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ABSTRACT

Despite the rise in sports coaching programmes, limited attention has been given to
understanding thiearning experienced ontheanmn d t hei r contri buti @
developmentin this contextlittle evidence exists about how students are influencea&ly
programmesthat is, what impact they have on the process of socially and dynamically
construoed identities (Wenge 2010). The aim of thisstudy is subsequentlytwofold.
Firstly, to explorest udent s6 perceptions and ex-peri
graduate degree enrolled upon; and secorndlgxaminehow these experiences shaped

student s 6 thalengthof theigiges thregaecourse.

Partcipants comprised twelve BSc sports coaching undergraduate students from Cardiff
Metropolitan University who -yeae degreecbdusé.| o
Adopting a constructivisinterpretive paadigm, the studentsere tracked through reflective

logs, video diaries and focus group intervieaat a wer e anal ys§2808) u s i
process of inductive analysi$he results showed move from asurface and strategic
approach to learningp beter acceptance dhe contested nature of coachifighis was
reflected in the movement from a dualistic to a relativistic view of knowledge. In this
contextt&car i ngdé was one of the most I nfl uent
teaching staff thoughout the three years of the couiSeally, the findings also suggested

that the tudentssimultaneously occupied a role and belonged to a group, making role
identities and social identities always relevant in explaining action (Stets and Burke, 2000).
The findings suggest the need to encourage stubamhes to seek an increased acceptance
of uncertainty and a better understanding of who they are early in their professional
development Similarly, the close link between assessment and learning, esgibach
educators to provide supportive and caring environmartisiding assessments that are in

line with the ambiguous and contested nature of the .work
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CHAPTER ONE: INTRODUCTION

1.1 Background

1.1.1 Sports Coaching: Increasedattention through research and academic

programmes

The academic area géartscoaching has received increasedestigativeattention in recent
yeas, with researchbeing undertakerirom a number ofdifferent perspectivesThese
include pedagogy JonesMorgan and Harris, 2@ Jones and Turner, 200@sychology
(Fletcher and Scott, 20)18nd perhaps most prominentlgciology gones, Potrac, Cushion
and Ronglan, 2031 In turn, thesociological theorieautilised have engaged with such
aspectaspower(Jones, Glintmeyer andcKenzie, 2005; PurdyRotrac ad Jones 2008,
interaction andrespectCushion and Jones, 2006; Pofrdanes and Armou0032, in an
attempt to explore thenabling and/or constraining factorsh@&ment within coacheg

practices.

This increasing interest inoaching coincides with a rise in the number of sports coaching
degree programmes offered at undergraduate and postgraduatevdelzvide (Bush,
2008). The most recenexample of this popularitywas demonstrated ia study by Bush
(2008) where British Universities offeed 217 specific coachingelated undergraduate
programmes, as part of the 76&urses within thenore general sport science field (which
invariably contain varying elements of sfgcoaching). Similarly, 11 higher education
institutions were scheduled to offer pgsaduate sports coaching courses in 2009 wahin

total of 59 sportrelated ones (Bush, 2008).

Despite suclarise insports coachingducational programmekmited attention has been



given to understandintipe learning experienced on theamd theirrelatedcontribution to
student so6 i de mhsiistsgmewhat\necbdbntrast oeinvdstigations of national
govening body professional preparation programmes (&lglson, Cushion, and Potrac
2013 Piggot, 2012. Such latter evaluatits havegenerally concluded thabaches learn
more from informal and neformal sources as opposed to any official curricula (Gusht

al., 2010. iNo doubt useful in one sense, a problem with this body of research is that it has
general |l y i gmntalectaal, orcepisemblagisalevelopment; that is, how
coachesd6 percept i on,learhingkandsentesd glter overtimeass r u «
a consequence of their learning experiea¢®e Martin Silva et al., 2015.669. AiThis
relates to better understanding ttentested relationship betwebtzarner, subject matter,

and knowledge (in terms of what is unders®a@hdwhy)o (De Martin Silva et al., 2015,

p. 670).

Returning then to academic coaching programm#guwegh endof-course student feedback
and external examiner reflections somewhat assess the quality of thes couosier, little
evidence exists about hostudenicoachesare influenced byuch coursesthat is, what
impact they have on the process of socially and dynamically constr{medhing)
identities (Wenger, 2010lor instance, there igtle information on hows t u d waystos 0
knowing develop including how they learn what they learn, in addition to where and why
they learn it. Similarly, no data exist on how and why studeathe 6 per cept i
identities evolve and change over time as a result of the sports apdelgiree programmes

they experience.

1.1.2The relationship between learning and dentity

In some instances, learning can be seen as reproduction; a not altogether unreasonak

conceptualization when facts need to be learned. What universities usually pride themselve
2



on, however, is rtansformatiorby learners of the knowledge presented &rthAccording

to Entwistle (2000), this knowledge transformation depends, in part, on the nature of the
concepts used within the teaching which have to resonate with everyday experience and b
couched in accessible language, preferably with metaphorgatiatons. They also need

to provoke critical reflection on practice; in short, they should hmdagogical fertility
(Entwistle, 1994). This transformative learning also relates to the ability of studenake
personal sense of the information préednitis an aspirasin whi ch ref |l ect s
p. 25) belief that simply learning a theory (and even applying it to practice) is insufficient.
Rather, what is required is for a quality of reflection and interpretation whichHesnab
practitioners t@ o n s tamintegrated &nowledga-a c t .ilnothisGensdearning occurs

as a dimension of soci al practice where
not exist in isolation; they are part of broader systems of relations in which @vey h
meani ngo (Lave an dheWanemghus, has th 9 @ctive in nakl@sense
of the material, a process which very often changes him or her as a person. This change i
identity, in turn, holds the potential to mould subsequent learihig is particularly related

to what Marton and Saljo (99) termedst udent s6 i ntentions, !
profoundly affect the depth of learning experienced. Identity in this context, defined as the
stories we tell about ourselves (Gee, 2001), 8k e n  a s -mmaiemg d&@maln as
created and rereated in interactions with others. In this way, identity provides a link
between learning and itsociocultural context (Sfard andPrusak, 2005). Identities,
however, are not only shaped blgoashaping; as they also provide directions, aspirations,
and projected images of ourselves that guide our fordewdlopmentairajectory (Wenger,

2010).

1.2 Aims and djectives

The general purpose of this stuagstwofold. Firstly, to explores t udent s dofper



the learning experiendeon a sports coaching undgraduate degresourse and secondly,
to examineénow these experiencesshdppees t udent s6é i dentities o
threeyear course. This general amasaddresed througliive mutually informing detailed

objectives;

1. How and whydid the sports coaching students think about learning and carry out
their studyingn the ways theyid?

2. How much dd the students value the role of theory in informing coaching practice
and developmenand why?

3. To what extentidl the knowledge and experiences gained on the degree programme
contribute towards the studentsodo intell e
4. Howddt he studentsdé identities chawege d:i
they? and finally,

5. What role (if any) @ the teaching staff play in these developments? Wirg they

so perceived?

1.3 Rationale

1.3.1Theoretical rationale

The principal significance of the project is thifiedd. Firstly, that research on student
learningin its broadest seng®s much to offer assessment of quality pedagogy (Entwistle,
2000). This is not only in terms of what we teach students, but also how and why. Hence,
such worknot only serves to keep open fundamedistussiongbout the purpose cbach
education and what should undgeduate students knoas a consequence ofhiut also of

how best to grounduchst udent sé6 beliefs and ways o
pedagogycomplexity and social sensitivity. Making an assessment ofrtteaded depth

and nuance then, holds the potential to considerably improve the quality of gtaentt)
4



learning De Martin Silva et al., 2015Entwistle, 1995). Similarly, by accepting that
knowledge is not a given body or distinct curriculum, buviadj landscape of experiences

that contribute in various ways to the field of inquiry, +ifal boundaries and opportunities

for learning can be better articulated (Wenger, 2049j)ecentlyarticulated bystoszkowski

and Collins(2014), this is particularly in terms of exposing students to epistemicialg
considerations r el at efdheitoovni tbred i eevitsy @ nadn dl
(p- 781) something thatas particular relevance to sfgocoaching, taking into account the

dearth of such knowledge and engagement as discussed earlier.

Secondl vy, the project can al so be seen
unanswered call for more temporal research into student identitjodewent, and of the

I mportance of considering various develo
social identity over time. This relates to paying more attention to the practices, people,
places, regimes of competence, communities and boesdhat serve as tlwonstitutive
texture of identity formation anldecome part of who we af@/enger, 2010)In doing so,

we can attempt to better capture the complexity of the studenitydgexnelopment process
(Jones andMcEwen, 2000).Similarly, the value of the paper also lies in responding to
Cu s hi o n 20&Q callddr incteased(longitudinal research into coach development; to
better capture the nuanceofgroi ng | earning. This is not
coachessay at aparticular point in time, but how they evolve their perceptions of
developmenover a period encompassing a varie

Silva et al., 2015p. 672.

Finally, the project is related to the recent call by Jones (and colBaiguiocus less on
what and how t@c o a ¢c h, and mor e s oHere, the adpnstiugtioniofan c 0O
identityinvolves a reciprocal relationship between setiiersand society{Stets and Burke,

2003) In this respedndividualsare considered tdfact society through their actionshile
5



society provides social structure and roles that influgheeday to day interactionsf
individuals (Stets and Burke, 2003Y.his reciprocal and symbiotic learningndscape
deservesfurther attention to betteunderstand how professional identities are formed
(Beijaard Meijer and Verloop2004).In this respectthe workmarks an effort to put the
human element back into this most human of jobs (Connell, 188Bjorcing the view of
coaching as a socijpedagagical, collaborativeandrelationalpractice (Jones, 200/uch a
perspective locates coaching within an idiosyncratic, constructivist realm and an interpretive
epistemologywhich demands a considerable investment ofisealble and personal caring

from practitioners (Jones et al., 2004; Jones, 2009).

1.3.2Personal rationale

The interest in exploring sports coachi
originatedfrom the different roles personallyexperienced within theports coaching
environmentnamelyas astudenta playeraresearcher, a lecturand a coachAs a student,
coachinghas been presented to fn@m a number oflifferent perspective$or example, ta

the startof my undergraduate experience, | would define coachingsasies of scientific
approaches to training was led to believe thatontent covered itmmodules related to
physiology and psychologwas more relevarthanthat fromsociology and pedagogywas
6gui dedbdb to see coaching as a rationalis
measuregdand where explanations for multifaceted issues coulgreeented as linear

models

This view was challenged whenuhdertooka Masters irthe area The programme was
heavily focused orsociology, which brought some intriguing and puzzling ide&seing
coaching fromand throughsuch adifferentlenswas a striking moment that raised many

guestions regarding my past experiences.s&leestions seemed to go fralwhat and



cowd | shoul dWhcyo aacrh It oc da ¢ h i Whp arh hin teis pvoeegd? 6 ¢
This is not to say that | did not value thaerlier gainedscientific-orientatedknowledge
Rather,that it acted aa 0 wiapkddl that there was much more to coachihgn | was

aware of Similarly, e a player, | started to pay more attention to the power relationships |
was experiencing coul d see myself as a 6édocile b
andto comply As a researcheéhen | beganto realisetherewere different ways taxod

researchresearch that haeal personal meaning to me.

My experiences @ a lecturer and the opportunity to participate in sports coaching
curriculum developmentlsoraisedsome questions regarding what students |eahat
they should learnand how | taught andshould teach them. More importantlybéame
increasinglyinterested in hovstudentamade sense of theiearningexperiencs, and how

theseexperiencecontributel to their developing coaching identities.

Having played footballutsaland have been involved aoaching/teachintpr over 15 years
providedmewith the opportunity to work with various coaci{ead other players of course)

The behavioursexpressed by these coachee r e t he benchmar ks fo
regardingh ow GO0 b add oeachdoachvwas. dneeestidgly, there were situations
where a Or espect e addnotcraiasedaftervdeliveting gpietey paora f e
sessior(or any session for that mattemhereaa o6 not | i kedd coach w
criticism even aften session that could be considered appropriate from technical, tactical
and physical aspects Whi |l e t he coachesd t actlikely ol ar
i nfluence playersd reactions, -terimdkahility.6 s oc
soon came to realise thethat he person of the coaglays a crucial role in providing
satisfaction, which can result in enhanced performahicerefore exploring the learning
experiences of studembachesand how such experiencesmpact on their identity

negotiationappeare@n important step in trying to understand not only Wiese students
7



becomeas coachedut alsohowthednissed ur ns 6 einfluencedtheie searah and
willingness to arriveat respectivedestinatios. It was from this personal platform that |

began the journegf this thesis.

1.4Overview of the study

Thisthesisis divided into five chapter3his first chapter presentisebackground, rationale,
together with theaims and objetives of the studyChapter Twocomprisesthe literature
review, where relevant researancerning learning and identity discussedn particular,

this is divided mto two main section®Vithin the first part, thditerature on coach learning

is analysed with similar themes being identified (Lyle, 2014). These key themes are
represented bythestbe adi ngs | i nk e dacquisitiotd fparticipegiddanp h o r
dransformatiol This first section also explored the research designs commonly used within
coach learning research, discussing the challenges and recommendations for developin
future work.The second part of this review focuses on exploring theane concepts that
have been central to studies regarding identity develop@isotincluded within the review

is an exploration of the current landscape of research on coach iden@yapter Three,
themethodologys presented-ollowing a discussioof the research paradigm within which

the study is housedyis includesnformationort h e  sparticphgnSthe research design,

the precisemethodsused(focusgroups, reflective logs and video diaries well as the
means of data malysis undertiken in addition to issues related todr ef | e x i v

orustworthiness ated i c al procedureso

Chapter Four includes the presentation and discussion of findings. These are presented i
text and quote format and discussed using relevant literddere, four mairthemesare
presentedrom the datanamely( 1) OLearning experiencesao;

36 Perceived role of the teaching staffo
8



In Chapter Five generalconclusiondraws together the mapoints made in relation to the
pr oj ect 0 Additiondlle thetimplcatisns of the study as welll@@Eommendations
for furtherresearchare discussed. Finallg, reflective personal account is preseritedn
attempt tademonstratéhe impact of this PhD studyponmy personal learningnd identity

development.



CHAPTER TWO: A REVIEW OF LITERATURE

2.1 Introduction

The purpose of this review is to provide ardepth exploration of thiterature on coach

|l earning and identity, thus providing a
future directions of thereseah st r eamo ( Byr n,012, K @39) Berea n d
being guided by the aim to identify and evaluatenificant research in the area of coach
learning and identity, the five step process suggested by Creswell (2002) was adopted. Th
process includedii denti fying t er [the]literaturetsgah; doeating y
literature; reading and checking theslevance of the literature; organizing the
literaturé@ s el ectaemdd wr i ti ng a | These step$ wereeonsideredi e
al ongside Boote and Beilebs (2005) conce

6signi fi cance &deaetopingtherevietvor i cd whe

060Coverageb6 refers to the criteria for i nc¢
the first three steps suggested by Creswell (2002). In the current PhD study, an exhaustiv
search was performed using online dasaisa(e.g., the Cardiff Met online search engine;
library catalogue), and peer reviewed journals (e.g., Sport Education and Society; Physica
Education andportPedagogy; Teaching in Higher Education; Sports Coaching Review;
Journal of Transformative Eduaan). Here, the use of key words as related to the aims of
the study (e.g., coach education, coach learning, learning, identity, professional identity)
guided the initial search. This was followed by decisions taken regarding the suitability and
quality o the materials found. Particular attention here was drawn to sources that were recen
(within the last 10 years) and relevant to the topic under investigation. Additionally, sources
considered appropriate for tl®nceptual understanding (Lyle, 2014) bétfield under
investigation were also included independently of their year of publication. The selected

sources were useful in drawing attention to further sources that were analysed in terms o
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their suitability.

The second aspedncluded b y Boot e and Beil e (2005) ,
summarising, analysing and synthesizing the literature selected (linked to the fourth and fifth
aspects suggested by Creswell [2002]). Here, a key aspect was to discuss potentic
limitations and strens associated with the studies under investigation in ordienake a
genuine contribution tootkhk8ostatandf Blenoy
this respect, 6ésynthesisbé was interlinkec
analysing advantages and disadvantages of methodological procedures adopted withi
studies, their potential effect on the fings, as well as future suggestions. The fourth aspect,
6significanced, related t o exoghetopicnkinally, t h
0rhetoricbé involved writing the Iliteratul

and Beile 2005).

This chapters structurednto two mainsectionsWithin the first part, théterature on coach
learningis analysed with similar themes being identified (Lyle, 2014). These key themes are
represented by the siditeadings linked to the metaphorgacqaisitiorq garticipatiordand
dransformatio These metaphors are commonly referred to in research to demonstrate that
learning is a troublesome and transformative process that goes beyond knowledge
accumulation by requiring learners to colladterand negotiate meanin@sg., Meyer and
Land, 2005; Erichsen, 2011; Sfard, 1998, amongst gthiére selection of these metaphors,
however, did not neglect other terms used in the learning literaigednlightenment),
which were exploredvithin appropriate subsectiondleither did it neglect key learning
perspectives/theories discussed in coach leastindjes(Cassidy, Jones and Potrab18,
Cushion et al., 2010). These ofsucha thematic approadlowed for an initial organisation

of thestudies(Cushion et al., 2010Here, some of the literature selected fell into more than

one category (Lyle, 2014). In this case, the specific source(s) was analysed under differen
11



subheadings with a different focus in mitwlavoidunnecessary repetitionhis first section
also explored the research designs commonly used within coach learning research

discussing the challenges and recommendations for developing future work.

The second part of this review focuses on exploring theories and conceptavhdieen
central to studies regarding identity development. As with the review on coach learning, key
themes were identified and explored. However, a more general, wider approach was takel
here in comparison to the first part of the chapter. This waslyndue to the dearth of
research that explores coach identities. Hence, theleteacipon themes originate mainly
from studies that investigated identity theories and concepts within disciplines other than
sports coaching. These themes informed the irpaad d the review on identity and were

followed by an exploration of the current landscape of research on coach identity.

The separationf literatureinto two key sectionaddressingearning and identity wagone

to facilitate the structure of thealp t e r . However, as argued |
| earning transforms who we are and what v
In this respect, there was anscious effort not to lose tlvennection between learning and

identity (Jarvs, 2009; Erichsen, 2011) throughout the chapter.

2.2 Coach éarning

Coach learning has been the focus of much recent literatgreSgodter and Cushion, 2014
Jones, Morgan and Harris, 20Bpszkowski andCollins, 2014 Piggott, 2012Cushion et

al., 2010. Despite such an increasing focus on coach learning research, the quality and scop
of the studies are oO0highl y v aacearddfirationof{ Cu
coaching is yet to be agreedd{€ Young, North and Duffy, 2007 aylor and Garrat, 2008).

In this context, Jones (2006) argued that the field is utdarised and lacks consideration
12



of the multifaceted context in which coaches operatas critique originates from a
traditional view of coaching as a rationalispoocess (Jones and Wallace, 2005) where
coaches are viewed as mere knowledge appliers. As a consequence, technical knowledge h
been overly emphasised whilst pedagogical understanding has often been neglected (Taylc
and Garrat, 2008). In addition, coasthave been led to adopt a proelri¢ntated discourse

that focuses on compliance with scientific modetgher than critical understanding of
practice holding primacy (Day, 2012). An inherent limitation of such an approach is that it
simplifies an intr cat e process (i .e., coaching) [
Consequently, coaches have often been seen as experts in replicating knowledge but le:

able to function well in an ever changing environment (Cassidy, Jones and Potrac, 2009).

Recen debates, however, have questionedrtdtisnalistic approach to coaching, suggesting
that coaching should be viewed as an educational and social endeavour (Jones an
colleagues). Here, coaching is located within a constructivist approach (Vygotsky, 1978
where |l earning refers to fithe process of
by Jarvi s, A[fa]J]t the heart of allfbrwhogher ni |
learner is becoming (learning) as a result of doing anditigika nd f eel i ngo (¢
such recogiion, coach education courses continue to be criticised bleing de
contextualisedfocussing on techner at i onal 6indoctrinationd
Chesterfield, Potrac and Jones, 2010; Piggott, 20i®ecomes cleathen,that despite
efforts to develop critical thinkers, further evidence is needed to show the impact of different
types oflearning environmentsn coach learning and development (Cushion e@ll);

Stoszkowski and Collins, 2014).

2.2.1 Learning as acquisitioand coaching knowledge

Acquisition can be seen as the accumulation of knowledge, through which gradual
13



refinement can result in richer cognitive structu(8$ard, 1998). Despite a somewhat
straightforward definition, @uisition as a gradual accumulation of [coaching] knowledge

is notas simple as the name suggesimongst the many challenges experienced in the
sports coaching field are the lack of clear messages regarding what coaches should know 1
be able to exerogstheir professioeffectively (Cushion, Armour and Jones, 2003). In this
context,Taylor and Garra (2008)argued that most professional occupations have a distinct
and specialised body of knowledge. However, there needs to be a clear deéindion
understanding of the theoretical background that underpins coach education, whilst
recognising the complexities inherent to coaching (Jones and WaG@®) .Subsequently,
coach learning and coaching knowledgewenbeen topis of recent debate in coaching
research(e.g.,Nelson, Cushion and Potrac, 2013; Townsend and Cushion, 2015; Piggott,

2012 Denison, 201D

The view of coaching as a contextual and completwity (Jones, 2006; Cushion, Armour

and Jones, 2003) has led many to question the contentdovbesd in coach education
courses€.g.,Nelson, Cushion and Potrac, 2013; Chesterfield et al., 28dl@)tionally, the

view of coaching as socicpedagogical esreavourJones, 2006; Cassidy, Jones and Potrac,
2009)has resulted in theories of teaching and learrergy,Mosston and Ashworth teaching
styles; learning theorieghd sociologye.g.,Fr ench and Ravends base
concept of relationship of power) to rereasingly placedt the heart focoacheducation
(e.g.,Jones, Morgan and Harris, 2010). Despite this, the lack of debate regarding what shoulc
constitutea spors coaching curriculumhas becomea concern for theacademicarea
(Cassidy, Jones and Potrac, 2009). Stuelies that follow ige examples of those concerns

by exploring coachesdé perceptions of thei

specifically, their views on thacquisitionof coaching knowledge.

Work by Nelson, Cushion and Potrac (2018)at her ed ceaptooeshand 6
14



recommendations about how to better develop coach education. Findings revealed that on
of the key aspects desi r eduishiod bt haer gecud ancgh e
courses needed better tailoring to their needs. In this respeatietivery of a standard
curriculum was <criticised by the coaches
on going personal developmento (p. 209).

that they were oftendyknéewear ni ngd content 1

IncontrastTownsend and Gindsdsshowedow thezduisitono f o new
knowledge was resisted by coaches. Indeed, findings from the interviews held with 11 elite
cricket coaches showed that they were re:
traditionaland self e f er enced 6 s uc c e s Brawinh @ a8qunoieusianc h €
framework, the authors found that the coaches were shaped by the culture of cricket; that is
Aithe continuous reinforcement of similar

devel oped | egiti-8athed sk ntakleend geod (gpr.ant ed,
was then perpetuated as legitimate coaching (Townsend and Cushion, 2015), which resulte

in the marginalisation of O6newd ways sug:

While the previous twetudiesdiscussed abov@.e., Nelson, Cushion and Potrac, 2013;
Townsend and Cushion, 2015) provetsmewhatontradictory information with regards to
coaches6 pwhatcongiituteselewant kmowledge, caution needs to be exalcise
before applying thesresultsas a way to progressoach learninginderstandingin this
respec, oe should not assume that the i ssue
knowledge. As shown by Townsend and Cushion (2ahB)mainr eason f or t h
resistane was the O6contradictingd nature of
contradiction challengepreviously held assumptiorand ways of thinking, and this was
resisted by the coaches as it datfit previous positionings (see sectidr2.5for a nore in

depth discussion of the topic). Indeed, the coaches in Nelson et al. (2013) and in Townsen
15



and Cus hi on 6made(reedmmbndationg theth yoe seen as pragmatic in the
sense that they fAdesired per ®mdebvérédyhrongh | e \
pedagogical approaches that encour BHasen | ec¢
et al., 2013p.13).This is also in keeping with the findings from Stodter and Cushion (2014)

and Jones an dstudi¢stliscissedldesin thiRchaptér)

Whil e, on the one hand, the coaches in T
knowledge that was accepted within their coaching citbkecoaches ilfPi ggot t 6 s
work criticised the idea of closed systems as a w@aches should progress. The main

di fference here was that Townsend and (
perpetuation of a view within their 6ch
Piggottds (2012) studymdern e arte sviast a mtp otsee
in this case thdlational Governing BodieNGBS). Specifically, Piggott (2012) interviewed

12 coaches (from a range of sports) regarding their experiences of formal coach educatiol
courses delivered bMGBs 10 out & the 16 courses experienced by the coaches were
classified as 06cl os &sdcial systend] m swbich actors puostieh e
knowledge and behave in accordance with that knowledge" (p. 3&@prding to Piggadt
(2012) O6closed circlesd invite O6common S«
accepted as 06t r thatcirclealtrsd viéw oflegrhingés taking tplacwia
transmission and reproductiare(, theacquisition metaphorHere,Piggott(2012) referred

to theacquisitionof knowledge that was strictly linked to attainment of lewels,, @At he

to enl i gihb4&n ment o

Similar findings were reported by Chesterfield, Potrac and Jones (2010) who interviewed
six coaches regding the content knowledge and assessment experiencedJoiora of
European Football A s s o0 coursein theUKs Helle,UrnEkEepiig 6 A

with the work of Goffman (1959), the authors discussed how the coaches engaged in
16



Oi mpressi oin 6managgeme istrategies to portr
(p. 310). Once the assessment was completed, the coaches reverted to their preferred al
trusted methods of coaching. In this respect rétienalistic approach, where coaches are
expected to receive and apply coudstivered knowledge was perceived by the coaches as

a o6driving testd. In other words, the proc
with expected puni shment for toabsehwhlboxsé

than following the O6course scriptéo.

According to the fondational work of Skinnethe punishment of undesired practices and
the rewarding of desired practices serve to control fitehaviourin thisrespectS k i nner ¢
operant conditioning theory focussed on two key aspects, reinforcement and punishmen
(Cassidy, Jones and Potrac, 2016). Reinforcement can be divided into two parts; positive
reinforcement, or Aireceiving somet hing
reinforcement, Aremoving or avoiding a ¢
Kauchak, 2004, p. 201). Punishment, on the other hand, refers to removing something tha
an individual values (removal punishment), or presenting an individual with a conseque

to decreasaindesirable behaviour (presentation punishment) (Casdiigs and Potrac,
2016). This theory can be applied to the notion of acquisition of coaching knowledge as
highlighted in the studies previously discussed. For example, in Townsdnd &u s hi or
(2015) study, the reinforcement of a cricket culture rewarded knowledge that was containec
within the environment, and, as a result, caused resistance against other ways of knowing
Additionally, Piggott (2012) and Chesterfield, Potrac anddohes ( 2010) st u
how coaches complied with specific coachi
the test (i.e., the successful completion of the assessment). These examples highlight ho
rewards and punishments are contextually spe¢dchunk, 2004), and have the intention

to control behavior; both key aspects &k i nner 6 s t heory.
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2.2.21 Learning as acquisition, discourses and relationship of power

Learni ng as afeaeq by relationshipaf ower $Foucault, 1978)and,
subsequentlyaffectsthe discourses experienced by coadiiEnison and Scoeffhomas,
2011).Int hi s cont ext, power is Aproduced fro
rather in every relation fr 098). SuochaFqaldiant t
view of power is taken as something in constant flux, rather than being a stable persona
possession (Markula and Pringle, 2006he termdiscoursei s used bk Fo
reference to social practices that regulate the production and circulation of statements an
perceptions ofealityd (Markula and Pringle 2006, p. 10%)ere, the concern is thabrae

discourses can become a tool of dominance thrdiggiipline(Denison 2007).

An example othe abovevas seen i n Denisondés (2007) ¢
his experienceasacressount ry coach. Amongst the poirt
as the one who O6possessedd the knowl edge
on suchpractice revealed how it could perceivedas a strategy to produce docile bodies;
in other words, athletes who c on-tlisiplimed,d t ¢
economically effcientand obedi ent o (Deni son, 2a0d2 7 ,
resulted in an episode of apathy and discomfort when Brian, the athlete, did not respond tc
t he ¢ oac hwitin @poomracegperformance. This marked a significant moment
in the coachés review of hi s beocloemea nbda greer
nor mal iHere,tDenson@2007) argued that coaches need to examine their taken for
granted knowledge to better understand their practitefurther stated that it wassential

that coaches problematise discoursesd not just ecept them as a tool of dominance

( O6 L e ar Inagkénter,)Cassidy, Joraasl Potrac (200%tated thatoaches need to
fireflect upon and know explicitly what they are doing, why they are doing it andtinhat

consequences are of what it is they ariagb (p. 33).
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Recent research has highlighted howghefessionalisationf sports coachinganlead to a

more institutionalised view of coaching knowledgaylor and GarraR008).Here,coaches

are likely to be expected &t in a certain way in order to gain accredita{idaylor and
Garrat, 201)) something already somewhat discusged., Chesterfield et al., 2010;
Piggot, 2019. This was a concern recently shared by Cassidy, Jones and Potrac (2016) whc
arguedthatta di scourse(s) of coaching fishoul d
prescription olHereponaaf thé potertal ¢opos lies i Ythe power
relationships experiencedithin such environments. For example, afithorities €.9.,

Nat on al Governing Bodies; Uni versities)
likely to reproducedominant discourses that perpetuate social practicessesen 6 ac c e p
and O0desiDroe dg dlimits therdite.u coached ygritical capabity and
conceptual understandir{@hesterfield et al., 2010T.his resonates with view thabach
learning hasraditionallybeen perceived as the accumulation of knowledgedcaquisition)

with coaches very often seen as empty vessels waitingfiibeldg/Cushion et al., 2003As

a consequencean institutionalized view of coaching holds the potential for dominant
discoursesto normalise individuals to act in a certain way, and, as a consequence,
marginalise other ways é&howing (Denison, 2007; Denison, 201Thereforef coaches

are exclusively given knowledgea¢quisition metaphqQr they may bded to believe that
0right 6 and 0 wr exsgrésulingiy an overfratianalistic view of gractice

(as oftenencountered in coaching guid€dpnes and Wallace, 2008nother key issue to
originate from this rationalistic approac
adequate exploration of the complex and fluid nature of that practice (Jon@ga#lade,

2005). However, it is important to highlight that discosee enabling as well as restrictive
structures. This was a point raised by Penney and Evans (2005) who argukscthases

are enabling in the sense that tlalpw individuals to eglore language and meaning and

Athe oOowhyoé of the i ncl Uhssiexplorationaspobssidexwhénu s i
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individuals focuson knowledgefor-understanding Wallace andPoulson, 2003)and
requirespr act i t i on dlexiblé corsidecaton bf earsadaptation to constraints

which also involveatrticipation (Jones and Wallace, 2005).

2.2.3 Participation, social learning and communities of practice

Althougha significant degree of coatdarningis affected byhe content expesl to, results

from previous studies show that a sole focus on an@spect fails to recognise the social
environment in which knowledge learned and applied.Q., Hodkinson, Biesta and James,
2008) Hodkinsoret al.(2008)identified four problematimitations related tohelearning

l' i terature: Al ndi vi dual l earning i s not
Al ndi vidual |l earning is often decontext
incorporate wider social and institutional sttwueso, and fALearning theo
fully incorporate t he32sThgauthdrsifurtrendsagsdiode p o
common dvualist views of | earning, 0Athe sj
individual and the socialnad t he spl it bet ween s$lerathect ur
authorsclaimedthat the scales used to study learniegy( the individual; a local site)
provide different concepti® relation to it For example, the authors mentioned that when
focusingon ndi vi dual s, r esear ch ewhsereas ifthe dcusisonfi o \
social sites, the tendency is to focugiwetthusoverlookng individual agencyThis echoes

the words ofSfard (1998) whowarns of the danger of considering only ondaphkor for
learning Here, shargwedt h aheorefical exclusivity and didactic singt@ndedness can

be trusted to make even the DbWihout sach ed
consideration, quite simply, coaching courses could be perceived gaty larelevant
(Piggott, 2012Nelson, Cushion and Potrac, 201Such a conclusion is also in keeping with

t he work of Werthner andleamingcdhretdke flageirontany,

different ways with many diverse individuals or groups andeen as more than just an
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accumulation of knowledge ( p. 201) .

