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Disclaimer


Please note that the authors and the publisher of this book do not accept any responsibility whatsoever for any error or omission, nor any loss, injury, damage, adverse outcome or liability suffered as a result of the use of the information contained in this book, or reliance upon it. Since some of the training exercises can be dangerous and could involve physical activities that are too strenuous for some individuals to engage in safely, it is essential that a doctor be consulted before training is undertaken.
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PART 1: PEDAGOGICAL ISSUES


IN SPORTS COACHING


1


Effective Coaching


Behaviour


by Anita Navin


The coach is significant in determining the success and overall impact of an athlete’s experiences in sport (Williams et al., 2003), yet the definition of effectiveness remains inconsistent amongst sport practitioners and organizations. The majority of sport coaches will measure their effectiveness in terms of the ‘value added’ to the performance of a team or an individual, and all coaches will try to encompass behaviours that promote success and personal development. Coaching is often referred to as a complex activity, and in order to be successful a coach must possess both the coaching process knowledge and sport-specific knowledge (Abraham and Collins, 1998). Effective coaching behaviour is often associated with positive outcomes for the performer – for example enjoyment, self-esteem and perceived ability. Bowes and Jones (2006) refer to coaching as ‘comprising endless dilemmas and decision making, requiring constant planning, observation, evaluation and reaction’ (p. 235), and this ability to identify, analyse and control variables that affect athlete performance is central to effective coaching (Cross and Ellice, 1997).


Early research into coach effectiveness suggested that the successful coach provided more feedback in practice; also indicated is the notion that this successful coach used more training and instruction behaviours than the less successful coach (Markland and Martinek, 1988). Research by Tharp and Gallimore (1976) involved the observation of John Wooden the legendary basketball coach from the University of California (UCLA), and used a category-coding system to identify the use and frequency of behaviours. Wooden had a proven ability to consistently produce winning teams, and it was his ability to communicate information, pass on knowledge, detect and correct errors in performance and reinforce behaviours, and his capability to motivate individuals, that received considerable attention when defining effectiveness. Observations of Wooden over fifteen practice sessions revealed that over 50 per cent of behaviours were categorized under verbal instruction, with other notable behaviours being hustles (12.7 per cent), praise (6.9 per cent) and scolds (6.6 per cent). Based on this early research, coach effectiveness was believed to encompass:
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Figure 1.1   A coach engaging in the feedback process. (Courtesy of David Griffiths)







	Constructive feedback


	Prompts and praise


	Detection of errors and corrective measures employed


	High proportion of questions


	Numerous explanations and clarifying of a task and technique


	Vast proportions of a session engaged in instruction


	Management of the learning climate (Becker and Wrisberg, 2008).





Smoll and Smith (1989) proposed a model of leadership behaviours in sport, which has been applied to the study of sport coaches and their effectiveness. Figure 1.2 outlines the model, which assumes the following:




	The coach behaves in a certain way


	The performer perceives and recalls the coach behaviours


	Based on this perception and recall, the performer has an evaluative reaction to the coach behaviours (see the solid arrow lines on the diagram)


	Situational factors along with the individual differences of the coach and performer determine the coach’s actual behaviour (see the broken arrow lines on the diagram) and the performer’s perception, recall and evaluation of the behaviour


	The effectiveness of the coach is therefore determined and dependent upon the dynamic interactions of all variables presented.





This model of leadership behaviour has been tested using the Coach Behaviour Assessment System (CBAS: Smith, Smoll and Hunt, 1977), which involves the observation of coach behaviour in competition and training. The observations were made using categories noted under either ‘Reactive Behaviours’ or ‘Spontaneous Behaviours’ (see box/panel on p. 16).
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Figure 1.2   Model of leadership behaviours in sport. (Small & Smith, 1989)





While research studies using the CBAS have indicated that the use of instruction varies between coaches, it still appears as the highest scoring category. Lacy and Darst (1989) carried out some early research into coaching effectiveness and noted that skill-related instruction occurred three times more than any other behaviour. Claxton (1988) further confirmed this finding when reviewing the behaviours of tennis coaches. Age has been noted as a significant variable, and when a coach is delivering a session to young performers, Claxton (1988) noted a greater praise-to-scold ratio.


Gallimore and Tharp (2004) have since revisited some of the earlier research cited above, and while using the CBAS in the famous study of coach Wooden, other informal notes recorded during that study have since been made available. Other emerging behaviours of the coach identify the organization of practices and time on task to be important features of an effective session. Performers were often moving fluently between one practice to another, and transition time was kept to a minimum, ultimately maintaining the intensity of training within a session.






Categories of Coaching Behaviours


Class 1: Reactive Behaviours


Responses to Desirable Performances


Reactive Behaviours




	Reinforcement (a positive verbal or non-verbal reaction to good effort or performance)


	Non-reinforcement (no response to good effort or performance)





Responses to Mistakes


Mistake-contingent encouragement (encouragement given to the performer after a mistake)




	Mistake-contingent technical instruction (instruction or demonstration on how to correct a mistake)


	Punishment (a negative reaction, verbal or non-verbal, following a mistake)


	Punitive technical instruction (technical instruction that follows a mistake given in a hostile manner)


	Ignoring mistakes (no comments or action taken by the coach)





Responses to Misbehaviour




	Maintaining control (reactions to maintain order among the team or group)





Class 2: Spontaneous Behaviours


Game-related




	General technical instruction (spontaneous, and not given following a mistake)


	General encouragement (spontaneous, and not given following a mistake)


	Organization (assigning duties, organizing space and groups)





Game Irrelevant




	General communication (interactions not related to the game) (Weinberg and Gould, 2007, p. 214)








The research study also noted the coach consistently modifying practice to ensure that skill execution became more automatic and fluent. Wooden did not believe that drill-like practices were the end, but promoted the notion that drilled practices opened up the opportunity for a performer to apply individual creativity and apply their own initiative. Emerging out of the early studies on coach Wooden was a perception that planning and detailed reflection of individual coach, performer and team performances led to a successful coaching programme.


Becker and Wrisberg (2008) outline the importance of feedback, and revealed that a performer is undoubtedly influenced by the feedback given by the coach. Higher levels of satisfaction are correlated to a high frequency of positive coaching behaviours, which include training and instruction, praise, encouragement, social support and democratic behaviour (Allen and Howe, 1998). Also noted is the notion than a performer’s perceptions of competence appear to correlate to the levels of praise and instruction received in response to a successful performance outcome. It is therefore assumed that the effective coach will ensure equity in levels of feedback to the individuals in a coaching session.


Becker and Wrisberg (2008) looked to extend the research findings linked to the CBAS observation tool, and carried out a research study that addressed the systematic coaching behaviours of Pat Summitt, a successful collegiate female coach (NCAA Division 1) in the United States of America. In this study another observation tool was utilized, namely the Arizona State University Observation Instrument (ASUOI: Lacy and Darst, 1984). This instrument contained thirteen behavioural categories representing three behaviours as outlined below:




	Instructional: pre-instruction, concurrent, post-instruction, questioning, manual manipulation, positive and negative modelling


	Non-instructional: hustle, praise, scold, management and other


	Dual codes: statements directed to an individual.





The findings of the study revealed that a significant amount of time was devoted once again to instruction, but the amount of questioning was also a significant finding when addressing the coach behaviours.




