996) alluded to the importance of the coach or
teacher in facilitating the process of deliberate practice. For example, in the absence of coaches
or teachers, they found that subjects usually played rather than practiced. Second, feedback was
crucial and expert performers needed to be taught and corrected when errors occurred:

To assume effective learning, subjects ideally should be given explicit instructions about

the best method and be supervised by a teacher to allow individualized diagnosis of errors,

informative feedback, and remedial part training. The instructor has tc organize the
sequence of appropriate training tasks and monitor improvement to decide when

transitions to more complex and challenging tasks are appropriate (Ericsson et al., 1993,

p- 367).

It was also found that a teacher could hinder the development of a student by denying him or her
the proper drills, exercises, and number of repetitions needed to reach an elite level.

Although Ericsson’s research has yet to explicitly look at the sporting domain, many
conclusions from these studies can be directly applied to coaches and teachers. For example,
Ericsson et al. (1993, 1994) found that coaches and teachers played an important role in setting an
appropriate environment for athletes to engage in the 10 years or 10,000 hours of deliberate
practice that is required to reach high levels of expertise. The importance of this task should not
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go unnoticed. In fact, it was revealed that musicians who reached the highest levels of their
profession deliberately practiced for 24.3 hours per week compared to 9.3 hours per week for less
accomplished musicians. By the age of 18, the difference amounted to 7,140 hours of practica
compared to 5,301 hours for the lesser skilled musicians.

Finally, Ericsson et al. (1993) found that coaches can impact the amount of enjoyment
athletes derive from practicing. It is interesting to note that while Csikszentmihalyi et al.’s (1993)
view of practicing was seen as enjoyable, Ericsson et al. (1993) postulated another view: “We
claim that deliberate practice requires effort and is not inherently enjoyable. Individuals are
motivated to practice because practice improves performance. In addition, engaging in deliberate
practice generates no immediate monetary rewards and generates costs associated with access to
teachers and training environments” (p. 368). A recent study by Hodges and Starkes (1996) shed
some light on this issue. In their analysis of elite figure skaters, Hodges and Starkes fcund that
engaging in deliberate practice was rated as more enjoyable than it was by the musicians in
Ericsson’s research A future question stemming from this debate then becomes: How many
athletes feel this way and what effect does the coach have in motivating the athlete and
_ perpetuating deliberate practice?

In sum, although the role of the coach was deemed important, it was limited to the process
of instruction, which in reality, is only one of many roles of expert coaches (Cté, Salmela, &
Russell, 1995a; C6té, Salmela, Trudel, Baria, & Russell, 1995). Other important dimensions also
include training both the physical and mental systems, organizing team and individual matters, and
building a cohesive team‘(Cété. Saimela, Trudel, Baria, & Russell, 1995; Salmela, 1994a).
Perhaps these findings should be further examined in relation to deliberate practice in 2 sporting
context. -

Parti ! n Elite Music Perform
Partington (1995) examined the expertise of 21 principal players in symphony orchestras
through the use of semi-structured interviews. Like Bloom (1985), Csikszentmihalyi et al. (1993)
and Ericsson et al. (1993, 1994, 1996), Partington’s subjects were those who had attained a high
level of expertise in their domain. Partington specifically chose certain musicians who’s roles
affected the play of others.



Literature Review 14

I decided to target principal players because of the multiple roles each must play within
the orchestra. These roles make enormous demands, especially on the player’s
attentional focus. For example, as part of the ensemble, principals need to be team
players, intimately tuned in to what is going on around ti.em in the orchestra;
simultaneously, they have to provide leadership to guide others in their section; finally,
principals must be ready to step forward as soloists when designated in the score. (p. 4)
Partington (1995) presented his results in a manner analogous to Bloom (1985),
identifying personal, pedagogical, and experiential factors conducive to a performer’s rise to the
top. Many similarities can be found in this work with those listed earlier in this chapter. Of
particular interest was Partington’s finding that deliberate practice seemed more important than
innate talent in the development of expert music performers. As Partington stated:
The first highlight for me was that background experiences, interest, and effort were more
often cited than innate talent as necessary for a career in music. Informal opportunities in
the family home, such as hearing and singing a variety of music, being taken to concerts,
and receiving encouragement for playing from at least one caring aduit, usually 2 mother,
appear to be necessary foundations for the development of most of the predisposing
tendencies associated with a successful career performing music. Important music-related
cnamaeﬁsgcs include interest in, curiosity about, openness to, and love for the sounds of
music and how they are made. Coupled with these leaming’s is a prodigious readiness and
capacity to work hard in order to achieve seif-imposed high standards, based on a
conscious decision and commitment to master the necessary skills m order to become the
best performer possible. (p. 61) : |
7 Partington (1995) also examined the devoted teachers who helped perfcimers reach such a
high level of expertise. In paﬁictﬂar, three separate areas were discussed. One was the
description of the performers’” most effective and memorable teachers. Second, was the methods
of teaching and how teachers inspired their students to excel beyond perceived capabilities.
Finally, Partington explained how expert performers dealt with the problems and conflicts they
experienced with their master teachers. Teackers in Partington’s study were mentors, playing
vital roles in the development of expertise. They acted as friends and confidants, and also as
disciplinarians when required. '
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Partington (1995) found that in addition to nurturing their students’ physical and
emotional development, the teacher played a critical role in their mental development. For some
teachers it was important for the musicians to adhere to 2 mental training program geared for
playing their instrument. For other teachers, mentally training their pupils meant ensuring they
acted independently and solved their own problems. Problems arose when teachers emphasized
skil! perfection and winning at competitions, at the expense of fun. According to Partington,
deliberate practice could only be attained if musicians derived some enjoyment from their activity:

A lot of teachers make their students work on one piece all year. That is my criticism of

the festivals. Some teachers make you prepare a whole year for one piece so that you can

be the winner at the festival. That approach doesn’t create a love for music, but it takes
its toll. Once the kids get beyond a certaia age, when their parents can’t make them, then

they just pack itin. (p 40)

In sum, an important finding from Bloom (1985), Csikszentmihalyi et al. (1993), Ericsson
et al. (1993, 1994, 1996), and Partington’s (1995) research was that talent development requires
great amounts of practice and training, and central to this was the teacher or coach. Perhaps,
Salmela (1994b) best summarized the issue of talent development when he noted: “For the
moment, it is clear in our minds that talent development appears to have a much greater
environmentally determined stimulus, specifically in terms of how expert coaches can facilitate the
development of expert performance rather than the genetically-based viewpoint of innate gifts or
talent that we considered a decade ago” (p. 25).

Expert Teachers and Coaches

While research in the previous section suggested the importance of expert teachers or
coaches in the development of expert performers, it did not focus on or outline the several roles
of these individuals. Some researchers have begun to delve into the development of expert
teachers and coaches, and a closer look at the results of these studies provides a more complete
understanding of expertise. _

* -Novice Diff:

Chi, Glaser and Rees (1982) defined expertise as the possession of large amounts of

knowledge and skill. Historically, a great deal of research examined the differences between
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¢xperts and novices in sport and other areas. Early research from DeGroot (1966) and Chase and
Simon {1973) identified the content, structures, and processes differing expert from novice
performers. It was found that experts had better knowledge basesand were able to extract
higher-order cues or information from the environment compared to novices. Allard and Starkes
(1991) extended this framework to the sport context. In their examination of expert basketball
and field hockey players, Allard and Starkes found the knowledge of skilled players was organized
and structured at a higher and more complex level compared to less skilled plavers. Similar
findings have also been found in non sport domains such as physics, medicine, and music
(Ericsson & Smith, 1991). After reviewing research on expertise, Régnier, Salmela and Russell
(1993) offered the following summary:

From this and other research it is becoming increasingly evident that experts across a

wide range of disciplines appear to share fundamental similarities in the way their

respective knowledge is both organized and utilized. Furthermore, the characteristics of
expert knowledge organization and utilization appear to differ from those of novices and
less skilled individuals in important and systematic ways, and these differences appear to

be intrinsically related to the quality of performance. (p. 294)

With respect to identifying expert teachers, van der Mars, Vogler, Darst and Cusimano
(1995) have forwarded unique criteria. Their sample consisted of 18 certified physical education
teachers who were divided into three levels of teaching expertise. Those in the highest group had
to meet at least three of the following criteria: 1) voted the state’s physical education teacher of
the year, 2) recommended by their principal as an exemplary practitioner, 3) recommended by
local university faculty who had worked with the teacher, 4) served as school district physical
education supervisor/mentor, 5) served as an officer in the physical education professional state
organization, or 6) presented workshops at national, regional, and local level conferences.

Other researchers, such as Leinhardt and Greeno (1986), were interested in identifying
differences between expert and novice teachers. Studying the teachers’ task of homework review,
they found that expert teachers corrected the homework at a quicker pace without losing control
of the class, were able to discern which students were having problems with the current lesson,
and used clearer signals to begin and finish the lesson segments. Among their conclusions was the
request for continued research on identifying expert teachers, primarily because of the complexity
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of know!~dge they must possess in order to become effective teachers. Berliner (1986) was even
more direct in his assessment of teacher knowledge and in the differences between experts and
novices: “In the ill-structured domains wkere surity about right action does not exist. the choice
of a sensible solution strategy for a problem is an even more complex task than is solving
problems in well-structured domains such as mathematics, radiology, or chess (p. 13).”

Dodds (1994) compiled a summary of research on teaching expertise, most notably in
physical education. Of particular interest was the conclusion that expertise in teaching was most
influenced by the teachers’ cognitive schemata or knowledge structures. Similar factors were also
evident in Berliner's (1988) research, in which he suggested five phases for recognizing the
various levels of expert teaching, which he labelled as novices, advanced beginners, competent
teachers, proficient teachers, and expert teachers. Initially, novice teachers based their teaching
on theoretical principles until they became advanced beginners and were able to construct
teaching strategies based on both theory and personal experiences. In the third stage, teachers
improved the timing of their feedback to students, but their methods of classroom procedures
were not yet automated. In the two higher stages, teaching approaches progressed from a
cognitive to an automated state, and then finally to a higher conceptual level of interpretation.
Berliner found that most teachers became “proficient,” but few became innovative and could be
characterized as an expert.

Expertise in teaching received further attention from researchers who attempted to identify
variables that were most associated with effective teaching. Carter, Cushing, Sabers, Stein and
Berliner (1988) studied expert, novice and “postulant™ teachers in order to discern differences
among them in perceiving and processing visual classroom information. The junior and high
school teachers were identified by school superintendents, principals, and members of the research
team. The final group of eight “expert” teachers all had over five years of teaching experience in
 awide variety of subjects and grade levels. The six novice teachers were first-year science or
math teachers, and the six postulants were individuals who had no formal pedagogical training,
but who expressed an interest in teaching when they were recruited for this study.