In keeping witht he wor k of Sfard (1998), the | e
Oparticipationd have been used researche.@,nj ur
Mesquita et al., 2014)n their study, Mesgjta et al. (2014) interviewed six Portuguese top
level coaches from a range of sports to explore their percepfidifferent learning sources

in coach developmenEindings revealed that interactiongtwother coaches, collaborating

with experts and mentoring opportunities wecded as being keyn andfor development.
These aspects, relate to the participation metaphon, and e becorning aiinember of a
certain community ( Sf ar d, 19e8rnpng) reepeesents 0
social world, not a way of coming to knoavb o u t ito (Hanks, -1991
constructivist approach to learninghowledgeis considered to beo-constructed through
interaction and collaboratioA principal exponent of such a view was the educational

psychologist Lewygotsky, and it is to a brief examination of his work that | now turn.

According to Vygotskyods (1978) theory of
requires active engageent from individuals who collaborate in the-construction of
knowledge. Therefore, Vygotsky rejected the idea that individuals learn by acquiring
i nformation and being mere recipients (He
theoryrelates o a zone of proxi mal devel opment ;
development level as determined by independent problem solving and the level of potential
development as determined through problem solving under adult guidance or in
collaborat on wi t h more capabl e [HereCassay, Joeggdt s
Potrac (2009referto the metaphor of a staircase, where the zone of proximal development
is described as the fAvertical d (209) farther et
argue that assistance from more capable others can allow individuals to internalise the

resources needed to perform a certain skill, leading to less assistance needed ant
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consequently, the ability to perform the skill without assistance. Wigiappens, a new
zone of proximal development is reached or embarked upon, and the process is repeated

a higher level of development (Cassidy et al., 2009).

A second concept, scaffoldinfrstly introduced by Wood et al. (197@&nhd commonly
associated with/Y y g o t s k y Jorses ama Th&mag, 201B/ass, Harland and Mercer,
2011 also refers to the act of assisting others so that they can eventually complete task
independently (Wass and Golding, 2014). In the wofd&ass and Golding (2014here

a r ®vo donditions required for scaffolding: (1) students are assistedgordething they

could not do on their ownand (2) this assistance enables them eventtallgarn to
complete the task independeiatly ( p. 67 7) . H e r the need to encaurage h o
students to identify and solve problems rather than structuring the activity in such a

simplistic way that the problems are removed (Wass and Golding, 2014).

A third concept introducted by Vygotsky was that of mediated action;teorgerecently
discussed by Jones, Edwards and Vigilbo (2016). Here, Jones et al (2016) built on
current frameworks to analyse sports coaching from an activity theory lens. Borrowing from
Kuutt i (1996), t he autaphblosphicdl and crosdistiplisacyt i v |
framework that came used to study forms of human practice where both individual and
social processes are interlinked ( 8). They further suggestgdlt hhantans are not
passive participants but operate within a shasedal environment where interactions
instigate meaningnaking processes enabling them to engage in that shatedtyo ( p .

203).

Learning as a collaborative procegaiticipation metaphgrhasalsobeen alluded to in
otherrecent coaching studi€e.g., Jones and Turner, 2006; Santos, Jones and Mesquita,

2013; Harris, 200; Jones and lAson, 204; Stozkowski and Collins, 20)4For example,
22



in an attempto explore the use of problem based learning (PBL) as a means to educate
studentcoaches about the nature of their work, Jones and Turner (2006) analysed the use c
ill -structured scenarios. The approach usedlistic, problematic scenarios and suhitett
questioning, to challenge and instill in students i t i ¢ al wa y(p. 18b)Thet hi r
findings revealed that despite an initial shock, the students reported that theP&loup
approach made them more aware of potential issues they may facachescas well as

widening their views on coaching.

Collaboration was also a fundamental findingSma nt o s , Jones and N
research. The auiflfamrhew doazhege maeipulate eantexds ard
relationships t(pvwa3) dsingdtieesmetaphar of eorchtbstration. The
findings suggested that tépvel Portuguese coaches engagedinaprocéssad | | abor a
and O6negotiationdé withAnmnterxamplte afcht Rive
role in scaffolding playersdé devel opment
for learning that were embedded with uncertainty and challenges to ensure that players wer
constantly seeking to improve thgerformances rather than becoming complacent with

their position in the team(s).

The processsof participation and collaboration magcur amongstany different actors.

For instance, whilst Jones andurfier (2006) and Santos et &R013) focused on
cdlaboration between peers and between coaches and athletes, Harris (2010) focused c
interactions amongst coaches incsa |l | ed 6 c o0 mmu n iAtconensinityoff pr
practice has been defined dsa n activity system about
undersandings concerning what they are doing and what that means in their lives and for
their communitieso (L ahisalsceelatdstdVengeand 1We
(1991)idea ofparticipatonas a way @Adof both absocdbturerg a

of practicédb ( p . 95) . Her e, participants cont:
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(Hodkinsone al., 2008). Advocate®r the concept of communities of pract@egue that
theyal | ow f or meani ngf ul experiehdés of hato
(Gilbert and Trudel, 2005Amongst other benefits of such collaboration are the sharing of
ideas andhefeeling of belonging to a community (Wenger, 1998). Here, negotiation is a
central concept thait has been claimed|lowscoaches 0 0 make sensed6 of
(Culver and Trudel, 20G . However, it should not be
in conversations with others will automatically resuligarning (Culver and Trudel, 2008b

As highlighted by Harris (2010}his engagementeeds to beneaningfuyl wher e fico

experiences can be better respected, har

Despite the benefits associated with participation in communities of practice, this form of
engagement is often affected by the cefitve nature of sport (Culver and Trudel, 2006).

For example, according to Culver and Trudel (2006), coaches tend to share their knowledge
and understanding with closer colleagues rather than with those who are outside of their clul
environment. Similarchallenges were foundy Harris (2010)in a study that aimed to
explore the use of communities of pract.i
during a nine month period. Results showed Wiatst developmental coaches benefitted
from engaging whin a community of practice, elite coaches found the process less
appealing. Herdjlarris (2010) argued th#te organisational pressures such as the obligation

to sustain club norms contributed to lack of al@pth participatiomn such communities.

Other factors, such as the inability to relate to course content, were also reported by Jone
and Allison (2014) as a cause for the surface level of participation in coaching communities.
Here, Jones and Allison (2014)8monhelkesldvel g a t
coach education course. The coaches argju@dthe experiences they had the course

were often far removed from their day to day coaching practice, which subsequently led to

a surface approach to the community learning. Despitk discontentment, the coaches
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highly valued the incidental interactions during the course as a means of gaining a degree o
security within a very insecure professional environment (i.e., the elite level coaching
world). In the words oflones and Allisori2014) fithe courseseemed to provide a latent
function related tospraoavidiydg far o¢c hmmwcroi

valued over and above every otlspect of their educational experiedce ( p. 119) .

Learning by interacting with otheopaches was also considetszheficial inCassidy, Potrac

and Mc ke n zstueyptee aim2oDvihieh) was also to evaleaa coach education
programme. Here, semstructured interviews with eight rugby union coaches (of
Oparticipati ond Olteavlekli)n gr ewietahl eodt htehnra c oac h
development. It was seen as an opportunity to share ideas relevant to individual coaching
practice. Although recognising the benefit of talking to each other, the coaches argued tha
the given foums needed to be mediated to avoid conversations goitrgaifand tgrovide

more meaningful experiences. Such a suggestion was later reinforceéoshikd®vski and
Collins (2016) wharguedhat support structures (e.g., formal learning approachesldshou
precede the provision of social learning activities such as communities of practice and
mentoring. Inthe words of Sib k o ws Kk i and Collins (2016),

that their informal development is sufficiently opemnded, reflectivemd cr i t i cal 0o

2.2.4 Mentoring

Recent research has highlighted the lack of a clear conceptual definition of mentoring in
sportscoaching (e.g.Jones and Allison, 2014pnes, Harris and Miles, 2009;cluade,

Davis and Nash, 2013 thisrespect,lteaforementionedtudy by Jones and Allison (2014)
showedhow the coaches perceived their rodssmenteesd bethat of passive recipiest
whilst expecting mentor® activelylead the process. This led to a suggestion by the authors

that the &ck of clear rol@lefinitions(for bothmenteeand menta) was a matter that needed
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further consideration within coach education

Likewise, in an earlier review of literature, Jones, Harris and Miles (2009) argued for the
need to better understand whatntoring actually entails. Here, the authors presented many
different definitions for mentoring, one being that from Roberts (2000, p. 162) who
suggested that mentoring i formalised process whereby a more knowledgeabte
experienced person actuatesupportive role of overseeing and encouraging refleetizh
learning within a less experienced and knowledgeable person, so as to facilifate thas o n 6
career and personal developme@®ne of the <c¢cl ear messages
wasthatmemtr i ng should have a nurturing natur
In this respect, identifying the needs of the mentee was argued to be a key aspect for .

successful mentoring relationship.

Contradicting such a focus on individual negdswork of Zehntner and McMahon (2014)
showed how the mentanentee relationship experienced by an Australian swimming coach
was characterized by a culture of surveillance and conformity. Here, the authors drew upor
the work of Foucault (1979) to make senof the experience. More specifically, they
discussed how the mentote nt ee r el at i oaareelans @nd expressibntoé d
disciplinary power, regulating behaviour and bodies in accordance with what comes to be

not merely expected, but alsormalizdwithin the contextand cultuee ( p. 60 1) .

DespiteZehnt ner and McMahonés (2014) associ a
other studies (e.g., McQuade, Davis and Nash, 2015) have painted a more positive pictur
of the potential benefits of meniong. As argued bycQuade et al(2015),ii [ emjoring
could be considered as an effective and accessible methogprting practice in the fiedd
(p.318) Here, the authors suggested that mentoring relationships can provide coaches with

opportunities tdink theory and practice. In this respect, echoing the words of Jones et al.
26



(2009), Mcquade et al. (2015) argued that attention should be draw to nurturing individuals
rather than developing clones of the mentors. Additionally, similar to thaoreés ad
Allison (2014) Mcquade et al. (2015) claimed that mentoring is still very much under
theorised in sports coaching thus suggesting a need for ever greater clarifindfionher

evaluation.

An example of evaluating a formalised mentoring initiative came from the ef@kffiths

and Armour (2012)Here, the aim was to explore the use of mentoring relationships within
community volunteer sports coag.lriedngsdrond t |
this 12 month longitudinal study highlighted the importance of interactions between coaches
and the contexts in which they operate.
situated learning. Here, it is considered that e & rismot merely situated in practice;
learningis an integral part of generative social practice in the lived w olLavie dndl  (
Wenger, 1991 p. 35) Griffiths and Armour (2012)
interrelationship between biography and gute 6 ( p . 156) , and we
flearning through formalizethentoring is not seen solely as #rjuisition of knowledge

by detached individuals, but as a process of social participaitoated within acultural
contextv ( p. 15 8) coadHes wmtervieved, withintthe study commented that they
perceived the role of the mentor to be a provider of technical skills amongst other aspects
This calls for better understanding of the relationship between individuals (mentor/mentee)
and social cotexts (e.g., voluntary work) in order to better understand the act and process

of mentoring (Griffiths and Armour, 2012).

2.2.5Learning as transformation

Despitethe previously discussdienefits associated witharning as participatior{e.g., in

a community of practice)Stoszkowski and Collins (2014)lled for a more detailed
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exploration of O6socialé | earning as d | e
thatfurther evaluation is necessary to explore how social leaenipgp r oac hes fic a
both coach behaviour and | earning for bet
the i mportance of exploring coachesdé epi.
of knowl edge anm77/Bowsi tt hiesy qqaiened&el vy t o
and acceptance of content knowledge. This was evidenced in the work of Townsend anc
Cushion (2015) previously discussed in this chapter. Specifically, it was clear how the
cricket coaches featured in thist udy wer e reluctant to o6
recognising value in the O0newd knowl edge
understandings. Here, the idea of O6concej
individuals to becomenore aware of their epistemological beliefs. According to Davis and
Samura (2010), concept analysis includiesays of representing ideas to studejatisd
coaches]presenting alternative definitions and their implications, histories and evolutions
ofconeptswhi | e al so exerporets i ags| ebr wh as@t8h/ey a
cited in Evans, 2014, p. 53). Furthermore, in order to encourage coaches to explore thei

epistemological beliefStoszkowski and Collins (2014uggested that:

as aminimum requirement, presentations at CoPs should provide a clear context to
what i s being described, trace and ma
which this particular combination of options were selected, describe some other
options and findy, describe and discuss how the processes are evaluated and refined.
(p. 780).
This recommendation and search for criticality involves developing a better understanding
of the self and of related personal beliefs and practice. Barezkowski and Coltis (2014)
suggested that, despite the array of criticism formal coach education has received over th
past decade (e.g., Chesterfield, Jones and Potrac, 2010; Nelson et al., 2013), it still has a ro

to play if considered as a long term approach. Thisocides with the definition of learning

as process of transformation t h a movengnt thrdugh time of reformulating reified
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structures of meaning by reconstrucintheng ¢

words of Erichsen (2011, p.114)amsformative learning theory;

€i's about | earning and changes in our
and how we see and understand ourselves, our context, and the world around us. |
is a process of calling our old meanings and past experigmo question due to
something new in our lives or epiphanies, and then attributing new meanings to our
lives and experience
The process of transformation goes beyond theirghaf knowledge, and reqgués
individuals toimmerse hems el ves i n Hddldnsodat a.t(2098krefdistk n o
this process as Ol earning as becomingbo;
(Wenger, 1998). Hence, it is considerdtitia per son i s constan
becoming and becoming t hr son gthal 20@8a p. M4il)Thaso (
transformationis likely to cause discomfort, as one is led to experiences oestdelished
6 ¢c o mf o r(Meyer and kasd) 20055uch aspects resonate with the concept of liminal
space t h a]he perisd,in wii€h the individual is naked of selheither fully in one
category Meyeram cbandy 200p. 3716). Consequentlyndividualswho go
through the | iminal Sspace encoun toreviewing A n

somet hi ngo ( Mey,e.373dmtite wards mfdVeyer2zafdd_&nd (2009)jst

experience is described as o6transformati

Learning as transformation thereforga complex processhere individuals may encounter
challenges to developing an awareness of their epistemological beliefs (Grecic and Collins,
2013). According to Grecic and Collins (2013), in attempting to work within their comfort
zones, coaches often show preferefioet e ar ni ng environments t
vast array of i nformation and det60) Theg/me n
further argued that by doing so, coaches remain with their current (and largely unexplored)

beliefs about the nature of knowledge and why they practice as they do. The main issue witt
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this lack of awareness regarding epistemological beliefdhas it can hinder a key
expectation of coaching; i.e., that which involves making h ahesicesfaboute coaching
methods, techniques, and practices tltgaches[d evel opo ( Greci ¢ anc

159).

2.2.6 Learning as transformation anadtellectual development

According to Sfard and Pr uswhichrdai® t0 svhat p
Acounts as cr i tdandethte ltamingo(m4e)d this ¢ontextnléarningyad
transformation is somewhat affected by the vieweafrhing aghe missing link between
Owho one is6 and 6who one de&hedeternsardreferrbde 6
to as O6actual 6 and 6 d e Fhisdglosalinkebdtweelkarhiagiahd t i
identitywas identified by Perr1999)through his Scheme of Intellectual development. The
scheme was developed from a series of egeted interviews conducted with Harvard and
Radcliiffeunder gr aduates during the | ate 19500
figrouping,curriculum design,ah t eac hi ng me thads,Perry Papped § |,
relatively consistent educational jourri@@yv h a t h e characterized
Pil gri mbés ProgrPespby (L8&Aat i fpi.ed3)nine o&p
undergradui@ students saw knowledge and firocess of learning. One of they findings

from this work was the transformation experienced by students, a movement from a dualist
view of the world (i.e. right/wrong) to a truly relativistic view, where infinite corte
requiring constant decisions to avoid disorientation exisdnsequently, students satto

accept responsibility for making their own decisions in an uncertain \(eldy, 1999)

Perryds work invites educat ogugingttimingcandn s i ¢
methods of teaching (Clarkeburn et al., 2003). Although coach education and learning

research has been subject to considerabl
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intellectual, or epistemological, development; thatis,bowa c hes &6 per cept i
construction, learning and sense of self alter over time as a consequence of their learnin
experiencesAn exception to this claim is the work developed by De MéeBilma et al.

(2015) that explored undergraduate spodsacc hi ng st udentsd inte
two formal coach education settsad he longitudinal nature of the study allowed for the
analysis of the studentsdé devel opment T
development. Here, the findingom reflective logs, video diaries and focus group data
revealed that students experienced uncertainty and frustration during the first months of
study. This frustration was caused by ¢
perceptions of learningsaacquisition (i.e., that provided by lecturers), and the relativist
agenda being offered via the course structure and delivery. As the study progressed, D
Martin-Silva et al. (2015) argued that the students moved from a dualist to an increasingly
relativist view of the world. Here, alongside the previously mentioned course structure, other
contributing aspects were the studentso
established with staff members. However, as pointed out by the authers, sht u d e n

intell ectual devel opment dAwas far from ul

Another aspectlaimed tointerfere with the process of transformative learninthat of
assessmensurprisingly, despite concesmegarding coach learning, tlo®ntributions of
assessment practices have received little attertiipprsports coachingscholars (Hay,
Dickens, Crudgington and Engstrom, 2012). This becomes a critical issue taking into
account the often strategic approaches adopted by learners (En2@80ede MartinSilva

et al., 2015) For exampl e, participants in Che:
revealed howearners/practitionereangaged with the coaching assessment in a superficial
way to meet the certification criteria. Indeed, orice test was completethe coaches
returned to what they believed to be a more authentic way of coaching. In this exhmple,

coachegerceived the assessment not to encourage transformational learning. Instead, ther
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was a search farightbtanswersant e havi our s to O6pass the t
surface (i.e.memorising) approach to learning (Entwisle, 20@nilarly, in the work of

De MartinSilva et al.(2015), the students adopted a strategic approach to learning.
However, the authorarguel t h at t his approach Ais omewh
engagementong@e ner al traject or y Ibthiswespedtsthe stedengst i
showed signs of adopting what Entwistle (2000) defined as a deep approach to learning (i.e
a commitment to understanding the content being introduced) as the study prodi@issed.
search for O6commi pme nh twasidescnildd by Per(§993as dkey nt ¢

characteristic relateto personal development (a procesgrahsformatior).

The link between learning and assessment, therefore, may result in a significant amount o
control regarding how studentsarn; something which can contribute towards intellectual
development (De Martidilva et al., 2015). De MartiBilva et al. (2015) subsequently
argued thatficoaches are to be developed as relativist thinkers, assessment requirement:
should focus on peonal understanding rather than memorisation (Entwistle, 2000). This
relates to what Biggs and Tang (2011) describe as constructive aligriheeatignment

between learning activities, assessments and learning outcomes.

Despite the previously mentionegarthofst udi es i nvestigating
beliefs and intellectual development, current research in thdaseargued for the need to
promote learning environments that challenge coaches intellectually and, subsequently
transform personglerspectivesq.g.,De Martin-Silva et al., 2015; Grecic and Collins, 2013;
Coallins, Collins and Grecic, 20)5This relates to paying more attention to the practices,
people, regimes of competence, communities and boundaries that serveassthetive
texture of identity formation andecome part of who we am@Venger, 2010).This
consideration is particularly appropriate for the field of sports coaching, as it relates to seeing

coaching as a complex and sepedagogical practice (Jones and colleayjuklere, the
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metaphors of acquisition, participation and transformation (discussed throughout this
chapter) appear as relevant concepts to inform the development of coach learning researc

and practice.

2.2.7 Research designs in sports coaching researéh limitations and

recommendations

Research in coach learning has oftgifised limited data sets (often gathered through the
use of interviewsjoe x pl or e coachesd per(ee,dtephmsonando f
Jowett, 2009; Knowles et al., 2006, Chesterfield et al., ZDd@nsend ad Cushion, 2015;
Piggott, 2012;Cassidy, Potrac and Mckenzie, 2006; Collins, Collins and Grecic, 2015)
Despite providing beneficial information, keylimitation with thistype of research is that

it doesnot factor i n t h éCushienanhplo 20ad).Indees,p e c
according torhomson, Plumridge and Hollan2003, becausedarningtakes timeresearch

that investigatethe opportunities and challenges inherent in the learning process should
incorporatea longitudinal element. This isdefined asthefidel i ber at e wa:

temporality is designed into the research process, making change a central focus of analytic:

atenti ono (p. 185).

As previously mentioned by Cushion et al. (2010), the quality and scope of the work in and
on coach learning are varied. Whilst a significant number of studies focus on a single point
of data collection, others have used a morédpthlongitudinal approach. Examples of the
latter are thosby Jones and Turner (200&pnes, Morgan and Harris (2010), Stodter and
Cushion (2014), and Jones and Al lexpprada ( 2
ProblemBased Learning (PBL) approaes one means through which coacheslabe

better educated to meet the complex and holistic natutkeaf work Eleven final year

undergraduatstudents (in their third year of study) took part in this research. Data were
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gathered through on going olbgatiors, reflectiors and a group interview at the termination
of the modulainder investigationThe research design adopted allowed for intricate aspects

of learning to be explored, such as the opportunities and challenges experienced by student

Similarly, Jones, Morgan and Harris (2010) adoptegoimg observations and focus groups

to investigate how eight MSc Coaching Science students experienced a pedagogica
framework aimed at addressing the praetiesory gap in sports coaching. Here, the Use o

a longitudinal framework all owed the autl
throughout the unit delivery. For example, it was identified that the students initially
strugge d wi t h s eei mwgrkint dh et ctdereshcebehavion @a$ Mr escr i
(p. 320). This view changed as the unit progressed and the students started to appreciate t
value of theory in better understanding their practice. Without such a design, the authors
would be only able to gather evidence of the stiglént e x per i ences at a
to assess a continuous and fluid process (i.e., learning). On the other hand, the adoption of
longitudinal research design, allowedéor deeper expl oration of
excursion which will hag intended direction and outconbeit also acknowledge that there

will be deviation and unexpecte out c o mes wi t (handetal 20@5, p2@2L ur s
According to Stezkowski and Collins (2014 such indepth exploratios) rather than
providing selectedsnapshatar e key f or further ubklatee r st
recentl vy, Stodter and Cushion (2014) e X
education course over the course of a year using observations and interviews pre, during ar
postcourse. The longitudinal pect of the study combinealith the multiple methods of

data collection utilised allowed the authors to analyse the changes experienced by the
coaches as a result of being on tmeirse.For many of the coaches, these amounted to

fivaryn g, even paradoxical experienceso (p.

In a similar vein, Jones and Allisqa014) tracked 20 coaches over a period of 18 months
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to explore their experience on an UEFA coach education course. Here, the use of videc
diaries and focus groups alNed data to be gathered periodically, which was key when
di scussing issues such as the | ack of #dAc
work of Jones and Turner (2006) and Jones, Morgan and Harris (2010), this study providec
a wider view of tle learning process. However, one could argue that more focus on
presenting the results in a temporal fashion (e.g., dates for the quotes included as well as tr

method of data collection) could have allowed for a more detailed representation of the

potental changes (or | ack of) that took pl ac

Concens with coaching research desgyrhowever, go beyond the temporal aspect, also
relatingtothemet hods of data collection adopted.
some ingyhtful information to inform the design of courses (especially regarding
satisfaction), it is important to remember that learning involves a certain degree of
discomfort and uncertainty, which may not always be welcomed by cof@badartin

Silva et al.,2015; Meyer and Land, 20Q6Dhis could, in turn, result in dissatisfaction with

the coach education opportunities provided (although they may be beneficial for learning as
transformation)This was a point made recently byle, Jolly and North (2010), ko argued

that, rather than merely making a case for the adoption ofa c prefesréd pedagogies
research should focus on exploring the origins of such thoughts and the effects of different
learning environment on coach learning. This could be achiesteohlythrough the use of
longitudinal researclas mentioned previouglyput also the use of a combination of data

collection methods (e.qg., video diaries and focus groupssedby Jones and Allison, 2014

Other concerns with coaching researchigiesrefer to the lack of specific criteria adopted
when selecting participant®ne example on this iké study by Nelson et al., (2013 he
study was conducted with ninety coaches from eight sports to investigatanly how

coaches experienced coadducation courses delivered by NGBSsut also their
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recommendations to enhance the quality of those courses. Tleipggsgta nt s i n Nel
(2013 study were purposively selected wilcriterion requirement @t leasten years of
coaching experier; and to be qualified to the highest level offered by their NGBs. The
criteria were based on research (Cét@l, 1995) that suggestten yeargor 10,000 hours)
wasrequiredto become expert in their specific domalimere are two main concerns here;

one relates to the criteria for expertise, and the dihnghep ar t i ci pant s e
currentd coach education pr ogr amhages .
demonstratedl hat o6expertd athletes invedhannom gr
experts €.9.,Baker,Coté and Abernethy2003;Deakin and Cobley, 2003. However ,
is conflicting evidence that 10,000 hours of involvement is necessary for all dontzdger

and Young, 2014p. 147). For example, some studies/e concldedthat triathletes and
gymnasts required 12,558 (Bak&obtéand Deakin, 2005and 18,835 hours (Law et al.,
2007) respectively, to achieweichexpertise. Other studigseanwhile have claimed that
athletes required less than 4,000 hours to become sXpgyt Soberlak and C6té, 2003).
This poses the question of whether the c¢
actually experts. The send concern is thathere was no criterion regarding the time frame
(e.g, within the lastfive years)in which the qualifications should have been obtained.
Therefore, some of the aspects raised by participants may have been already implemente
by NGBs,nottaking into account the considerable transformation that coach education has

undergone in the lagén years (Harris, 2010).

In another study, Piggot2012) selected participants whadcompleted their qualifications
within the last two years) orderto analyse current coach education courses. The twelve
coaches who participated were selected famange of different sports and possessed
different levels of qualificationse(g.,level 1; level 2)Piggotb s (2012) st ud)
broad picture regarding the natdidmotalloowfor par

a deeper representation tbbseexperiences within each NGB. For instance, although the
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aut hor mentioned that A[s]ome of the 12
than one sporto (p. 543), i t wamundiroedchc | e
of the t wehickdescriptpmrft ¢ .hefi phenomeisanimporth@r s
aspect when addressing credibility in qualitative research (Shenton 2®%}, which will

be covered in more detail in the Metlwbolyy chapter.The lack of clarity regarding the
number of participants from each NGB allied to the fact that each participant was
interviewed once (interviewed lasted betweerbBOminutesyaises some questions about

the inferences drawn in the findings; that is, that sbi@®sdo indeedo per at e as

circl esbo.

More recently, St8 z k o ws Kk i and)dudylekplomds 6 ach@98&6per c
their actual and preferred ways of acquiring knowledge as well as how they applied it. The
320 coaches who took part iretetudy came from many different sports (30 in total), worked

in a variety of countries (26 in total) and had different levels of coaching experience and
qualifications. Here, the method used for data collection was an online survdnavitiacks

of which wererecognised by the authorBhese included he Al ack of abil
pr obe v izkowskicand(C8ling 2016, p. 801hlowever, based on the aims of the
study (i .e. to Oexplored coaches dobypoasiyc e p-
paramount; something again thatrsewhatlimited the intended exploratory nature of the

study.

2.28 Concluding thoughts

The purpose of théirst part of theliterature review was to provide andepth exploration
of the literature on coachear ni ng thus providing a #dcl
limitations and future directien of t he r e s e &Kearylandddwio@tdanw ( B

239).
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The studies reviewed showed how coach learning has been approached from a variety c
perspet i ves which were structured using the
0t ransf or mat demonstratetiiatwhist reeent research radibitedsigns of
progression in recognigy coaching as a pedagogical and social practiég,yiet to fully

explore and embrace the intricacies inherent within coach learning.

Recent findingslsorevealed o achesd® resi stance to the 0:¢
challenged their traditional ways of coachiregg(, Townsend and Cushion, 281 Instead,
there was a clear desire for practically
practices €.9.,Nelson et al., 2013; Townsend and Cushion, 2015; Jones and Allison, 2014).
Additionally, coaches showetiemselvego be strategidearners, often selecting content
knowledge based on assessment requirements rather than a means taibettenelere,

power relationships were key in dictating what counted as a legitimate way of coaching,
often normalising coaches to act in specifiays described by Piggott (2012) as closed
systems, where coaches are led to reproduce dominant disctimisdsniting their
conceptual understandinghere was also clear evidenceofac hes 6 r esi st a
knowledge outside of their close des (e.g., Harris, 2010), whilsinformal interactions

were desirecand valuedn the search for &ommunity of security(Jones and Allison,

2014).

Despite some relevant findings, many of the studies discussed were limited by the use of :
single data allection point to examine something for which thedence should go beyond
oneoff measures ofprogressived s at i s Withc the aim Go develop a better
understanding of the intricacies within learning, longitudinal research designs including a
combiration of appropriate methods (i.éhat allow the aims of the study to be achieved)

shouldconsequentlye increasinglyconsidered. Such approastan allow for prolonged
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researcher and participant engagemeimething seen akey to better capture the
complexity of learning experiences and their impact on identity developmergs(dmd

Mc Ewe n, 2000) . Finally, althoowghd@Gcrcekex
evidence exists that formal education can play a critical role ma c bogrstide
development. This is particularly in terms of exposing studeathego epistemoloigal
consi der at i o wtybandévha fotmfdheitoov nit tblked ief s and d.
(Stoszkowski and Collins 2014, 78Thisis a process akimtmeta éarning, where learners

b e c o amare @f task demands and of how, orewegme t her , t o meet t |
addi t msseassing and dxerting controlojep er sonal ] ¢ o@iggsdnd v e
Tang,2011,p.185). Notonlydoessuchleamng i nvol ve t he develop
critical to becoming an effective practitioner, but also a change in the way individuals see
themselves and the world around them (Erich0@1). Despite such claims, however, we

still know little about howthis process is manifest in the development of sports coaches

through undergraduate provision.

2.3 Understanding identity - a challenging endeavour

The term identity has been explored through a range of disciplines gedjplogy,
psychology, philosoph) often making it aestingtopic for investigation (Beauchamp and
Thomas, 2010, p. 175). Here, the main challeapearshe variability with which the term

is definedoften within the same area of study (e.gocial sciences|Stryker and Burke,

2000, Sfard and Prusak, 2005). Examplesimetadeu s e of wor ds such a
(Beauchamp and Thomas, 2010) ; 6actual an
6fictive identityd (Je reldtiamdkross@ahR@RId0 @ @roe s

identityd (Jones anbdtafédwe. Ewe n, 2000), to n;

The great variability used in relation to the term identitggests further complexity in
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understanding how identity changes. For example, the work by Watsa) @tdpted the

terms O6constructiond of identity and i den
that focused on the resources used by a teacher to constraoatrhysofessional identity.

Flores and Day (2006)on the other handysed the termb s hapi ngé i den
researching how new school teachers O6sha
Beauchamp and Thomas (@) meanwhile utiised he ter m i dentity O0s
literature on teacher identjtwhileCassidyandifew (2001) referred t

a study where the authors examined the multiple identities of 210 secondary school student

as they transitioned to university. Whil e
likely to refertochanges n 1 denti ty that occur in a pt
6changed may imply the potenti al for a r

despite suclanaspect not made explicit by the authors. Such a discrepancy, however, does
not negteone similarity that seems to prevail in identity research; that is, the view of identity
asadmuflacdetedd and O6fl ui dé c @lorestanduDay, 20a6f f e

Beauchamp and Thomas, 2010).