Coach Summitt’s Behaviours (per cent) after 504 Minutes of Observation


Instructional Behaviours






	Instruction

	

48.12 per cent









	Questioning

	

4.61 per cent









	Manual manipulation

	

0.06 per cent









	Positive modelling

	

2.09 per cent









	Negative modelling

	

0.58 per cent










Non-Instructional Behaviours






	Hustle

	

10.65 per cent









	Praise

	

14.50 per cent









	Scold

	

6.86 per cent









	Management

	

9.34 per cent









	Other

	

3.19 per cent















The study also compared the frequency of the categories directed to either the group or an individual. In contrast to pre- and concurrent instruction, the post instruction was directed mainly to individuals, with hustles, praise and management emerging as being directed mainly to the group. Findings in this study were consistent with the previous investigations, with instruction once again emerging as the highest score (48 per cent). Concurrent instruction appeared as the highest sub-total in this category, and highlighted how much support was being verbalized as players were carrying out a skill.


The study highlights that the expert coach will provide pre-instruction to the group, and post-instruction to the individual to promote greater benefits and confidence in the feedback process. The study also outlines that effective feedback should be brief and concise for an individual. Summitt also identifies the need for high levels of praise to motivate and promote perceptions of competence within a performer. Intensity of training was another feature emerging, and the expert coach is deemed to be someone who is able to replicate the game intensity in a training session, and ensure that all performers ‘practise like they compete’. It is the hustle behaviours that were used by Summitt to ensure that players remained on task and maintained the correct level of intensity.


The literature using the quantitative observation tools did convey some significant behaviours of a successful coach; however, limitations point to the need for future research to use qualitative data. Through gaining the perspectives of players, assistant coaches and the coach himself, the data obtained would have been enhanced.


The context a coach operates within is known to require different approaches and coach behaviours. Participation coaching will focus on the positive affective outcomes, including perceptions of competence and enjoyment, and may also be defined as being episodic, having loose membership and including transient participation. Smoll and Smith (2001) outlined the need to utilize the following behaviours when coaching a young performer:




	Use demonstrations frequently to support instruction and explanations


	Encourage and praise effort along with performance


	Provide feedback immediately after mistakes, and outline initially what was successful


	Remove any punishment strategies from the coaching session


	Provide positive reinforcement after any positive behaviour


	Ensure that expectations and codes of practice are clearly communicated.





In contrast, performance coaching has a higher level of commitment, fosters strong athlete-coach relationships, and will incorporate a significant planning regime for the mid- to long-term control of performance factors (Lyle, 2002). As a result of the complexity of the coaching process for a high performance coach, the literature offers some clarity in terms of coach effectiveness at this level. Gilbert and Trudel (2004) identified that several high-performance coaches were measured on effectiveness, simply in terms of competition outcome and by the number of their athletes selected on to national squads.




There remains a debate as to what control a coach has over the performance outcomes, and a review of the effectiveness of the high performance coach required a close examination of the coach–athlete relationship in action at this level. When assessing coach effectiveness it is vital to assess the impact of the interactions between the coach and the athlete, rather than reviewing the outcomes of performance.


Cote et al. (1999) developed The Coaching Behaviour Scale for Sport (CBS-S), which attempted to provide evidence of the élite coach behaviours conveyed in a training session, in competition and in any organizational setting. The CBS-S contained seven dimensions of effective coaching behaviours linked to the élite (high performance) coach.




The Dimensions of Élite Coaching Behaviours




	Physical training and planning for competition


	The identification, development and monitoring of athletes’ goals


	Mental preparation strategies, for example, focus under pressure, confidence building and performing under pressure


	Technical skills, including coach feedback, demonstration, and cues given


	Rapport with the athletes, for example, approachability


	Negative personal rapport, for example, yelling at a performer


	Competition strategies concerned with coach-athlete interaction during competition (Cote et al., 1999)








COACHING EFFICACY


Coaching efficacy (Feltz et al., 1999) is described as a multi-dimensional construct, which encompasses the dimensions of motivation, game strategy, technique and character building. The dimensions that were devised based upon the effective coaching behaviours noted in the coach education literature are defined in the box [below].




Dimensions of Coaching Efficacy


Motivation efficacy: The confidence that a coach possesses to influence the psychological state and skills of the athlete


Game strategy efficacy: The confidence of the coach to lead the team to success in competition


Technique efficacy: A coach’s belief about their instruction and ability to detect and correct errors in performance


Character-building efficacy: A coach’s belief in their ability to influence the personal development of an athlete







A coach displaying high levels of coaching efficacy is identified as being highly committed to coaching, and someone who will promote greater athlete satisfaction, performance outcomes and more sportsmanlike behaviours in their athletes. Performers coached by high efficacy coaches in basketball, softball and soccer reported higher satisfaction with their coach, and performance success was notably higher (Myers et al., 2005).


Boardley et al. (2008) carried out a study with male Rugby Union players (mean age 26.5) to establish whether their own levels of effort, commitment, enjoyment, self-efficacy, pro-social and antisocial behaviour in rugby were associated with their perceptions of the coach’s effectiveness through the efficacy dimensions. As expected, athlete perceptions of the coach through all efficacy dimensions have a positive correlation with experiences in rugby.


Within the coach–athlete relationship Lent and Lopez (2002) presented the theory of relational efficacy, of which there are two types: the first is other-efficacy, which relates to ‘an individual’s beliefs about his or her significant other’s ability to perform significant behaviours’ (Lent and Lopez, 2002, p. 264); and the second is relation-inferred self-efficacy (RISE), which is concerned with the notion of questioning how confident is the significant other in my ability? Jackson et al. (2009) investigated the coach–athlete relationship in six élite dyads in an attempt to highlight the factors that contribute to an effective partnership.


The findings indicated a relationship between efficacy perceptions and relationship formation, and where the relationship was effective both parties held strong beliefs about the other’s capabilities. Interestingly, athletes in the study who exhibited high levels of other-efficacy and RISE were deemed more likely to persist with a coach partnership. Individuals who were confident in the coach’s ability were also more effective in communication and would show higher levels of attention, initiate communication, communicate more frequently, and report a greater closeness to their coach. The coaches in the study also highlighted that they would set more challenging goals when they held a high level of confidence in their athletes.


SUPPORTING THE ATHLETE-CENTRED APPROACH


Adopting an athlete or person-centred approach involves coaching the individual, not the skill, always ensuring that the needs and interests of the individual are met. This approach seeks to empower the individual towards achieving personal goals, and educates them to take ownership of learning and solving problems for themselves. This athlete-centred approach places the sporting experience in context as being only one part of the athlete’s life. This holistic approach is set in context from the outset of all coaching, with the other important human experiences being considered – for example education, career, family and health. The coach therefore assumes a holistic view of the individual, and this requires a facilitative inter-personal relationship between athlete and coach.


A successful coach will make the transition through three stages in terms of their behaviour in order to empower the individual and promote self-responsibility. In stage one the coach will coach skills, ensure safety and communicate procedural information, and as a result the environment is coach dependent. In stage two the coach begins to offer collaborative opportunities for the individual which build upon self-management and self-determination skills. At this stage there is a gradual transition from coach dependence to a shared decision-making context. In stage three there is greater athlete-dependence and personal autonomy in the learning process. This coaching approach accepts that experience is defined individually and that to succeed the coach must create a mastery (or task-oriented) climate for learning.