All subjects in this study viewed a series of slides taken from actual science classes, and
then discussed their perceptions about and reactions to the visual stimuli. Subjects were required
to respond to structured intérview questions both verbally and in writing. The experts were better
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at noticing meaningful pieces of visual information and at transforming this knowledge into more
effective teaching procedures. This conclusion has implications for the behaviour of all coaches.
Due to the constant change of their environments, coaches must be able to monitor many events
at the same time. More precisely, an expert coach of team sports has to simultaneously watch a
large number of individuals compete or train, find the mistakes, and then relay them to the team in
the most simple and effective manner.

Sabers, Cushing and Berliner (1991) also examined the differences among three groups of
teachers in order to uncover their perceptions and ability to monitor and understand classroom
events. The data were gathered by videotaping one junior high science class for an entire week.
Portions of the videotape were then edited so that different stimuli were provided to the
participants. The data were analyzed using descriptive and inferential statistics along with
qualitative analysis techniques. The results were in agreement with previous studies on expert-
novice differences such that cxpert teachers were able to monitor, understand, and interpret
classroom events at a more advanced level than their inexperienced counterparts. Furthermore, it
was found that successful teaching involved more than content knowledge, it required years of
experience so that teachers were able to focus on areas where their students were liable to have
the most problems. Similarly, through experience, teachers were able to discern when their
students were not understanding what was being taught, and thus were able to improvise and

adjust their lessons accordingly.

Developmental Perspectives of Coaches
Although studies in the sporting context certainly lack in quantity compared to research

carried out in classroom settings, there is some recent empirical work on the development of
expert coaches that added to the undersiandmg of sport expertise. Salmela, Draper and
Desjardins ( 1994) sought to uncover the structure and evoluticn of expert coaches’ careers. A
preliminary model outlining the development of expert ice hockey and field hockey coaches was
postulated. This model included six transitional phases of coaching development, which were

- labelled as: 1) diffused to focused involvement in sports, 2) initial coaching roles, 3) passive to
active transfer of coaching knowledge, 4) established coaching roles, 5) generalist to specialist in
coaching, and finally, 6) eminent coaching awareness. At the beginning, coaches were interested
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in many sports, and subsequently coached a number of them to acquire basic coaching knowledge.
As the coaches developed, they began to actively seek out sources of coaching knowledge from
mentors or coaching clinics. As the coaches progressed further they continued to learn from their
mentors until they were ready to proceed in their own direction. Being labelled as “eminent”
meant the coaches made innovative advances in training or teaching, had a successful wmmng
percentage, and also helped other expert coaches develop. In sum, this research helped to identify
some of the developmental paths of expert ice hockey and field hockey coaches, an area which
had previously been overlooked. However, the wark of Salmela et al. focused on the knowledge
acquired by these coaches rather than identifying stages of their career development.

Consequently, Schinke, Bloom and Salmela (1995) identified career steps in the
development of coaching expertise. Six top Canadian basketball coaches were interviewed about
their career evolution, beginning with their athletic interests, and moving to their career path that
took them from apprentice, to developing, to expert levels of coaching. Results of this study
suggested that coaches progressed through seven stages, which were labelled as: 1) early sport
participation, 2) elite sport, 3) international elite sport, 4) novice coaching, 5) developmental
coaching, 6) national elite coaching, and 7) international elite coaching.

The first three stages pertained to the coaches’ athletic careers, beginning with their
initiation to and early involvement in the sporting domain. The final four stages centered on the
evolution of their coaching careers. In the novice coaching stage, the coaches acquired their first
career appointments, either at community centers or public schools, or as playéi'-coaches. In the
fifth stage, the coaches often obtained their first paid positions working with aspiring pre-elite
competitors. The sixth and seventh stages represented two elite coaching stages. In the national
elite stage, coaches had their first opportunity to work with university or provincial teams. The
differences between coaches at the top two levels were minimal and were not indicative of
differential coaching knowledge. Coaches at the international level adjusted their priorities so that
performance results were placed above all other concerns. This change in orientation was partly
attributed to the fact that coaches were accountable to more people, including national sport
governing bodies, the media, and the public. In conclusion, the research of Schinke, Bloom and
Salmela (1995) presented the first study that examined career coaching appointments. A coach

was not considered an expert unless he or she was coaching at the national or international level.
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Characteristics of Expert Coaches

Although research in the previous two subsections focused on the roles and developmental
differences between expert-novice coaches and teachers, a great deal of information can be
derived from other studies in which characteristics or qualities of sport are examined. Studies
depicting this knowledge will be discussed in the following section.

In a number of retrospective profiles of successful coaches, valuable information on
different areas of coaching, such as strategies, coaching philosophies, or future recommendations
have been provided (Kimiecik & Gould, 1987, Mechikoff & Kozar, 1983; Riley, 1993; Walton,
1992; Wooden, 1988; Wrisberg, 1990). For example, Kimiecik and Gould (1987) interviewed
James “Doc” Counsilman, the dean of American: swim coaches, who has coached 6 NCAA team
championships and 23 Big Ten championships. This individual was head coach of the men’s U.S.
Olympic swimming team on several occasions, his swimmers held world records in every
swimming event, and his scientific advancements in swimming have helped to revolutionize the
sport. Some of Counsilman’s recommendations included: sport psychologists should consider
coaches’ opinions regarding mental training issues, the need for formal, written goal-setting issues
are not always required, and future studies that employ nonexperimental techniques with rich
descriptive data as personal experience are a “viable and valid form of sport psychology
knowledge” (p. 355).