The close link between teaching and coaglffbassidy, Jones and Potrac, 2016), aligned to
the dearth of research exploring coaching identitiesan that many of the studies drawn
upon in this part of the chapteriginate from studies within teacher educatiém this
respect, it is taken thatudies on teacher education can inform future direciionsaching

where teaching, learning and professional development have likewise been highlighted a:

key aspects of practice (Jones, Armour and Potrac, 2004; Jones, 2006).

Identity in the presenhte si s i s def i mga&nd negatiatigh af participagon, o f

shaped by and shaping inrespons¢e¢ he context i n which it
186) . Her e, identity negotiation can be
personawor | ds and how individual voices comkt
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and Prusak, 2005, p. 15). This individual and collective description of idensityriswhat
further clarifiedby T i mo gandjUgéste (2012) who discussed the formation a@heza

identity as

€éa continuous | earning process; ;thouwgtter e
against a background of interactions of emotions and knowledagk where an
experience can be both deeply individual and one which is experienced wgh peer
(T mo gandjUgdste 2012, p. 2).

2.3.171 Developing a professional identity

A recent review by Trede, Macklin and Bridges (2012) revealed that, despite the focus on
preparing students for the world of work, the concept of professional identity has rarely been
explored comprehensively in higher education. The authorscalsdudelt h a t A o]
few articles that we reviewed focused on external influences upon professional identity
devel opment, despite most mentioning worl
(p. 376). This is of particular conceras the way the sel6ishaped by or shapes social
structure has a key impact on someoneds
development of professional identity should not be seen as an isolated phenomenon the
takes place at the university or in the work cgttieut rather a dynamic relationship between

di fferent | ife sphereso (Reid, Abrandt D:

Despite Trede et | . 06 s deérth elat@djitique of studies thdtaveadequatelyxplored

the development of professial identity in higher educatiora considerablenumber of
studiesnot covered by Trede et al., (2012) claimed to daviany of these focused on how
teachers develop their professional identities (&gauchamp and Thomas, 2010; Anh,
2013; Beijaard, Mger and Verloop, 2004; Abrandt Dahlgreen and Chiriac, 2009; Friesen
and Besley, 2013; Hong, 2010; Pillen, Den Brok and Beijadafd,3; Thomas and

Beauchamp, 2011 i mo gahddJgaste, 2010; i mo gahddJgaste, 2012). In an attempt
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to highlightkey theme from these studies, some of tipeincipal onesaarenow examined in

greater depth.

Beauchamp and Thomas (201tterviewed 48 participants following their graduatfoom

a teacher education programme. poeposewas 0 under st and htbes t h
shifted as they started their initial practice as teachers. Interestingly, findiregdedhat
despitedemonstratingan ability to reflect oran ddeabidentity, the studentslaimedthis

was theopportunity they had tdo so, demonstratings neglect during their programme of
study. Here, the authors suggested that professional identity develoghauitibecome
Aintegral to initial teacher education p
a concept coined athe 6 pedagogy @énlinki 20860 tBortowirdy from
Thatchenkery annbtiodet zikaeprpd se c(i 2t0oge i st @ lt Ih
to perceive the positive inherent gener a:
and Thomas (2010) argdighat the rée of teaching staff is to assist students to recognise
their strengths as well as Astimulate th
want to direct their developmentto reach desgeal® ( p. 6 4 @choedbyiTmedes w e
at al. (2012) whosuggestegpedagogicakupport and mentorship as key for professional
identity development. Despite such a suggestion, the methods adopted by Beauchamp ar
Thomas (2010) (i.etwo interviewsfollowing graduation) did not allovior an onrgoing

exploration ® how the teaching staff affected (@id notaffec) professional development.

The focus on positive factors in helping student teachers to better understand their
professionakxperiences was also highlighted By mo gandjUgst€2012).In stating
thatit he emoti ons teachers experience,they f ec
argued that teachers wharussed opositive emotions developed broader coping strategies
as theywere capable of distancing themselves from their experigisoasewhat similar to

the concept of reflexivity, discussed later in this chapter). Additiond@lly, mo gand u k
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Ugaste (2012) <claimed that #Astudents sho

recalling, anch detailed analysis of positive moment;m t eachi ngo (p. 11

In a similar studyT i mo gahdjUgdste (2010)ad earlierevealed some limitations in the
understanding of professional development within specific disciplines. For example, with
the aim to understand the impact of initial teachee ducati on on stuoc
identity, the authors interviewed 45 st u:
as possibleo (p. 1 5 g of th®iatenpews (betweem 630s i g r
minutes), the data gathered did not esignt the professional development of teachers within
specific disciplines. Thisomewhatontradiceda particular concern raisedtime literature
regarding the Aimportameeidfi capprod @isati iom:¢
et al, 2012,p. 379). Here, the ability to articulate disciplinary content and apply it to
professional environmentsvas considered as crucial ioontributing to professional

developmen{RyanandCarmichagl2016)

In a more specific contexRyan and Carmicha€P016) explored how 25 students on a
Bachelor of RadiatioriTherapy programmeecorded andepresented their professional
identity developmenthrough the use of reflective journals otiee course othree years.

The longitudinal nature of the study alladvéhe authors to identify different modes of
reflexivity used by the students over timidor e speci fically, t he
(2012) four reflexive modes (i,eccommunicativg cautonomoug anetad and dractured
indicators) when analysing the tda Despite revealing the use of reflective jourrads
allowing students to become aware of their developing professional identities, the approach
was seen as somewhat constraining or, controlling how students reflectedwahis
particular the case asdfstudents were encouraged to use Gihieslective Cycle (1988)
when framing their reflections. Despite the potential benefifgresentinggiven stageof

reflection (i.e, Description, Feelings, Evaluation, Analysis, Conclusion and Action Plan),
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Gibbss wor k has been critici s e dthaarsflecoom @oess i m
not al ways present itself Ain neatly def.
p.184). Thiswvasechoed by Hughes, Lee and Chesterfield (2008 argudt hat sGi bk
(1988) model Ai s f ar -byswep psocesspdbes got allow fobie ¢ a

depth | earning to occuro (p. 381).

Taking a different perspective towards the encouragemeaeflettion,Gilardi and Lozza
(2009) usa an inquiry basd learning approach (including reflective practice) to the
development of professional identity. Difiieg from Ryan and Carmicha®l§2016)use of
reflective models, studentgithin Gilardi and Lozzé& $2009)work engaged in reflective
practice withtheir tutors, whose role was to prompt loemerbased on t he
experiencedfamodul e entitl ed OPr act iemaduleietarp,er i
was delivered as part afthird year undergraduatiegreein psychology at the Universita
Cattolica of Milan.The moduldasted about eight monthsherestudentaundertookwork
experience with external companies under the guidance o$.t@ibardi and Lozza (2009)
drewupontheconcepb f fAr ef |l ecti ve ¢ onvE&hog83ipo2d2)wi t
andé r e f | anmaiguinigthatsdch concepts werscorporated within the development of
professional identities. In this respect, a reflexive practitienars 0 n eeedndbode
able to listen to and negotiate with others and t@cefn tacit assumptions shared within
the communityo (Gilardi and Loz zevealedh&® 0 9 ,
selfreflection was one of the highest rated skills that students perceived they developed a:
a consequence of taking parttimee module. Indeed, the encounters with tuemsvell as
opportunitesto discuss their experiences with othees@considereds way that students

could clarify the informatiotior andto themselves.

The general case put forward in this body of wedsthat by reflecting on a future ideal

identity, or in other words, who they would like to become, student teachers can progress
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towards achievinghatidentity (Beauchamp and Thomas, 2010). This relates to the work of
Hamman et al. (2010l/wher e bbé po s<il ves 6 ndiNariog, ¥986) waa r Kk L
adopted through which identity developmessis made sensed@.hi s t heory r e f
individuals think about their potentialdn about t hei r Nuwiasu986 ®.o6 (
954). In this respecta key aspect of the theory is its potential to inform and motivate

i ndividuals towards thforachoteemeal o9&l ft
2013, p. 309). Similarly, Hamman et al. (2010) acjueh a t A1 ] ndividal s
what theywant to become, may be more likely to persevere in pursuing their goals and

aspirationso (p. 1351).

Hamman et al. (20)@onducteda study with 175 student teachers and 46 neseimmice
teachers aimd to identify the expected and fearelde v e | ¢eachen selvéiwithin the

first year of teaching. The findings suggested that for student teachers, the possible teache
selves (both expected and feared) were mostly-ftagksed whereas for the kservice
teachers the expected possible selves werétyfatused The authors suggested that in
service teachers fimay be able to | ook b
abstract, valudéaden future self, while remaining aware of the consequences of not
mastering typical c |Akhsugtr tlee cabove twark khas @o dpubt.
contribued to better understanding the development of professional identities, further
exploration of the o6whysd behind the fin

research desigoould be beneficial iadding a temporal insight.

Another keypointhighlighted by Hamman et al. (201Wgs that in order taffect behaviour,
possible selves need to be meaningful,(febe r eal |y possi blpe in
1352).Here individuals must experien@sense of agency, which, according to Hamman
2010, p. 1357), na i.Fhisfisanrkeepiry withlihe woukgtFellena f |

(2016) who arguett hat Oagency6 is a key aspeThhs i n:
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sense of Oa&eeaen@yd iddre Retd ve pursuit of
i n accordance with a teacherodds goal so (B
relates to A[t] he extent to which possib
avoidd ( Ha mma2013,e.1358a Of importance then isthatst r uct ur ed |
0 a g e arekgy @n the process of identity formation (Stryker and Burke, 2000). Structure
inthiscontextr ef er s to the fAexternal ahdowvtkerucd
(Cinojlu and Ar &HKeyamessage lietkehis thah individualg are.not only

the objects of social structure but more importactintribute to its creation (Stets and

Burke, 2003).

2.3.2Socialidentity theory and identity theory

Research has highlighted two main strands of identity theoaesely Sacial Identity theory
(Tajfel, 1972) and Identity theory (Stryker, 1968; 1980). These theories have often been
consideredin oppositionto one another, despite key slarities between themThis
separationhowever has beensomewhat contested by Stets and Burke (2000) who érgue
for a more integrated theory of the self
differences exist between the two theories, theyraore differences in emphasis than in

mindo (p. 224).

2.3.2.1 Social identity theory

Socialidentity theory is concerned with how individuals form their identities by belonging
to different social groups (St @)tAskeyaspect B u |
hereis that of seHcategorisation where individuatkefinethemselves in relation to other
groups (Stets and Burke, 2000). This is done through a social comparison proeess

through efforts to be seen as 4group membes, individuals accentuate the perceived
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similarities withthatgroupwhilst distinguishing themselves from egitoup membersThis

i's an attempt t o ilrcadinvgi aamadadsndi deennhtainfciec at i
(Stets and Burke, 2000, p. 232). Whenthiskeapps, Ci noj l u, and Ar e
Ai ndividuals will cease to have personal
(p. 1124)lt refers to the process of despersonalisatieni| osi ng oneds per
of groupdbdés existenceo ( CAdditiopallyuit hastebn akguesk a |
that classifying and identifyingwith specific groups and consequgnadoptng group
behaviours serve to reaffirm social strueti(Stets and Burke, 2000). This is not to say that
in-groupmembersare similarin every respect, ratherthith ey ar e seen as
uni que combination of soci al categorieso

unique identities.

Another relevantacetof social identity theoryn this contexis that group membership may
not necessarily be defined by the indiuvi
be confirmed when others show acceptandéatindividual as an irgroup member (Stets

and Burke, 2000). This acceptance provides the individual with the evidence of belonging
Aito a certain social group together [owith
herlof t his group member sHencgbéhavjodakdjpfee If,o r Inta’
can be seen as powerful stragsgo gain acceptance into a group. Here, individuals act in
ways that they perceive are desired by group members (Stets and Burke, 2000). This is i
keeping with the work of Goffman (1959) whoed upon the concept
management &6 to explain how i nirdaitempstbudietdtes p ¢
how others see them. Himse doy beltagiours that are seenlase s
desirable or not withina certaingpmw s ¢ o d e d@Jbned eal.t 201r1)aThdse gronp
Orul esd are more than often not explicit!l
of seeing the self as reflexive; an act

perspectivesinra att empt to create the Aunifor midi
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memberso (Stets and Burke, 2000, p. 226).
are not automatically accepted. As argued by Jones et al. (2011), individuals havetyhe abil

to fimani pul ate the procedure of soci al i

When ingroup homogeneity is strong and individuals identify with in group members,
greater levels of commitment to the group are observed (Stets and ER0G®@).
Commi t ment iIin this respect can be defi nec
of social relations that are seen as-seK pr essi veo (Kanters, 109
situational changes can result in different activities beingidered salient. Here, Stets and

Burke (2000) discussed accessibility and fit as key aspects that influence salience.

Accessibility was defined as fAa function
likelihood that certain objects oreventslwil occur i n the situati o
hand, referred to fAithe congruence betweer

of the situationo (p. 230).

A final aspect of social identity theory relates to the motivational proctssesccompany

the activation of social identities. Here, sefiteem (Abrams, 1992) and uncertainty
reduction(Hogg and Mullin, 1999) were two aspects cited as key in the process of social
identity activation. According to Stets and Burke (2000), by atitig a certain identity and
acting in line with expectations, one increases their identification with any given group and,

consequently, their seffisteem, while decreasing any feelings of uncertainty.

2.3.2.2 ldentity theory

Identity theory hasitsrasos on Meadbés (1934) structur al
process of symbolic communication is key in creating, maintaining and changing self and

society (Cassidy and Trew, 2001). It is widely acknowledged in identity research that self
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and societgome in a reciprocal relationship where self can affect society though individual

actions and society can affect self through providing a social structure and roles that
influence day to day interactions (Stets and Burke, 2003). This process involves the
exchange of symbols and meanings, which Mead (1934) considered essential in

understanding behaviour s of,whmothbyeares Anatlser w e

key aspect in symbolic interactionMeadn i s
1939 al so known as reflexivity. Refl exiv
and take itself as the object of 1ts owr

views oneself from the perspecti obpd ofof
exploration. This relates to MeadOds conc«
affected by Ahow they think their entire
(Tice and Wallace, 2003, p. 92). This buildsonthegortce o f -gll a9 & i gl f 6
by Cooley (1902), which claimed that significant others (such as close members of a social
group) were mor e |-cokcept whentcompardd toethdr peopie €Tice
and Wallace, 2003). Here, TiceandWalce (2003) made a very
peopl eds perceptions of how they are vie

that have the strongestepmpaCp. ohOPpropl e

Despite similarities with the symbolic interawtist approach suggested by Mead (1934),
identity theory has a more explicit focus on how social structure works within the self
structure. In this respect, identity theory is concerned with the roles that individuals occupy
in society (Stryker, 1980). Hse roles take place within a social structure, where
expectations are incorporated within the self in an attempt to successfully perform the role
(Stryker and Burke, 2000). Whilst in social identity theory, the homogeneity of perceptions
is assumed, in ghtity theory, individuals act in ways that are specific to their roles, often
negotiating meanings in different situations (Stets and Burke, 2000). Here, individuals tend

to see themselves as different to others, with specific role performances relgsiest of
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seeing things from the group perspective then, individuals negotiate their understandings an
relate to each other in reciprocal, yet unique ways (Stets and Burke, 2000). Additionally,
according to Stryker and Burke (200@)dividuals adopt muiple roles which often result

in reciprocal or competitive relationsisipin this respect, roles that are reciprocal were
considered to reinforce one another while those who compete may result in stress, especiall

when levels of commitment and saliencestich role are equivalent (Burke, 1991).

I n this context, commi t ment i's defined &
others in their networks depend on posse

Burke, 2000, p. 286). Thatis,s Stryker and Serpe (1982) .

the role of Ohusbandd in the degree that
those persons requiressiiei ng i n the position of husb
Salience,o t he ot her hand, is defined as #fthe
whil st activation refers to the probabil

situationod (Stets and Bur ke, 2 0 020Q0), rple 2
identities are organised in a O6salience
situation, but by the individual who invokes those roles that are higher in the salience
hierarchy. Indeed, Brenner, Serpe and Stryker (2014) comtludé h a t nfa hig
identity is I|likely to be enacted or to d

232).

Interestingly, a study by LeBoueuf, Shafir and Bayuk (2010) paint a more transient nature
of identity salience. In examining how rdticting identities affect choice, the authors
claimed tisatt i Bndentfiltuxtuati onséoccur nat
makers navigate and balance their many
claimed that salience was assoethivith preference in giving the example of a woman who

chooses to use a bookstore gift card to
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booksdé (p. 48). However, t he womands pre
interpreted as sign of identity prominence. Indeed, Brenner, Serpe and Stryker (2014) also
draw attention to the need to separate identity salience (Sryker, 1980) from identity
prominence (McCall and Simons, 197B)r omi nence refers to t he
sensof the worth or value of an i denti,ty |
cited in Brenner, Serpe and Stryker, 2014, p. 233)hisrespect, an identity could be of
high importance to the individual but not necessarily likely to be invokied. shows that
salience (behaviour) and prominence (affect) are two distinct concepts and should be treate
as such (Brenner, Serpe and Stryker, 2014). This is because salience focuses on the aspe
likely to be displayed but not necessarily what onghes to perform. On the other hand, a
prominence hierarchy refers to different

Stryker, 2014).

Despite such differences in conceptual meaning, Brenner, Serpe and Stryker (2014) claime:
a causal relatiship between identity prominence and identity salience. More specifically,
they maintained that fAa highly prominent
science student identityo (p. 246)KkeraBduch
Serpe, 1994) that showed a low correlation between prominence and salience. This then, i

an area in need of further clarification.

Despite differences between social identity theory and identity theory, Stets and Burke
(2000) argued that many giarities between them exist and that they should therefore be

l inked to fiestablish a more fully integreé
by the belief that fAone always and si mul
(p. 228). One of the similarities between social and identity theories is that individuals
reaffirm social structure arrangements by entering into a process-eésélfation (identity

theory) or depersonalisation (social identity theory). In other wordsyidugls act
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according to expectations associated with their group memberships and with the roles the
perform. Another similarity regards the motivational processes that lead individuals to act in
certain ways to meet group or role expectations. Herts &tel Burke (2000) claimed that
Ai ndividual s may categorise themselves i |
to fulfil the need to feel valuable and worththd€ selfesteem motive) but also to feel
competent and effective (the sefficacy moti ve) 0 (Cast, Stets,

Stets and Burke, 2000, p. 233).

2.3.3 Multiple dimensions and core identity

Researchers have argued for the need to
identity affect identity development ertime (e.g.Jones and McEwen, 2000; Abbes, Jones
and McEwen, 2007). Studies here have revealed a clear consideration for understanding
dimensions in conjunction with one another rather than in isolation. For example, exploring
how students made sensetlodir identities, Jones and McEwen (2000) developed a model
that comprised multiple dimensions of identity (e.g., gender, race, religion). Accordingly,
they claimed that these dimensions could assume different salience for different individuals
based onantextual factors (e.g., family background; current experiences). Results from the
study concluded that students who were perceived as less privileged by systems of inequalit

(e.g., Black women) perceived race to be a very salient dimension.

An interesthg and useful aspect highlighted by Jomled McEwer(2000, p. 408) is that the

mo d e | they presented refers to a fAone pe
This dynamic approach to identity incorporates a view that identity is always nbaaul
never stable. This view is sharfedelrys o®ee
r e c og n beingat a given time and place, can change from moment to moment in the

interaction, can change from context to context, and of coursebe&ammbiguous or
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unstable. o (p.99).

Although claiming there is a dynamic nature to identity, Jane#/cEwen(2000) highlight
that o6éat the center of multiple di mensio
core is seen taysdO tohre oG innsniedre isdeednftdi and i nc
characteristics and personal identity. Moreover, the salience of a certain dimension is
dictated by its proximity to the core identity. For instance, JandsMicEwen(2000) argue

that if a dmension (e.g. religion) is more likely to be invoked at a certain moment of an

i ndividual 6s | if e, Pt owi | tend to be cl
seems very plausible and complete at first glance, it poses an important angs perha
contradictory question regarding the fluid nature of identity previously defended by the
aut hor s. Her e, the use of the word Ocore
and unchangible. Indeed, whilstonesand McEwerargue that contextual differences affect

the salience of each identity dimension to the core, they do not discuss how adaptable o

fluid the core is.

The terminology 6corebd identity has al so
perspectveT he aut hor refers to O6core identity/
in discourses, and not as a central point around which dimensions are classified as more ¢
|l ess salient. I n this respect, whimplyb&ee
called oO0identitydé. This point is made cl

aut hor recognises that Asome people resel

Here, once again the lack of a clear definition for tamidentity research posa challenge
to further developing advances in the area. This is a point that Gee (2001) seems to ignor
when the author argues that ol do not th

question to be asked here is wiya | | 0identityd be referre
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identity portrays the image of something being central and, therefore, influencing other
aspects of oneds i deimAbestJgnes amdiVicBven (A)@sthey o n C
reconceptualsd Jones and0) Madd& of enaltiple dinfeBsbBs of identity by
addi ng what t hmeakingcgatietdy 6 meHeaeri 6gereAnteestede t
in how students fAcome to perceive them a
intrapersonal, interpersonal and cognitive domains. A key point raised in this study was the
idea of how the core is formed. For some of the participants, a dimension (e.g., sexual
orientation) was part of theiefcoedoasFbDF
the same dimension was part of their core because they perceived it to be affected by extern
factors. This | ed the authors to revisit
0fluid in natur e 0 offidentity thacimividualseperteivanag cefitialdop e

their sense of selfo (p. 15).

The idea of having a 6core identity6é als
Gee (2001). For Gee (2001), identity is influenced by the positions individoalpy in
society (Institutionaldentity), how they are seen by others (Discoudsmtity) and the
experiences they have in certain affinity groups. In a broader sense, Gee (2001) presents fo
different types of identities, which he argued could natden as separate from each other
but rather as predominantin acertaintimeda p| ace. T h eatureidenstyd o f
which the author describes as a state that is developed from natural forcesifeggwins).

T h e n e x tnstitutjomigentiiygsor adpipsition someone assumes within an institution
that is authorised by its members (gbging a Professor). The tHiwvay to view identity is

a s iscoursadentityd which relates to individual traits that are recognised in discourses
or the language used by individuals. Finally, éaginity-identitydrelates to social practices
that sustain group affiliations (e.@ group of sports coaching students dressed in a similar

way).
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Gee (2001) called these different ways to see Identiyiasnt er pr et i ve sys
to the author, déal most any ident i differemtr ai
interpretive systenis ( p . 108) . For example, conside
as aninstitutionridentity, whereindividuals will be expected to act in a certain way, which

the institution sees as being a coach. One can also treat being a coach as a discourse ident
This refers to the language people use when talking to and about someone as a coach. Tl
coach idefity can also be seen as an affirigntity, which is recognised by coaches
sharing their practices and affinities with other coaches, such as discussing their coachin
practices. Finally, understanding coach identity as a natural identity would cleatieng
majority of discussions surrounding the profession. Perhaps, this is one example to show
that some of the interpretive systems wi

traits under investigation.

Furthermore, most of the interpretisgstems cannot operate on their own (Gee, PG
example, being a coachétitutionidentity) could not be sustained without discourses and
di al ogues. I ndi vidual s6 positions asutcoa
and treat them as cclaes (dscourseidentity). This perspective is illustrated by Gee (2001)
who argues that AL T ]t i s only because ot
friend as a charismatic person that she

di scourses the concept of O&écore identity

2.3.4 Coach Identityi an under explored territory

As highlighted in the first section, nl e
al so who the |l earner i s0 (Wortham, 2004,
experience of identityo (Wengerns ild9e9r8 ,hb 6 wh
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coaching (Jones et al., 2012). The focus on the person of the coach can allow for importan
findings in order to Asucceed in devel of
coachesd6 worko (Purdy an dor@attentioatothe ldhdsdages p
in which individuals operate is needed if the formation of professional identities are to be
better understood (Beijaard et al., 2004). This is in keeping with the work of Faircloth (2012)
who discusses the fluid nature identities that are continually negotiated through daily

experiences.

Despite the above recognition, little attention has been directed to better understanding hov
coach identities develop (Purdy and Potrac, 2014). This is not to say that the foaug of so
studies are not relevant to identity work. For example, Cushion and Jones (2014) highlight
two key aspects relevant within identity theory, namely agency and structure. More
specifically, the authors uncovered the unwritten rules that informed thedbers
between coaches and players in a Football Academy. This is an important aspect ir
developing an identity as through better understanding their practices, coaches can decid
on how much resistance they may direct to specific practices, a learrpoglopty that

again shows how learning and identity processes are inextricable (Wortham, 2004). Despite
discussing some relevant aspects related to identity shaping, the study focused on hov
players were affected by social practices that served to repalke existing culture rather

than on how coachesd® identities were aff

The study by Cushion and Partington (201
phil osophydéd. Taking into account thael pr
and Forneris, 2014, 2012; Kidman and Hanrahan, 2011) use words such as personal value
and beliefs when describing coaching philosophy, one could recognise the potential link
between philosophy and identity. This potential connection is reinforcedudlyid@ and

Partington (2014) when they introduce the notion ofaelfreness, a concept that is also
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focused upon within identity literature (e.g., Carver, 2003). Here, borrowing from the work
of Jones, Edwards and Vietdlho (2014), Cushion and Partimgh ( 2014) cr i t
uncritical representation of a fixed and
9), a discussion that is often present in identity literature. For example, Erichsen (2011) refers
to a postmodern conception of ideptit as Ain f | ux, continua
becomingo (p. 128) . Despite briefly refe
how coaches acquire fa set of practical
Partington (2014) focusedontheac k of a conceptwual <clarit:

than exploring how it is developed or its connection with identity.

Another study by Nash and Sproule (2009) focused on the development of expert coaching
rather than analyzing the landscapavhich coaches operate. Despite recognising the role
of the context in informing coach development, the authors did not explore how such
contexts affected 0 wlexpdts).tThissexpomatomrcihacksy agpect a
of work on identity whee the interaction between individuals and the social environment
are investigated (llleris, 2014). Instead, the work of Nash and Sproule (2009) takes a
retrospective approach where coaches were asked to recall their experiences of coac
education duringnterviews, already considering their then current perceived positions as
expert coaches. Despite beneficial in informing coach development, such approach did no
all ow for exploration of coachesd ident
participation shaped by and shaping in responet he context (s) i n

(Faircloth, 2012, p. 186).

On a perhaps closer attempt to explore coach identity from a role identity theory perspective
the work by Pope, Hall and Tobin (2014) showed Hwswcoaching role was dominant within
the participants6é (i .e., coachesd) I|ives.

Al im ted to descriptive analysis and di
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rel ationshi ps o dougbta rdlevant)start tD beftgr understanding coach
identity, a more irdepth approach appears necessary to explore how identities are shapec
by (and shape) the subject and structure. This would require a closer involvement with the
coaches 6 des ynstaam of theaope irterview used in this instance. Moreover, a
more homogeneous group may allow for better representation of how certain structures ma
impact on identity prominence. For example, the participants varied in relation to age (22 to
60 year olds), coaching experience (betweeBb5years), sports coached, years coached
(between 5 and 35 years) and level coached, (digh School and National). The main
concern here is that the great level of variability between the participants may hreake t
analysis of identity somewhat hard, given the great influence of the different social contexts
in its developmenDrawing on the work of Miller and Cronin (2013’ homson, Potrac and
Jones(201p remind us, fiacti on b o tmhkingtoth meusllya nd

determinativeo (p. 988).

In a longer intervention (four monthsjhomson, Potrac and Jones (2DirfBerviewed a

newly appointed coach in relation to the acceptance and respect experienced within a ne\
club. The completion of five terviews within the four month period showed how Adam
(the coach) attempted to establish himself as a coach. Concepts such agoiiticep
professional front and social bond can all be related to aspects inherent to identity and socie
identity theory §t et s and Bur ke, 2000) . For exampl
(identity theory), one is also led to live within a set of social rules that categorise one as a
member of a specific group (social identity theory). This often involves individehs/ing

in ways that will accentuate their similarities tegroup members while enhancing the
perceived differences with egroup members (Stets and Burke, 2000). Despite creating the
potential for such discussiomhomson, Potrac and Jones (2D@Se he work of Goffman
(1959) with the aim to further explore the migrolitical nature of coaching rather than the

i mpact on Adambés identity. This serves
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understanding identityelated concepts in coaching resda there is still a long territory to
be explored in order to understand how

sustained, or (Purdymddeetmc, 2086 pp.F780p t e d O

2.3.5 Reflective Practice

Reflective practice, acknowlgdd in previously discussed literature (e.g. Ryan and
Carmichael, 2016; Gilardi and Lozza, 2009; Beauchamp and Thomas, 2010) as a
contributing factor to the development of professional identities is seen as a much needet
and valued practice in the sporintext (Knowles, Gilbourne, Cropley and Dugdill, 2014;
Cassidy, Jones and Potrac, 2016). Despite the recognition of the value of reflective practice
for learning and identity, its application in practice is not a simple task (Cassidy, Jones and
Potrac, 2016 This is particularly the case in coaching where individuals tend to learn from
observing those who they respect and often take their practice as the right way of coaching

without further considerations (Cassidy, Jones and Potrac, 2016).

There are mandlifferent definitions for reflective practice, one of them being the act of
Al ]ooking back and making sense of your
to affect future actionodo (Ghaye, 20 1he , p
literature is the role of reflective practice is supporting sport practitioners, (e.g.
psychologists, coaches) to deal with the complex nature of their work (Bowes and Jones,
2006; Cropley and Hanton, 2011). It is also seen as a way for learnermexrtand make
sense of their experiences (Knowles et al., 2014). Here, reflective practice is particularly
valuedby those coaches who associdaeir role as that of a teacher; that is, someone who

is invested in the teaching and learning process (Gaskthes and Potrac, 2016). In this
respect, despite advances made from a t hi

t he gr oun-baSed eesearchetm further develop the field (Knowlkastz and
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Gilbourne 2012; Knowles et al., 2014).

Change (including personal and professional development) has been considered a key aspe
originated from involvement in reflective practice (Kvles @ al., 2014; Anderson, Knowles

and Gilbourne2004). This change has been related to, amongst other agpecisc h a n g e
knowl edge of the selfd (Knowles et al 201
reflective practice has been criticised by being driven by policy and a requirement of courses
if individuals are to obtain their qualifications (Hley et al., 2014). A potential concern
suggested by Huntley et al. (2014) is that individuals may attempt to engage in reflective
practice as a box ticking exercise rather than a meaningful and developmental &itiety.
concerns refer to how realistiand meaningful the practices are in relation to the
requirements of the workplace. For example, Knowles et al. (2006) interviewed six graduate
students from a Coaching Science bachelor degree to explore how they deployed reflective
practice within their caching practice after graduation. Findings of the study suggested that
participantsd engagement with reflective
which it was discussed in the course undertaken by the graduates. Here, the criticality o
suchpractice was one of the key aspects that suffered. As a result, Knowles et al. (2006)
argued that a review was needed to better understand how reflective practice (covered in th

course) met the requirements of the workplace.

This call for a review in th way reflective practice affects professional development and
practice is an essential advancement required in sports (Picknell, Cropley, Hanton anc
Mellalieu, 2014; Knowles, Borrie and Telfer, 2005). Findings from Knowles, Borrie and
Telfer (2005) reveald that despite adopting assessment modes that required the use of
reflective practice (e.glogs),the six National Governing Bodies they examined failed to
provide evidence of having teaching structures that helped learners to understand and nurtul

thar use of reflective practice. With this being the case, coaches are not provided with the
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time and space that is needed to develop their reflective skills which is likely to result in
superficial reflection (Cushion et al., 2010). Knowles, Borrie andeTel® s ( 2005)
focused on analysing the programme structures which resulted in only two cases where
reflective learning was included as part of their learning outcomes. Despite beneficial in
parts, the sole use of documentation to assess the uséofivefpractice in courses may
paint a rather incomplete picture of what happens in practice. Here, the combination of
documentation analysis with other methods of data collection geuticipant observation)

had the potential to reveal more about wdrairses advocate they do (espoused theory) and

what they actually do (theories in use) (Argyris and Schon, 1974).