According to Arai (1997), empowered athletes move through four stages: of becoming self-aware, connecting and learning, taking action, and contributing to their own learning. The effective coach will adopt the following strategies to empower a performer:




	Ask meaningful questions


	Promote an understanding of why the athlete must be part of their own learning


	Provide support and be an information source for athletes to add personal choice to the tasks


	Support an athlete’s ideas, and question and support self-expression


	Be a facilitator, and encourage the growth of the athlete in the final stage.





(Kidman, 2005)


Coaching is a complex system, and literature highlights the need for coach education to focus more closely on the ‘interactive and social nature of coaching’ (Bowes and Jones, 2006, p. 243). In summary, early research indicated a number of factors which related to coaching effectiveness, namely:




	A high frequency of feedback


	High levels of detection, correction and reinstruction


	High levels of questioning


	The ability to manage and maintain order in the training and competition environment.





Effective coaching is also related to the coach’s ability to react to the needs of the individuals in a session. The ability to plan and reflect upon individual coaching sessions has frequently been cited as a tool that would contribute to coach effectiveness and therefore should be encouraged in all coach education programmes. Trends in coaching in the last decade appear to conflict with the earlier notion of drill and repetition, and critics do believe that this approach should ‘take second place to assisting learners to construct meaning and understanding’ (Gallimore and Tharp, 2004, p. 133). Certainly the empowerment approach to coaching has emerged as a priority in more recent years, but the need for coach instruction, modelling and performance-related feedback must not be underestimated, particularly in the early stages of learning.










2


Exploration of the


‘How to Coach’ Skills


by Anita Navin


CREATING A POSITIVE ENVIRONMENT


The ‘how to coach’ skills – often referred to as the ‘coaching process’ or ‘craft-based skills’ – provide a set of guiding principles for the delivery of an effective coaching session. To be successful a coach must know about the technical and tactical components that impact upon performance, and have the necessary communication and interpersonal skills. A coach might be the technical expert or the most conscientious and effective in the planning phase, but he will only succeed if he can apply the craft-based skills in the delivery of the coaching session. Effective organization of the working environment, together with good communication skills, contribute to individual satisfaction and performance improvement within the sports setting. It is the ‘how to coach’ skills that provide the strategies and an essential ‘tool kit’ for the coach. The ‘how to coach’ skills reviewed in this chapter provide guidance on creating a positive climate, the organization of resources, presentation of information, and coach relationships/interventions with the participants.




The ‘How to Coach’ Skills




	Safety


	Build rapport


	Fun


	Organization


	Explanation


	Demonstration


	Observation


	Analysis


	Feedback
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Figure 2.1   The coach in action. (Courtesy of David Griffiths)





SAFETY


Initially, the coach must ensure that the working environment is free from hazards and risks. According to Rink (1993), safety takes precedence over all other concerns. Martens (2004) presents a step-by-step guide to represent the risk management process. First, the coach should assess the risks within the coaching environment by considering the participants, the intended activity, the equipment, coaching methods and the working environment. An evaluation and overall assessment of the risks should take place, and often a risk assessment proforma utilized by the coach would identify the impact of the risk in terms of a low, medium or high rating. The rating relates to the likelihood of the risk leading to an injury, and how frequently the coach believes this could occur. The coach is required to make a decision in relation to the intended action, and most often he will eliminate the risk from the coaching environment.


If the risk cannot be eliminated, the coach must accept the risk and implement an approach to safeguard all participants. A coach will decide either to avoid the activity due to the high risk factor with a particular group and associated environment, or to accept the risk and work to the safe practice principles outlined in this chapter. Reinforcing the safety issues with participants, and conveying the code of behaviour for them to work to, will support the coach in ensuring safe and effective practice.
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Figure 2.2   The swimming coach operates in a high-risk environment.







Risk Assessment


Step 1: Identify the risks


Step 2: Evaluate the risks


Step 3: Select an approach to manage the risk


Step 4: Implement the approach





The Environment


The coach should check the working space; the following guidelines identify the specific aspects a coach should consider before, during and after the coaching session:




	Check for any debris on or around the working area


	Ensure there is access to a telephone in case of emergency


	Know the first aid procedure at the venue


	If outdoors, monitor the temperature


	The weather can affect the outdoor working area, so check the ground surface, particularly if there has been rain or frost, or if there are fallen leaves


	Secure all fixed equipment, and store equipment not in use


	Ensure that the lighting is adequate


	Check that emergency exits are not obstructed, and that fire procedures are known


	Ensure that participants know how to carry equipment safely


	Always check any equipment that has been assembled by others prior to using it


	
 Always clearly demonstrate the working area and boundaries to those taking part in the session


	Ensure that the equipment to be used is appropriate to the age and ability level of the group


	Store equipment intended for use in a safe place during the session


	Distribute all equipment in a safe and systematic way, making sure that large numbers of people do not all descend on an equipment store or one location to collect equipment at any one time


	Ensure that equipment is put away safely at the end of the session, and that participants follow the routines as communicated by the coach.





Participants


A coach should carry out a check with all individuals in terms of their readiness to participate. It is essential that the coach is briefed and informed of any injuries or illness a participant may have sustained, and that asthmatic participants have their inhalers with them at all times. Participants should remove all jewellery and tie long hair back, and they should be wearing appropriate clothing and footwear for the session. They must not be allowed to chew gum during the session, but all should be encouraged to have water bottles with them, and to drink to help rehydration. A coach must ensure that no young person leaves the session unsupervised.


All planned activities and progressions should be appropriate to the individuals in a session, and to promote a safe and productive working environment the coach should establish and reinforce rules and safe practice routines with the participants.




Safety Checks




	Assess risks associated with the participants, environment and equipment


	A coach should perform the same checks throughout a session


	Ensure participants remain ‘on task’ and in the correct area


	Ensure the learning activities and progressions are appropriate








BUILDING RAPPORT


Interpersonal skills are of paramount importance, given the complexities of human interaction that should feature within the coaching environment. As Lyle (2002, p. 151) indicates: ‘The danger of focusing on performance and performance outcomes, and the potential for emphasizing organizational rewards and goals above individual interests, have highlighted the human and interpersonal aspects of coaching as areas of concern.’ A coach should get to know the participants, should appreciate their needs and individual differences, acknowledge their efforts, and be an active listener. According to Weinberg and Gould (2003), active listening enhances communication, and the coach should pay full attention to the speaker, make eye contact with the participants and use a nodding gesture to demonstrate understanding. A coach who actively listens may summarize what has been said with lead-in questions to the speaker: for example, ‘What you are telling me is ...’.




SMILE AND MAKE EYE CONTACT WITH EACH PARTICIPANT


ADOPT A PERSON-CENTRED APPROACH
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LEARN AND USE PARTICIPANT NAMES


SHOW INTEREST AND RESPECT THE NEEDS OF ALL PARTICIPANTS


Figure 2.3   Guidelines for building rapport. (Courtesy of David Griffiths)





A coach should make every effort to speak with all participants in a session, and show respect to everyone irrespective of their ability level. The power of non-verbal communication – a smile, for example – must not be underestimated, and a coach who smiles and engages with the participants is more likely to create a supportive climate for learning. A coach must also consider that up to 70 per cent of communication is often defined as non-verbal.