In a similar study, Wrisberg (1990) interviewed Pat Head Summit, who at the young age
of 38 had already coached three NCAA championship teams and a gold medal winning American
Olympic basketball team. The interview focused on coaching style, such as how to prepare
athletes for a game, how to conduct practices, and how to interact with players. This work was
helpful because it offered coaches, athletes, players, sport administrators, and sport psychology
consultants insights on the knowledge of an elite coach in such crucial areas as player
development, leadership styles, goal-setting tasks, and the relationship between sport psychology
consultants and coaches and players. In sum, both the research of Kimiecik and Gould (1987),
and Wrisberg have provided gmportant information on how coaches think and apply their
knowledge in certain situations.

Important information was also presented in two books, in which a number of highly
successful coaches from both team and individual sports were profiled (Mechikoff & Kozar, 1983;
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Walton, 1992). Some of the individuals studied included football coaches Bear Bryant, Vince
Lombardi and Lou Holtz, basketball coaches John Wooden and Abe Lemmons, and track and
field coaches Brutus Hamilton and Payton Jordan. Valuable information emerged on how
coaches felt about many different areas of their profession including athlete selection, athlete
discipline, and their pre- and post-competition procedures. Like other coaches who preceded
them, these coaches espoused the importance of experiential knowledge and learning from
mentors. However, the scope of the methods used to collect the data was suspect, as they were
not consistent with all coaches.

In a series of studies, Gould and colleagues (Gould, Giannini, Krane, & Hodge, 1990;
Gould, Hodge, Peterson, & Giannini, 1989; Gould, Hodge, Peterson, & Petlichkoff, 1987)
identified the needs of elite coaches, in areas such as coach education, coach development, and
the use of psychological strategies. One disturbing finding to academics was that expert coaches
felt the two most important knowledge sources that helped them develop their coaching styles
were “coaching experience” and “‘other successful coaches.” Coaching textbooks and seminars
were the least important sources (Gould et al., 1990). Similarly, it was also concluded that only
46% of the coaches believed “there exists a well defined set of concepts and principles for
coaches to use” (Gould et al., 1990, p. 337). In a previous study, college coaches recommended
that research “should be supplemented in future investigations by actual observations of coaches
in practices and competitions and by in-depth interviews that allow for the acquisition and
interpretation of rich qualitative data” (Gould et al., 1987, p. 307).

In conclusion, the research discussed in this section of the chapter has provided
information on the characteristics and different types of knowledge possessed by elite coaches.
The results from these books and empirical articles were helpful because the data was gathered
from expert coaches, and in many cases, an approach was used where the experts were free to

express their own opinions in their own words.

The Coach Expert Teach

It was implied in the previous section that expert coaches who relay information in an
effective manner have often been perceived as “expert pedagogues.” The word pedagogue has
led to the creation of an area of research called sport pedagogy. Siedentop (1987) noted that
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sport pedagogy is a practice involving the scientific study of teaching and coaching, preparation of
teachers and coaches, and content of what is taught by teachers and coaches. Bearing this
definition in mind, it is surprising that only a few researchers have examined the similarities
between the tasks of teachers and coaches (Berliner, 1986; Bloom, 1982, 1985; Carter, 1990:;
Graber, 1995; Joyce & Showers, 1982; Tharp & Gallimore, 1976). This can perhaps be attributed
to the current state of pedagogy. where the community of researchers are often separated by
many factors, most notably distances, languages, and cultures (Siedentop, 1987). Nonetheless,
the research having been carried out, particularly in the sports domain, has uncovered similarities
between coaches and teachers.

Quite possibly the greatest coach/teacher of all-time was UCLA’s John Wooden, a man
who coached his team to an unprecedented 10 basketball championships in a 12 year period in the
1960’s and early 1970’s. This success inspired researchers Tharp and Gallimore (1976) to
conduct a study: “It was our good fortune to study the last and finest of John Wooden's seasons
(1974-75) at the University of California at Los Angeles, and to preserve a record of the methods
of the most successful coach-teacher in the history of college athletics” (p. 75). Their research
was noteworthy because it involved the use of a behaviour observation method for the collection
of data, a procedure that had never been used with expert coaches. The observation-category
system utilized to assess Wooden’s coaching methods was derived from Tharp and Gallimore’s
clinical research, and initially included reinforcement, punishment, instruction, and modeling. The
authors pilot tested their categories by observing Wooden over eight practices, adding
scold/reinstruction and a verbal cue for the players called “hustle,” bringing the final category
total to six. ;

Tharp and Gallimore (1976) collected their data by sitting in the front row of bleachers at
Wooden’s practices, allowing them to see everything and hear at least 90% of his verbal
exchanges. They observed Wooden for 15 sessions, and their results provided interesting
implications for understanding the coach as a teacher, rather than as someone who predominantly
ran drills and mapped out key offensive or defensive strategies. Tharp and Gallimoreinoted that
while some successful college coaches “see their roles mostly as group facilitators or emotional
managers, or even administrators, Wooden’s system of basketball requires teaching and learning,
everything from complex se{-oﬁ’ense options to how to pull your socks on right” (p. 75). They
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also found that at least 75% of Wooden's teaching acts encompassed pedagogical information
Perhaps, Wooden's eminence can be captured in the following quote:

Wooden taught basketball according to the simplest pedagogical principles. He used

what he calls the whole-part method. Show the whole and then break it down, “just

like parsing a sentence,” he says, “or solving a math problem.” He followed his four

laws of learning: explanation, demonstration, correction and repetition. For 16 years

there was talk of a new gym, and when UCLA finally opened Pauly Pavilion in 1965,

Wooden made sure he didn’t get just an arena, but a classroom with bleachers that roll

back™ (Wolff, 1989, p. 100).