The advancement in the way reflective practice is studied is of paramount importance as
much of the information discussed is based on #t@al or subjective accounts (Picknell

et al., 2014, Cropley and Hanton, 2011; Hall and Gray, 2016). In this context, Hall and Gray
(2016) argue that Athe coachdés voice has
personal experience is abseldt y cent r al to the topic of
then, that Hall and Gray (2016) decided to adopt a narrative approach based on actiol
research to represent the experiences of a coachHdeard, the first author) when
engaging with riéective practice in two coaching courses (ilevel three rugby coaching
and MSc in sport coaching). I ndeed, act.i
encourages coaches to have a reflective ¢
Potrac, 2016, p. 26). Interestingly, one of the key findings discussed by Hall and Gray (2016)
was the discomfort felt by Edward when observing his own coaching practice and
recognising that his espoused theory was incompatible with the thewvtss. Tle use of

video footage here allowed Edward to recognise that many of his practices were taken fol
granted as the right o6way of coachingd6 wi

his assumptions.
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The use of video observation also helpeccchae s i n Partington et &
understand and, as a result, change their behaviours. This is in keeping with the work of
Cushion, Harvey, Muir and Nelson (2012) where the use of reflective practice was seen as
catalyst for change. Merspecifically, Partington et.gR015) followed five youth football
coaches for three Football seasons to examine how their coaching practice may have change
over time as aresult of theuse ofvikema s ed f eedback. Similar
findings, the coaches argued that being able to watch their sessions was key in igniting th

value of reflective practice for improving practice.

Other reflective practice techniques have been suggested in recent literature such as the u
of reflective catls (Hughes, Lee and Chesterfield, 2009). Here, three Equine sports coaches
were required to reflect taction Schon 1983) over a six week period and participate in
two focus groups where they discussed their use of reflective cards. Hughes, Lee anc
Chegerfield (2009) argued that participants became moreasedfe of their practice as a
result of reflection. This was seen as
(Dewey, 1933) was key for guiding action to improve practice, something thg¢ GIG08)

has argued to be the main aim of reflective practice. Furthermore, becomiag/asdfhas

been suggested as a key aspect in professional developmeifgelgCropley, Hanton and
Fleming, 2013; Holt and Strean, 2001). It was facilitated lily boe use of reflective cards

and the reflective conversations that participants took part in during focus groups.

Despite many benefits associated with reflective practice, barriers have also been discusse
in the literature. Amongst those are time stoaints, lack of motivation and understanding

of how to reflect (e.g.Knowles et al, 2006; Cropley and Hanton, 2011), difficulties in
reflecting on positively perceived moments (Ghaye, 2011) and the emotional responses tha
may challenge previous ways kfiowing and behaving (e,g?eel, Cropley, Hanton and

Fleming, 2013). These barriers aligned to very recent critiques regarding the intricacies of
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reflective practice call for a more comprehensive understanding of contexts in which it
occurs (Cushion, 2@). Here, Cushion argued that reflective practice is often taken for

granted as a positive tool to develop sports coaches. According to Cushion (2016), the
concern is that, instead of the development of individuals through empowerment, reflective
practicemay become a normalised practice that legitimates certain ways of being and
thinking. In this respect, Cushion (2016) claimed that if coaches refuse to engage in
prescribed reflective practices, they may be seen as unprofessional. Whereas some literatu
focus on how the use of reflective practices with others may result in positive outcomes (e.g.
Hughes, Lee and Chesterfield, 2009; Cassidy, Jones and Potrac, 2016) such as sel
awareness, Cushion (2016)foeesen t he i dea t hat iatctmatyi oinn

selfsurveill ance as wel | as contribute to t

Despite the lack of studies that use reflective practice frameworks to understand identity
development, some significant contributions are seen in the workkoh[J_ee and Ghaye
(2016) and Peel, Cropley, Hanton and Fleming (2013). Dixon, Lee and Ghaye (2016) arguec
that the use of strengtimsed reflective practices can target one of the common discussed
barriers in reflectipe opr aeatsidoc & ;h att h ante eids ,
of the word O6problemsé often receives n
association with O6mistakes6é6 and wrong do
Di xon, Lee and @Gkhdpgo@¥0bd8) scaFrkcedyd; t he
practice of which the main focus iIis to 0
Di xon, Lee and Ghaye (2016) argue that fyg
positivity ard the use of strengths (both performance and character) can reveal new insights
and understandings about who we are, wh &
Opedagogy of abundancedé (Dixon, Lee and
individual 6s strengths (rather than defici enc

findings from Peel, Cropley, Hanton and Fleming (2013), who examined the use of reflective
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practice by a volunteer youth sports coach in an autoethnographic studfindings
showed that, as a result of focusing mor
coach was able to recognise qualities in his coaching practice that he wanted to reproduce i
other aspects of his life (e,gvork as a manager). Heregthise of reflective practice and
exposure to sociological and psychological theories allowed the coach to understand his owi
development. Again, despite initial links between reflective practice and identity
devel opment, the f o onkdidnotfallow themlto centpretehsivelys

examine the relationships between both aspects.

Based on the literature reviewed, it is clear that reflective practice is seen as a valued too
for developing coaching identities. It is also suggested that throeftpction individuals
become more seliware. Equally important are the challenges imposed in studying the topic,
most notably the need for more evidence based studies that take into account the contextu
complexities experienced by coaches and tha iblea pedagogy of abundance where

reflective practice happens through a cl ¢

2.3.6 Concluding thoughts

The purpose of the second part of the literature review was to explore theories and concepit
that have been ceatrto studies regarding identity development. As apparent in the review,
the main challenge in studying identity is to grapple with the variability with which the term
is defined often within the same area of study. This then suggests further complexity in

understanding how identity changes.

Many of the studies drawn upon in this part of the chapter originated from studies on
teaching. Here, pedagogical support and mentorship were considered key for professione

identity development (Trede at al., 2012)omdover, limitations in the understanding of
64



professional development within specific disciplines were also raifed o gdng u k
Ugaste, 2010). Overall, despite beneficial, the studies reviewed rarely allonwattmng

exploration of professional idettidevelopment.

Key aspects related to social identity theory and identity theory also revealed many
similarities between the two theories.

simultaneously occupi es a rBarkee20G,pd228)allso n
for fAa more fully integrated view of the
many aspects discussed in t hi sproblematizedwms t
6fluid in natur e 0 .efledivegradide asraadtalyst to satidremess o |

and identity change appeared as a key finding originated from studies in the sports area.

Despite the recognitiothat identity relevant aspects have been covered in some coaching
research little attention has been directed to better understanding how coach identities
develop (Purdy and Potrac, 201#)deed, here is still a long territory to be explored in

order to understand how Acoachingrindeednt i t

di s r uRutdgahdPotta016,pp.779-780)
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CHAPTER THREE : METHODOLOGY

3.1 Introduction

This chapters divided into 11 sections. This first (a brief introduction) sets the scene for the
chapter. Section two explains the ontological and epistemological tenets of the researct
paradigm adopted. This subsequently informs a brief overview of the methods tised
study which are, in turn, covered in section three. Section four comprises a discussion
regarding the sampling criteria and recruitment process adopted within the study, followed
by a discussion of the research design utilised. Section six coatdétailed account of the
methods of data collection (focus groups, reflective logs and video diaries), procedures anc
practicalities. An overview of the pilot work undertaken is covered in section seven,
followed by an irdepth account of the data anasypirocess adopted in section eight. In
section nine, the concept of reflexivity is discussed with a particular focus on how it was
applied within the study. Research trustworthiness is then covered in section ten, focusing
on the key concepts afedibility, transferability, dependabilitgnd confirmability (Guba,

1981 Shenton, 2004 Finally, an account of ethical considerations in relation to the study

is presented in section 11.

3.2 Researchparadigm: ontological and epistemological considerations

A researchparadigm can be defined &sa vi ew of what count s
scientific knowledge or way of workilngo
Acontains the researchalrdsarpi smeeémoldod o
(Denzin and Lincoln, 2003, p. 33). Thee s e a rowtdiogicaldo assumptions refer to

Afassumptions about the nat ywhereasepistemaogitai t y
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assumptions refer to fAways of r etgamdnatordr i n ¢
of t hingetéal.,2 Cbhenp. 3) . I n other words,
epistemological premisagflect the way they understatite world and how it should be

investigated.

Amongst the major research paradigms are positipsstpositivist, constructivist
interpretive, critical and feminigiostructural (Denzin and Lincoln, 2003). The paradigm
adopted in the current study was the constructiaisrrpretive. Building on a view of
learning and identity as socially and contetiyinegotiated, the adoption of such a paradigm
held the potential to fiaddress the proce:s
2013 p. 25) as well as taking into account the context in which they were investigated. In
this respect, it alsbad the potential to address the key aims and objectives of the study. This
is because the central aohthe interpretive paradigfiis to understand the subjective world

o f human expeatiale 80d%kpo 17) Moeehspegifically, the use of the
constructivistinterpretive paradigm was of particular relevance to this stilndyaims of
which evolved around Omaking sensed of
changes. Here, inlinewiththisar adi gmdés epi st emol ogiewed!| p

as subjective and etreated by the researcher and participants.

The ontological premise of the study is based around relativism; in other words, there is ar
understanding thaxperiencesre locally constructed, resulting in the creation oftipia!
realities(Lincoln, Lynham and Guba, 2011hdeed,ff] rom an interpretative perspective

the hope of a universal theory that characterizes the normative outlook gives way to
multifaceted images of human behaviour as varied as the situations aextsopporting

t hemo €t@lg20Xk np. 18)Here, knowledge is seen as a human construction and,
therefore, Ait can never be certifiable

changingo (Sparkes, 1992, p. 26).
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The assumptions maadoutthe nature of realitfi.e., ontology = multiple and setfreated
realities) leads to theepistemological assumptiormmbedded within the interpretivist
paradigm. Here, Asubjective interaction s
exi st in peoplebs minds (Sparkes, 1992, P
are a result of the interactions between the researcher and participants (Guba, 1996). Indee
the researcher is referred @moceads (fiHahnemerre
Atkinson, 1983, p. 18). Rather than objective findings then, the methods adopted when
collecting data in interpretivist work allow for subjective knowledge to bereated by

participants and researchers (Lincoln, Lynham and Guldd,)20

It is, therefore, acceptl and expectedhat the results ldained from this study are not
applicable worldwide and/or in their entirety. Indeed, recognising multiple and contradictory
real i ties whilsigetf i heglad d tdi nagnsalimine searchdor i s
meaningful and rich contributionblaving said thatan expectatioexiststhat not onlycan

the results bualsothe process of developing this longitudinal research provide insights that
invoke critical reflection and meaningfukdussions amongst those who are involved in the
creation and elaboration of coach education provisibdditionally, althoughnterpretative
studies may loolat specific cases, by reflecting on the findings one is able to generate ways

to improve aspectis their own context.

Despite the many contributions made by interpretivespecially in educational research,
their workhas nobeerfree from criticisms. Amongst teeare the claimthatinterpretivists
Afhave gone t oo f ar rotedureads \gernficabon andig giving up bape i f
of discovering useful dCoimeret ah,P0il1z A 21). Anotker a b
criticism regards the suggestion that 0s.
and that they may creafen ar rmd welryo s oci ol o g (Cotehet ap,20t1sp e c t
21). A response to thesessertion$ocusson the steps adopted to guarantee trustwaatsi

within the current research agenda. For example, a clear and thaxpighation of the
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data aalysis procesemployed can prevent contradicting claims regardiegmplete or
misleadingrepogs Thi s and ot her aspects related t ¢

discussed later on in this chapter.

3.3 A Brief overview of the methodsadopted

In line with the constructivisinterpretive approach adopted, the methods to be used within
the study were decided upon based on the ontological and epistemological assumption
introduced in the previous section. More specifically, methods weosea that allow
interaction between the researcher and participants so that realities cacdrstcocted
(Angen, 2000). In this respect, the objectives of the study were addressed through the use ¢
three research methods within a broad ethnograpdmediwork. These included individual

reflective logs (RLS), video diaries (VDs) and focus group (FG) interviews.

Qualitative researchers have increased t
(Travers, 2009). Ho we v e red asfnemhwdll idépend onsvberee t
and when one makes the <c¢l| ai niravee,200%t 16%. p a
It is worth noting thereforgthat the methods adopted in the current study were not entirely
new. For instance, there is evidenoeshow the use of video diaries (e.g., Bey2004)
reflective logs €.g.,JindatSnape and Holmes, 2008nd focus groupée.g.,McLafferty,
2004)i n previous wor k. The Oinnovati othed wi
combination of the three aritie context in whiclthey wereused; to explore learning

experiences and identity development throughout a threecgaahingdegree.

It is important to notehat the methods were selected not because of their somewhat

i nnovatived characteristics, but mo s t i
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research questions (Morgan, 1997) . Il n th
d a z z | eed fechbologiesand risk trivialising crucial aspects such as the practicalities
and o6probl emsdé f acedA wdreedetailedsaccougt ofshe sméthodae t

used within this study is presented after introducing the participants and the relesagoh

3.4 Characteristics and recruitment of participants

The partici@nts comprised12 BScundergraduatesports coaching student§hey were
chosen usingpurposeful and convenience sampli@atton, 2002 Creswell, 2014).
Purposeful samplinghwolves sampling with a particular purpose in mind. The principal
objective of such a procedure is not representatfaall possible variations, but to gain a
deeper understanding of analysed caldese, the criteria used for selection was to recruit
students who were in their first year of study on the BSc Sports Coaching programme at
Cardiff Metropolitan University. This leads into the second aspect of sampling, that of
convenience. The need to collect information from students soon after they hadhsagun
studies meant that their availability and willingness to take part in the study were of crucial
importance. Despite such an initial focus, the recruitment process allowed the researcher ti
discuss the research in depth with the participants as agelproviding them with
opportunities to consider whether they had the potential toiben f o rrmmacthiéo nc a s €
i n other words, Athose from which one ce&
I mportance to the pur30@2sped6)dHiswastparticuladysweha r ¢
regards to their ability and willingness to contribute to achieving the aims and objectives of
the study over the course of the three years, including engagement with the methods of dat

collection used.
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The studywas introduced to first year studenligring treir induction weeki.e., the week

that preceded t udent s 6 dfficial setturesv @wokdays Wwere targeted for the
recruitmen processpoth being duringhe induction week. On the first day, the aims and
objectives of the study were presented to students, who were provided with an information
sheet (see appendl) containingfurther details about tharoject Students werthengiven
opportunities to askuestionsThose studenteho showedaninitial interestto partake in

the studywere asked to provide contact details by filling in and detaching the slip from the
information sheeflhe sudents howeverwere made aware that they did not have to commit

to the study there and then. In order to altbesstudents to decide whether they would like

to take part in the study, they were informed that they would have another opportunity to ask
guestionsand discuss the implications during the second sessithre efeek A total of 10
students showed interedtiring the induction wek. This number was raised to 13 when
threemore students decided to join the study two weeks ldtexever, further discussions

with the students to gather evidence of their suitgldor the study revealed that one of
them showed concerns regarding beialgle to contribute and commiully to it.
Consequently, it was agreed thais participation in the study was not appropriate.
Subsequently, a total number of 12 students conanbit¢he study and signed the consent

form as detailed in the O6Et hical Procedul

3.5 Research design

The process of developing high quality research consists of aheeljht and detailed
approach; one that is fit for purpose (Cohen, Maraod Morrison, 2011). It involves
making a series of decisions in accordance with the aims and objectives of a particular study
It alsoinvolves an alignment between aspects such as the aims of the study, the method

adopted and the resources availabldi¢k, 2009). This planning stage, very often called
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Oresearch designbé, constitutes fAthe mean

2009, p. 133). It is important to highlig
structure, flexpility is (and was)essent i al At o per mit exp
phenomenon under study offers for i nquir?

Taking into account the aims of the cutrstudy (identified in Chapter Opea longitudinal

design was adopted. Thip@oach is defined by Thomson, Plumridge and Holland (2003)
as a fHAdeliberate way in which temporalit
change a central focus of analytical att e
through r@eated data collection cycles, a key aspect of the current study, is seen as one C

the strengths of a longitudinal research design (Flick, 2009).

Within this longitudinaldesign a qualitative approach was embraced and can be defined as

éan i n g ussroy ungenrstandiegy based on distinct methodological
traditions éthat explore a soci al or
complex, holistic picture, analyses words, reports detailed views of informants,
and conducts the study in a natural settingg@sdl, 1998, p. 15).

More specifically, this qualitative approach consisted of three principal methods: individual
reflective logs, video diaries, and focus group interviews. Such an approach has been terme
Omet hodol ogical eclecticismd (pHeicahmaturesof ey ,
research as the driving concern to ensure an appropriate fit between the method and th
studyds ai ms a bpldovidebgn everviawwofahe studyl ia Whicle participants
were required to keep reflective logs and video d&athroughout the three years of their
undergraduate studies (i.e., from October 2011 to June 2014). In addition, the focus group:
met four times during each year (October, December, February and May). Consequently, 1¢
rounds ofgroup interviews were heltiroughoutach year, making a total of #oughout

the three year duration of the project.
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Year Month

Oct | Nov | Dec | Jan Feb | Mar | Apr May | Jun | Jul Aug | Sep
2011: | FG1 FG2 FG3 FG4
2012 x3 x4 x4 x4
2012 | FG5 FG6 FG7 FG8
2013 x4 x4 x4 x4
2013 | FG9 FG10 FG11 FG12
2014 x4 x4 x4 x3

v

A

Video diaries and reflective logs

Tablel. An overview of the study

FG = focus group

3.6 Methods of data collectionfrocedures and practicalities

3.6.1 Focus groups

3.6.1.1 Focus group interviews

~

Focus groups are defined as fian intervie\
(Patton, 2002, p. 385). They are A[ a] monc
scienceso (Stewart, S hamdas an ularitg, theirude mo k ,
educational research presents a more steady growth when compared to areas such as polit

and business (Cohen al, 2011).

Amongst the advantages of focus groups are: the presence of the researcher who is able
interact directlywith the participants, asking extra questions when necessanyotietial

to producerich data; the discussion of ideas that would not have been possible without the
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interactionof group members; flexibility as the researcher is allowed to investigédeedit
topics in a variety of settingand the relative quick capturing of data when compared to

individual interviews (Stewast al.,2007; Coheret al.,2011).

On the other hand, focus groups can also present challenges to the research procgss. Amon
these are the ability to deal with an opinionated or dominant partisigamtd At he |
di fficult organizational details and wor
p. 207). Other challenges involve people not willing to share tieirpoints if they perceive

it to be theminority perspective (Patton, 2008ohenet al. (2011) further remings of the

need to consider key aspects when conducting a fpoup such as the size athé number

of groups required. These are discussed amongst other kefactorsthat were taken into

account when developing this study.

3.6.1.2 Group sizes and composition

It is common to find literature suggesting that focus groups should include between 6 and
12 participants. For instance, Creswell (20@@ues that focus groups should be undertaken
Owith six to eaaghtgrniouapd v(i e.wel&QQOy)arguethatl e
they generally involve8-12 participants. However, Krueger and Casey (2@0&@im that

focus groups can be perfoed with as few as four participanthis view is reinforced by
McLafferty (2004) who claims that the focus group interviews she conducted (of which some
contained four participants) were a rich source of data and more manageable. Despite th
number oftextbooks delimitating the number of participants in a focus group session,
Morgan (1997)arguesthab one shoul d not f eel i mpri son
boundar yapogtipn.whiegh 3gmewhat disagrees vthe wa r t 20907) claam . 0 s
tha t A[f]ewer than 6 participants mak,es
however,highlights the danger of following suehstipulationwithout taking into account

the purpose and constraints associated with the research being developestakoe ithe
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author argues that if rich informationistoblebai ned fr om each part
are mor e usef waclh paicspant nhoee timeatd talkp.w?2). T hisview is
shared bytherresearchersho claimthatparticipantsn smaller gatheringsan play a more
active role and create more focused discussions when compared to larger groups (Wibeck
Abrandt Dahlgren and Oberg, 2007; Krueger and Casey, 2009). According to Krueger
(1994) there are two factors that dictate the sizeoa f ocus group: A 1]
for everyone to have opportunity to share insights and yet large enough to provide diversity

of perceptionso (p. 17).

After conducting a pilot interview with four PhD studerdsdd pi | ot s tfoundoyed s «
details), it was concluded that the number of participants in each focus group should be
between three and five. Indeed, experiences throughout the data collection process reveale
that ©participants wer e mor ewhénangguoapk of thrde. e n
Despite this,ere were instances whérest udent s6 avail ability
participants had to badopted In this contextsome of theparticipants who previously
showed a good level @fctiveengagement iprevous focus groups, presented themselves

in a quieterandn aé not as comfortabl e ére madeyto keéphihe r e
groupstoi 3 hi ghly involved participantso ( Mo

study and the number of participaaisilable.

In order to verify saturation levels; that the point at which additional data collection no
longer generates new understand{@grauss andCorbin, 1998) the decision about the
number of groupsequiredthroughout the projeatias crucialHere,between three to five
groupswas seen as ideal to provide such a level (Morgan, 1997). Despite the initial target
set for the study of having four groups of three participants saeljal consideratiowas
givento the possible need for more groupswhich case, a new recruitment process would

havetaken place (Morgan, 1997, p. 44).

75



Each student (n=12) was allocated to one of four focus groups; each group then, comprise:
three students. Regarding the composition of the groups, Morgan (1997) thajuase of

the key aspects to take into consideration is the variability of the participants within and
across groups. Mor eover, Afla certain amol
desirable, while for the sake of active discussion, some heterogensith oul d al s o

(Wibecket al, 2007, p. 260)However, me could argue as to whether it is possible to form

a 6homogeneousd group. For i nstance, Rou

the basis of one category (e.g., that of occupyinan i denti ty as an 6
may overlook other relevant social locations (e.g., native language or country of origin) that
may be of relevance to both t heAcomparisanci p
between groups was nohet aim of this studyConsequentyd ue t o atied de n
schedules the groupcompositonswer e deci ded according t
Thereforethe composition ofgroup members varied from one sétfocus groups to the

next

3.6.1.30rganisingthe groups

I n order to veri fy gaehrofthe focuspgeoupthe studemnte warel a b
contacted through different means including faeéace conversations, emails and text
messages. This contact svenade at least one wepkor to the focus group interviews.
Students were provided with different dates and times and were asked to verify which
days/times they would be available (providing more than one slot when phsSibke
strategy is seen by Krueger and Casey (2009) adiareef way to organise focus groups.
Indeed, the autherclaim that contacting participants before having the dates in mind could
result in a Anightmareodo (p. 75) . Di 6ff er e
providingsuitable slots for particgnts, increasing the likdood that they would be free to
participate (Stewarntt al, 2007) . After gathering infor

the next step involved creating groups of three participants. This rem@sestraight
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forward proess at times (i.ewhen groups of three were formed naturally as a result of
particippnt s & awvwahiillasbti liin ydt her situations (i
meant group numbers included other than three participants) students were cagaicted

to discuss theipotential availability to attend a suitatsliot.

The sessions took place in different reoat the Universitand o a few occasions, social
settings such aslacal café. Each room was booked for two hours to make sure time was
sufficient for not only the focus group itself but also to allgave and post)nformal
conversations between the researcher and the particigdrgsfinal step was to send

participants a reminder a day or two before the focus group s¢Ssewart etil., 2007).

3.6.1.40n the focus group day

In order to create a welcoming environment, the interview room was organised in advance
and refreshments were provided. Chairs were organised in a circle around a table to ensut
that group memberscouldseeeachher and to fireduce the te
of the group to emerge @so mi nant 0 ( D07epv32). As many ofaHe focus 2
groups were conducted near a mealtime, some form of food (sandwich, biscuitdyavas
provided. According toStewartet al. ( 2007 ) , A[t] he presence
participants, and it encourages particip
Once the room was organised, participants met just before their focus group in one of the
University $cafés, as this was an easy place to find (Krueger and Casey,. 7008) there
students were directdd the focus group roonMy being on time angdhowng studentsan
appreciation forheir participation in the studgontributed to creating an environnteof

trust, seen as essential in focus grountionality (Wibecket al.,2007).

Preceding the start adfach focus group, the participamtad a chance to chat for a few
minutes about anything that would come naturally to the conversation. This was a way of

providing opportunitieso talkwhich could also facilitate their interaction in the focus group
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(Krueger and Casey, 2009). This wasoads way of developing a positive relationship

between myself as the researched the participants

The next stage was a brief introductito the focus group. Here it was madiear thathe
s t u d expetiend@svere being exploreth a norjudgementaivay. This wasseen agey
in allowing participants todiscuss their actual feelings and experiencasher than

attempting tasome seHpreserationsin perceived desired ways.

3.6.1.5 Using senstructured interviews

The level of structure adoptetliring focus groups can influence the results obtained. For
instance, lte use of more structured group intervieas allow for greater focus directed at

t he r es e ar aéspitethose notndcessamysoeirgrgsortant for the participants
thenselves (Morgan, 1997). On the other hand, less structured group interviews can be ¢
strong tool t hat c an O stheaparkicipamtsiwithowt enuch  d i
guidance from either the researchero,s gt
1997, p. 40)Despite such a benefit, however, a risk exists in this latter strategy that the
group discussions may lack direction and, therefore, not allow for the objectives of the study

to be achieved.

Due to the exploratory natudd the study, a wdl as respecting it@aims and objectives, a
balanced and flexible approach was seen as desirable. Thereforsirsetare interviews
consisting of open ended questiqsse appendix 4yvere adoptedCohen et aJ 2011).
Being semistructured in naturehé interviews allowed a framework of questiamsilst
allowing freedonto probe beyond the immediate answers given. Thisexftae flexibility

for gaining further information on issues deemed important, enabling both clarification and
elaboration to takplace Bryman, 201§ The interviews were also loosely structured on the
students unfolding logs and video diarigsus providing an opportunity for participants to

communicate their own understandings, perspectives and attribution of meaning as well a
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providing an opportunity for their further examination and deconstruction.

In order to provide participants with sufficient cues to stimulate discussion, one of the
strategies used was the addition of scenarios to the interview §uiclesscenariosareseen

as fApower ful t rDaldgger and Oberd2001,A40b278), resbecially when
they contain opinions that may be provocaawel stimulate emotional involvement. Using
quotes from the video diaries and reflective logs proved to be an effecdy to provoke
participantsdé interest i n discussing top
themes that had been raisadd for knowledge to be elaborateponand ceconstructed

(Wibeck,et al.,2007).

3.6.1.6 Theale of the moderator

Therole of the moderator durinfgcus groups involves a balance between being directive
andbeinga fvoi cel ess patralt, 20@7). Juehratrade wé d&schbed by
Wilkinson (199§ as he person who

€ allows students to focus and direct dssion while listening carefully to

determine when interventionéis needed to
thinking, or subtly raise addional points to be considerefh. 304)

There was an interest in letting the discussion flow naturally as kthg participants were
focusing on the topic of interest. When irrelegiswere introducedhe conversation was
carefully and subtly (very often using humour adrategy) guidetback on target (Krueger
and Casey, 2009Additionally, the use oftimou servedass A power f ul iMond

this regard, especially when useidh spontaneity (Krueger and Casey, 2009, p. 102).

It is also crucial thad moderator baware of the dilemma between dominaetsussilent
participants. In this sense, silent participamseencouraged to contribuie order to avoid

dominant participants monopahg the discussion.T h e former 6s part
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encouraged by the use obmverbal signalsand prompts, resulting itheir increased

involvement(Smithson, 2000).

The use of prompts and pauses wemgcial whilst moderating the group&rueger and
Casey, 2009). For instance, a short pause of around five seconds was given after participan
seemed to have finalised theomments on a topic, in order to observe if other points were

added to the discussion. Moreover, a conaeeristedregardingthe probingof 6 vagu e 6

answer s. For exampl e, when par Dfiercaskedatat s
explain their opinia  f ur t her . However, excessive pr
consuming, annoying and unnecessaryo (Kr

There was also an effort to provide Oval
with the idea previouglintroduced to participants regarding the searchtteir opinions
rat her than Or i ghhbweveraan atisrapt ® show émpathg towaeds

participant sod woomme rstux hbya su Hiorkgd, O6uhmd a

Another aspeatonsiceredin this respect wathe value participants attributed to a particular
topic being studied As argued by Morgan (1997), 06¢]
length, this is a good indication that they find it interesting, but that is not the saagg
that they think it i1s importantdé (p. 62)
the aspects students considered important in their sfigou rather than leaving it to
speculation. Such identification was done by using promptswamdmar i si ng par

contributions in order to clarify whether the message received was the one intended.

3.6.1.7Recording the data

Data were collected usingnaOlympus digital voice recorder (model WS650S)
Additionally, notes were taken in therfo of key wordsto facilitatefurther exploration of

aspects raised ligeparticipantsduring focus groupg-or instancen one,Steve mentioned
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howalecturer never gav&tudents straight answedemonstratinrustration At this point,
theword drustratiordwas noted down, which allowed furthexplomation once appropriate
Disturbing the flow of the focus group was not desirable, especially as this could risk not
listening to what the participants had to shjs providhga very Orésea
conversationAs soon ashe focus group endednd once participants had |efioteswere
written based on the issues discussethe focus grouandthe key issues and emotions
revealedwhich facilitated the process of data analysis (Krueger andyC2@8@9). The next
stage involved checking the data were successfully recorded befetgging then in a safe

computer, ready to be transcribed.

3.6.1.8Focus group duration

Special attention was given to generating an appropriate number of quessibostiia

allow rich data to be collected. In this respect, rather than the number of questions answerec
the focus was on the depth in which they were answérdéléxible approactwas adopted

here whichwasbased on the parti cwayp mtaréssng orcanctleat r i
responses were considered in depth without the moderator feeling hurried to complete the

questions prestablished.

The focus groups6 duration var i eetfromthatm 6 (
proposed by Stewaet al.(2007) who argud that focus groupshouldlast between 90 and

150 minutes. It is important, however, to remember that the same authors proposed group
of eight to twelve participants which may at least partially explain the higher average

duration recommended

3.6.2 Reflective diaries

3.6.2.1 The use of reflective diariesaagsearch method

Data collection through written means has been performed in many differentwtiaiys
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researchFor example, Irwin and Hramiak (2010) used online discussion forums to better
understand trainee teacher s 6 simdagdyusedblogse s .
in trying to understand the storiesopée tell about their gap years. Reflecttiaries have

also been used as a pedagogical tool, more specifically when assessing student wor
(Dummer, Cook, Parker, Barrett and Hull, 2008) and to better understand the challenges an

successes experienced by students during placement (Morrell aywiairj2014).

One of the benefits of using written di
internal tensions. For example, in a study which had law students as partidifecitsan

(2010) claimed thathe dwritingd o f alloaved thestudents to find their own way of
managing the tension regarding fAinternal
itselfo (p. 192) . The ability to manage
social or professional identity (Faircldug2003)]l ndeed, the findings
reveal ed that by wr i t demanstrated dowi tieeg undetstocel, p
questioned, and negotidte t hei r contexts and identitie
evidenced by Morrellrad Ridgway (2014) was the potential of subsequent data to inform
practice. Here, student nurses were able to reflect on the factors that facilitated and/ol
hindered their development during their final year placement. These factors were then use
when disassing how to better prepare the students during their placement. A third example
of the benefits of using written diaries was demonstrated by Miller (2013). Hetedeats
wereasked to record their personal experiences and relate them to the colersal that

had been covered in sessions on feminist economics. The findings showed that the studen

enjoyed the use of diaries as they felt they were learning whilst writing it.