FUN


The fun factor must not be underestimated within a coaching session, and whilst a productive and safe environment must be maintained, fun practices and activities will motivate and engage participants. To make a session fun, the coach should apply the good practice principles outlined below:




Ensure participants are active quickly:




	Know your session plan


	Equipment should be organized and easily accessed


	Plan explanations, and use cue words to reduce talk time


	Participants should have all they need for the session (kit, drinks bottle and any personal equipment required).





Learning activities should be varied and challenging for all:




	Differentiate in planning for all performance levels


	Avoid repetition of the same warm-up, practice and groupings


	Make a conscious effort to offer a novel idea or different task in each session planned.





Promote activities so that all participants can be actively involved:




	Keep group sizes small to reduce any waiting time in long queues


	Plan for odd numbers in the practices


	Equipment should be organized for the numbers in the session


	Make adaptations if an individual is repeatedly over- or under-challenged on a task.





Feedback should be positive, and should reward effort along with performance outcomes:




	Praise individuals who commit fully to the task and always give of their best in a session


	If there is an error in terms of performance offer corrective feedback or questions to tease out what the individual should do.
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Figure 2.4   A fun environment will promote learning and enhance participant motivation. (Courtesy of Northumbria University)







ORGANIZATION


A coach must be an effective organizer of all resources, and this is a vital consideration within the planning phase. The coach must plan how they will support the participants, and manage the working area and equipment. An effective coach will also have a contingency or back-up plan should there be fewer or more participants, a reduced working area, or indeed problems with equipment. When organizing individuals into groups and allocating working areas, the coach should strive for smooth transitions between practices and regroupings. Effective organization will address the following issues:


Planning:




	Know the number of participants, and note how you will run a practice with a greater or lesser number of participants


	Clearly note how the working area will be sectioned, and try and maintain a similar set-up, therefore maximizing the time spent in a learning activity


	Plan the process for allocating or collecting equipment in a session


	Complete any organizational steps prior to a group arriving for the session if possible.





Safety considerations:




	Complete a risk assessment for a coaching venue


	Check the working area before commencing delivery of a session


	Do not use faulty equipment


	Reduce the area of work if there are hazards close by.





Grouping participants:




	Organize groups randomly or by ability


	Be sensitive when grouping by ability, and set realistic challenges for each group accordingly


	Plan groups in advance, and progress logically (for example twos to fours, threes to sixes).





Group size:




	Consider the intensity and involvement of all participants


	Smaller groups maximize involvement


	If the activity is intensive a larger group offers more recovery/rest time, thus encouraging high quality practice


	Smaller groups contain fewer communication channels between participants, therefore discussion is easier.





EXPLANATION


Success as a coach is manifested in the art of communication, and a coach must understand how to send an effective message to participants. A breakdown in communication is often the result of too much or too little information, or because of misinterpretation, or as a result of the coach not communicating sufficient information. The content of the message should be appropriate to the age level of the participants, and conveyed in user-friendly language. A coach should plan what is to be communicated, and should ensure that all participants are attentive and free from distraction. Explanations should be simple, brief and direct, and a coach should use appropriate questions at the end of an explanation to check that everyone has understood. Exemplar questions might be:




	What will you now focus upon in the practice?


	How many in each group?


	Where will players stand to start the practice?





A coach should avoid asking the question ‘Do you understand?’ as this will often prompt individuals to respond with a ‘yes’, even though they require more information. Participants often feel reluctant to expose their lack of understanding in the whole group context, and a coach should avoid such exposure by appropriately worded questions.


DEMONSTRATION


Demonstrations present a visual picture of the task organization/practice context and the technical/tactical information to be learned. A demonstration and a concise explanation will often be connected together, and can be used before participants practise a skill, intermittently throughout the skill development phase or as a conclusion to a particular practice or phase in the session.


The explanation when combined with a demonstration should be concise and incorporate learning cues, often referred to as a key word or phrase that summarizes and identifies the main features of a skill or task. The learning cues presented must be appropriate to the age and experience of the participants, and be concise and accurate in order to assist the individual in the learning process. A coach may decide to break down a skill into the three phases of preparation, execution and recovery in order to identify the key learning cues. Using action words or verbal labels can assist a performer and support the retention of key information.


Bandura (1977) outlined the importance of ‘vicarious experiences’ – also known as modelling or demonstration in conjunction with the theory of self-efficacy. Self-efficacy is associated with an individual’s perceptions of their own ability to perform a task successfully, and can be referred to as a situation-specific form of self-confidence. The demonstration is deemed to be one of the most important sources of self-efficacy information for a novice or intermediate performer. Observing a fellow participant complete a demonstration of a difficult task can reduce anxiety in others.




In order to understand fully the importance of demonstration, a four-stage process has been outlined in literature (Bandura, 1974; McCullagh, Weiss and Ross, 1989); a summary is presented below:


Attention




	Ensure that all participants can see and hear, and are free from distraction (they are not facing the sun, not involved in other activities)


	Introduce the skill to focus the participants and gain interest


	As the coach, direct attention to the key elements of the skill


	Focus upon one or two key points or cues.





Retention




	The demonstration should be observed more than once and from different angles if required


	Question participants on the key points/cues given, to check that they have understood


	A coach should repeat the same cues with each demonstration to improve retention.





Reproduction




	A coach must plan appropriate progressions following a demonstration to support the performer


	Individuals may not be able to perform the skill being demonstrated because they have not developed the prerequisite skills


	A coach must continue to reinforce the key points, and allocate ample time to practise the skill immediately after the demonstration


	Slow motion demonstrations may be useful in the early stages of learning


	Observing a demonstration of someone performing as a non-expert may prompt observational learning and allow the observer to engage in the problem-solving processes the performer would be experiencing.





Motivation




	Individuals may lack the motivation to learn a new skill, but if the demonstrator has a high level of skill, social status and competence the participant is likely to be attentive


	A coach should praise participants and communicate the importance and relevance of the skill being demonstrated


	The demonstration should where possible use individuals from the peer group to present the skill.





When planning a demonstration the coach must carefully consider how the participants will be organized. Often a coach will ensure that all equipment and the working areas for each group have been set up before the demonstration. A coach may elect to use one of the following arrangements to deliver a demonstration, ensuring that all participants can see from the same angle:






	Semi-circle formation


	Group stand at the sideline of the pitch or court area


	Group position around a key area of the court, for example the key in basketball.





Consideration must be given to the viewpoint that participants should observe, and the positioning of the coach in relation to the group can impact upon the clarity of the demonstration to some participants. A coach who stands close to a group may reduce the visibility of the demonstration to some participants. When arranged in a semi-circle, the coach who stands close to the group will be viewed from the side by participants standing at the end of the semi-circle, compared to the front view for those standing in the middle.


When evaluating the success of a demonstration, the coach should use the following review questions to prompt accurate self-reflections:




	Were the organizational issues related to equipment, participant groupings and the working areas covered prior to the demonstration?


	Was the purpose of the demonstration communicated clearly?


	What were the coaching points communicated in the demonstration?


	Was the organization also communicated in the demonstration?


	Was the demonstration a good model of the movement? Why?


	How was the group arranged to view the demonstration?


	How did the coach conclude the demonstration?


	Was the transition time between demonstration and practice time minimal? Why?