The use of Wooden as an example of “the expert pedagogue” is helpful for all coaches,
especially those working at a university, providing them with valuable knowledge and
philosophies of coaching. Other studies have focused on the pedagogical knowledge and program
experiences of both expert and novice teachers. Pedagogical knowledge has been defined as the
prnciples and strategies that are needed to maintain a classroom, the knowledge that transcends a
teacher’s understanding and actions in their classroom, as well as the activities to meat these
obligations (Shulman, 1987).

Graber (1995) noted that researchers in physical education are just beginning to conduct
studies that focus on identifying general pedagogical knowledge. According to Graber: “A
number of these studies have focused on knowledge structures of teachers and have relied on
asl&ng subjects to complete a concept map in which relationships between and among ideas are
analyzed. It is assumed that maps generated by experts would be more complex, better organized
and include larger aggregations of meaningful information units” ( p. 158).

Rink, French, Lee, Solmon and Lynn (1994) studied how teachers organized and
structured their knowledge. They compared the pedagogical knowledge structures of two MS
of undergraduate students enrolled in teacher education programs in physical education who were
at different points in their preparation programs. The teachers were asked to develop a concept
map to measure their understanding of effective teaching, a common procedure in educational
research. According to Rink and colleagues, “concept maps require subjects to select and
categorize a list of starter words on a larger concept, such as effective teaching, and to draw a
graphic representation of concepts to show how they are conceptuaily related...they allow one to
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assess what concepts are most meaningful to the subject and provide information about the way
concepts are organized and conceptually framed™ (p. 141),

Rink and associates (1994) attempted to expand the findings of earlier research in physicai
education in which the knowledge structures of inexperienced physical education teachers were
less complete and coherent compared to those with more experience (e.g., Ennis, Mueller, & Zhu,
1991, Griffey, Hacker. & Housner, 1988). Employing both qualitative and quantitative data
analysis techniques, Rink and colleagues measured teachers’ knowledge structures after their first
teaching methods course and then again after the completion of the course. The three quantitative
measures included number of words, number of concepts, and average number of words per
concept. The findings were consistent with previous research in this field. Qualitative methods
were used to identify the major concepis utilized by these teachers and also to recognize those
subjects who had a less than complete understanding of the knowledge required in the field of
education. The concepts identified by most of the physical educators included planning,
objectives, curriculum/long-term goals, content development, task presentation, teaching
strategies, time management, behaviour, organization, monitoring, content, feedback, evaluation,
and interactive teaching. In sum, aside from identifying the knowledge structures of physical
education teachers, this study was important because it provided young teachers and coaches with
an evaluation tool to help them target areas for improvement.

Along the same line, Graber (1995) stressed the need for more qualitative research studies
in this area. More specifically, Graber was interested in the teachers” perceptions and individual
responses and perspectives, rather than information that described participants as an aggregate
whole or “typical teacher.” This researcher wasa’t interested in how much knowledge teachers
possessed, rather the type of knowledge they used and how they used it.

Graber (1995) interviewed 20 physical education student teachers from two universities to
determine differences among the general pedagogical knowledge of young teachers and their
perceived ability to make use of it in lessons. This research focused on investigating classroom
management, discipline, motivation of students, communication, and feedback. The interviews
were “in-depth” and “intensive,” and a questionnaire was used to guide and structure the
interviews. Probe questions were employed to expand the individuals’ responses, and participants
were given the opportunity to add ary additional information they felt was important. As a final
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precaution, teacher educators and cooperating teachers were also interviewed to determine their
assessments of the student teachers.

The results of this research extended beyond the pedagogical knowledge previously
hypothesized by Graber. This research “allowed for individual differeaces to emerge and
individual voices to be heard™ (Grat »r, 1995, p. 175). In fact, Graber and Rink et al. (1994) both
noted that ideal research in this domain would combine intensive interviewing with behaviour
observation methods. In the meantime, qualitative methods appears to provide the rich data that
is necessary to understand the pedagogical knowledge structures of expert teachers.

Primary Coaching Demands and Responsibilities

Developmental perspectives as well as pedagogical knowledge of expert teachers and
coaches have been outlined. Differences between experienced and less experienced teachers have
also been discussed. Attention will now be focused on coaching demands and responsibilities.
Until recently, there was no theoretical framework or common knowledge base “for explaining
which factors are most important in the coaching process and which relationships among these
factors are most significant™ (C6té, Salmela, Trudel, Baria, & Russell, 1995, 0. 1). Cété, Salmela,
Trudel et al. addressed this issue by providing a model representing coaches’ knowledge. This
section will begin with an explanation of the coaching model (CM), followed by its three primary

components - competition, training, and organization.
The Coaching Model

Coté, Salmela, Trudel, Baria and Russell (1995) interviewed 17 expert Canadian high-
performance gymnastics coaches using open-ended questions designed to explore the structure of
coaching knowledge. The selection of these expert coaches was based on multiple criteria. All
coaches had accumulated a minimum of 10 years of coaching experience, produced at least one
international and two national level athletes, and were identified by national coaching associations. »
An inductive analysis of the data resulted in a coaching model consisting of three central
components of competition, organization, and training, as well as three peripheral components,
including coach’s characteristics, gymnast’s personal characteristics and level of development, and
contextual factors (see Appendix A).
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Other studies which have focused on separate components of the coaching domain,
including leadership (Chelladurai & Carron, 1983), team cohesion (Westre & Weiss, 1991), and
the coach-athlete relationship (Smith, Smoll, & Curtis, 1978) could be integrated into the CM.
Coté, Saimela, Trudel, et al. (1995) commented that most studies in the past focused “on only one
component, such as the context or the athlete’s personal characteristics. . thus. any,
incongruences between the results of these studies could be more easily explained by examining
the interaction between the components of the CM™ (p. 13). In sum, these authors stated that
work in this domain has only just begun to receive its due recognition. Ths section will now focus
on areas of competition, training. and organization.