When using written diaries for research purposes, a key aspect to caidethese diaries
should allow participants to reflect on significant moments rather than being forced upon
them. Indeed, when this (latter event) happens, J8dape and Holme2Q09 claim that

students may express negative feeling regarding @gritinthis respect, Prinsloo, Slade and
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Gal pin (2011) s u@gplers initiativésahiat mayndeepes hefveatibndandi
critical engagement while not compromising spontaoeity( p AnotBe6Key aspect is the
need to initially guide participasfistudents with regards to the meaning of diary writing and
ways in which it can be performed as some participants may be initially uncomfortable with
the idea(JindatSnape and Holmes, 2009 related issue then is the level of structure
provided. Findgs from Prinsl oo, Sl ade and Gal p
funstructured, private learning diaries can assist students to become mangaself(p.

27). Here,he aut hor s unstruturedeadd uvastessed didriedo allow for
spontaneasi and authentic reflection ( p..Addi#ogdlly, the authors argue théte
addition of specific headings and questions with the aim to encourage deeper reflection, may
I n s timpad nedatively on the spontaneity of student postings and erode thmerdiéfe
between learning diaries and more formal review activites( Pr i nsl oo, , S| a

2011, p. 36).

3.6.2.2 Collecting data through reflective diaries

In the current study, reflective diaries were used as a means to collect written data. The terr
6refl ecti ve Adipersoih ebsedvations 6f expesiencedthat are recorded over
a period of timed ( Kr i s hn anParticpantslvererequirdd 0 2
to add entries to the virtual learning environment (Blackboamd) page that was created

specifically for this purpose.

The purpose of using a reflective lagsto look closer at the experienceundergraduate
sports coaching studeritsroughout their three year degree. Each participant was required
to keep a rééctive logwith an emphasien reflectngupon personal experiences, reactions,
ideas, questions and selNaluationrather than merely recording and describing evéitts

main purpose then, relatemgetting participants to consider their own persdeaklopment

over time In this respect,hie logs provided insights intet udent sé Vvi ews
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|l earning and evolving identities; albeit
idea thacreating their own stories cout@lp studentestablish their own identities (Marble,

1997 cited in Maldereet al, 2007, p. 239).

Understanding the context in which a diary was written was essential (Beattie, 2009).
Therefore, unclear and/or interesting statements made by participants were fthimueth

by often replying to the participantoés er
perceptions while leading to a better understanding of the message intSidgally,
prompts were provided to students on a sporadic basisemaae an important tool to guide
themat the start of the process. This was in accordance with the aims and objectives of the
study. However, there was a crucial consideration for hbe promptscould affect the
degree to which participantsd experience
aspects that may not have been included in the prompts, careful theagtdiven to

includingguesti ons such essyowwowddlikehtalkaboutB Nyt hi ng

3.6.2.3 Creating a online diary forthe reflectiveentries

The blog (i.e., the written reflective entries) was creatgld support from lhe learning and
teaching department using a specific tool on the virtual learning environment (i.e.
Blackboard). The blog created enabied, aghe researcheto see all the entries made by
the students. Howevethe students only had access to their own entaesl to general
announcemest The restrictiorwas implementeds it wasanticipatedthat studentsvould

be more willing to writecandidlyif they felt comments wereonfidential. This was an
attempt to makehe students comfortable, a challengkso facedin JindatSnape and

Hol mesdés (2009) study.

3.6.2.4 Steps for creating the blog

Thefrd step was to decide on wh actussionswiththe f ¢
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Learning and €aching departmerstt the Universitythe conclusion was that using a blog
on Blackboard would be more accessible to studdriis was becausthey had touse

Blackboard on a regular basis to gather information regarding their modules and lectures.

Once the blog site was decided, the next step was to find out the type of blog that was neede
There were many different optiohsre,such as creating a blog ette students could share
their thoughts and see each otherds entr
the simplest ones whiglas described aboyenabled students to see only the entries they
had posted and the comments made by the smapn their specific entriet was
expected that some students would not be familiar with using the blog so all students were
shown how to aass the blog and add an entParticipants were free to choose when to

enter the data but they were told tbhthe expectancio contribute every week or so.

3.6.3 Video diaries

The use of video diaries agesearch method can $®enasa valuable addition to the data
collection and analysis armourilason, 200k A video diary is defined by Buchwald,
SchantzZLaur sen and Del mar (20009, p . 13) as
purposes similar to those of studies using written diaries; that is, the collection of data on

informantsd | i pesioden an extended

3.6.3.1Exploring learning and identity

Although a certain similarity regarding the purpose of using video and written dianes

! Part of the content included in this section was publighedones, R. L, Fonseca, J., De Maf$iiva, L.,
Morgan, K., Davies, G. and Mesquitaji.2014.See reference list fdurther details.
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seem toexist, results from previous studies show discrepancies when assessing their
respectiveapplicability fa research in learnin¢e.g., Roberts, 2011) and identity (e.g.,

Stenberg, 2009For exampleRobert sé6 (2011) study on the
i nvestigate transformative | earning show
capturingt he devel opment of student Aeadngtongg

the author, this success c o uiththe dareeraattich r i b
all owed aspects of 0beidnSylarg Rink (2608)s8gyested n g

that,

é it [video diary] offers a sense of intimacy, a route to (intercultural)

understanding and ways of knowing not available whenesented

through written wordg(p.141)
The potential of video diary as a tool to explore learning and tgtemtis the key aspect that
led to the use of video diaries as a method of data colleutitiiin this project The
longitudinal nature of the study pointest he need f or met hods t h:
perceptions of their learning experiences amav hthese influenced their identity
development. With this in mind, it was important to engage with the mundane
understandingsxperienced by the participanddong the same lines, Cashmore e{2010)
claimed that video diaries hold thepotental | | ustrate fithe exten

engage with shifting, sometimes contradictory, insights and emotions throughdutvae n 0

time span(p. 108).

This engagementpportunitieswere afforded through capturingerbal and noiverbal

elements of aaunts. For instance, Noyes (2004, p. 199) argued that the use of video diaries

all owed him to explore different aspects
included participants6é body | anguagethe b o«
author to have a more holisticviewf t he student 6s soci al b a
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learning took placeThis corroborates witMannay és (2010) wuse of
instrument that makes "the familiar stranged provide a gateway talestinations that lay
beyond my repertoire of preconceived understandings of place and space"” (p.tBig)

case, video diariesao not only allow access to words, but also protideresearcher and
participants with opportunities to revisatn d  6snmearkseaditverbdl data over time
(Bottorff, 1994). Complex layers of information ¢aéimerefore be unpicked. In other words,
video diaries provide Al enses through whi

can be viewedo (Noyes, 2004, p.206)

3.6.3.2Empowering participants

Another reason for the use of video diaries originated from claimstllegthave an
empowering aspect that allows the participants to tell their own s(Bueswald, Schantz
Laursen and Delmar, 2009; Noyes, 2004t instance, Noyes (2004) used video diaries in
his research after realising that his pr
i nterviews. This perceived |Iimitation | e
whereby they might tlk more freely about their unseendiyd ay experi ence:
Kaplan and Howes (2004) claimed that such means allow existing institutional hierarchies
to be bypassed, allowing a transparency not always apparent through other, more
researchedominae d, met hods. I n this respect, met
own realities are believed to overcome some of the problems associated with the

Arational i s {strictly)u ernldeeln cd ppepsr mdcheso (Buckin

Theviewd i denti t ystasr ifemsarwetti evlels about our s
cited in Noyes, 2004, p. 200), suggests that stories shared in the form of video diaries havi
an important rolenunder st andi ng st ude Héress@ashioet etrat | t

(2010) argued thatfreeor m vi deo di aries enabled st ui
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that 1is not | imited by their soci al stat
able to express experiences and emotions that were reddg\aaparticular time, withodhe

imposition of particular researcher assumptions

Although freef or m vi deo di ari es ar e seen t o <
participation, different approaches have been adopted in other studies. For instance
Cherrington and Watson (2010) in their study of college basketball players tried toeachiev
a balance between guidance and freedom in the production of video diaries. Participants
were given information about the type of content sought but claimefliea¢ were degrees

of flexibility and fr eediemr Chemmton and Watsani t h
(2010, p . 270) <claimed that the wuse of r
aspects of tédalyenddéctty®, ammdtlagf eel i ngsd but
conversation. 0 The aut ho rngpasidipants ¢ dell theironwmn c ¢
stories, whilst focusing on their ndpmnbod
270). It is important to note, however, that despite ittnglied or explicit freedom and
flexibility evidentin a research projeche story told (as per the interpretive approach) is
co-constructed by the researcher and participants. In this respeget;jal collected cannot

be presented as solely the participant's own production of-aigdial knowledge (Brown

Dilley and Marslall, 2008) as researchers control the conceptual framing of the research.

3.6.3.3 Collecting data though video diaries

Each participant was required to keep a video diary. Video diaries are often considered &
way for participants to frame and represemirttown lives. Their use in this project then,
represented an effort to somewhat empower the student participants; enabling them to tel
their own stories, and to represent theiwn situations. It also marked an effort to engage
with the diarist6 mu n everyday experienced/hile recognizing that there is no actual

escape from the observerds gaze and the
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for from the use of such a research me

par t i civesdPini 2001). s e |

A principal intention related to their use was to create a secure means where students coul
feel comfortable to express their own ideas and feelings. The aim, therefore, was to generat
rich and interesting data through the represemtataiforded by the method: to access the
meanings behind the wor{Bink, 2007). The student participants then, were free to utilize
any electronic dispositive capable of recording video (e.g., video camera, phone, computer
with no established rules gne i n rel ation to O&édwhered an
recorded. Guided by the two principal themes of learning and identity, the participants were
asked to keep a video diary where they reported stories, experiences and thoughts about the
livesasstudnt s, and r efl ect gangeventsbdd affedied thefite 06 w |
participants were asked tpload andsubmitthe video to www.sendspace.cafter each

recording As soon as possible thereafter, the videos were analysed.

Students were initially told they could write about any positive and/or negative experiences
they had in thgrogramme of study, explaining and giving examples to show how and why
the experience affected them. Inordertoghes t udent s a 20D8) w direayd (|
express their viewsheywere asked to produce fré@rm video diaries Wilst promptswere
usedon a sporadic basie guide participantsThepromptswere added to the study page (an
online page created in their learning environmeaa apecifically fothe currenstudy) and

sent to thestudentpersonal and University email addresses.

As highlighted by Cherrington and Watson (2010), the aim was to achieve a balance betweel
guidance and freedom in the production of video diaries.elWas a crucial consideration
for how this could affect the degree t
represented. As argued by Tribe (2QG6Bg experiencevas meantto be empowering for

students allowing them to be the experts in the produdidhe video diarieHowever,
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according to Tribe (2006)he giving of guidance or specific prompts does not mitigate
against empowerment and true representation of the participéorig similar linescareful
thought was given to the creation of ppusithat allowed participants to expand on their
thoughts in both depth and breadth. Students were also informed that they should not see tt
prompts as a rigid structure to be followed but rather as an example of aspects they coulc
focus upon (e.gwhatthey felt were the strengths and weaknesses of their programme of

study and why)

3.6.3.4 Further consideratios regarding the use of video diaries asresearch

method

Although no doubt able to supply additional information than just the spoken Bails

(2007) urged caution in relation to unproblematically accepting such a ctaipehalf of

video diaries Alternatively, he argued that while images could well reveal insight not
accessible by other means, it is not universal or automatic that tbosét® could not be
reached by other methods. Indeed, the indiscriminate and uncompromising gaze of the
camera may not provide the indisputable representation of reality that could be supposec
(Rich et al, 2000). Similarly, others (e.g., Chaplin, 1994nhax and Casey, 1998) have
variously suggested that visual images and their understandings are not direct or
unproblematic representations, but ratheciaated by producers and viewers. In this way,
they are similar to other texts and should, therefoeesubject to the usual interpretive
cautions. This was a point reiterated by Stanc2@k?) who stated that such images tend

to ask us to hold positions related to ¢

simultaneously. For Stanczak (2007h en, t he v i s uecisivegnddecdedn t 6

The multivariate nature of the production of images in itself can be a rich source of analysis.
In this respeciGibson (2005) suggested that participants may position themselves in a given

wayforaper cei ved audience when prgemeatedvidgp Vi
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accounts can thus be analysed not only for content but also for how partieipgate in

i dentity c¢onst rha totaliaothedticity gd m&erial praalaced! ciinpe t
assumedConsequently, witers such as Gibson (2005) and Pink (2007), while applauding
the notion of empowerment and collaboration in research, stress the importance of reflexivity

in the conduct of the research. This is a topic that is exploredlatiis chapter.

On a different matteklolliday (2007)suggestethat video diaries carry with them potential

for frustration in that they are one way conversationstanginot possible to enter into a
dialogueover. This, however, was not an issuetle current study as the points raised by
the participants were used to inform the focus groups interview guides allowing for further
exploration of meaning. Moreover, the participants often related to the camera as the
researcher. This is in keeping witte work ofMoinian (2006) and Noyes (2004), wHaim

that some participants may see the camera as a friend, an ausdienzdkes the place of

the researcheHere,Tr i be (2006) suggested that alt]
bythe personofthee s ear cher and their sit ualiaresidgn es s
approach anminimiseexternalinfluence by ensuring the voice of the individual respondent

is retained and reported.

3.7 Pilot data collection

Pilot studies aré mi n i vfarful-d omalse Teifingesh pnoHurdley 2001) used
to assess the feasibility of a study and tetpst specific instuments used within a particular
investigation Bryman, 201§ They allow the researcher
methodsadoptedallowing for an evaluation of their appropriateness eahtification of

potential room for improvementithin the research process (Nean, 2006). Therefore, the
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use of pilot studies can increase the likehood of developing a successfulTsijidygén

and Hundley2001).

In the current study, pilot studies were adopted to assess the feasibility of using the three
methods of data collection (i.e., reflective logs, video diaries and focus groups) within the
research process. It was somewhat etguethat potential problems and solutions could be

uncovered and, as a result, better inform the procedures used. Finally, this was also seen .
an opportunity to familiriarise myself with the research process (e.g., identify resources

needed; assess theagticalities of the research design adopted).

Bel ow i s an account of how a mi fgiesuedr giheer

methods adopted within this particular study.

3.7.1 Reflective diaries

In order to verify if the reflective logs widd work as plannedwov ol unt eer s wer
on the | og and asked t orewaled thaheéntries sauld bee n t
seen by all the participanttherefore not matching the intended outcowe a result,
discussions were heldith thelearning support teamndmodifications were made so that
participants could not see each otbhenstries.After a week of entries on the blog, it was
concluded that | was the only one seeing the entries made by tiietwe@ s t 6 p@ar t i c

thereforethe blog was ready to be added as a data collection instrument.

3.7.2Video diaries

With the aim to select the best option for students to share videos with the researcher
meetings with the Learning and Teaching and IT deparsieak placewithin the five
months preeceding the start of the data collection processréssilf using an online cloud
storage service wadecided ashe most appropriate option for the requirements regarding

video sizes and specifications.
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In order to testhe praticalities associated witthe process of making and sharing a video

diary, a pilottest was conducted with two volunteers. Feedback gained revealed that using a
digital camera (e.g., computer; video) to make videos was appropriate and easy (even fo
thoe who had never used a camera before). The same applied to the use of

www.sendspace.coto send thevzideosproduced The only informatiorparticipants were

required to entewas their email address and/ email addess. Both would then receive a
link in their email account inbox, which was available for around five days. This link

provided the sender and the receiver with access to the vigkesled by the participants

3.7.3Focus group

A pilot focus group wasindertaken with four PhD students. | decided to focus on their
learning experiences whigthoes tehetopic of the current studyrhis experience allowed

me to obtain feedback from the participants regarding their contribution and feelings as well
as feedback from my supervisor who was observing the session. The other relevant aspec
to considerwas the group size, which wasibsequently decided upon (see focus group

section for more details).

The pilot study also served to create an awareness of hfmredif backgrounds can affect
participantso6 interaction in the focus g
joined the University at the time ofelpilot study. Her participation in the focus group was
not asengagng as the other PhD studtis. Understanding the context and her background
was a key learning opportunity that informed futéaeilitative behaviour (e.g., how to
engage participants more equally) idgr the data collection process (more details are
provided in the focus group &en, more especifically when discussing the role of the

moderator).
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3.8 Data analysis

The collected datevere fullytranscribed and analysed as sooithay hadbeen collected,

so thatthe design of the next data collection phaseald benefit.Here, by starting the
transcription at an early stage allowed for a more detailed understanding of the data (Bryman
2016), which subsequently guided the design of the focus group questions as well as o
prompts used to explore issues further in the vitianes and reflective logs. The-going
analysis also avoided being swamped by data, which, according to Bryman (2016) is a

common occurrence when analysis is deferred until the end of the data collection process.

Once transcribedhe content of the faus groups, reflective logs and video diaries was
analysed using Charmazs ( 2006) pr oces s nifiabaoding, fioduged t i v
coding and theoretical codinglhis process is based on a constructivist grounded theory
approach the aim of whichisi nt er preti ve understandingbo
respect, such a process is in keeping with the ontological and epistemological positions

adopted in this study (i.e., interpretivism) as previously discussed.

3.8.1 Initial coding

Of crucial importance at this stage was the creatiorcalesfrom the datarather than

0f orcing t he(.d addes)Chaomaz, 2006, pt4&Heem Ge a code
researcher generated construct that symbolizes and thus attributes interpreted noeani
each individual datum for later purposes of pattern detection, categorization, theory building,
and other anal yti 43, p 4).orbiepsosesssrasempl&ahatcbfanmniang
without a preconceived search for specific stones. Here, écpnceived codes were the

case, many of the findings could be ignored. Initial coding then is a process of discovery,
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which, in the current context, was | ater
is also a process of construction asthé eos wer e Onamedo6 by t he
stage, every effort was made to foll ow CI
data as possible, starting from the words and actions of respondents [to] preserve the fluidit
of theirexperie ce and give new ways of | ookingo
where a code (iilaseseséBenngi sftaeeges wha:

was created based on the data being analysed:

Being strategic assessmennfluenceswhat students choose to learn

| just feeli yes, I'm probably even more strategic than | was in the first year, because
now | ' m thi nki nangtbAdtne theibesthmarkdddwdamaltticks ¢
t hose (Barx)es ?0

There are different ways of perfoing initial coding, including wordby-word, lineby-line,
segmenby-segment and incidefb-incident analysis (Charmaz, 2006). In terms of the
above example the latter two types of coding were adopted. It is important to note that the
length of the segnme being analysed varied depending on the data collected. Here, if
participants spent a significant length of time or space talking or writing about a specific
issue, codes often originated from analysing paragraphs rather than lines. Sagment
segment aalysis encouraged a critical analysis of data while considering the context in
which they occurred. Additionally, incideby-incident analysis allowed for later
comparisons and the identification of emerging concepts; a key aspect, especially taking intc

account the longitudinal nature of the study.

At this initial stage, despite the focus not being on wmrdvord analysis, there was
attention paid to the language used by the participants whilst coding. This is referrad to as
vivocodes t hatesi sqf Apgardti ci pantsé speci al t ¢
allowed for an understanding of implicit meaning while providing further evidence for later

comparisons between the data and the emerging themes (or categories). For example, Fr:
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referredtda he caring provided by |l ecturers in
a term all owed for further expl or arbleson ¢
Similarly, it provided information that was compared to previous interpretation of the data

collected.

Once each focus group, reflective log and video diary were initially coded, they were
transferred to an excel spreadsheet to facilitate thestege (focused coding). Each focus
group (total of 46)wastransferred to an individual table as shownahble 4 Another two
separate tables were created for the video diadyreflective log entriesespectivelytable

3 and 2respectively). Here,tavoi d a O6roboticd approach t
consideration of the context in which the data occurred by returning to the original
transcription documents. The information provided on the tables include examples of raw
data, initialcodes t he studyds objectives, and the

page (for FGs) to show when the data were collected.

Raw data Initial coding | Objective Date
| feel much more committed already than | ( Feeling 1 17" October
at my A | evel sét hdat| committed to the 2011
what | want to do as a job (Katie) course as it ig
linked to caree
ambitions
|l 6m really enjoyi ng |Finding session{1 25" October
how itds going to helrelevant to 2011
coaching pactice
Having a close friend from back home liviiBei ng 649 4 13n
close to me means that together we k November
ourselves O0grounded? 2011
we are and not to change to a different per
(Steve)
| prefer the interactive lectures where questi| Showing 5 13h
and answers are i nv(cpreference for November
the lectures where you just sit there and lig interactive 2011
for an hour. (Daniel) lectures
I really have no worriesvhen it comes tq Wishing he could 2 29"
coaching and have good confidence with myj do more practica November
but I think | would just like a chance to do sol coaching 2011
more of it. (Barry)

Table 2 Exampleof initial coding for reflective logs
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Raw data Initial coding Objective Date
| usually go to the lecturers and like just t Looking for| 3 16" October
them what | think (emphasis on her voice ¢ reassurance 2011
slower pace) like what | think (bring shouldg
forward) the answer is so that they can conf
that is kind of right(Mary)
|l 6ve enjoyed my pr adqEnoying peen?2 25" October
the opportunity to coach my peers in snj coaching 2011
groups. Actually pretty (raises eyebrow
interestingé (Martin
I 6 m entodly sure if that (desson) is Not 1 24" October
compulsory or not but | paid to go to Uni a| understanding 2011

paying for something | wana be taught
(Gavin)

why he is doing
elessons as h
paid to be taught

It s hard wh e nrkload(raiseg Feeling there ig 3 15 November
eyebrows) and no one there to help you (n no one to hel 2011
her head downwards). (Fran) with Uni work
| was pretty happy with (looks at the camera) | Feeling  happy 5 13"
tapped me on t he bagafter being November
any swmming qualifications? Because | w{ praised by & 2011
real ly i mpr es s e(@artm) t|lecturer
Table 3 Example of initial coding fovideo diaries

Raw data Initial coding | Objective Page
| 6 pnobably even more strategic now tha| Assessment 1 20
was in the first yegaffects what
nAl I right, what 0s students learn
mar ks? How can | tic
I think now 1 realise that coachinig a hard Changing goals 4 6
profession and i sno6|las a result of :
youdre younger , wh e nrealitycheck
il enjoy that, I wa
(Nathan)
Al t hough wedre | ear |Learning from|5 11
learnfrom how they are as a lecturer and ey who lecturers are
when they talk about their own experience
coachegyou can learn from them, which is rea
helpful. (Daniel)
Il &m not sur e, becaus|Changing 4 15
beasacaredar,t woul d be sk |ambitions

moving around and it makes it hard to hav

proper life.(Nathan)

Table 4 Example of initial coding fofocus group number 44
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3.8.2 Focusedoding

The second stage (focused coding) consistedturning to the data and recognising samil
codes across the complete data€ete of the goals of this stage was to determine how
adequate the codes were when categori zi ni
2006, p. 58). A key aspect inis stage is that data are acted upon rather than being passively
read. Here, then it was possible to compare recently created codes with previous codes &
well as using such codes as potential topics to be covered in future data collection.
Consequentlypnce recognised, similar codes were highlighted in a particular colour to show
their commonality In the example belowthe passages were included under the theme
GStrat egiasthiwas thenxcomnmpdtheme that best describédued

Having grades as a motivating factor

Daniel: | think you'd still gain that learning experience of going to university from

the year, because obviously you're here, you're learning, you're there, but | think

having something to motivate you to still go to those lestuand do well in your

exams and things, having that extra little bit of grading or extra points towards your
final degree, that helps a little bit.

Aiming for 40%
TraceyMy aim i s 40%. .. if | pass this ye

Assessment affects what studestsose tdearn

Barry: | just feeli yes, I'm probably even more strategic than | was in the first year,
because now | 'm thinking O6AIlI right,
can | tick those boxes?5b

The foawsed coding stage was also represented on attatdeilitate further analysis and
organisation of the dat An example of such tables is provided nhxs time with an extra

column related to 6focused codingbé6:

98



Raw data Initial coding | Focused | Objective Page
coding
Having that extra little bit of grading ¢ Having gradeg Strategic | 1 3
extra points towards your final degr{ as a motivating learning
helps a little bit. (Daniel) factor
Il 6m probably evern Assessment 1 20
than | was in the firsyear, because noy affects  what
I 0m thinking fAl I|studentchoose
get me the best marks? How can | t| tolearn
those boxes?0 (Ba
I think now | realise that coaching is| Changing goalg Identity- | 4 6
har d profession as a result of § ambitions
Whered when youbr e |realitycheck
first joined | th
to earn money fro
Il 6m not sur e, bec|Changing 4 15
would be as a career, it would be skiit ambitions
because youdre mg
makes it hard to have a proper Ili
(Nathan)
Al t hough wedr e | e|llLearning from The rolel 5 11
can learn from how thyeare as a lecturg who lecturers of  the
and even when they talk about their o) are lecturers

experience as coaches you can learn f
them, which is really helpfu(Daniel)

Table 5 Exampleof focusedcoding forfocus groumumber 44

Following the creation ofables organised by data set in chronological order (as shown

above)the next step was to organige data under specific objectives and when collected

so that further temporal analysis could be performed. This sira@gjalso adopted to avoid

being swamped with so much data without knowing their meaning and significance to each

stage of the data collection process. Here, the codes originated from FGs, VDs and RLs wer

all combined under similar themds.total, twel/e yearlythematic tables were creatéste

appendices 46), with objectives 1 and 2 being represented in the same table, whereas

objectives 3, 4 and 5 were presented in individual tables. An example is skaiftable

6):
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Raw data Initial coding Focused Objective | Source Page or
coding date

| think that | need a lo| Looking for right 3 Year 1| 20h

from others to reassul answers (Nee( Intellectual Reflective | January

myself that what | an| reassurance fror development Log 2011

doing is correct or right| others)

(Tracey)

I know the whole poin{ Looking for right| Intellectual | 3 Year 1| 7th

is for us to give them th| answers development Video December

answers (stares at th from the lectirer diary 2011

camera) but | work

better with them giving

the answers so | knoy

the answers when

comes to the test. (Mary

It prompts you tg Discussing the Intellectual | 3 Year 2|7

explain everything benefit of having| development Focus

youdre tal kopen endec group 30

to go into more deptl questions

with the answer. If he

gives you a closel

question it

nay. (Fran)

The lecturer ahays asks| Accepting multiple| Intellectual | 3 Year 3|16

us what we think answers development Focus

because we know ther group 37

isn't always a righi

answer é( He

| t hink t h Accepting doubtg Intellectual | 3 Year 3|3

going to be an elemel as part of learning| development Focus

of doubt. If you group 41

understand why it ha

the most value to yol

and why vyo

better than anything

t hen I gue

right. (Tom)

Table 6 Exampleof data included in a thematic talfietellectual development) for
FGs, VDs and RLs across all 3 years of data collection

3.8.3 Theoretical coding

Theoretical coding relates to Apossible
focused codingo (Char maz, 2006, p . 6 3)

directiono (p. 6 3) , in order to male®. t he
Theoretical codes then, are used to O0cl a
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framework. Subsequentlyhdory ist a k e remeagent aind must arise from particular
situat i oetal,®01(, G.dBhN la the current study, theoriedated to earning and
identity were used to create an awareness of the research lanéknapeer, in this respect,
theory was noimposed on theesults but ratherusedto facilitate knowledgexploration
andcreation. In this sensé)e analysis and farpretation of dataverealso guided by the

s t u aigngasd objectivegMason, 2005)Consequentlyit should beacknowledgd that
thenotionofh t ot al | y 6 gr o uthekasd lterdhiswead nptorilysn relatos  n ¢
to t he st ucliye$htalsangy peesdnal prbvjoesly construpepectives and
beliefs Here,Harry, Sturges and Klinger (2005) argue that although the inductive nature of
grounded t heor y sté approgachitire elaga frone & perapedive efrrelative
neuta | itheyuduallyalso do sdiwith a great deal of knowledge about literature on the

topic being studied, as well as a set of

In the current study, linksvith the literature were created or developed framalytical
memosHere, memosar e defi ned as fa place to O6dun
phenomenon, or process under investigation by thinking and thus writing and thus thinking
even more about themd (Sal dana, 2013, p .
datalei ng analysed; in other words, Athinki
and recognizing the extent to which your thoughts, actions and decisions shape how yol
research and what you seeo0o ( Mason, meat@f0 2 ,
the process undertaken;
Memo: Students were clearly adopting what Entwistle (2000) would describe as a
strategic and surface approach to learning in the first year. Their approach was often
focused on what was needed to pass the assessment. Here, as the grades from tl
first year didnot count toward their final degree classification, they did not feel they
had to invest as much effort. Potential links with constructive alignment between
learning outcomes, assessment and teaching methods (Biggs and Tang, 2011). Alsc
focus on the idethat if coaching is to be seen as a complex endeavour (Jones and

Wallace, 2005), so & the assessment requirements. Action: See how this view
develops throughout the study and what affects it.
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Although the links with theory were mainly developed irstlatter6t heor et i c al
stage, reflectiomas constant at all times. Hence, if there wasraeivedink with literature,

it would be recorded immediatelf hi s rel ates to Deyds (200
categorise and then connect; we st by c at e g aminitialiink gasthus p .

made and developed furthes necessalin thegeneral inductiv@rocess.

The theoretical anal ysi s wamersseRatber, hetdatethad f i |
had gone though the three ages of analysis wenstantlyrevisited in attempts 0 0 s e ¢
themwi t h di f f ethusbe able é0get & glimpaeroithe masgociatedhtricacies

inherenwithinthemThi s rel ates to the d6édconstant co
and Strauss (1967). Such comparison required constantly returning to the data to explore
how the participants understood experienced situations before making judgements regardin:

perceived changes in their actions and perceptions.

3.8.4 Specific consideratigs when analysing video diaries

Al t hough Charmazdés (2006) process was ad
reflective logs, focus groups and video diaries, extra considerations were given when
analysing data from the video diaries. HeNgyes (D04) discuss# his difficulty in
communicating the mental image on pap&o overcome them, Noyes (2004sed
descriptions of notverbal communicationlangside the textwhich facilitated thecreaton

of a mental image when reading fheessagesAn example fronN o y e s 0 wdrkds@yiOef )

below:
[Approximatelyt wo mi nutes into interview]éas
find it really good todayeé(pause for
stares and grins proudlrgtatiimeel 6ameba
of a cameraéedondt feel badé(grins)éfee

(p. 199).
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In the current study, the videos were transcribed following the examples given by Noyes
(2004). Therefore, in addition to the words spolsprecial attention was paid to representing
a Oment al i maged6 on paper by foll owvethadg a

communication.

3.9 Reflexivity

Reflexivity hasbeend e f i ned as fAthe ability to take
0refl ect i onCoib, 200B @.N8Xwxint m@dpr ocess of refl
selfas r esear ch eGulda, 2000, pnl83jt Irefers to thd researcher reflecting

Afabout how their role in the study and t
hold potential for shaping their interpretaticssd the meaning they ascribettboe dat a
(Cresswell, 203, p. 186). The remarcherthenis acknowledgeas one fAwho

constructs the collection, sel ecti,catnerand
t han fisomeone who extracts knowledge fr.

transmits knowledge to an audie e 6 ( Br y man., 120 1t6hi sp .r e3s8p8e) «

in research is transformed fromp&3lprobl el

Although reflexivity is considered essential to the process of qualitative research, questions
regardidbng oopowct i ce redst(e.ge Dayle 2al3). Inghisicdntext, c u
Doyle (2013) argues that reflexivity goe
3),toaipractice i n who(m B51l)fFinlay&2008)idividedhy praeticegoh g e
reflexivity into five variants: introspection, intersubjective reflection, mutual collaboration,

social critique and ironic deconstruction.