OBSERVATION


Following a demonstration a coach must facilitate the learning process, and this is an essential skill required in order to eventually provide quality feedback. Effective observation relates closely to movement analysis, and a coach should plan how to observe (from different angles, thus see the action more than once), make a decision on what to observe, and identify the critical features and understand the factors that impact upon one’s ability to observe – for example, skill level, the number of participants, the size of the working area, fear and personal knowledge (Barrett 1983).


Observing performance with a large number of participants can prove challenging, and a coach is encouraged to focus on one coaching point or learning cue as they move around the group. The learning cue or coaching point selected should be one covered in the demonstration and explanation of the skill. The coach must have a mental picture of the perfect model of the skill or task, and will use this to form the basis of any observations; they will be non-judgemental at this stage and will build up an overview of what is being observed. Once this information has been obtained the coach is able to diagnose the performance.






Effective Observation




	Break down the action to focus on one phase, body part, coaching point or learning cue presented


	Observe several times


	Observe from different angles


	Observe the outcome (Did the participant score a goal? Did the pass reach the intended recipient?)








ANALYSIS


Following the observation stage, a coach must now evaluate the extent to which the skill execution matched the perfect model of the skill or task. Here the coach will also identify aspects of the skill that were performed incorrectly, and will establish the root cause of the error. Factors affecting the error rate of a performer could be a result of primary factors connected to technique, psychological factors (for example, low levels of confidence or high levels of anxiety) or perceptual or decision-making errors, and a coach should strive to identify the root cause.


At this point the coach must make a decision either to take action to remedy the situation, or not to take any action. A coach may decide not to take any action to change the performance because of the time in the season – for example, in basketball, correcting a player’s shooting action just before a competition would not be sensible, and it should be put right in the off season.


Following the diagnosis or analysis stage, the coach is suitably placed to begin the feedback and guidance process.


PROVIDING FEEDBACK


Feedback will provide the participant with knowledge, motivation and reinforcement, and will often promote adherence and full commitment to the learning process. Congruent feedback maintains a focus on the learning cues initially presented to a participant, and limiting feedback to these congruent cues ensures that the learner is not overloaded or presented with additional information not provided at the outset. Only when differentiating for an individual would the coach be expected to offer other cues. This type of feedback offers specific and qualitative information to guide the performer, and is more powerful in terms of learning than the general feedback often used, such as, for example, ‘Good work’. While the general comments are sometimes used for motivating or ensuring that a group remains on task, the general comments do not provide a clear focus for the individuals when engaged with a learning activity.




Feedback should be positively phrased, and while there may be a need to identify what is being executed incorrectly, the coach should strive to ensure that a supportive comment is also provided. This is often where positive, negative and corrective components are integrated; for example, a coach may say: ‘You are trying hard, John, but having problems at the release point of the pass; try extending the arm further forwards, and release the ball in front of the body.’




Giving Feedback




	Initially prompt the performer to engage in self-analysis


	Give congruent feedback in a simple and supportive manner


	Focus on only one or two key points


	Check for understanding at the end of the dialogue with the participant








The expertise required to be successful in the coach role is extensive, and a coach must not only possess the capacity to execute the ‘how to’ coach skills but also display effective inter-personal social skills. The range of expertise for the coach role is extensive, and a coach must not over- emphasize the need for technical and tactical knowledge in a sport at the expense of developing the skills overviewed in this chapter.
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Athlete-Centred


Coaching


by Kelvin Beeching


Being athlete-centred (or empowering one’s athletes) is a common theme in modern-day coaching practices, and has been used successfully in the business world. It is a leadership style that encourages recipients to make decisions and take responsibilities for his/her contribution, as greater understanding is developed through solving problems. A relationship is formed between the athlete and coach (or in business, between the manager and employee) where the power, in terms of decision-making and goal-setting, is shared between them. This form of leadership is used more and more as coaches seek to gain the utmost from their performers. Coaches create a culture within their sessions that focuses on the development of the athlete and facilitates self-reliance. This chapter explores the concept of athlete-centred coaching by first defining it, and then discussing the notion and the benefits associated with such an approach. As in other texts, the terms ‘athlete-centred coaching’ and ‘an empowering approach’ will be used interchangeably throughout this chapter.


Athlete-centred coaching is an empowering approach to coaching, sometimes referred to as ‘humanistic coaching’. It is an ideology that refers to the development and growth of the ability of performers to make decisions and think for themselves. Athlete-centred coaching develops awareness and enables athletes to take responsibility for their own knowledge, development and decision-making, which will help them achieve performance success. In a business context, Nutbeam (1998) and Davis and Broadhead (2007) propose that empowerment is a process by which employees take control over the decisions that affect their working lives. In a sporting context, these are the decisions that affect and define a performer’s athletic career, both in training and in general lifestyle.


Athlete-centred coaching goes beyond the reaches of merely requiring an input: it is about increasing the ability and effectiveness of the individual. Gibson (1991) stated that empowerment, or indeed athlete-centred coaching, is where people take control over the factors that influence their lives. It requires the coach to provide the appropriate tools, resources and environment (Hawks, 1992). In this sense, coaches create an environment that facilitates the aims of athlete-centred coaching, where workers have an input, an opportunity to shape their future direction, and are given freedom in which to exercise. Thus within athlete-centred coaching the coach attempts to develop an environment where the athlete is involved in their learning, indeed an environment that allows for self-government of the athlete’s learning (Hawks, 1992; Usher, 1997).
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Figure 3.1   The participants take responsibility on and off the court in ‘High 5’ (Junior) Netball. (Courtesy of Team Northumbria)





Athlete-centred coaching has been depicted as a process of recognizing and enhancing people’s abilities to identify needs, solve their own problems, and organize the necessary resources in order to feel in control of their own lives (Gibson, 1991): that is, the performers learn the ability to solve problems for themselves. The coach empowers the athletes to make informed decisions and then take appropriate actions (Morgan, 2004), and so the power of choice lies with the athletes (Arai, 1997).


The converse of athlete-centred coaching is coach-centred coaching, which is a more traditional approach where the power is held by the coach: the coach has taken the choice and control away from the athletes, and as such, athletes have been socialized into a process where they are told what to do (Kidman, 2005). This coach-centred form of coaching follows the established autocratic and command styles of leadership.


THE CONCEPT OF ATHLETE-CENTRED COACHING


Developing the decision-making skills of athletes is crucial in implementing successful performance, as it is the athlete who will be competing and not the coach (Kidman, 2005). The athlete needs to be able to make the informed decision, as he/she is the one who will be in the competitive environment that will force the decision to be made.




Coaches must know the athletes before an athlete-centred approach can be implemented. Lather (1991) proposed that by increasing one’s awareness and knowledge (which is a major benefit of athlete-centred coaching), a coach runs the risk of disempowering their athletes, as awareness can lead to a feeling of hopelessness and fear. Consequently, before deciding to implement athlete-centred coaching, a coach must decide whether their athletes are ready for such a process, and whether the potential gain will outweigh the risk. Hogg (1995) cites an evolving coaching practice, where a more directive relationship between athlete and coach develops into a more sharing relationship as the performer grows into his or her sport. Accordingly, Hogg promotes the use of athlete-centred coaching, but only when the athlete is ready for it. The need for a more directive relationship in the early years stems from a safety point of view, and is also due to the fact that the athlete is still learning valuable routines and habits that are important to their sport (Hogg, 1995; Lyle, 2002).