Competition

There have been many non-empirical sources of information alluding to the different
procedures coaches face in competition. For example, Orlick (1986b) provided coaches with
some guidelines to help both themselves and their athletes psychologically prepare for
competition. The importance of communication was emphasized, particularly when changing a
game plan or dealing with a loss. Cox (1994) also alluded to certain tactics coaches could use
before a game, such as the team pep talk. Finally, Martens (1987a) offered some suggestions to
help coaches prepare their athletes for competition, but little addressed what coaches could do to
get themselves ready.

Martens (1987a) also forwarded suggestions for coaches to follow after a competition.
He recommended different procedures depending on the outcome and effort of the athietes. For
example, when athletes won and played well, he suggested that coaches emphasize effort and
performance rather than outcome. Second, when athletes won but played poorly, coaches should
emphasize areas that need improvement and acknowledge those who played well and gave a solid
effort. Furthermore, the coaches should give themselves sufficient time to evaluate the game and
wait until the following practice before offering any detsiled feedback to their athletes.

- Martens’ (1987a) recommendations for coaches’ post-competition debriefings were
somewhat different when athletes lost. For example, when a loss occurred but the athletes played
well, Martens encouraged coaches to stress skill improvement, while also expressing satisfaction
with their athletes’ effort and performance. When athletes lost ard played poorly, coaches were
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advised to focus on the improvement of iheir players’ physical and psychological skills. Their
discontent should be directed towards inferior eSort and performance, and not towards the loss.
4, recent study by Céteé, Salmela and Russell (1995a) provided empirica. evidence of the
procedures followed by coaches at the competition site, on the competition floor, and during the
competition itself. However, information relating to the coaches’ perceptions of the pre-, during,
and post-competition procedures was limited due to the nature of the sport of gymnastics. In an
earlier study, in which a behavioural observation approach was implemented, Salmela, Petiot,
Hallé and Régnier (1981) found that gymnastics coaches’ interactions with athletes were minimal
during competitions. Nonetheless, more empirical research is needed in the area of competition.

Traii

It has already been implied that C5té, Salmela and Russell’s (1995a) research is beneficial
to coaches, athletes, and sport psychology consultants. These authors found that gymnastics
coaches dealt with the following areas in training: intervention style, technical skills, mental skills,
and simulation, which had not been empirically examined thus far.

With respect to intervention style, the authors were referring to the type and frequency of
feedback given by coaches to their athletes. In Rothstein’s ( 1979) research, feedback was
identified as the most important variable for coaches when dealing with athletes. In his book on
expert coaching, Wooden (1980) stressed the importance of feedback during training. Wooden
strongly believed that detailing performance corrections was a key ingredient to successful
coaching. Although feedback is oft >n thought of as an important aspect of training, other coaches
and sport psychology consultants have stressed the significance of teaching technical and mental

 skills (Orlick, 1990; Ravizza & Hanson, 1995; Riley, 1993; Wrisberg, 1990). Despite the

appamm&neﬁt of applying these skills in training, little or no research has examined the
effectiveness of implementing these skills into coaches” training regimens. A final sub-category of
training cited in C5té, Salmela and Russell’s (1995s) research pertained to simulating the mental
and technical demands of corpetition. Theposmveeﬁ'ectsot’cazwmgoutthxstaskcanbeseenm
much of the applxed sport psychology literature (Nideffer, 1985 Orlick, 1990' Ravizza & Hanson,

1995; Rushall, 1992; Wemberg, 1988)



Literature Review 28

In conclusion, training is an important part of the coaching profession. The lack of
systematized. empirical research indicates that research of this nature needs to be carried out to
better understand the profession of coaching.

Organization

Coté, Salmela, Trudel, Baria and Russell (1995) identified organization, along with
competiticn and training, as a central component of a coach’s knowledge structure. Organization
referred to planning training regimens, working with assistants and parents, and helping athletes
with personal concerns, including monitoring their weight and esthetics. One of these sub-
components to receive substantial empirical support has been planning, but mainly in the
classroom domain.

Planning

Placex (1984) revealed how physical education teachers created lesson plans. Using a
multi-case approach, four teachers were examined over a two-week period by observing their
actions, interviewing them, and reading excerpts from documents and records. An important
finding was that teachers were more concerned with providing activities that enhanced the
participation of their students, rather than following guidelines suggested in theoretical textbooks.
Although Placek did not find this lack of conceptualized plaiming produced disorganized classes,
it was concluded that: “These four teachers were more concerned with the concrete, immediate
act of teaching rather than the ultimate, but admittedly more difficult, goal of student learning” (p.
48).