The current study adopted t hEirstly,reflesivityin hr e
103



introspectiorwas adopted through the use of (my own) personal written and video research
diaries. The use of research diaries has been seen as very beneficial in the process of doil
reflexivity as they allow ofgoing reflection upon the research process,(Bgxter et al.,
2001; All ey, Jackson and Shaky, 2015y. A
taking the time to engage in reflexive practice, researchers have the opportunity to develoy
greater selawareness and insight into how their valuediglfs, and assumptions affect the

synthesis, dissemination, exchange, and application of researchdindifigp . 43 0) .

Reflexivity as introspectioi o c us e sd ioanl cdgsled & and O6di scovel
This process was also encouraged byuesq meetings with my supervisor, which led me

to search for and clarify internal dialogues regarding the methods | was adopting in my study.
More specifically, the use of such reflective diaries encouraged me to not only express my

opinions and feelingdhut also to better understand the decisions being made. Here, as

suggested by Finlay (2003) I was wusing A
springboard for interpretations and mor e
below:

Iseem to keep getting stuck and keep a
How should I discuss the data?0 But noc
I am doing (showing the paperwork). As you can see, it is still a mess, but it is almost
i ke AWhy haventthi 4 Hefoaurgh?20 aPo,u Ahow
guess it was about not giving up when

feel like the PhD has helped so much in adopting this approach as in the past if | got
stuck the way | did, | might have stopped and not really thought about it as part of

the process of learning. R e s e & vided ddary,6September, 2015)

Link: https://youtu.be/YSpFOhTHCxY

Despitethe benefits associated with reflexive introspection, it is not without its challenges.

Here, to avoid having my voice overshadowing those of the participants (a critique made by
Finl ay, 2003), there was a c onicesandhovstheg f f «
made sense of their experiences. This refers to the second type of reflexivity introduced by

Finlay (2003; ir ef |l exi vity as i (pt8&.rHsre b joeuset onvney r
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relationship with the participants which can be refetred a sin-rélasiosto-6 t h e r s ¢
(Finlay, 2003, p. 8). It included analysing my position throughout the sttaiynay (2010)
argues that the position assumed by the researcher in researcimgilgt/outsider) is a
debatable and often contradictorgsue. More specifically, tle search for 'research
legitimacy' (Hammersley and Atkinson, 2007) results in some advocating that researchers
should possess certain characteristics that allow them to be an insafeowtsider. With
regards to the currentgty, | hadcharacteristics that classified mg bothFor instance, my
background in spodnd havinggraduatedvith a sports degree could classify me somehow

as an insider. However, a great part of my educational background took place in a different

culture which positioeadme as an outsider.

It is crucial to highlightthat this notion of sharinfpr no) similar characteristics with the
context and participants should not be seen as a black andowblesar cuissue.lndeed,
theidea of a binargystem where people either ‘are' or ‘are not' members of a certain group
who possess similar experiences ignores the "multifaceted nature of identities" (Mannay,
2010, p. 92) Consequently, recognising similarities and differences with the participants
while reflecting where to positionmyself throughout the researchas essential for
developinga trustvorthy relationship with thm. The excerpt below from my research
journal illustrates the type of questions | grappled with, especially during the firstfybar
study in this respect:

| keep asking myseliiHow much shall I interfere with what they writéfhat am |

| ooki nThednswerthh c o me s twant toexplare, undersfand their

learning and their identity development. | am trying tal fenbalance, trying to find
the best way to dbdassistd students witdh

Il give them?0 I do not want to dictat
mean choosing what is affecting their developmetiich could be misguiding.
(Researcherés reflective journal, No Vi

The relationship between myseHs a researcheand the participants was an important

aspecin helpingtorecogniewh en t o 6z oom i no .laaothegrwarbisein t
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allowedfor the environmento be assessed, which led to the identification of support needed
and involvement required for the success of the research process. This relationship involves
the (hoped for) devel o(BSAe20Q2, parhld.Mheseunere ar
demonstrated and nurtured by arrivifog meetings in good timand being available for

informal chats.

Finally the concept of dAreflexivity as mu
when involving myself in a reflexivdialogue with the participants, with PhD colleagues
and with my supervisor. Firstly, with the participants, the methods of data collection allowed
me to engage in mutual reflection during focus groups based on their contributions to the
written and videodar i e s . As explained in the 06Mef
participants were led to explore issues from their diaries in a discussion with others and
myself. This allowed for clarification, elaboration and negotiation whetoostructing and

making sense of knowledge.

With regards to my supervisor, frequent meetings encouraged me to become more aware «
my thoughts and myself, and to consider different (at times conflicting) positions. Despite a
potenti al danger of taaskidénrgi gnyt 6s udpueer vtios ohri
knowledgeable other, his effort to provide suggestions in the form of open ended questions
proved to be a catalyst in my own reflexive activity. Here, despite bringing uncertainty, it
demonstrated the value in bginonstantly reflexive and to search for my own commitment
to my decisions (an aspect that is key in developing an identity) (Perry, 1999). It also allowed
me to reevaluate previous and present understandings (Enosh and\ri3e016).
Interestingly, momets of reflexivity resulted in emotional outcomes. Below is an entry to
my research diary minutes after | met with Bill and Robyn:

0The most i nteresting thing is that

identities are changing | feel like | am goitigrough the same process. | am a
student, a lecturer, a footballer (although | feel this part of my identity has become
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weaker in the past yepl.osingwholam s b ot h éaminuegof site@ae and
tears start coming out of my eyéd triedl tdi ded8f stwvant t
crying, but it was too late!!! Robyn looks at me and says: Are you ok? | try to say yes
but it was clear that something was going drwas going through a period of
transitonand just had thatReseeehengsofebhak
April 2012)

It was clear that the research process was affecting me as a researcher and as a pers
However, despite the event shared above, | was careful to bebt@rpowered by one of

the major pitfalls regardingreftei vi t y; that i s, the swamp a
narcissistic personal emoting or interminable deconstructions of deconstructions where all
meaning gets | ost OHe(eFof crutia ijnportadde Wds bo,ensyre thal 2
the focuson interpersonal aspects did not move away from the topic under study (Finlay,
2003). For example, sharing the findings of the study with my supervisor(s) allowed an in
depth conversation about the concept of

regarding the participantsd perceptions o

As | go through myata, Ireflect on what exactlghey aretrying to show me. | have
beendebating whethethe perception that lecturers carse suffigent for student
satisfaction and engagement in sessions. | feel that as long as students think lecturer:
care, they are finewithits o when Tracey said feiad th
long as she believes they, dloen itis fine. So, in a sense, by reti@g on what | had
written about my results before, | dot
something that students had throughout the study. However, what changed was thei
perception of what caring mearto them Whilst they initially tlought it was
providing them withthe right answers, thelater realised that by challenging their
ways of knowing, lecturers were caringgUT, they only realised that the second

year, which means that the frustration they felthe first year when mt being given

the right answernscontributed to their development. This makes me think that we
really need to consider how staff develop (8melCPD courses available) as some
may listen to the student voice without the necessary critical awarenessineede
Instead of student satisfaction, perhaps student frustration could be a sign of
development??f?Resear cher s reflective journ

Overall, reflexivity constituted a key pt
research procss|t allowed me to deal with uncertainties and grapple with the challenges

involved in developing suchdemanding yet very rewarding project. It kept me motivated
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and challenged me to search for new ways of knowing. It was certainly a process of self
dialogue, intersubjective reflection and mutual collaboration. Here, of crucial importance
was the opportunity to focus on the aims and objectives of the study whilst acknowledging

my own development in the research process.

3.10 Researchrustworthiness

Quantitative researcheadten refer to terms such as validity and reliability when assessing
the quality of research. Although some qualitative researchers may adopt such terms, man
prefer to distance themselves from such termino{8gyman, 2016)Instead, the quality of
qualitative research is often assessed using the concept of trustworthiness (Lincoln anc
Guba,1985)l n order to ensure trustworthiness
constructf credibility, transferability, dependaliy andconfirmabilitywere considered.
Firstly credibility, or fiaccur at elachievede c o
by adopting aspects introduced by Sheng©4, p. 64). Thérst relatedto the development

of an early familiarity withthe culture of participating organisationsiere, @gagement

with participants was done through meetings, text messages, emails and by attending lecture
within their programme of studyrhis allowedfor an understanding of the contexhilst
developng arelationship of trust with the participantdere,a concerrexisted innot being

@ne of the studendsvhich, according to Shenton (20Q4rnoverly influence professional
judgementsAdditionally, and equally, there was a concern with not becomingltse ¢o

staff members and being seen as one of them. Consequemigde sure that any
experiences that could affect my relationship with the participants were carefully discussed
with my supervisor. For examplas part myteaching trainingprogramme | was asked to

mark assignments fohefirst year BSc Sports Coaching students. | discusseaftiewith

my supervisor anany relatedconcerns regardings impact onrelationshig with the

participantsWe decided it was not a risk worth taking.
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Theuse of video diaries, reflective logs and focus groups in the current study sychbolise
attempt tpleenothenerderdo m heei f f eanceatiaweddoa compleensntary
and/or contradictory insights to be explored (Flick, 200B)s refers tdriangulation, which

i's defined daimprdviag tre tgualdytobggadlitatise rasearch by extending
the approach to the i ssueThemateds complamdnyed (
each other in the sense thatgwing findings (related tdhe aims of the study) guided the
following set of data collection as discussed in previous sections. It also allovitedtve
questioningwhich was adoptedthen asking students questions to clarify their thoughts and
opinions on specific issue$hiswas particularly the case when the information provided
was not detailed or when there was Hee,scr
the use of three methods, however, was not invested in equally by the participants. Fol
example, the study deonstrated that the participants perceived the focus group interviews
as being more important than the video diaries, often due to having the opportunity to
physically meet in a group within short periods of time (Jones et ak).2Z0ius, aslones

et al. (2014) suggestd, combining different methods of data collection should take into

account situational aspects related to the participants and the research context.

Frequent debriefing sessioronstituted another aspect adopted in the study. Regular
meetings were held with the supeongteam to discuss approaches adopted in the research
(e.g., data collection and analysis process). This contributed to not only answering questions
but more importantly, generating access to previously inaccessijpgeofvthinking. Below

| share one of my reflective diary entries:

Before | came to the meeting today, | was concerned about having a right' and
‘accepted’ way of analysing data. | wanted to perhaps have a edesimple

answer for something that isroplex (the analysis of the data with theams of

enhancing understanding. I keep as Kexiblgshouy IbeHed : f Ho
thinking about the different steps | have to go througfen analysing data
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What if | think of an important theory while doinyy initial coding®d |t t ook n
a lot of thinking regarding the organisation of the data but | feel that my
discussion with Robyn today deme more critical of my thoughts and
assumptionfRes ear cher 0s ,Apelf20l2)ct i ve jour nal
In this respectfrequent meetings with my supervisor also resultedeier gcrutiny of the
research projectThis aspect asalsogained from conferemcpresentations and feedback
from reviewersduring the process of publishingeer reviewed articlesndbodk chapters
related to the studyHere, the fedback gained allowed me to refine my understanding and
development of the studimilarly, the @rticipants were guaranteed access to the data

collected if they wish texamine them (as previously mentioneshich allowedor further

member checks.

Thereflective journal served not only as a way to consider future practice but also to review
my experience. The esear cher 6 s fAr e fwhseattdinedvby keepinghene n
reflective journal throughout the duration of teieidy. Ths enabled me to reflect on the
successes and potential issues associated with the research itself. Below is an example
such experiencerhen looking back at my experience at the end of the first year
I am nowat my desk irResearchHouse and feel very happy about the data
collection process 6 v e througlteimthis first year. | feel the participants have
shared their experiences to the best of their abdand Ibve been able to collect
some very relevant data. This has been aardimg process. | remember when |
was worried about having all the participants and how now things seem to have
fallen into place. My relationship wit
we are closer in terms of being friends, but | definitely feeettsean element of
trust and respect that has been growing throughout this first year. This makes me
really happy.Resear cher 6s ,MaR01®ctive journal
In order to provide detailed account of the methods and procedures adopted in the study,
cardul attention was drawn to making sure a comprehensive account of the process
employed was developed. This relates to what Shenton (2004) defitieskagescription

of the phenomenon under scrutickereh owever , contradicting S

aim of providing such a detailed account
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the extent to which the overall findings
reader with further understanding of the context in which tkeareh took place, a key
aspect that can allow faraturalistic generalisatiorfStake, 2000) anttansferability(i.e.,

when readers relate findings to their own positiofishicoln and Guba, 1985)n this
context, naturalistic generalisation ams theability of the readefion t he basi s
description and the provision of a vicarious experiential account, to determine if and how
these experiences can be used to understand a newdsgtiiigtrom, 2008, p. 324).This
concept informed the idea dafansferability introduced by Lincoln and Guba (1985).
According to the authors, Athe degree of
bet ween t he t wolnthiosanseaeasuses wefedaken $u2hay to describe
key aspectse(g., duration of the data collection; length of the sessions; the number of
participants) to provide readewith sufficient informatiot o Aicompar e t he |
phenomenon described in the research report with those that they have seen etineirge in

situationso (Shenton, 2004, p. 70).

Further details regarding the research degslgdata collection process and an appraisal of

it contributedtd he s&diedpyedbrsdabi | ityd, a term that

in quantitatveresar ch Ato show that, if the work
the same methods and with the same part
(Shenton, 2004, p. 71). This term should however be used with caution as the attainment o
similar results in qualitative researchpsoblematic. Insteadjependabilityin this context
focusd on a fithorough understanding of the
2004, p. 71); something (hopefully) accomplished by devoting detailed rsetti@xplain

the research design, the data collection methods and procedures as wedflastiae

appraisal of the projedhrough the use of a research reflective diary.

Finally, in order to guarantee trustwhbiness, the concept abnfirmabilitywas considered.
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This refers toensuringn as f ar as possible that t he v
experiences and ideas of the informants, rather than the characteristics and preferences
the researcher o ( Shent ahedetake@ @edcriptiom of thé @ada .
analysis process adoptadc¢luding transcription in full of all focus group interviews and
video diaries helpdto illustrate a consistent way of engaging with the dat@thermore,

an appreciation of the contexth which the videos were producesas importantin
constructing interpretations dhe participant®é me a Mhisneghees Ball and Smith's
(2002) concerns regarding the relatively easiness to manipulate images and provide result
that are out of the initiadontext.lt alsorelatesto Pink's (2001) claim that reflexivity needs

to beengaged with in terms oécognisng the context in which images and knowledge are

produced.

3.11Ethical Procedures

According toBryman (2016), participants should be informed of any ethical issues before
they agree to participate in a specific study. To achieve itifrmation detailing their
participation in the study was providemthe studentduring the recruitment procesehe
information includedhe aimsof the study; whaparticipation in the study consgstfor those
whoagreed to take part; the methods ysed how the findings would be disseminateek

appendix 1)

TheStatement of Ethical Practice for the British Sociologicao®sation(BSA) (2002 and

the Data Protection Act (1998) wekey in deciding upon key ethical considerations that
were adopted throughout the studylhe sections focused upon are referred to when
introducing the ethical considerations in the text toHlows. Ethical procedures adopted
within the current study were also approved byUinéersity of Wales Institut¢ UWI C) 6 s

(now Cardiff Metropolitan University) research ethics committee prior to data collection.
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Anonymity

Pseudonyms were used to avoid the recognition of participatite presentation afata

This was adoptetbr all data, including reflective entries, video diaries and focus groups.
However, he original reflective log entries containtbegp a r t i cealmame. Tres@vas
part of the standard process when | oggi ng¢
and adding entries taespectivereflective log. However, a word documenwas
subsequently createdlith all the entries ensuring the replace nt of parti ci

with pseudonyms.

Students weralsogiven the opportunity to create their own pseudonymshwas seen as

a way offurtherinvolving thestudents in the studyheuse of pseudonyms for video entries
however, was obviously not a guarantee that participants would not be recognised.
Therefore, datan the form of video diaries werenly released (e.g., for presentations in
Conferences) after prior consemas obtainedrom the participants for each of the videos
and each of the azasiors they would be used for. This corroborates with the British
Sociological Association requirements when using a method that could lead to actual or
potential identification of participant$.h i s way , deéartowesearchrpartitipanta

the purpose of the notes, filming or recording, and, as precisely as possible, to whom it will
[read woul d] h(BSA, @0thpara.20). ¢ At ed @t r an svdimg enc
information regardinghow the data would be disseminated is one ofkie concets

underlyingthe Data Protection Act (1998).

Consent form

The prticipants who volunteerefdr the study were invited fornainitial group meeting
where they had the opportunity to meet each other and ask further questions. Alfier all
guestionshad been satisfactorily answered, they were invited to read and sign the consent

form (seeappendix2). Consentis another key aspect informing the Data Protection Act



(1998) (Social Research Association, 20E8re, the prticipants wereeassuredhat hey
were free to withdraw at any time without reagtiat they would be guaranteed anonymity
and confidentialityand that video entries would only be used with prior con3éetefore,
there was a careful consideratithatii ¢ o n [svas]riotbe regardedhot as a oneandfor-

all prior event, but as a process, subjecttergnot i at i on o0V e,para2b.me 0
The data collected wergaved to a secure computer to which omlyself asthe main
researcher had accegsccess was restricted by theeusf a password, and the data were

held in secure premises (Social Research Association, 2013).
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CHAPTER FOUR: RESULTS AND DISCUSSION

The purpose of the results chapter is to present the key findings of the study, in accordanc
with the stated aims and objectives. The data have been organized in a text and quote forme
and in chronological order. Most of the data cited are derived tr@nfocus group
interviews as they provided opportunities for further examination, elaboration, and
deconstruction of the video diaries and reflective logs (as detailed in the methods section)
In terms of structure, the chapter is divided into four marcs i on s , namel
experiencesd (objective 1 and B2JThedlot el

teaching stafnddbdegobpepeetopmeb.) 6 (objecti v

Following each results section, a discussion of the findings is presented. Here a consciou
effort was made to avoid AI mposing a speEe
outseto (Dunne, 2011, p. 119) . hadnhspoterial , t

to 6make sensed of the data and further 1

4.1 Learning experiences Results

The results presented and discussed in this section primarily refer to objectives 1 and 2; mor
specifically, 1) 6 Ho wingstudentsthink alobut tbarningg &d s r
carry out their studying in the ways the

role of theory in informing coaching pr a:

The findings were structured under six key themesyead v 6 The first st
surface approach to | earningo,; 60The tran

|l earni ngo; 0A |l ack of wunderstanding and
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more engagement ewr h hGoapling thaéotyiaondnpaktidie Flom
knowl edge for action to knowApplgingdheoryada ut

practice is not always a straight forwar
4.1.1 The first stepst strategic and surface approach to learning

Data from the first year of the study de
learning system, where information is transferred from lecturers to students. The main focus
within such an approach lies on memorising facts and conceptsa¢oelsition). Hence,
engaging in critical analysis was not seen as a priority for the students in the current study
Rather, during these initial experiences, learning centered around three main aspects
6getting knowl edge f roometmeanbleeac ttihreer &,f odh
theory and practicebo. I n the words of thi
Getting knowl edge édr tyhd un gdso nybotub kdotnédst a
getting that knowledge from the teacher (Steve, year 1, FG4/15, May 2012).

Somethng that you can actually repeat e
(Barry, year 1, FG4/13, May 2012).

You learn a theory and then put the theory into practice. If you are not actually
putting it into practice, glMartnoyeértl, c |
FG4/13, May 2012).
All twelve students commented on the fact that the first year of the study did not count
towards their final degree classification, and that they only had to achieve 40% to progress
to the second year. As a resulte ttudents did not invest too much effort in the first year
@s itdés not as i mportant, whereas next vy

do more wor k, get out of bed for | éndheur e

words of one:

I Il 6m gl ad | know t h:
| aughs] él 6ve got to times tha
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essay. And then | justthinkhi s 1t really worth iit?0
because | only need 40% [laughs] (Tracey, year 1, FG2/4, December 2011).

This strategic and surface approach to learning was clearly a decided upon choice, as th
students demonstrated situational awareness and recognition thatdhleyo u | d b e d
more research on the topics and | ooking
(Tracey, year 1, RL, November 201Anongst the factors that contributed to this apparent
surface approach to learning was the perceived complexity and demands absuthate
reading. As a result, reading was completed only in preparation for assessments:

€éso, having a goal in front of me, |

know what |l 6m |l ooking for. Read for t

relevant page is, and just sort of stick to it (Tom, year 1, FG2/7, December.2011)
Furthermore, the students6 interest in t|
were willing toread. This interest often originated from their ability to refatde topic in
guestion. Here, a common finding was that students were reading for the modules that the'
enjoyed whil st i gnor inogeletaficets my hheditdyeyearn s i

FGY19, October 2012).

Another factor that contributed to the surface approach to learning withessed was the
influence exerted by second and third year students. Such students tried to persuade the fir
years to focus on their social life rather than their studies by argahgthhi s year
real | y(MaryoXear tl,0-G2/4December 2011)As a result, the participants argued
that it affected their thoughts:6 ve got t hat into my head

count, as |l ong as | 2/%Besesnber2011). . 06 ( Fran, y

The effects of such a surface approach to learning manifested themselves in the lack o
understandingegarding some of the content the students had been exposed to. For example

Tracey mentioned thdt Ifeel like | am only just scrapingy and not learning anything but
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just lucky guessi ng (RhyyeamlaMarch20)20 ugh my e x .

4.1.2- The transition to a deeper, yet still strategic, approach to learning

As the study progressed, a learhirgtogkelade.iHere, h e
a move was evident towards the need to
information. In the words of Daniel:
Webve been to | ectures and itoés all a
understanding of it we gaiddrom going to those lectures; so tiveas definitely a
bonus for méDaniel, year 3, FG2/44 May 204).
I n this context, |l earning startedom@tbe hg
can simplify | ear ni n®anielsyear 3)BEER/440May201g) pnel c i f
about exploring diofrf ear d ottt averthes starfdg. ,w
6rightd answer and there are still a 1ot

it 6s t he teacbmelouwti t hf-&omupeaf 3 FG1/41, March 2014

This change in the meaning associated with learning coincided with a move towards deepe
approaches. Here, one of the contributing factors was the development of critical thinking
through, for @ample, the use of reading tasks in preparation for seminars combined-with in

class group discussions:

Because you have these smal/l groups f
know, when we spread our ideas, sometimes we have the same idegasnAmiten
we receive these different ideas, I t

think outside of the box. Like, fAwhy
FG6/23, December 2012)

This process required students to deal with previously inaccessible ways of thinking,

resembling the idea of learning as a process of transformation. Here, the teaching staff playe
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a key role (especially during seminars), where they were able to den@tisiaconfusion

and uncertainty were inherent to the learning process.

Linked to the idea of learning as a transformative process, the personal stories shared b
lecturers were perceived as very beneficial in terms of providing students with ideas for
potential career aspirations and actions to be taken (e.g., the relevance of finding externa
coaching opportunities). In the words of Steve:

| remember a guy coming in to talk about his experience at university. He said he got

a First Class Honours degrele u t he didnot get a job
experience in the workplace. So he spent the next 3 yearsgyttieiexperience to

getajobWhereas if you can combine whil e
qguicker . I think ghroughunvesitptecorpelback amdhgivé v ¢
you a | ecture, I found it intereyggdaing

there (Steve, year 3, FG45, May 2014).
The alteration in the course structure from the first to the second year was a catalyst fol
changing the studentsod attitude towards
counting towards the studentsdé final degl
showed more motivation to learn:

The motivation changed because thevere just lecturers saying your first year
doesndét count and the secoind 6ysegrusdow

change. | find everyonebs trying a | ot
all studying but last year we were justit drinking (Steve, year 2, BE0, May
2013).

Relatedly and importantly, the nature of the assessments was crucial in encouraging a deep
approach to learning. Here, the students referred to assessments that prompted them
explain everythingyouar t al ki ng about éwhich makes vy
write your essays youbdbve got (Faan, gearc2k u |
FG6/21, December2012Y. he adopti on of O6take homed t a
of workbooks to be discussed in seminars was another powerful assessment aspect th
encouraged deep learning. Here, the need to complete the task was reinforced when studer

arguedthatwitout it , t hey wéDangl yeardHG11i43 Mafch 201). o u t
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Indeed, having a purpose for doing the tasks was key for their engagement as the following

excerpt illustrates:

If they told me to read them and do the work, and you onlg tiek in a box for it,

|l woul dndét do it. But , becausedwherglet
am. | €& | 6m omodroe ilti kbeelcyaus e i t owhatbeann n g
(Steve, year 2, FGB2, December 2012).

In this respect(inter)active participation in their own learning was key in stimulating the
studentsd engagement in the | #bgetinvolivedinpr o
di scussions or group tasks in any W38y, I

October 2013).

The studentsd devel opi ng p e-cocceppualisaton as ao f
demanding activity. This was because of a better understanding of what was needed t
participate in meaningful seminar discussions as well as to letenfhe assessment
requirements of the course. This, in turn, resulted in a recognition that without effort and
personal commitment they would not have enough knowledge to question others, including
the lecturers:
For me, | probably domdt kead emouwglh
Il go into a |l ecture thinking that the
enough knowledge taigstion him (Martin, year 3, FG1#4, March 2014).
Indeed, reading (something perceived as demandiegame an activity seen as very
beneficial for I earning, as |untesstas moraf®mt s
them [the sources they read], they say a lot of things and explain more, rather than from the
|l ecture not es 0 985@cwen20L3}erey as the students dnt@red their

third year of study, they argued that the need to read for their dissertations, as well as makin
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their own decisions and taking responsibility for knowledge construction, was also beneficial

towardsdeveloping a deeper approach to learning. In the words of two:

You had to really dig in and get your own answeitsvas hard! You're never really
sur e. But | can see wh otof senses (Gdvin, yedr 3w o r
FG1247, May 2014).

In second year, youdd have an assi gnme
just constant . Youbve got to be in th

your work done. Ther eds thing ysu neqdpo be g ,
working on(Daniel, year 3, FG0/39 December 2013

413TrA | ack of wunderstanding and moti va:

The data revealed that the concept of independent learning was not clear to the student
which often led to a lack of interest amebtivation for undertaking such work:
I think the main thing is t
extent of independentlearningnd we dér e not
(Tom,year 1,FG2/7,December 2011
Indeed, the initial stages of the course showed independent learning to be a challenge fc
students. In this respect, a principal barrier was the lack of motivation for doing the work
(eg, t 6s hard to say AOK, this ho-yaoujusténsh d o
up not -dloacegygear il,F@2/4, December 2011Here, the perceived lack of
support from others was seen as a key bargay.,( t 6s hard when vyol
workload (raises eyebrows) and no one there to help you (nods hedhead n wa-r d s )

Fran, year 1, VDPDecember 2011)

When discussing independent learning, the students mentioned that they had rarely done

in the first year. Tom suggested that the oed®r this lay in its perceived irrelevandy;y o u
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dondét need to this year, l i ke the fact t

(year 1,FG4/15, May 201 He and Steve explained it further;

Tom: When thereds anpgeisgdaclk ova . And €ads this f

year is not really worth anythingécos
know, I just dondét feel you need to p
Steve: I dondét think the motthingati on i

(year 1, FG4/15, May 20)2

This initial barrier t o bsetiudge mti snd epreenvdiea
(e.g.,At college | used to get everything on a piece of papike, people would just tell me,

do this, woruk écbounte aterweni ,t hyeoy j ust say #d
like, Ano!0d - Gavin, Year 1 FG2/6, December 2011 In this context, the students
demonstrated their lack of time management skills, which led to a desire for being told what
and when to devork e.g,.Somet i mes | wi sh someone woul
and do this piece of work. o Because | fe
need to plan my time betteKatie, year 1, FG/3, October 201). Additionally, handirg in
assignmenté t wo mi nut es b(&dvio,year 1t H®/6, Datamdat 200)Iwas 6

not uncommon amongst the students in their first year.

Consequently, while some accepted that independent learning was part of being ai

university, othersshowddr ust rati on when not given the

be receiving:

| paid (uses hands for emphasises whilst talking down at the camera) to go to uni

and paying for something, I wana be t
sit at home in the computerddee s s on s, itdéds kind of st
Bu itds gotta be done (shrugs shoul de
but yeah it kind of annoys rnees pehcatts d 0

year 1, VD October 2011).
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Other barriers to doing what students perceived twbhen dependent 6 | ea

distractions experienced when living on campeig.(dwvith all your mates living around

you, and having the gym, and the tennis courts, and all sorts... | just do somethenigimor

t han sit d-o\athan,yeatl FG&/6, Ddcamber 20101 This lack of engagement

with academic work was evi den e.g.d gat kicked o me

out of a lecture today (looks up) for not having done my blog for I@egScience. Not

good at all' [Shaking head righand leff6- Gavin, year 1, VD, December, 201The

following research diary entry illustrates this point further:
| start walking to the lecture room and see students who were supposed to be in the
lecture walking past me coming frotretbuilding. Ist ar t tHaved gouthet :
room number wrong? This doubt passed as | used to attend that lecture every
Tuesday and was certain of the room numbesegond question came to mind:
AHave they changed the room?0¢ tumebdero we c
c a n c e IMbre ah® raore students were walking past me. | asked aherofto
see what wadasyguoGoachgingacn:enft e | ecture bee
student Weallpot kicketl out by thetewrr er as we dildno
get to the lecture room that is normally packed with around seventy students, now
had only fifteen. Students were set an activity that they had to bring in order to
evaluate each othero6s work. As most s

told therewas no point in them being there (Researché s r didryl year 1,i v e
16" December 2011).

414-Towards more engagement with Orel at

As the study progressed, the students increasingly showed more engagement with activitie
theyc haracterised as oO0independent | earningt¢
always related to, or embedded within a wider context set by anotheldetgrers), and

often related to assessment.

Interestingly, when the learning tasks wegkated to assessments (particularly in the second

and third years of study), the students showed more evidence of completing them:
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I think the way theydve structured thi
|l ot mor e r eadi nwbringaccartairs aanountafimori with gpo, o
you need to contribute to it (Tom, year 2, #&4, February 2013
I f we didndét have that coursework that
(Heather, yea®, FG6/23 December 2012
Inthisr espect, o6relational é | earning (e.g.,
students referred to as independent learning. Here, the use of weekly tasks motivated th

students and gave them a sense of goal setting to do the emprk@h, | have to submit

this, so | h-&deathertyeal, W&RX Detember 2012)6

Despite the initial challenges faced by the students in trying to understand their role in
independent [relational] learning, the initial perceived lack of suppeviqussly introduced

in this section, was now recognised as very beneficial for their subsequent development:

I feel itds helped a | ot this year be
my own, because |1 6ve had to and now | ¢
rather than just being used to being spded in college (Tracey, year BG10/38,
December 2013

A better understanding of the benefits of doing work on their own was evident in the second

year of study. Taking into account that most of the tasks set were in preparation for group

discussions during seminars, students argued thaththeyd a 6 soci al re
contribute:
And there was group discussi on, so if
someone else to talk about, you just

social responsibility, sort of thing (Martigear 2 FG8/29, May 2013

et his year, because itdés worth somet hi
I think therebés a kind of mutual resp
do work, then you have to go and do work (Barry, ye&GB/31,May 2013)

It was also a way of positioning themselves in a knowledge scale, as Daniel explained:

124



But in that as well, I
more about something t
(Daniel,year 2 FG8/29, May 2013

6d hate sitting
hat rémidsdelowth&no t

4.1.5 Coaching theory and practi¢e=rom knowledge for action to knowledge for

understanding

In the initial stages of the course, the students had a clear focus on knowledge for action a
opposedo knowledge for understanding:
| come here to learn how to be a better coach, not how to write a book about how to
be a better coaché backing it up with
| ong as right kow bjwst wiartt té6 know hote coach, and | just want to get
out and coach (Tracey, year 1, FG3/10, February 2012).
Such a focus on knowledge for action resulted in the students not recognising the value o

theory in informing coaching practice. In this respect, coaching wascomdidered

particularly worthy of academic study:

It doesn't matter about all the intellectual stuff unless you want to be a performance
analyst or a psychologist or anything, anything else completely irrel¢@ain,
year 1,FG3/10, February 2012

| think it [theory] just makes it too complicated. Certainly more complicated than it
needdo be (Nathan, Year 1, FG2/5, December 2011

As a result of focusing on Ohow to coach
behind coaching practice, tsudents perceived practical coaching experience as sufficient

for successful coaching:

| got a lot of experience (hands on mouth), | can, you know (looks at the camera for
a few seconds), I donodt (hand gesture
make up on the spot (looks to the left) and it goes really smooth (Gavin, year 1, VD,
December 2011).
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Despite such initial resistance, the students recognised that some of the theories covered
the course were beneficial for improving their coachiragfice. This was particularly the

case when students had opportunities to apply theory to practice:

| would never use thgteciprocal learning)until hetold meLi ke | 6ve be
this in my swimming | essons nowéth go
understanding a ©bit mor eéand also th
di scovery and that helps a | ot. I wo u

new things that wrk really (Mary, year 1, FG4/14Viay 2012).