Athlete-centred coaching is a long-term process and therefore results cannot be expected overnight. Developing the thought processes of an individual does take time, and often these are skills that are neglected within the practice of learning. Nevertheless, athlete-centred coaching will provide benefits in the long run, and so both the coach and hierarchy need to be patient and supportive of the process if they want to reap the rewards (Stamatis, 2002; Gill, 2006). In addition, there is a lot expected of a coach in order to implement an empowering approach; besides which Capozzoli (1995) declares that not all managers are suited to athlete-centred coaching as they need to have excellent skills in facilitation and information-sharing. Some managers do not have these skills, and indeed do not wish to have them.


The Benefits of Adopting an Athlete-Centred


Approach to Coaching


The practice of athlete-centred coaching improves decision-making among athletes (Rink et al., 1996; Jones, 2001; Jones, 2006). Athletes are given the opportunity to make mistakes for themselves and to learn from their mistakes, which in turn improves their decision-making skills. Gill (2006) states that being able to make mistakes for oneself is essential in developing decision makers. Involving athletes in the decision-making process is fundamental in producing successful performance, as they are the people who have the most up-to-date experience of the subject. It is the athletes who are the ones working in the environment; hence they understand the problems that they face (Hoyle, 1986). By being empowered, individuals (and indeed athletes) feel that they are more involved with the running of the business or team, which results in the individual feeling more important to the organization (Bayham, 1988; Turney, 1993). Through greater involvement in their development, individuals’ intrinsic motivation is increased (Krane et al., 1996; Kidman, 2001; Hollembeak and Ambrose, 2005). Since athletes are more involved, they have a greater desire to learn and improve. Kidman (2001) expands on this when stating that athlete autonomy results in greater retention and understanding of skills, and thus greater performance outcomes.


It is documented that individuals who are exposed to an athlete-centred coaching environment take greater responsibility for their own performance and that of their team (Bayham, 1988; Turney, 1993; Morgan, 2004). The individual takes greater responsibility as they are involved in the decision-making process and thus are more accountable. Whitmore (2002) develops this concept when declaring that raising awareness and responsibility are two qualities that are essential for achieving and sustaining high levels of performance. Empowering people produces higher levels of productivity, which in turn leads to greater effectiveness, and so managers and coaches who employ such an approach are amongst the most effective leaders (Tannenbaum, 1968; McCleland, 1975; Kanter, 1979; Krazmien and Berger, 1997).


It is well documented that employing athlete-centred coaching strategies leads to increased self-efficacy and growth in satisfaction in the athletes (Gibson, 1991; Blinde et al., 1993; Turney, 1993; Lindgren et al., 2002). Self-efficacy is the belief one has in one’s own ability of successfully performing a particular task (Bandura, 1986), and is effectively one’s own judgement of one’s personal skills. Accordingly, if an individual’s belief in their ability increases, so will their self-confidence, and this increase in self-confidence will be of assistance in both their sporting existence and in general life (Lindgren et al., 2002).
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Figure 3.2   The coach and athlete define the shooter training programme in netball. (Courtesy of Anita Navin)







Athlete-centred coaching techniques play a crucial role in group development and teamwork (Beckhard, 1969; Blinde et al., 1994). As athletes become happier with their role in the team, the team environment will become more cohesive. Kidman (2001) and Jones (2006) enhance this statement by stating that the increase in teamwork and cohesion will result in greater on-field success, and thus empowering techniques are crucial in producing successful performance.


Common Barriers to Implementing an


Athlete-Centred Approach


Within current coaching culture, coaches have a strong desire to take charge of every situation, besides which they have been encouraged to take control and lead from the front (Seaborn et al., 1998; Cassidy et al., 2004; Jones, 2006). As a result, in order to implement athlete-centred coaching successfully, coaches need to contradict and challenge everything they have been taught, and indeed been exposed to themselves as athletes. They need to be able to release their control, and to give the athletes the chance to make decisions for themselves. However, it is documented that managers and coaches fear the loss of power and so are reluctant to let go (Lowe, 1994; Capozzoli, 1995; Quinn and Spreitzer, 1997). This is due to the fact that it is the coaches and managers who are ultimately accountable for their team, and so one can understand their fear (Lyle, 2002).


Relinquishing power can create a danger for the coach and scepticism among peers. As they are seen to be going against the grain, the sharing of power may have a negative impact on reputation and subsequently future job prospects (Jones, 2006). Consequently, the coach has to be willing to accept this risk. Lowe (1994) explains that it is the desire to not take this risk that has stopped athlete-centred coaching being implemented on a far grander scale. By taking the risk, coaches may worry about their job security as a consequence of how they have handled the task of leadership, and also people’s perception of that role (Gill, 2006). In addition, coaches fear making themselves redundant, because when the coach increases athlete autonomy, where is the need for the coach? (Gill, 2006).


By adopting an athlete-centred approach to coaching, athletes may perceive the coach to not be doing their job properly, as an abandonment of power, as they are adopting an approach that does not fit into their perception of the coach’s role (Capozzoli, 1995; Jones, 2006). As a result, the athlete may lose confidence in the coach’s ability because they perceive a lack of leadership. In order to implement athlete-centred coaching successfully, athletes need to be aware of, and to understand the process: they need to understand why it is being implemented and the benefits associated with it. Coaches should therefore take time to explain the process, showing understanding to the concerns of the athletes so they feel understood and accepted (Deci et al., 1994; Deci and Ryan, 2002). Gill (2006) explains that by empowering people, one also gives them the right to say ‘No’ – the players have the right to reject the opportunity. The athletes may not wish to be empowered, as they may not wish to take on further responsibility. In addition, some performers may abuse the power by not using it in the way that it was intended (Capozzoli, 1995; Wallace, 2001; Jones, 2006).


If coaches are empowering athletes, then they need to support the decision an athlete makes: they cannot criticize their performers for making errors, but must support them for making a decision and using initiative (Morgan, 2004). Once the coach begins to criticize the athlete for the decisions he/she makes, the athlete attempts to make the decisions that they think the coach wants, and so are no longer making the decisions for themselves: they are therefore no longer empowered. In this situation, a coach needs to be able to remain true to their principles and help the athlete reflect on the situation and to develop their decision-making skills for the next time this situation arises. Coaches also need to be mindful that the poor execution of a decision is very different to a poor decision, and they need to differentiate between what requires development of the decision-making skills, and what requires technical correction.


It is not just the coach and athlete who provide barriers to applying an athlete-centred coaching approach. Argyris (1998) states that athlete-centred coaching is notoriously difficult to implement, and often feels resistance at every level from athlete to chairman. Quinn and Spreitzer (1997) and Mills and Ungson (2003) imply that bureaucratic factors can have an impact on the implementation of athlete-centred coaching. The team/organization needs to have an openness to new ideas, and to be willing to undertake them. There is a need for honesty, and a need to remove the ‘blame’ culture that is often rife. Everyone needs to be working towards the same goals and to have the same wants, as every member needs to be pulling in the same direction (Lowe, 1994; Quinn and Spreitzer, 1997; Gill, 2006). Time constraints also play a significant part in preventing athlete-centred coaching taking place (Quinn and Spreitzer, 1997): it is much quicker and easier to tell someone what to do than to let them guide themselves through the discovery. The coach needs to be able to facilitate this discovery, and so may resort to the command style of leadership for ease and to provide instant results.