Barrett, Sebren and Sheehan (1991) also analyzed the planning activities of physical
education teachers. Their study was longitudinal and incorporated video techniques to assist the
observation and analysis of the teachers/coaches’ behaviours. Barrett et al. analyzed the teachers’
practice plans when they were in teacher’s college, and then again during their first and second
year in the school setting. They found that as teachers gained experience, they were less likely to
rigidly adhere to their practice plans. This does not imply these teachers spent less time planning
their lessons. Rather, with experience they were able to adapt the subject matter to meet the
immediate needs of athletes/students.
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Although empirical research is lacking in this area, there is also a dearth of noa-empirical
literature on planning as it relates :o the coaching process (Jeffrey, 1988; Martens, 1990; Melien,
1988, Riley, 1993 Walton, 1992, Wooden, 1980). Martens’ (1990) textbook on coaching
devoted two chapters to the planning skills of coaches. Coaches were encouraged to invest time
in planning their activities, and three steps were listed for effectively developing a seasonal plan.
First, coaches should establish their instructional goals. Second, they should select the subject
matter needed to achieve each goal. Finally, they should organize the subject matter for
instruction. After the coaches mapped out their plan for the season, two final steps were
recommended. First, coaches should evaluate their athletes’ initial level of skill and knowledge.
Followinyg this, they should orient their drills toward areas that need improvement. Martens
summarized the basic elements of a practice plan to include the following information: date,
practice objective, equipment needed, practice activities, warm-up, practice of previously taught
skills, teaching and practice of new skills, practice under competitive conditions, cool-down,
coach’s comments and evaluation of the practice.

Goal-setting For coaches, planning involves more than structuring and organizing their
own tasks. It also includes helping athletes stay physically and mentally ready for thérr season.
This can be done by setting proper goals. Many applied researchers believe that competent goal-
setting techniques can be a valuable performance enhancement tool for athletes and coaches
(Burton, 1993; Dorfman & Kuehl, 1995; Duda, 1993; Locke & Latham, 1990; Orlick, 1986a,
1986b, 1990). Setting propér goals helps coaches determine what is most @mp&rtant for their
team and how these tasks will be achieved. Burton (1993) and Martens (1990) found that
effective ways for coaches to motivate athletes included helping them meet goals.

Burtor; (1993) noted that the small amount of empirical studies on goal-s:tting may
suggest that problems exist in this area. He cited the unconvincing results associated with the
“goal difficulty theory” as a main contributor to these problems. Locke and Latham (1990) found
that as performers set more difficult goals, their performance improved, however, this has rarely
been the case in sports settings. Weinberg and associates (Hall, Weinberg, & Jackson, 1987;

- Weinberg, Bruya, Jackson, & Garland, 1986) provided examples of the mm:j§gblem found in

sport-related studies on goal-setting. Briefly, both studies found little or noAéi—/idence (i.e., goal
difficulty effects) that subjects who were assigned to specific-goal conditions had better results -
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than individuals who were not. A study by Burton, Williams-Rice, Phillips and Daw (1989)
offered further evidence to support this claim. Subjects were divided into three separate groups,
with different levels of goal-setting for a fourteen-week busketball task. Although some trends
for improvement appeared. the overall results of this study failed to offer sport-related support for
the goal-difficulty theory.

Burton (1993) suggested four factors to explain why goal-setting was not successfui in a
sports context: 1) the small sample sizes of most studies, 2) athletes may have been close to their
performance levels prior to research, 3) tasks were so complex the participants needed more time
to perform the skill more effectively, and 4) individual differences, such as self-efficacy, may have
influenced effective goal-setting. It is clear that more research on goal-setting in a sport context
is needed.

Peripheral Coaching Demands and Responsibilities

In the previous section, research pertaining to the primary components of the CM was
discussed. While research explicitly examining the peripheral components of the CM is sparse,
four related dimensions including communication, team cohesion, mentoring, and leadership have
been examined. Coté, Salmela, Trudel et al. (1995) suggested that a more comprehensive
understanding of the knowledge and tasks that coaches regularly encounter in their environment
would emerge by interpreting the results of other studies in light of the CM. Although this
section of the chapter will not explicitly examine research pertaining to the coach’s personal
characteristics, the athlete’s personal characteristics or the contextual factors, some findings will
be discussed.

: . .

Some people argue that communication is the most important factor in coaching. Bearing
this in mind, one would expect a multitude of empirical studies on this topic. However, Hanrahan
and Gallois (1993) found that communication in the sporting context has received almost no
empirical support, instead bofrowing from research in other domains on the dynamics of verbal
and nonverbal communication.

Martens’ (1990) textbook on coaching prdvided the most detailed examples of
communication in a sports context. Martens listed a number of steps for coaches to follow when



Literature Review 31

communicating with athletes. He also discussed the reasons for ineffective communication
between coaches and athletes, and ways for coaches to evaluate their communication skills.
According to Martens, communicating with a positive approach was most important in activities
both inside and outside of sport. Although this book provided excellent guidelines for coaches,
the research was not empirical.

Empirical research on communication has generaily been studied in combination with
other variables. Smith, Smoll and Hunt (1977) examined youth sport coaches using an
assessment tool that measured the quantity and form of communication. They looked at the
amount of coach’s positive reinforcement, non reinforcement, punishment, ability to ignore
mistakes, and general technical instruction. Coaches were able to assess their approaches to
communication and make any necessary changes.

Gould, Hodge, Peterson and Giannini (1989) also conducted research on the relationship
between coaching strategy and the enhancement of self-efficacy or self-confidence in athletes,
which had implications for coaches’ communication styles. One hundred and one successfil
intercollegiate wrestling coaches were surveyed to determine the most effective coaching
techniques or strategies. The results revealed that acting confident, encouragement, and physical
conditioning and instruction drills were used most frequently by coaches. Gould and associates
found that team sport coaches favoured instruction and drilling more than individual sport
coaches. Differences therefore existed between the communication styles of team and individual
Sport coaches.