A

I donodét thinlilnghawygthtimmppdd was doi ng

just added more to itélike a couple of

that kind of thing, and like empowerment (Tracey, year X4/E& May 201
Consequently, for it to be valuethe students had to perceive the information (or theory)
received as being relevant to their working practices. When this was not the case, the theor
wasnotper cei ved as valuabl e. Fiotrd se xalmp|wer yB

allthisteory, but | think itds noté itds alll

experi ence 5il1, Octobey 2082r 2 , FG

The challenges faced by the students when learning the theories included their conceptio
of learning (i.e., need to memorise the theory) and their resistance in getting out of their

6comf mmd s 6 ;disqussedinagpth m section J.lh the word of two:

Thereds too many different vari ati ons
Because | havendét | ooked at them enou
theme | dondt | ikeé 1 06m not realdly mo
May 2012)

Getting from the stage of learning the theory to being comfortable in using it is a
|l ong process. Very | ong process. And
usual, I guessé because tyéaal BG/12y Myur ¢
2012.
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As the study progressed, however, the students increasingly recognised the role of theory i

developing their understanding of coaching and its application in practice:

I 6m not just sitting on experi sacoa&h nov

or how | was previously coaching and
know going into leading sessions now, especially from advanced coaching, the
science, Il 6d be a | ot better equipped

multiple range of sports (Gavin, year 2, FG@®, November 2013).

Before | came here | thought | was a pretty good coach, and was quite confident.
But my coaching now compared with how it was then is completely different and |
would say I'm ten times betteow, just because the theory makes you think
di fferently and just taking into accoa
without doing the theory, | think. (Natharear 3, FG11/42March 2014).

Now, compared to first year, my kids are moving ugesanore quickly, because |

understand their way of learning fromsing these theorigdlary, year 3, FG12/45,
May 2014).

The increasing recognition of the value of theory in informing practice coincided with a
change in the studengsdromndeaptkiong dfo o
(Nathan, year 1, FG4/13 May 2012) and O6giving people
FG10/37, December 20),30 focusing on different ways of learning and the steps needed

in co-constructing knowledge.

One ofthe contributing factors that allowed students to see the value of coaching theory was

the increasingly reflective nature of their practices.

Recent lectures on reflection interest me. | started to understand why those lectures
could be so beneficial bme we actually become coaches. In addition to the
seminars, my understanding of reflection has improved. To date, | actually use
reflection every day and come up with better action plans which | think are really
effective especially when | am doing praatiactivities (Heather, Reflective Log,
18"November 2012).

The students, therefore, generally recognised that reflective practice was not something the

would have consciously engagedpireviously(e.g.,d dondét think 16d ¢

mycoaching after TiaDarsek geari2,d-(5/18,0ctbkberd 2018 Asatlie
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study progressed, however, the students argued that adopting reflective practice was makin
them aware they were Oact ual6@2g Decénioe0lyd. i mg
Here, theory was seen as an important aspect that allowed them to make sense of the

coaching:

u woul dnot k no

Youdd just coach and yo
ad sesmiigpmt tYhiurdk

a good session or a b
| wonder why they reactedthebkeythat @»p
is whyo So it 1is hel poi3g Decdnbex 20032 | , year 3

The interesting information that | was talking about was when we learnt about the
variations of powers that could be used during a session to cater for the participants.
This term we are into Foucaultods i dea
can insert power into ourselves by our body language and, position where we might
standduring a sessn (Steve, Reflective Diarfebruary 2013).
In this respect,ite students argued that having background knowledge (i.e., knowledge
about the theory being discussed) was key before applying theory to practice, which was ir
line with theirincreasing focus on knowledge for understanding (instead of focusing solely
on knowledge for action):
I n my psychology | ecture, webOre actua
through case studies and stuff anchékes it so much more relevamtuyt we c o u
do that i f we hadndt known t 38, Déecanserr y
2013.
The creation of a learning environment that encouraged students to be reflective was crucie

for their development as reflective practitioners. Tihduded using seminars to provoke

meani ngful debates that resonated with t|

ltés quite good to talk in the semin:
works... (Nathan, year 3, FB/39, December 2013

| 6d s ay has lbeénsveryneuehraboutusi How can you wuse

and this is how ités going to | ook,
(Gavin, year 3, FG/36,NovembeR013.
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The teaching methods adopted by the lecturers also allowed thetstsidert 0 &6 e x p €
di fferent theories and o0f eel @&g.Whateverthebry wa ¢
theydre teaching, they use it on ueyused t hc
t hat eMaryurear IFGO/36, OctobeR013. Similarly, the use of academic writing

(i.e., essay format) was also seen as beneficial for understanding the theories covered on tt
course¢é¢.g,.6 f you really reflect and | ook bacl
good understandingohtat knowl edge or of that theor.y

- Daniel, year 3FG11/43, March 2014

Additionally, observing other coaches triggered further reflection when analysing
behaviours and potent i al coahing ¢letsdachedsorse the o r
more advanced stuff, and then coached the other three the beginner stuff. So, hefadapted

that. Which was quite go6d Martin, FG8/29, May 2013

Another contributing aspect to the development of reflective practice was the use of
workbooks pre and pesessions (e.g., it actually makes us think out obthein terms of

the reflection Heather, FG4/14, May 2012)ere, the practical sessions expeced on the
course and external coachi ng praapcotesscot e
evaluating your performance and your own abilities. Seagreness | thirk(Tom, Year

3, FG10/37, December 201Becoming moreself-aware(and awar®f their own practice

was beneficial in guiding the studentsodo

| think one of my favourite things this year is caring [content that was covered in the
course]. | know that sounds like a woolly topic area, but I've found when aneathlet
tries to talk to me, because there's very little time to coach the session, I'm not
actually taking any interest what they sayMartin, Year 3 FG11/42, March 2013
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4.1.6- Applying theory to practice is not always a straight forward process

Thedata revealed some interesting findings as the course progressed, often contradicting th
studentsdé initial ways of thinking about
example, the students started to accept that applying theory to copicttige was not the

straight forward process they wished for in the first year:

Il think the main trouble with most of
than you initially think, but | to$ti nk
got to €& if it doesndt woryear 3§ BGR0/37,i r s

December 2013

In furthering the case for practical experience, any perceived lack of such experience was
perceived by the students as a potential barrier to thelerstanding of theory. Here,

Heather commented:

I think because | donodt have that e
understand it if we see ité if | don
the books and the books are going to explain everything. So yes, | understand it a
lot beter. But | think maybe the understanding is quite different, because they have
the experienca nd | d o nyear 3 FG¥85aCcthberr201R

X
0

Still, and rather paradoxically, although the students recognised the benefits of practice in
allowing themto further their understanding of theories, some of them failed to take
advantage of the opportunitipsovidedby the University They often attributed their lack

of engagement to laziness

Thereds a | ot of opportacvamtageantdo |
guite a lot to get involved in (pause). Got to get off our backsides and do it, sort of
thing. But t higustgetin subthdadthabitsfrgm, lastlyeak get lazy,
andé | mean, any of t hanesdhatarabeinglazy(iom, t c
year 2 FG8/32, May 2Q3).
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A further challenge faced by the students was the role given to them within the clubs they
worked at. For example, Martin arguedthat f youdér e an assistan
and tryit, It hi nk t hat® s ( Y,d&@&93p3DOcdbdr 20h3This feeling was

shared by others, especially in the second year of the study when the students had their fir:

compulsory involvement with external placement providers:

I 6m findimgpiut dihfati ¢ wletorty i nto my co
sides, but é er, I find ité quite diff
youdre an assistant c¢ orauchhcontrd dver ifDanieb u d
year 2 FG6/21, Decembez012).

4.2 Learning Experiences Discussion
421Studentsdé6 conceptions of, and appro

The results showed an overall shift from surface to deep learning approaches during the
student sd t hr elire wthetlewosk ofEEhtwistleé amdlPeters¢@0D4), such
change was slow, especially during the first year when the students showed a relatively stabl
conception of learning. Here, learning was conceptualised as remembering information
provided by the teching staff, resembling the idea of learning as acquisition. This is in
keeping with the work of Nel son, Cushi or
desired the acquisition of new knowledge. The coaches in the above study, however, als
expressed desire to be actively involved in the planning of the course content, which differs
from the initial stages of the current study. Rather, the students here did not seem to questio
the knowledge being acquired as they saw it as a means to pass theessessopposed

to a means of becoming more knowledgeable coaches. This resulted in a strategic and surfa
approach to learning during the first year of the course (Entwistle and Entwistle, 1991). In

this sense, the students often questioned the neawdst more effort than what was
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perceived as necessary to pass the test (a characteristic of the surface approach to learning
Entwistle, 2000). This strategic and surface approach chosen by the students was influence
by the structure of their coursehieh required the students to achieve only 40% to progress

from the first to the second year of study.

Assessments, thus, played a key role in t
of a strategic approach was aligned to the surface learning engaged in by the students durir
their first year of the study, and to the deeper approach adaptexisecond and third years.
These results somewhat contradict those f
that demonstrated students adopted a strategic surface or deep approach to learnir
according to what they needed to achieve the pepkrédrmance. This was not the case in
the first year for the <current studyods
performance but just to pass. Here, the fact that the results from the first year did not
contribute to the final degree classificativas a key aspect that led students to adopt such

a surface approach to learning.

The strategic approach adopted by the students, despite initially being seen as a negativ
aspect (focused on the marks), generated opportunities for deep approacresiy te be
engaged with as the study developed and their conception of learning changed. Thes
opportunities (set by the lecturer and often linked to assessment) includezhgireg in
preparation for seminars, the use of workbooks for the completimeakly tasks, writing
assignments, and seminar group discussions which required students to be reflective in th
co-construction of knowledge. However, not all practices were always seen as relevant by
the students. For example, there was an initialteesie to writing assignments, which was
later identifiedas beneficial to learning by the students. Here, the students recognised (in

hindsight) the importance of having background knowledge (i.e., what they already knew
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about a topic) to develop as coashAdditionally, the constructive alignment between the
learning outcomes, teaching and learning activities, and the assessment was crucial t
increase the studentsd engagement 1in the

way, learning was seeaxs relational rather than independent.

422l ndependent or O6relationaldé | earnin

The view of learning as relational rather than independent should not be seen in negative
terms. Indeed, constructivist theories have argued for the benefits of rdleaynang such

as the opportunities to scaffold learning, challenging the learner to the next level of
attainment (Wass and Golding, 2014). In the current study, the students argued that they di
not understand the concept of independent learning, @&ténegr r i ng t o Oi nde

as that which occurred when completing tasks or studying for exams; that is, learning that

was al ways O0relatedd to an activity (incl

The lack of student understanding of the teftmh ndependent 6 i s not
|l iterature suggest s, the term 6independe
For exampl e, Bal apumi and Aitken (2012,
direction, control and regulatiasf the learning process is solely guided arahaged by the

| earner 0. The UK Higher Education mayade
include situations of group learning where activity may be collaborative and individual
learning outcomes similao( different) but each reached independeatly ( p Here4 ) .
independent learning ibelieved tohappen not only in isol:
community of Oteerstudes hagecaddtignally uéed different terms when
referring to independent learning [(e $gJfregulated learnin@yYue, Wing and Greg, 2016

directedindependent learning (HEA, 2014)], which adds to the complexity of the matter.
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The relationalaspecs f ound i n the studentsd respon:
Wenger (1991), who argue that the social context plays a crucial role in what people learn.
Indeed, the results indicateédat the teaching staff and the assessments employed were
cucial in engaging students in their o6rel
has been the focus of recent research in coaclking Mesquita, Ribeiro, Santos and
Morgan, 2014; Stocszkowsky ar@ollins, 2014), suggesting that the negadiatand
collaboration present within communities of practice can be very beneficial in developing
coaches (independent of their expertise level). This results from the opportunities created fo
coaches t o s hsaerée oafn dt héemark edWspegar, 1981h EHosvever( L a
the mere participation in a community of practice does not automatically result in the
learning intended (Harris, 2010). It is important that mutual colldioorés present (Culver

and Trudel, 2008. Results from the currerstudy revealedyroup work as a catalyst to
developing a deep approach to learning. For example, the students argued that pre readir
and the discussions they had with other students (mainly as part of the course) allowed ther
to understand and question ithewn practices, especially when they were confronted with

previously inaccessible ways of thinking (Meyer and Land, 2005).

423A matter of O6ésoci al responsibilityéo

I nterestingly, the sreadidgendtdisodssiens ig semiaanseften
originated from a sense of what they cal|
the work, the students felt that they were respecting their classasatesy were all working
towards the same aim in a o6fairé way. T
theoretical framework of corporate social responsibility. Here, the authors argued that three
main motives exist for engaging in social respobsi | i t vy ; A i-inteyastrdrivenge Nt a
relational (concerned with relationships among group members), and moral (concerned witr
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et hi cal st andar ddp. &89) dhe first,rsetfihtergstr is displayen in¢he ) 0
search for fairness (Aglera e al., 2007). More specificalliwh en f ai r ness
empl oyees [read student s] are happy and
study demonstrated that the students dev
acceptd the idea that as the work was counting towards their degree, it was fair that they all
committed to doing it. In this respect, the decision to engage was affected by social
comparisons with the other group niensbfer s
how others were committed to the task (i.e., engaged inepiding and group discussions)

guided and encouraged their motivation for completing it themselves. This refers to the

second aspect (i .e., rel at i framewbrk. hevet a keye s )
focus | ies on fAihow individuals manage t h¢
and Miles, 1987, p.222).n t hi s respect, failing to er

result in demotivation, therefore not fulfilingh e st udent sdé need fo
aspect of individual social responsibility) (Aguilera et al., 20Q@Y}he current study, the
students perceived fairness and equity as two key aspects for their engagement in learning
This is in keeping with Adamsodés (1965) e
key components of a motivated individual. In thise s pect , the highe
perception of equity the more motivated they would likely be. This was evident in the current
findings when the students argued that if they did not engage in the work, they would

guestion AiWhy am | actually here?0o

Of crucial importance here is the importance of social comparison. In this respect,
A[i ] ndividual s evaluate their relationshi
from and inputs to the relationship against the outcome/input ratio of aacomps on o't
(Huseman, Hatsfield and Miles, 1987, p. 222). In this sense, despite the search for fairnes
and equity, the students also positioned themselves in a knowledge scale where they need:

to feel competent with regards to their knowledgg(b d hat e si tting t
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t hat someone el se knows s o +Danichyean®RG&29a b o L
May 2013. Thus, the concern with group relationships presented itself in terms of a
relationship of powged .k Hewleeddgd es ardead od:
and o6informational & power (French and Ra\
that an individual has expertise on a specific topic, while informational power relates to the
content of the informatiobei ng provi ded rat her t han
(Lyngstad, 2015) . Despite its potenti al
when using French and Ravends typology of
types of power expenced by the students were not easily divided. This relates to the work
of Foucault (1979), who discusses the idea of power as a fluid relationship (Markula and
Pringle, 2006). In keeping with a Foucaul
andp oduce each othero (Potrac and Jones,
Potrac, Jones and Armour, 2002; Jones, Armour and Potrac, 2003), the students perceive
that showing their knowledge was a way to gain respect from others. This wasoesivay

that they fulfilled the expectations of being a second year student; expectations that were
embedded within the environment in which they learned. This sentiment was described by
all the students as they were influenced by the discursive pratttatesurrounded them.
These discourses fAworked somewhat anonym
human interactions via a capillaryi ke net wor k wi th no one se
and Scot{Thomas, 2011, p. 32). In this respect, the estiisl attempted to use their power to
develop positive relationships with peers in accordance with what they deemed as beinc
correct. The i dea of soci al responsibility w;
communicated from one employgead student{o another, eventually spreading to groups
and entire organizations and shaping the organizégiel climate for CSR [corporate

soci al responsibility]o (Aguilera et al .
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Morality, the final aspect odocialAresponsibibty, a €
refers to Athe nor ms, val ues, and belief
and wrong for an individual or a communi
Ka nt 0-baseat artdgontological ethics, actions sgen as right or wrong independent of

the consequences. This seems to contradict the findings of the current study, where th
decisions made by the students regarding their engagement was based on a context inform
by social comparison. Therefore, théudents chose their responsibilities based on

perceptions of fairness and intentions; that is, based on the context in which they encountere

themselves.

4.2.4An increasing investment in knowledge for understanding

In the initial stages of the study, the strategic and surface approach to learning coincidec
with a clear focus on knowledge for action (Jones, Morgan and Harris, 2010). This resonate:
with previous studies (e.g., Townsend and Cushion, 2015; Stodter ahb@w2014; Jones
and Allison, 2014) pevdorally gclevard ard hpedicallii dsakdei r
conent 06 (Townsend ,gnld).InCthissraspestntheory2was éonsidered
relevant if the students perceived it to be directly applicabledaching practice.
Additionally, there was the recognition by the students that the theories presented in more
0scientificd modules were of greater OuUS:«
than coaching science). Here, coaching was recayjnése something learned from
experience (doing); a view that coincided a definition of coaching as technicist and

rationalistic (Taylor and Garrat, 2008; Jones and Wallace, 2005).

Despite similarities with previous findings, the longitudinal nature ofstoidy allowed for
di fferences to be explored at various p.

despite an initial search for knowledge for action, the students subsequently invested in
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knowledge for understanding (Jones, Morgan and Harris,)28%Inentioned in the results,
key catalysts here wer e -crtidaleeflectivel ptaeticet andba e n
change in the studentsd conception of <coa
means through which the students stattethake sense of their own practice. As a result,
the students began to realise there was more than one way of coaching, and that their initi:
view was too simplistic (Jones and Wallace, 2005; Bowes and Jones, 2006). This was
particularly the case whehte st udents had the opportuni
of theory to problematic 6dscenariosd and
students took greater interest in engaging with theory to better understand and improve thei
coachng, rather than just apply to their practices. It is a finding which resonates with the
work of Bethell and Morgan (2011), who suggested the use of prdidsed and
experiential learning to enhance student understanding of topics covered in sessiens. In t
current study, the students were provide
that often went beyond the content covered in lectures. This exploration, in line with the
study by Jones and Turner (2006), led to the development of criioéirtg among the
studentg(Sivan et al., 2000). More specifically, the application of theory to practice was
facilitated by the programme structure, which included opportunities to discuss case studie:

in seminars, practical sessions and placement oppieti

4.2.5Final thoughts

The findings demonstrated the prevalence of a strategic approach to learning by the studen
throughout the study. This was aligned to a surface approach in the first year of the study
and to a deep approach in the secand third years. In line with the work of Strutyven et

al. (2006), the approaches to learning adopted by tderstisiare not to be considestdble
psychol ogi cal traits. |l ndeed, the findin

significantly affected by the structure of their programme and thus fluid in nature. Of
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particular i mportance here was the Vview ¢
The teaching staff and the assessments employed were crucial in engaging students in th
process. The findings, therefore, call for further clarity regarding the definition of

independent learning, as well as how (and if) it can be achieved.

Perhaps the mostriing finding in this sectiomelate to how the students referred to their
enprgement in | earning as a matter of O0soc
to become a legitimate member in a community of practice (Christie et al., 2013). Here, the
studentsoé | earning appear ed a uldebshavein ao f
certain community. This sentiment of respect for each other originated from a concern with
fairness (seHnterest), the relationships among group members, and moral principles
(Aguilera et al., 2007). This invites educators to consider l¢ening environments
established and experienced by the students in a search for active engagement. Here, it
important that relationships of power are considered in detail to guide potential teaching

interventions.

Finally, despite an initial searébr knowledge for action, the students subsequently invested

in knowledge for understanding. This pro
reflective practice, a topic that was heavily covered on the programme. Similarly, in
developing such aweaness, the constructive alignment between the course structure,

learning outcomes and teaching activities was key.
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4.3 Intellectual development- Resultg

The results presented and discussed in this secfemprincipally to objective threevhich

aims to explore the extent to which the knowledge and experiences gained on the degre
programme contributed towards the studer
organi sed wunder four principal t &ceeptiags :
uncertaintyi a progression to relativismb, 0The
cognition and the strategic nature of st

and the complexities of i nptesehtddendurnual dev

4.3.1 Uncertainty and frustration

A constant desire and search for academic certainty was a common occurrence in the initi
stages of the degree among the students. This was particularly in terms of the conten

knowledge exposed to:

Steve: He (the lecturer) never gives you a straight answer. You ask him questions, he
just argues the answer.
Gavin: He's |ike, Aum, yeah, ah, well

St eve: He gave an answer, h eandjits kke, just A E r
give me a yes or no...

Gavin: That could be. .. it's |11 ke, iah
Gavin: You just need certainty. He doesn't sound stable at all. | don't know... scared!
Steve: So, you're more confused leaving than you weng guoi

(Year 1, F@/6, December 2011)

**%x

My first [coaching science] assignment

2 Part of the content included in sections 4.3 and 4.4 was publisHed BpartinSilva, L., Fonseca, J., Jones,
R. L., Morgan, K. and Mesquita, |. 2015.See reference list for further details.
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and | want to get everything right (Maryear 1,VD, November 2011).

When the desired certainty was not forthcoming, a mnatafuelled by confusion and
frustration was evident among the group:
Once someone tells me something | 6m |
confuse me anymoreé(Laughs) éFor ghime t o
the pointiydd, | padirdferdsomeaie from the ethside of the
cl assrobmdsesa®sndnami atbally put my handa my ears,
repeat i ntlgsisomhat it is, this is viihat it is, keepitonyourhsad t hi n

confusion is the worst thig f or me é | get too yeatrl ess
FG4/14, May 201p

Such frustration was often caused by the ambiguity encountered as the-stwdant h e s
established dualistic way of thinking was increasingly questioned. This early phase of their
higher education experience then was c ha
themselves as mere receptors of information. Having their notion of knowledge as an
accumulation of given facts (i.e., acquisition) challenged by relativist positions created
resistance among the students, who saw staff as the principal sources of authority, as th
following excerpt illustrates:

They've got to know the course, so they've got their own knowledge on all the

information to give people. Maybe that's one of theuses of going to a lectuiie

you get one or two statemerhat they say (Steve, year 1, FGB6&cember 2011).
As a resultstudents often showed satisfaction when the information provided by lecturers

resulted in understanding without the need for frrthiork outside the lecture. In the words

of Tracey:
éli ke, coach science, itéds not that | ¢
way they deliver it, and the way they teach it to me, | really understand it. So, it makes
me like it more. Beaas e | dondt have t oBecadsatlkeggo r €
a | ot sl ower, I understand it whil st

anything else when | come out of it (Tracgsar 1, FG24, December 2011)
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This search, and respectrfo 6 k n cawl teldogrei t y6 str et ched b
studemc oachesod :themsel ves
The night before, we revised as a group. This helped a lot because others had learnt
it,andwereabl e t o expl ain it pr o(praceylysaela nd
RL, December 2011).
Such a tendency, however, was more than
resembled a search for a collective secl
perceptions. Although initially evident prior to exams, this hec ki ng of wunde
became prevalent in relation to general issues and content as the course prdgstsadd
of accepting insecurity as a challenge to personal progress, most of the students foun
alternative means to make them more seautheir learning. These included sticking rigidly

to only revising information given out in the lectdrased sessions.

Despite such tendencief)e students were nevertheless evolving their epistemological
perceptions of knowledge, particularly whencountered by what they considered to be
more than one éaEdbhed sgogdmentwdi (t enjuss o me
creates an weghmehdveéei kasfi wr i tot eonr tyho us
rethinking stufd- Steveyear 1,FG4/15,May 2012. Additionally, as the studengsogressed
through their second year of study, evidence emerged of them better accepting their role ir
the construction of personal coaching knowledgg.(d dunno i f | want é

donodoti fk nlowd want deomiyear2fFG62E Deaembew2)12y 0

4.3.2 Better accepting uncertaintya progression to relativism

Studentsdé movement towards better accept

halfway through the second year that students showed signs of developing greater securit
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in terms of both better accepting the contested nature of coaching knoatetigyeir active
role in its personal construction. The process was multifaceted, and the students found i

hard to attribute the changes to specific moments:

Il hadnodét really thought there was a po
thibd6think that i tds Jjust kind ofé no
thought, well actually, we have justgotwn t h i t . Whi (Ttagey, geart u

2, FGG21, December 2012)

The acceptance of the contested nature of coaching knowtedgeded with an overall
movement from dualist to relativist approach to learning:
|l guess itds a bit | i ke coaching scie
that there was no answers. Whereas now, like, | remember last time we were talking
here,likeii t 6s qui te nice. Like, yo(lomget t o
2, FG8/32, May 2013).
The movement to a more relativist view of the world was initially fuelled by negative
thoughts regarding é&®ei mgclk ohf tasddastou enmeadnn
di fferent ,gears &S May20IR)Saoth a movement gave room to a more
positive view, where students recognised their role in theostruction of knowledgéas

previously mentioned in this sectigrgespite in some cases, not yet practising it. In the

wordsof two;

Fran: Ther edefpiitomb sumpbee 1 t06s not re
answer, itéds about going to all the di
opinions, and then putting your own subject within it.

Fran: And findingi yeah, finding your own sortefn s we r é

Tom: Guess | havéhom gboil tottphwabhgbio

the literature!

(year 2,FG6/21, December 20)2

143



A principal factor i n the devel opment o f
structure of the course which encouraged engagement with the content and relatec
objectives. Students soon recognisedéhath e cour se i sndt wgeodivneg
got to work around that to learn fromh at , t he way i(Dasi F&i ng
6/21, December 2012pne component seen as particularly useful was when three staff
members gave differing opinions on coaching; from rationalistic, pragraaticrelative
viewpoints. The students were then broken into discussion groups to debate, not only the

merits of each case, but also personal stance(s) in relation to them. In the words of Steve;

I

i to give a neutral perspective.
di sagrees with the first opi ni ooachingl
to understand it bettg(Steve year 2,FG5/19, October 2012).

Ove had one opinion [ ab thentsomeaneetséhdamey |
n An
[ t O

Additional l vy, seminar sessions were Vieyv
cognitive development. Here, they were actively encouraged to discuss perceptions anc

answers;

Tom: | realise now there isnot onetheansyv
possibilities so | can make the most informed choice.
Q: And where do you get those possibilities from? How would you become aware of
them?
HeatherFr om di scussion | guess, during th
asks us what we think, so w&n give our own opinions about it, and from there we
can gather other options

(FG, year 3, FG10/37December 2013).

Because someoneds debat i ng thetsqrtofidebate p er
(Steve, year 2, FG80, May 2013).
Such a strucire which included interaction opportunities within traditional lechased
sessions, not only allowed but ensured a level of engagement and preparatory interpretiv
work:e . d.t, ge@ts you to read them [ ar tbecausee s ¢
you know youodr a sgalisrs@tavin geat@aOs/22 Deaember 2012)

A challengingissue here, however, concerned the different areas of knowledge and their
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respective epistemic foundations, which the students were subjectear texample, the
degree course undertaken consisted of modules related to physiology and biomechanics i
addition to pedagogy and sports coaching itself. Within some modules then, students were
exposed to absolute, dualistic information, while in othesy there expected to behave as
relative learners. A consequence of such a situation was to make the transition from dualistic

to relative thought additionally problematic. In the words of one;

Each lecturer in different subjects has their own beliefs\aeds. So you get some
who just give you closed answers and you get some who areanperred about
everything. Which makes it really hard for Gtgveyear 2 FG8/30, May 2013).
Coaching science is subjective, whereas learning and sport, for me, rss mo
scientific, b ecaus el theonuscuaxsgeterltsystanm énvde r
stuff like that. And when it comes to stuff like that | want rigid answers. Because
t hat 6s what JFanyean2cRs80, MayP043). me (

Despite such obstacles, the students were journeying from a more dualistic position to ong

increasingly aligned with contextual relativism.

In addition to the course structure, another principal reason for this movement was the staf
member(s) exposedto Hence, the studentsod readiness
appeared to be heavily influenced by the relationship with the lecturer in question. This, in
turn, was linked to the aforementioned structure of course, which better (or not) allowed
such relationships to flourish:
This is about feeling comfortable with the lecturer. So, if he [lecturer] knows my
name, we know each other a little bit...or if he takes my seminar, | have more contact.
Some | ecturers, I d o Baéryt, year 2,F6GB/22k Decembew h o
2012
He talks to you, not at you. And asks your opinion, not giving his all theTnaeef,
year 2,FG5/20, October 2012).

This was more than simply viewing staff as approachable péeged | l'i ke the

befores e mi nar s, he sits down wit h-Stew,ycaay d |
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FG7/26, February, 2013 Rat her , it appeared as a | uS:s
cognitive engagementVhatseemed to develop this perception was a belief thatfiein
guestion car ed ab dqantspdcthhatissuttherderploredsirosectionsadrSn i
and 4.6) Here, staff empathy was key in guiding student intellectual development, with a

significant moment being described by Tracey:

6being c

| have a seminar lecturér[ he/ she] to ,
t ake meofeel ajloti s t

youdbre understanding
better(Tracey,year2,FG5/20,0ctober 2012).

8 c
S n

trdi

Despite the importance attached to staffpathy, which created the context for more relative
engagement, staff were still viewed as authority figueesfHe 6 s [ | ect ur er ]
to uséso wedre all - Stevg gepr 2FQY/26| Felsuarg A013). o F
Consequently, even thgh the students were becoming aware of a multiplicity of views,
compliance with authority, in this instance the wishes of staff, still loomed large in their

intellectual development and learning.

4.3.3 The continued progression to more complex cognidodghe strategic nature

of studentsod | earning

As the studentoaches progressed into the final year of their course, evidence emerged of
their development, not only as oOrelati ve:¢
where responsibilitjor personal judgments were increasingly made. Similarly, there was a

perception of their roles as creators of personal knowledge (even if compliantly told to do

so by staff);

| told my supervisor | find it hard agreeing or disagreewith someone...ande
saiylouiddve just got f iogrhacademic aral,n duppode,iinn k
coaching terms youdbve got t gear@FG10/38qu e
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December 2013

I f they gave you just onerlansoweac hwhng
that . At t h ejusttdl asrthe fridkingvaaswerél ai nkde ,h efi s ai d
to pick your own encounter, and now that makes perfect sense (Gaamng3,
FG12/45, May 201

Coaching has to be wioanderstaoduwhahbak the ntost i
value to you and whiffom,year 3,FG12/45, May 2014

| f you are moulded into a O6roboté coac
managers/coaches get to where they are? By being told what to do and how®to do
No, they were individualistic, having their own methods and approaches, being
creative Steve year 3,RL, November 2013).