QUESTIONING


Kidman (2001) proposes that in order to become empowering, coaches need to be able to apply an effective questioning technique to enhance athlete learning. By asking meaningful questions and analysing the responses given, coaches learn what action the athlete intends to make, as well as the reasons behind the action (Whitmore, 2002). Accordingly, questions help develop decision makers and develop those thinking processes associated with making decisions (Kidman, 2005). Asking questions and then asking meaningful, effective questions are two very different concepts. Meaningful, effective questions ask the athletes to develop their thinking at a far deeper level and thus help develop a deeper level of understanding. A deep learning approach encourages the comprehension of ideas and demonstrates an intrinsic motivation and interest in the studies. A deep approach results in better understanding and a higher calibre of learning. Conversely, a surface approach to learning is for the purpose of completing the task, but with as little understanding of the concept as possible. The focus is on being able to recall information and to reproduce it as required within the task.


Questions that encourage deep level thought have been termed ‘high order’ questions, and those that encourage surface level thought are ‘low order’ questions (Kidman, 2005). Low order questions are those that generally have just one answer, where the performer is either right or wrong. High order questions enhance the performer’s ability to make decisions by developing their enquiry and thought processes, and are generally a starting point for discussion with the coach. The coach will listen to the response provided, and then probe and develop the discussion with further questioning. Low order questions usually begin with the words ‘What’ and ‘Where’, whereas high order questions begin with ‘Why’ or ‘How’; this simple adaptation of terminology encourages far deeper thought and thus understanding by the performer.


Coaches must take a number of considerations into account in order to make the questions as effective as they can be. They should use open questions, as these produce more detailed answers and encourage thinking at a deeper level (Whitmore, 2002). The objective of the question must first be understood so that the coach can decide between high order and low order questioning, and then construct their questions accordingly. The questions should be specific for the athlete and the environment they are in. They should be planned beforehand, and coaches should be flexible as to when they ask the questions, as the questions should fit the situation (Kidman, 2001).


Effective questioning is a difficult skill to master, but it does aid the athlete-centred coaching process and the athlete’s learning considerably. Consequently, questioning is a skill that is well worth the time invested in its development. Whitmore (2002) postulates that the detail involved in the question can help maintain the focus of the athlete. If it is too detailed or not detailed enough, their mind will begin to wander; hence the coach needs to know their athlete and pitch their questions accordingly.


SUMMARY


Empowerment is a powerful tool for coaches. It can help them get the most from their athletes through raising their awareness and knowledge, and by helping to improve decision-making. These are skills that are not just valuable in sport, but are transferable into general everyday life. It takes a skilled practitioner to be able to implement an athlete-centred approach to coaching. Not every practitioner has the skills or the time to implement such an approach, but for those that do invest, the rewards are evident.
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The Coaching Climate


for Learning


by Anita Navin


Creating a positive climate is a key consideration for any coach, and by providing a supportive environment the motivational level and overall attitude to learning of all participants will inevitably increase. A coach should ensure that he/she is purposeful and in control of their approach, have knowledge of what they want to coach, and also check participant learning regularly, taking positive action should progress not be occurring in the session. Being sensitive to the reactions of individuals and engaging the individual in the learning process will undoubtedly contribute to the creation of an effective climate for learning. A coach must influence the motivation of a participant, which is often interpreted as the direction and intensity of one’s effort (Sage, 1977). The coach must therefore create a climate to encourage the individual to attend, and put maximum effort into developing skills and overall performance.


Motivation is a phenomenon that has been extensively researched in the area of sports psychology, and is defined as ‘a theoretical concept that accounts for why people ... choose to engage in particular behaviours at particular times’ (Beck, 2000, p. 3). Through identification and an understanding of the influences on human behaviour a coach can improve an individual’s performance, participation and overall learning in the sporting context. The negative effects of poor practice in the learning environment which discourage an individual from physical activity could then be eliminated (Deci and Ryan, 1985).


THE MOTIVATIONAL CLIMATE


Three theories are proposed within the field of achievement motivation: achievement goal (Duda and Hall, 2001; Nicholls, 1984); Need Achievement (Atkinson, 1964; McClelland, 1961); and Attribution Theory (Heider, 1958; Weiner, 1985). All of the proposed theories inter-relate and predict how high and low achievers differ in terms of their goals, task choices, performance and attributions for success and failure. The impact of this approach has been extensively reviewed, and its impact on the motivational climate well documented.






[image: Image]


Figure 4.1   A swimmer will always measure success against a previous personal best time. (Courtesy of David Griffiths)





Achievement goal theory is a key consideration in providing a suitable climate for learning, and the focus here is on the individual and the goals they set or strive to achieve, along with their expectations about the actions required for achieving such goals (Nicholls, 1984). To understand a participant’s behaviour it is vital to know what success and failure mean to the person. There are two contrasting achievement goal orientations, namely task- or mastery-, and ego- or performance-orientated goals (Duda, 1989). Task-involved goals include seeking a challenge, skill development, an acquisition of mastery, and a learning orientation. An individual here would place a high priority on effort and on learning from mistakes, and would seek mainly to learn and develop skills or knowledge, and would define success in terms of personal improvement. In contrast, an individual who adopts ego-orientated goals focuses on comparing performances with others, and defines success in terms of winning, and preferably with less effort, so as to enhance their social status (Carpenter and Morgan, 1999).




Task- and Ego-Orientated Individuals


Task-orientated individuals like:




	Learning new skills


	Making progress


	Solving problems


	Understanding something in detail


	Working to the best of their ability





Ego-orientated individuals like:




	Performing better than others


	Performing as well as others with less effort


	Hiding their incompetence


	Not showing their inadequacies or errors to others










Therefore, it is important for a coach to understand achievement goal theory, and to recognize that the motivational climate set by the coach could aid interactions and learning with all participants. Research by Treasure (1994) highlights that a participant who perceived a climate set by their physical education teacher to be mastery orientated reported a positive attitude to learning and feelings of satisfaction. In contrast, participants who perceived the climate to be high in performance orientation reported a negative attitude towards the class and a sense of boredom. A coach must therefore consider the tasks that are delivered in a session, the coaching style adopted, recognition or reward processes, participant ability groupings, evaluation processes, and the time allocated to perform planned activities (Ames, 1992).


Epstein (1989) uses the acronym TARGET to outline six important structural features for coaches to consider for an effectual motivational climate. It is the perception of these structural features that constitutes the motivational climate. These features have the following characteristics:


T       Tasks should be designed that promote diversity, are novel and varied. They should involve personal goal setting and be challenging. Feedback should be given from multiple sources, and peer reviews of performance should be part of the tasks. Standards for measuring progress should be self-referenced.


A       Autonomy should be promoted through individuals taking control in the learning environment. Choices should be given within the sessions, and leadership roles should play a part in some tasks. The individual should take some ownership in performance profiling and the overall monitoring of performance.


R       Rewards and recognition should avoid comparative performance outcomes such as winning or rankings. Praise and reward should be based upon individual performance improvements and effort.


G       Grouping should be varied, and sessions should contain multiple grouping arrangements. The coach must foster an environment where individual differences are tolerated.


E       Evaluation should be based upon self-referenced criteria and mastery. It should be private and meaningful, with the individual contributing fully to the evaluation process.


T       The timing of events in a session should be considered in relation to the ability, volume and intensity in which an individual can perform in practice, attentional capabilities and rates of learning.