Other researchers such as Lacy and colleagues (Lacy & Darst, 1985; Lacy & Goldston,
1990) examined the behaviours of successful coaches during practice sessions. They used the
Arizona State University Observation Instrument (ASUOI), a systematic observation procedure to
collect the data. In the first of these two studies, Lacy and Darst analyzed the teaching/coaching
behaviours of ten winning high school head football coaches. The results of their research
indicated that technical instruction occurred three times more frequently than any other form of
communication, including praise. In the second study, Lacy and Goldston examined ten high
school basketball coaches. Similar results were found, aimost half of the interactions between
coaches and athletes during practices appeared to be instructional. In sum, both of these studies

indicated a relationship between positive verbal feedback and coaching success.
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Cohesion

Like communication, cohesion is a key element of coaching in training and competition,
and is affected by many variables, such as the characteristics of the coach or athlete. Many people
believe the success or failure of any group is most affected by its cohesiveness or unity. Simpiy;,
the greater the morale or cohesiveness of the group, the happier and productive they will be.
Indeed, research on cohesion has been carried out in many non-sport related areas such as the
military (Manning & Fullerton, 1988; Tziner & Vardi, 1983), psychotherapy groups (Roark &
Sharah, 1989), classrooms (Shaw & Shaw, 1962), and exercise settings (Carron, Widmeyer, &
Brawley, 1988). In sport settings, cohesion “is one of the most frequently examined small-group
variables” (Williams & Widmeyer, 1991, p. 364). Westre and Weiss (1991) noted that an
important task for coaches of team sports is to foster a cohesive unit. Cohesion has also been
studied by Widmeyer, Brawley and Carron (1985, p.1) who found that: “Coaches actively
promote group closeness through such practices as establishing athletic dormitories, having
players wear clothing that identifies them as members of the team, facilitating teams’ social
activities, and involving players in team goal setting.” In sum, many studies have implicitly stated
the importance of the coach’s influence on team cohesion (Carron & Ball, 1976; Martens &
Peterson, 1971; Slater & Sewell, 1994; Widmeyer, Brawley, & Carron, 1990; Widmeyer &
Martens, 1978), but only few explicitly examined this aspect in great depth.

Fostering Team Cohesion

Using Carron’s (1982) conceptual system of cohesion as a starting point, Westre and
Weiss (1991) examined the coaches’ role in fostering team cohesion. They identified four
antecedent categories of ;ohesion, which included environmental factors, personal factors,
leadership factors, and team factors. One hundred and sixty three male high school football
players completed the Group Environment Quéstionnaire (GEQ) (Widmeyer, Brawley, & Carron,
1985), an instrument having received much recognition and generally thought of as “the most
psychometrically, sound measure of team cohesion available” (Hanrahan & Gallois, 1993, p. 639).

Westre and Weiss (1991) found that teams with high levels of cohesion had coaches who
were perceived by their players as exhibiting higher frequencies of instruction, positive feedback,
social support, and a democratic style of leadership. Furthermore, they found that cohesion and
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leadership perceptions were highest with players and teams who thought they were more
successful and by players who were in the starting lineup. Practical implications pertaining to
effective teaching methods for creating a cohesive team were then provided for coaches. These
included involving athletes in decision-making, reinforcing performance with positive feedback,
and demonstrating care and concern for team members.

Westre and Weiss’ research (1991) typified most of the work in this area because it
examined antecedents of cohesion in team sports. Widmeyer and Williams (1991), however,
determined which factors enhanced cohesion among members of “coacting” sports. that is, sports
such as bowling and golf where “performance outcome is simply the sum of individual
performance outcomes”™ (p. 549). Based on Carron’s ( 1982) model, the authors hypothesized a
number of relationships pertaining to cohesion, such as team size, similarity of members, and the
coach’s efforts to foster cohesion. Subjects were 85 elite female golfers who were members of 18
traveling squads, with most teams having between five 10 nine members. The athletes were
required to fill out the Group Environment Questionnaire using a nine-point likert scale.

Correlation analyses revealed that member satisfaction was the best predictor of all four
aspects of cohesion. Widmeyer and Williams (1991) implied that the coach or leader had a
significant impact on the task cohesion of the team. When coaches stressed this measure, the
individuals were generally more attracted to group tasks. In sum, the cohesion of a coacting team
was more highly related to individual factors such as member satisfaction than with other factors,
such as the environment or coach. The authors suggested employing a large group of subjects
when using a questionnaire to collect data.

In conclusion, few studies have explicitly examined the coaches’ viewpoints of this area.

Given the history of cohesion in sport, it should be given more attention in the future.

Mentoring

In the previous sections, it was demonstrated how communication and cohesion are
important components of coaching that may be greatly influenced by the characteristics of the
coach/teacher, the athlete/student, and the context. In this section, mentoring, which may also be

affected by the same characteristics, will be discussed.
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It has become apparent that expert teaching and coaching involves more than instructing
individuals how to solve problems or how to shoot free throws in the quickest manner. There is a
personal dimension that enables teachers and coaches to g0 beyond the academic and sport
settings to help students and athletes achieve goals. This process is referred to as “mentoring,”
and it has been examined both implicitly and explicitly in the educational and sport science
domains (e.g., Abell, Dillon, Hopkins, Mclnerney, & O’Brien, 1995; Bloom, 1985: Gould,
Giannini, Krane, & Hodge. 1990, Heinrich, 1995, McNamara, 1995; Perna, Zaichowsky, &
Bockneck, 1$96; Perreault, 1990; Walton, 1992). Although few researchers have attempted to
define the term mentoring, there are a number of similarities in the way academics have alluded to
it. A consensus definition might be that mentoring occurs when there is a trusting relationship
between the teacher/coach and their student/athlete, when there is an interest on the part of the
teacher/coach in the personal development of the student/athlete, when the teacher/coach
purposefully allocates his/her time to the needs of the student/athlete, and