Research by Ntoumanis and Biddle (1999) has indicated that a mastery- or task-orientated climate set by the coach will inevitably ensure participants display a more positive attitude to learning and make more effort, and more effective approaches and strategies for learning are notable differences when compared to the performance- or ego-orientated climate. Newton and Duda (1999) outline key factors for mastery- or task-orientated climates, stating that a coach should value and recognize personal improvement, working hard and helping peers to learn, and should value the contribution of all members in the session. In the ego-involving climate a coach will punish poor performance and errors, give more attention and recognition to the higher level performers, and encourage competition between all members of the group.


Research by Smith (2005) identifies the relationship between a participant’s perception of the task-orientated climate and their positive motivational responses in the learning/performance environment. Participants who have perceived the climate as task- or mastery-orientated report greater enjoyment and effort, more team satisfaction and more positive relationships with their coach and support staff. In summary, this individual is less likely to miss a session, and would not experience worry or tension in relation to expectations and performances. If a participant perceives an ego- or performance-orientated climate they are more likely to experience negative reactions from coaches, higher levels of worry and boredom, and a reduced level of enjoyment and satisfaction within the session.


Roberts (1992, p. 166) outlines some key considerations and suitable responses for a coach to consider in relation to the climate set for learning:




	
How is success defined? By individual progress/improvement


	
What is valued? Effort


	
How is the participant evaluated? Through effort and progress


	
How are mistakes viewed? As an inherent part of learning


	
Why is the participant engaging in the activity? To develop new skills


	
Why does a participant feel satisfied? Because he achieves successful effort, challenge and personal bests


	
What should the participant focus upon? Learning and the development of skills


	
What are you, the coach, focusing on? Development and learning.





Need achievement theory stipulates that a participant will have two motives for achievement: the need to achieve success, and the need to avoid failure. Gill (2000) defines the first as ‘the capacity to experience pride in accomplishments’, and the second as ‘the capacity to experience shame in failure’ (p. 104). The high achiever is therefore not concerned with thoughts of failure, and is highly motivated to achieve success. A low achiever, by contrast, desires to avoid failure and will display anxieties and negative thoughts concerning failure.


A coach must therefore take the time to understand the motives of an individual here, and create appropriate learning activities. The coach must provide a supportive climate and recognize the needs of all individuals. Adapting practices to suit an individual’s performance level and needs will lead to greater levels of motivation.


Attribution theory is concerned with how a performer explains their success and failures, and three attribution categories summarize the many explanations. The categories proposed in this theory are stability (a relatively permanent or unstable factor), locus of causality (internal or external to the participant), and locus of control (either in or out of the participant’s control). A coach must ensure that all performers attribute success and failure in a session or in a competition to stable, internal causes and factors within one’s control. For example, a tennis player who has just won a competition would be encouraged by the coach to attribute success to their own ability (a stable factor), the effort put into the performance (an internal cause) and their game plan (in one’s control).


In contrast, a coach would decrease motivation if the win were attributed to an unstable factor (for example, luck), an external factor (an inexperienced performer) or to a factor out of a performer’s control (poor technical skills displayed by the opponent). Adopting good practice principles from this theory will ensure that a coach encourages greater expectations of success and increased levels of motivation in the performer, and overall promotes an increase in the level of pride or shame in the performer. Scanlan (1988) outlines three stages in the development of achievement motivation:




	Autonomous competence


	Social comparison


	Integration.





Stage 1 is where an individual thought to be around the age of four will focus on mastering skills within the environment; the emphasis is on self-testing for evaluative purposes, therefore in this stage there is no reference to others for comparison. In stage 2, which would commence at around the age of five, the individual will focus on comparing performances to those of others, and is keen to outperform their peers. In the final stage there is a combined approach, where social comparison and self-referenced standards are used for evaluation. However, in this stage the individual is able to recognize when it is appropriate to self-reference and compare to others. This latter stage is the most effective, but not all individuals reach it. A coach must therefore strive to promote learning in relation to this integrated stage and highlight clearly in their sessions when it is appropriate to compete and compare with others, and when it is appropriate to apply self-referenced standards for comparison and evaluation.


Weinberg and Gould (2007, p. 70) outline some key considerations for a coach to consider in their practice:




	The participants’ stage of achievement motivation


	The participants’ goal orientation


	The attributions the participant applies to their performances


	Situations the participant will approach or avoid.





A coach should therefore encourage the mastery- or task-orientated climate for coaching, and ensure that they know exactly when competitive goals are appropriate. The coach can increase motivation by correcting inaccurate attributions that foster a decline in motivational behaviours, and ultimately should endeavour to promote positive feelings and perceptions of competence.


LEARNING PREFERENCES


The climate set by the coach for any session should account for a range of learning preferences exhibited by the participants. There is evidence to suggest that individuals can be characterized by a dominant preference, and that they are either a visual, auditory or kinesthetic learner. Although an individual will use all of the senses to receive information, it is vital that a coach is aware that one of the preferences will often dominate. This dominant style conveyed by an individual will be the best method for receiving new information. However, it must be noted that the preference could be dependent upon the nature of the task, and the individual may have varying preferences depending on the context of the session.


Visual Learners


There are two types of visual learner: the visual-linguistic learner, and the visual-spatial learner. The visual-linguistic learner will prefer reading and writing tasks, and a great deal of information in written form will be retained in memory, even if it is only read once. The visual learner would prefer to have notes on the subject matter and also write information down in a session. The visual-spatial learner prefers a chart, demonstration, video and other picture material.


Auditory Learners


This preference indicates that an individual would prefer to talk through a situation and would not enjoy reading and writing tasks.


Kinesthetic Learner


This individual would prefer to learn new skills by movement, and they will lose concentration if movement is not interlinked to a learning situation.


A coach is most likely to plan and deliver a session using their own preference; for example, if he were coaching the lay-up shot in basketball, the coach with a visual preference would use demonstration, photographs and/or video clips of the perfect model. In comparison the coach displaying an auditory preference may only explain the skill and use key words and sounds to replicate the perfect model. The coach with a kinesthetic preference will simply ensure that individuals get active quickly and experience the action by lots of practice.


A coach must utilize a range of activities that place emphasis on the different learning preferences in order to set a suitable climate for all involved. Should an individual not grasp the skill through a selected method, the coach should apply his/her knowledge of learning preferences and try an alternative sense, for instance, demonstration rather than only explanation.


LEARNING STYLES


Honey and Mumford (2006) identify four learning styles which will allow a coach to reflect thoroughly on the methods used within the learning context.




The Four Learning Styles




	Activists


	Reflectors


	Theorists


	Pragmatists








The activist would involve themselves fully in new experiences and they are extremely open-minded, not skeptical which is often reflected in their enthusiasm for new tasks or skills being introduced by the coach. This individual will thrive on the challenges placed on them in a new task and will want to be active immediately in the task. This individual is gregarious, and would constantly get involved with others and is always seeking to centre the activity on themselves. A coach who is an activist would often structure the learning climate with group discussions and tasks, games, and involve peer group coaching. The activist coach would expect the participants to think out loud, respond eagerly to questions and be willing to try new skills and tasks. The coach must be aware of the activist, and ensure a climate which supports the following:




	Learning of new skills and tasks


	Offers a variety of activities


	Mistakes are seen as an inherent part of learning


	The climate supports a ‘have a go’ value.
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