This finding was aligned to a desire O0to

most informed choice. There wadso the recognition that providing a rationale was

essential:
So if you understand why it has the m
than anything,altlhemi dhtg;uelsisbhaMehtastngiodal | |
or t hi sbuttylo@ o rdyotn 6t really know why, t

something elselpom, year 3,FG11/41, March 2014

Although, as suggested, the curriculum structure and developing staff relationships impactec
on the students6é mov e ntaEnking, of abguadly mooeringortaned a t
was their position as Ostrategic | earnet
without exception to be primarily concer |

as the following excerpt illustre;

Because every |l ecture, every seminar,
it seriously. Now, in a seminar, you can sense that people want to speak, because i
counts Steve, year F£G5/19,0ctober 2012).
The movement towards relativism in the st
than first appeared. This was principally related to the fact that they still considered staff

(and the institution) as authority sources. Allied to their dominatindency to be strategic

learners, such compliance somewhat ironically ensured their engagement on a geners
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trajectory towards relativism; a form of

subordination. In the words of twof the students:

Isuppose, they want us toésee how we
what coachi ndTaseypebr@,bEG5/20, ©dobgeh2012).

SteveeNow | j ust t lonthekright tsaeksl ca® Ho, {Stdvé year 2,

FG8/30, May 2013).
The studentsd increased relativist way of
not agheauthority sources, but rathen authority source always in contestation with others.
This questioning shift was facilitated (perhaps rather paradoxigall t hr ough st u
personal relationships with staff. These were, in turn, attributed to the increased number of
seminars during the second and third yearsof seuidy{He 6 s [t he | ectur e
have a conversatitoo kvimdoWw memwodmddDaneldyaae 2, g o p
FG8/29 May 2013).Allied to this acceptance of multiple realities and perspectives, the
students increasingly stpfieg,tl onddeshét 6 me
act ual |-$teveyeag HRGHB/33 October 2013)Such disagreement, however, can
al so be seen as somewhat reinforcing the
a diametrically opposed position. Hence, the students often came to define themselves i
relation (.e., in opposition) to that of their teachers. Taken as such, the power and influence

of the staff over the studentsod intell ecHt

A final catalyst in the studentheihflugheerofe r al
peers. As each grappled with the move from dualism, despite cdrateed disagreements,
the students found security in each ot hel
perceptions influenced; the result being a general cgemee towards increasing relativism

(in line with the overall course objectives). In the words of Steve;
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|l remember, | i ke, everyé if we were i
in the same lecture, we go back in the house and we discuss wWeatrmezl. And
then | get her view on what we | earnec
di scussed it. From | ast year, we just
something. This year, even on the way back Howewalk back homiewe dscuss

i t € And 1 vwhat? This ¢ghange, it is weirlGteveyear 2,FG519, October

2012).

4.34 Alternatives to growth and the complexities of intellectual development

Despite evidence demonstrating t htteeyasoude
found ways of delaying and/or denying their responsibility in the construction of knowledge.
In this respect, some students shifted their standpoints not only to progress their learning bu

also to avoid new ways of knowing.

Interestingly, thestdent s6 experiences as they devel
behaviours shown while they participated in the study. More specifically, it was as if the
students on occasion 6pausedd to gat her
bel ow shows my concern with one of the st

failure to reply to emails:

The only student | am worried about right now is Tracey. | know she is very busy and
really woul dnoét | i ke .S8ocelamtrymgtoke dshlekiblaas f
I can with her. I am | ooking forward t
great day as, at the moment, | do not know where shelstaith regards to the
research( Resear cher 6s Refl1l1%Match2018) Jour nal |,

This attitude, initially seen as a potential lack of interest in continuing the study, was soon

perceived as part of the studentods intell
|l 6m feeling apprehensive. Tracey just
table with some friends. |l 6m not sur e
have a chat with her, but not sure |if
apprach her ?2?27? | really want toéshe has
i's changingéperhaps the way she is beh

From what she said she does things when she feels there is something to gain behin
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itépeshapdoesndét think the study is of
A few minutes | ateré

YAYYYYYYéso happy! ! 1] j ust got back f
board!!!! This made my day!!! We had a chat and she mentioned how she was busy as
she had 4 assignmertswrite and just handed in the lasbhehalf an hour ago. She

al so said that she wrote something on
the time and that she will post that on the log!!! So relieved!!

(Researcher 0s yeae2Mareh201B)ve | our nal

The example above serves to show that the route to intellectual development was not straig!
forward. Moreover, a somewhat unstable position was showed by students, especially wher
under stressful situations. Despite recognising their actilee iro the construction of
knowl edge, students still wanted O6answer :
Tracey | still feel sometimes that | wish they'd just give me the answer! Especially
when | was doing my di s s d@rbeiagtan amazing|[ L €

dissertationtt or and was slagntyougo developmgagerdon dureng A
your dissertation and not just write the dissertation. A n d | khowwbat svhei

I'm getting stressed | need you to tell wigat to do, andwhdt o wr i t e. 0 A
just like AWell, what do dyowd Thistksinveykl'th o

askingSog omaa@kK,faws coul d do t hi s, tdrfecd an
That 6s what | 'm doi ng! 0Soév@ml'wasktiessed ahde | |
di dnot have the time it really annoyef

myself that it would be useful.

Barry: Y e s, itéds definitely got potenti al
answers, but I'm sure when yaustruggling to deadlines and things, you just want to
get it done.

(year 3FG 11741, March 2013

4.4 - Intellectual Development- Discussion

4.4.17 A progression from dualism to relativism

Similar to the students in Perrybs (1970

activities, the students within this study generally progressed from a dualist to a more
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relativist position in their intellectual development. Indeed, the findings lexyea initial
search for certainty, particularly in the first year of their undergraduate course. By assuming
a dualist view of knowledgetudents also saw lecturers as the main source of authority; in
other words, the ones who held the valuable trutlthis way, a position as mere recipients
was adopted by students in their initial grappling with the higher education environment.
Additionally, when certainty was not forthcoming, the students displayed signs of
frustration, often resisting the move aweym established comfort zones (Erichsen, 2011).
Such a position reflects that of keeping
2005), a position where the | earner ltiss fr
perhapsnotsurprsi ng t hen, that resistance exi st
is a challenge to the security and order of aworld ofcdeart obj ecti ve ans:s

1993, p. 135).

As the study progressed, the students increasingly reveaed of bette accepting
uncertainty and their role in the-construction of knowledge (Vygotsky, 1978). This was
especially the case when they were encouraged to engage with conflicting information suct
as the different opinions of lecturers and peers. Such condjistformation contributed to

a change in the studentsdé beliefs regardi
by the course structure, where small discussion groups were increasingly utilised. In this
respect, seminar sessions gave the stadam opportunity to consider their own views
concerning issues covered in the modul es
knowing. The 6ol dbé and 6newbd ways of seei
defined by Baillie, Bowdenande yer (2013) fias the state I
ways of seeing a situation, one the established but increasingly inadequate way and the oth

a hnew, more power ful and comprehensive v

experience advotad by the students in relation to being exposed to conflicting information,
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it was noticeable that some students found engagement with the uncertainties inherent il

such practices difficult to accept.

Consequently, instead of welcoming new understandioge of the students decided to
ignore such debates as an attempt not to get confused. Thus, the student showed that learni
was far from a linear process (Meyer and Land, 2009). More importantly, the student was
resisting a key aspect in developingperaf s i onal competence; tha
and handling novel situations in power f
Consequently, such a behaviour served to hinder the notion of transformative learning, more
specifically regarding theevelopment of knowledge capability which involeeontinuous

| earning process that includes fAgetting

(Baillie, Bowden and Meyer, 2013, p. 243).

Of equal importance in stimulating the movement from du#direlativist thinking, was the
assessment demands of the course. The students repeatedly showed themselves to
strategic |l earners (Entwistle, 2000), muc
any engagement withnitmhgo wasierehateont of c
which resonates with the work of Mallettal.,(2009) who recognised the role of assessment

in driving learning. Although this inherently powerful link between learning and assessment
may appear disheartening to pedagogues who champion the merits of wider learning for its
own sake, on deeper reflecatiat brings a liberation of its own. This is because, if students
are driven by the instrumentality of Ope
adequately conceptualised and considered, what and how they learn can be controlled to
significant degree. Hence, if the aim is to get studmrEches to behave as relative, reflective
and insightful thinkers, the task for coach educators is to devise and structure appraisals the
stimulate and engender such objectives. This would appear of partieldaance to an

activity such as coaching which is both personal and social (Cassidy, Jones and Potrac
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2009), and one which demands engagement with insecurity, ambiguity and considerec

creativity.

4.4.2 Complying with course and staff demands and eatelhl development

The results draw great attention to how the students consistently complied with course anc
staff demands which, rather ironically, included a call for greater independence of thought.
Such findings suggest that the context in which taeents operated affected how they
6chose tod negotiate their own understani
insufficient engagement with transformative learning during their first year of study may
have been due to the lack of a retisgd need for doing so (e.g., when only having to achieve
40% to progress to the next level of study). Here, the importance of the context needs to b
highlighted. As argued by Magolda (2004) the idea of intellectual development as a gradual
process thatunfolds in a logical sequence should, instead, focus on the context in which
interactions occur. This contextual view forms the base of the work of Louca et al. (2004),
who believed that the changing nature of context plays a more important role in
episteno | ogi c al devel opment than an individu
study, students who often displayed characteristics consistent with relativist thinking, chose
to adopt a dualistic approach when perceived to be under stressful situatgnsirae
constraint; deadlines). I n this sense, a
in a temporal fashion (despite perhaps not being as structured as some previous studies ha
suggested), the context in which it took place encouragetents to display aspects that
were closely linked to previous positions (e.g., duaksiasire for a right answer). In this
sense, the findings suggest that questior
multiple epistemological positiorst t h e s a meopénitondebate @®ichardsent i |
2013 p. 192. Based on the results of the current study, the students showed signs of adopting
positions that coincided with a period

previous claimsthe students demonstrated evidence of being in more than one position at
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the same time during their undergraduate years. Nevertheless, this did not seem to be tf
case when students Ojumped6é from seeing

dualistic approach. In this case, students did not show themselves to be authentically
adopting more than one epistemological position. Nor did they show a sign of regression to
previous positions, a pathway t hleteshBveed r y

themselves to be aware of their position (i.e., relativism) and, more importantly, used less
developed ways of knowing (e.g., dualism) to cope with the demands of a perceived stressfu
t ask. |t i s, therefore,of i mpedtsamal f onuam
wor k environment before maki ng any ass

development.

One aspect that proved particularly problematic for the students was the epistemic range o
modules experienced. Here, some uwigse taught from an interpretive standpoint, while
others were rooted in a positivistic paradigm. Although Perry recognised the problematic
influence of studentsd epistemic assumpt
the precise workings af-built course contradictions (as witnessed) have remained largely
unexplored. The results from this study pointed to a degree of student confusion from this
inconsistency, which proved something of an obstacle to the stoderda c he s & g ¢
intellectualdevelopment. In this sense, while some assessments required students to write
assignments that discussed and appraised topics from different and often conflicting points
of view, others (especially exams) required memorisation, which according to Zhéhng an
Watkins (2001), may not require a relativistic approach to learning. Similarly, the findings
suggest that greater attention could be paid to how and why a person transitions from on
phase to another. Although Perry concedes that an individual cadifferant stages at the
same time with respect to different subjects, little attention has been given to how this
impacts on identity development or the commitment to a given subject (e.g., sports science

or sports coaching) that teaches from differing&nological positions.
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4.4.3 Relationships of power and intellectual development

The findings also highlighted how relatic
intell ectual devel opment . Al t h eappetatiomdf h e r
power, the precise nuance of its workings continue to lack clarity. Indeed, although Perry
was aware of the need to Oget to know s
development GeislerBrenstein, Schmeck and Hetheringtoh996), tle power dimension
within this unavoidable hierarchical relationship was given inadequate attention. In contrast,
the currentst udy stressed the i mportanaeaeaoche®
intellectual development. This was evidenced in two gradovays. Firstly, as a result of
more meaningful staff relationships and accompanying perceptions of care; discernments
arrived at through increased opportunities to interact with and discuss eamiésaint
concepts. Secondly, staff proved catalysts fost udent sé cogniti ve
espoused positionagainst which students defined thieicreasing participation in the €o
construction of knowledgge.g.,willingness to actively engage in sessions by feeling more

confident in answering quisns).

In discussing motivation for learning, Paulsen and Feldman (1998) argued that it can be
enhanced if students are led to see learning as more complex than simply deciding betwee
right and wrong answers. Nevertheless, this increase in motivatidedonng was not
unani mous. |l ndeed, one of the students i
in other words, a pause in their development as if they were gathering forces or waiting for
something that can motivate them to engage agairein @wn growth (Perry, 1999). It is
important that students recognise that learning takes time and, as shown in the findings
lecturers can be key in promoting environments where confusion can be seen as a recognitic
that there are different ways of knawi and, therefore, constitutes part of the learning
process. The idea of working slowly and looking for several solutions is an example of a

potential way to promote a more relativist view of kiexige (Paulsen and Feldman, 1999
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This relates to a carefatganisation of the curriculum to allow fordepth discussions (De

Martin-Silva and Mesquita, 2@).

The move towards a greater acceptance of relativity is particularly appropriate for the field
of sports coaching. This is because it gives credent®s$e who argue for the inclusion of
complex concepts and a constructivist perspective, as opposed to rationalistic discourse
within coach education courses (e.g., Jones, Morgan and Harris, 2012). This was a poin
recently argued by Jones et al. (2016)ownade the caseahdecontextalised simplicity

will not help us understand complex things, like coaching. Borrowing from Law (2006), they
went on to claim that some <coaching sch
therefore pedagogicallyengage t h) t he messy natur ¢gsjthd co
very possibility of wunderstanding the re
202). Luce (2008), albeit in a different area (i.e., music therapy), argued that a dualistic
epistero | ogy can | i mit oneds ability to mak
making the transition to real life scenarios that require the modification of practice and
adaptation to different settings. Taek i ng
students in general, developing coaches should be challenged to leave the safe ground
dualistic certainty as early as possible. This view echoes the work of McMahon (2005), who
suggested that setting expectations early on is key in encouragingtsttaeaccept the
limitations of knowledge. Although the movement away from dualism often results in a
degree of resentment and defensiveness against the new learning, it is the price to be paid
learners move towards a degree of relativism: arggaiste to understand the inherent
complexity of activity. Not to engage studento a ¢ h e s 6 -linear ways of kearming, n

by holding to a view of coaching that can be unproblematically elaborated into given systems

of knowledge, does developing practitiomi@ continuing disservice.

Finally, the construction of high quality learning environments, i.e., environments where a

clear constructive alignment is adopted (
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involvement and acceptance of responsipilitf or | ear ni ngo (Tol hur
educators to observe and carefully I|iste
they want but, more importantly, as a way to identify their needs by understanding how their
behaviours are groded in their epistemological development (King and Strohm Kitchener,
2004). For this to happen, educators masate high quality learning environments
(Magolda, 2014) where they can share and negotiate their own development. As a result
educatorenaibélceanst udent transformation r

(Magolda, 2014, p. 8).

4.4.4Final Thoughts

The students within this study generally progressed from a dualist to a more relativist
position in their intellectual development. In thaiitial year, the students searched for
certainty and saw the lecturers as the main source of knowledge. When certainty was no

forthcoming, students displayed signs of frustration.

As the study progressed, the students showed evidence ofdueitgting their role in the
co-construction of knowledge, especially when presented with conflicting information.
Here, the use of group discussions during seminars as well as the relationship with the
teaching staff proved to be catalysts to such chadgesstrategic nature of the learning
approaches adopted by the students meant that they consistently complied with course ar
staff demands, which allowed for their intellectual development. This development (and
subsequent student behaviour) was heaafilgcted by the structure of the course arad

far fromlinear.
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451TStudent sdé perceptions of thResult®l es pl a

This section introduces the findings reg

the teachingstaff during the three years of their undergraduate course (objective 5). More

specifically, the findings are presented
caring as <challengingo; OFactors that C
6Student so perceptions of t he |l ecturers
perceptions of teaching staffoé. These ar

4.5.1 An exchange relationship: caring as challenging

Caring was one of the mosignificant aspects mentioned in the study. In the first year,
students often referred to how some lecturers took the time to learn their names and ask thel

qguestions, which were taken as signs of

éhe i nt er ataderds. He.. heltalkdto themshe asks them what's going on,
you know Ahow have you beeno, t hings
|l ectures |l ately, where have you been?o0
he cares about his stude(fsan, FG4/16,May 2012.
The students also recognised that caring for so many students was not an easy task fi
lecturers, especially in their first year of study often housed in big lecture rooms. As a
solution to such perceed issues, Tracey argued ttha. @ they [lecturers] give the
i mpression that you could always come ta
happier-because you t houghto (HG2/4\edr 1,Deceimbey2®IL n e ¢
Perceptions of being cared about therefprovided a special feeling for students, very often
described aéa little buzz that they know you as a pe&@teve, FG2/6, year December

2011). It was also seen as a sign of respect whibhe st udent s @angta ed

work harder inthat modulé(Steve, FG2/6December 2011). In the words of two:
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Because they give you respect, and you

and heds interested in what youobdve got

him (Traceyyea 1, FG2/4,December 2011).

ltés how they take I|Iike a little bit ¢

with youémakes a bihg ydoiuf feenrgeangcee, (Gmvio, hi ot w
year 1, FG2/6December 2011).

Here, the studentdearly demonstrated their belief that caring was an exchange relationship.

In their first year of study, the expectation was that lecturers should initiate the process if

they were to receive any rewards from students (e.g., engagement). In this ithgpect,

students generally had high expectations without much perceived responsibility placed on

them within the learning and development process. In the words of Tracey:

€ you came to university and it just s
to it. Whereas now, youbve built wup t
and coll ege teachers, but | think i1t w

a relationship with a teacher, because it had always just been there andjugtad
been automatic, really (Tracey, year 3, FG48, May 2014).
Evidence of change in this respect was seen towards the end of the second year of stud
Students thus appeared to start recognising their active role in building [caring] relationships
with lecturers. There was a common view amongst students that they should show theit
investment in modules if they were to expect support from lecturers:
el i ke, i f youdre willing to give them

of thing. | meant h a't mi g ht be why theyrega@ain a
lectures. (Daniel, year 2, FGB1, December 2012

|l think, well, i f you ask, you can get
from your part. So, idfe rysa ua nadma ihli sHa yit
back saying: Ohave you read t headthat, Hav

come backed ( T2d,mebrugrye281s). 2 , FG7
As the study progressed, the students showed a closer link between caring and learning. |
this respect, they recognised that lecturers cared for their learning, showing a clear focus ol

being challenged:
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The coaching science |l ecturers really
theyoll tell you in a bheddesent hevayé awy
they care and they actually really want you to learn (Tragegr 3, FG12/46May

2014).

éthey really want to challenge you. T
itds OANnd?6 Y ou s a yeallyqushgou to thitk quite despdad A n
hard about it (Tom, year 3, FG12/489ay, 2014).

Indeed, a common perception amongst the students was that the approaches adopted by t
lecturers in the course (e.g., the initial perceived lack of support) helgsd to

subsequently become more responsible for their own learning. In the words of two:

I n the first year, we thought #ATheyodre
theywere [caring], coz it might just have been that they were tryimgake us to think
for ourselvegTracey)

You can understand it more. Obviously
want to spend all their time on you atl
effort. So you can understand it lot morgth maybe it is kind

tough love(Fran).

(year 3, FG11/41March 2013

In this respect, a different conception of caring was embraced by students, especially in thei
final year of study. Such a change was recognisedretriyspectively and was affected by

a mixture of aspects introduced in the next subsection.

45 2 Factors that contributed to stude

The increasing perceptions of caring staff relationships coincided with an increase in the

Onumber 6 and O6perceived qualityd of inte

particular importance here, was the use of small classes as the course progressed:
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et his year, having

been in smalltarers cl a
| 6d be able to say hell

or

n

o to and have a
and see that

respect them more it
| 6d wantassBaryyaark e

f
me as a person, the
2, FG831, May 2013).
I think itdéds a | ot mor e di iZ00studehtsinthes w
first year, whereas in third year 1t0Ss
know them a | ot cdreefdrth@& many [brst yearlystudentscah ané t
time (Danielyear 3, FG1243, May 2014).
The creation of a positive and O0safed en
shared was an influenti al f a c this dictated their h e
preference for lecturers who worked within a relativistic agenda, making students feel proud

of their contribution, which resulted in more engagement and less worry about getting

answers Orightoé. The comnpuireir sati on bel ow |

Tracey: The thing is though, the lecturers | prefer and the lecturers | think are the

better |l ecturers, theyodre the ones wh
mi ght say something and theyo6l |l thdte OY
this bit, thatdés an even better answe
say 6Youbre on the right Ilines, but if
Steve: Thereds no rigidity in the way

(Year 3 FG1040,December 2013)

Interestingly, the creation of a safe environment was seen as influencing the perceptions o
caring throughout the study. However, the main difference between the initial and late stage:
of the course was the meaning attached to swtmeept. In the initial stages, the students

tended to see a 6safed environment as one

He knows people that he shoul dnodt bri
know pr obabl y gétamenmousnersidniofarte talk @ keveryone, if you

pi ck me, so he knowsé |t f e eybas 1, RA24 e ,

December 2011).

161



As the study progressed, the students recognised that caring was not directly linked tc
allowing them tcstay within their comfort zone. Instead, it meant being comfortable to take
risks and engage in the sessions without the fear of getting answers wrong. In the words o

Steve:

[ Bef or e] Il was just hiding awayksme®8ut
guesti on, I can answer 0. Whet her | get
comfortable in that situation (Steve, yea&9/33, October 2013

Steve gave an example to show why he started to feel comfortable with the lecturer:

Now ¢obte kmow him on theoachingside we communicate a lot about football

things, and | 6ve got to know him a bi!l
a coach. So, when | state something
comfortable in saying .it And i f I get it wrong, h
because |1 Om wrong, but a different wa
ever think it would happen with any o

know your lecturers,lmviously not pushing the boundaries and becoming pally with
them, but just that vy o uleingafraddofrther (Steve,b | ¢
year 3, FG#33, October 2013).

The students also recognised that the individuality with which they weredrégt the

teaching staff was part of the caring process:

He definitely does it in different ways as well; because there are some pdikale

me with my dissertation tutor, hebds gc
ot her p e o p lriendiyhtakiagsthe melaey dutyof them, it works in different
ways. I t 6s qui t geari3F@lt/483March@l4). ( Gavi n,

In order to achieve such individual treatment, the students recognised the value of tutorials
wher e |l ecturersbo of t en empat hetic appro

satisfaction with the caring process.

o weeks ago, dbrekedownltryimg in[frant of hen; decause r |
as so stressed, and he said ARight
S . And then tell yourself what y O |
erebds no st r ess Alsohyaucanytalkto othex meoptetandr e
king to them, theyoll say fAactuall )
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Vi ew, youbdbre probably feeling so nega
from anot her aspect tha (Mayydar 3 FGB/a7d0ctdkder t h .
2013).

Of further relevance was that studentsodo |
effortdé or oOintentionsd they perceived

where lecturers demstrated an active concern for student learning:

At the end of t odriafyld sf eleelc ttuhraet, Ih eh awaesn
bit very well oéand you could tell that
got the point across (Daniglea 2, FG7/26,February 2013).

Perceptions of caring were also affected by the informal interactions the students had with
the lecturers. For example, Barry shared his experiences of having discussions with lecturer
in informal environments (e.gin the corridor after lecturers), which was perceived as

6forming a friendship over ti meod.

Heds someone | can have a conversation
al | the time. There were quiteoaofthew c
classroom at the same time as the lecturer and chatted to them all the way down from
the |l ecture room to where we end up go
to know someone, without being in a formal environment chatting to a le(Barey,

year 2,FG8/31, May 2018

Others referred to a simple 6hid in the
The personal aspect of iteéif you see s
so they know you, theywbowe tyaokuedmr et hae mnteim

ake hi

n k t hyaar 3,F&STIMIyMalch 3014t h ey

As a result of more frequent and quality exchanges, the students experienced a more positiv

environment, where their commitment to the leets was evident. For example:

eif I know they care and | 'm not reall
really hard, so | feel 6 0Oh, oK, I want
to do itfor them as well (Tracey, year BG12/46, May 2014).
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| find with certain lecturers, in that awkward silence and no one answers, and | think
6l could say something hered, but with
i t 6 sTonh, ¥ear 3,(FG11/41, March 2014).

Despite thesomewhat informal relationship, the need for boundaries was nevertheless

continuously stated by students.

Not surprisingly, and conversely, when students did not perceive lecturers to be particularly
helpful or concerned with their learning, they constdethem not to care. This was
particularly the case when lecturers failed to ask questions in sessions, or to remember wh

the students were. In the words of three:

ésome | ectur eirésT hwaotudlsd hboew Itihkee hear t W 0
prety much it I i ke! Il tés just | i keyéayou
2, FG726, February 2013).

éhis |l ecturdseareabasiofal the slides, C
got to read over it agaarmheadoehgenermllyseem y o
|l i ke he doesnbété care. He doesnyéar 2, ask

FG&832, May 2013).
I f they remember who you are when you

if | turn up to lectures andtheyemailmeay i ng &éyou never tur.
with you (Steveyear 2,FG6/22,December 2012).

45. 3 Studentsd percepifirooms ao fo stchae yl & d tgu

The students considered the staff to play many different roles. For example, in their first yeatr
of study, the students perceived lecturers as having responsibility for pushing them towards
coaching opportunities:

0éli ke push us i nkeowgsikeng tt@psitobazkeandnot@ Ja s
do anything ( Byearl, ¥G3/9, February 2012).
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As the study progressed, however, the stu
teachers, coaches and researchers. Indeed, there was a pethaptioose lecturers who
were also coaches had enhanced pedagogical knowl@dgelike 1 the coaching lot,
theydre fantastic. Because theyodve all b

lecture - Mary, year 2, FG5/20, October 2012).

Althoughthe role(s) as teachers and coaches were valued by students, there was evidence
a preconception regarding |l ecturerso rol

to the researchers as O6probabl y ehchevsiButg a

they candét get it across to us in yeah2z wa
FG5/ 20, October 2012). The conversation
opinions:
Tracey: And as soon as they [researchers] stat | ki ng, you can t
the time, they dondét address you when
Katie: éfARight, |l etds start. o
Tracey: hey 6r e TjfOKt Weé K@Inds ttdaretn t heyol | S

they havenodtnfpmthesfad.ur attenti o

(year 2, FG820,October 2012

Despite such generalisations, at the start of the second year, the students recognised th
some of the o6éreally goodoébeglddedsr elos nwve
research. Like, evegcture he gives is always, like, updated references with his name on it

i Tom, year 2, FG82, May 2013).

The principal role all students expected teaching staff to adopt was that of a facilitator. This
was particularly noticeable in the second and tledrs of study. The increasing use of

seminars, in particular, encouraged students to play a more active role in the construction o
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knowledge, making the role of the lecturer more apparent as a faciliatr,dfle just
facilitated everything, hejusfui ded us everywhere and we
ever i Stava gear 3, FI2/43, May 2014)More specifically, Daniel mentioned that

t hey wrobe udstiods which will literally open up your mind, to start a discussion on

thetable,and hen hedl | npaxt tmolvlee d o(1@4BMMagd014). vy e &
As a result, thle domndltentsi mk gtuleel It datt umder
teaching the whole thing. .. If | 6 mkeg and n g

discussed about it during the semiriBarry, year 2,FG6&/22, December 2012

In this respect, the initial view of lecturers as providers of information was somewhat
contested by the students. Her e, nsehdd | e

connection and responsibility within the students to actively contribute to their own learning:

He gaveus like lots of aspects of it and then he got us to interact a lot. He put us into
groups and gives us something toktabout and feedback tanh (Katie, year 1,
FG4/15, May 201p

I woul dnét i magine him standing there
hour. Heds trying t onsigilityvoeounown learniagyStevee 0
year 2, FG6/22, December 2012).

Despite ther ecogni ti on t hat |l ecturersd roles i
process, there was also awareness that the lecturers were the creators of tasks, whic
consequently led students to seek their approval for answers; something of a pardégox. In t

words of Gavin:

But the leader still dictates it and steers it and guides it in the way that he wants you
to take up the task. So you seek his approval at the same time as giving you answer:
because hedbs the one gi viargking of,.chobsimge t
how you do that task, he is still the origin of where that task came from and therefore
the origin of whether you get it right or not, to some rdeqGavin, FGL0/40,
December 2013
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45. 4 Factors that af foktletok df the teaching staffs 6 p

I n the initial stages of the study, the s
and the role that resembled that of a Opu
i n t he s e aanswdrs. This attitude;, dnegcbuld&uggest, was closely related to their
intellectual development and their initial surface approach to learning (For a more detailed

discusson please refer to secti®a.2 and 4.1

With the main concern being on finditige right answers through support from lecturers,
individual feedback, focesl on corrective action, was seen as crucial withingaming
process. Additionally, wthin the interactions experienced by the students, the useradur

was seen as helpftdolin6 br eaki ng down barrierso:

I f somebody is up there who hasnodot sm
and talk to you, but i f theyobére not r
getting anything from them. You're just gettingdaand a blank faceMartin, year
3,FG11/42,March 2014.
éeif therebds |ike a joke going oearl t he
FG3/8,February 2012).
Humour also seemed to influence how much students liked the lecturer in question,
pat i cul arly in the first year of st udig. G
Sso engaging Madyuplhdemdk eatt e | ectures

focused on it @ear 1,FG3/8,February 2012).

The use of humour waalso seen to facilitate information retention and participation in
sessions (including dealing with getting answers wrong). Here, the students claimed tha
they could remember theories and equations by associating them with the jokes made b

lecturersit he c¢cl assroom. Thdy dlesed scaammenit eidt
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get it wrongi he 6 | | have a joki®@hamguigodt , thashee
t his per son0s agnodt ytdboBo (raceiikdr 'FIFGL0/38, December

2013.

Despite the unanimous perception that humour was an important aspect for engaging

students in lectures, the need for a balanced approach was still generally advocated:

Il think thereds a | evel é s omandlthercybuw r e
just end up l|listening to their jokes ¢
anythingédél dbve had a couple of lectur
slides and havenét really goe®e daimd olu@n

| kind of wana learn something hg@aniel, year 1, FG4/12May 2012).

Ent husiasm al so influenced student so p €

experiences were. It was also a motivating factor for studebts énthusiastic theselves,

asi fOo you see the coach i st tvherny ,y oluidk e, |
(Martin, year 1,FG3/11, February 2012). n t hi s context , rel at.
coaching role was commonly found in the

that lecturers were adopting aspects that they were learning in the courdeyemthough
itéds a | e@ontturoed, Iltikkeey,6lslay hi, and wel come
str ai g (rtacepyea 3, BGBR0,October 201 much like the coaching content they
were being taught. In this respect, the students showed evidence of seeing theoretice

relevaice in practice.

Barry gave an illusttaéon of how enthusiasm could make up for a poor session:

Even iféyoudve got an absolute rubbist
are energetic about it and you can have a bit of a laugh about it thank that
participants will be much moiaterested in getting involvé@Barry, year 1,FG1/2,
October 2011).
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Despite enthusiasm being highly valued in the final year of study, it was clear that students

started to question whether enthusiasm was alaaysd thing:

He has a | ot of energy when he | ectur
topic, youbd pretty much believe himl
youbd think AYes! He must be rhegsht ! ¢

absolutely, completely wrong. But is that good? Being persuasive? Or is that a bad

thing (Martin,year 3, FG%5, October 2013
Despite the recognition that I nteractio
increasing perceptions of lectuseas facilitators, this consideration was also affected by the
context in which relationships took place. Here, the perceptions of the roles of lecturers were
influenced by the module being taught. In this context, the students created distinctions
betwea the role of the lecturers in modules that they deemed more factual (e.g.
Biomechanics and Physiology) and those more related to social science€éaching
Science):

A Coaching lecturer would have to make you think more, so somebody like prompting

and asking you certain questions, making you think around the theory and around

the subject. Whereas somebody for Biomechanics of Physiology or sgnti&thin

that i s qui t e dTihfefreerdedrialkingiaiphod isiiNathan, yedr i s .
3, FG1142,March 2013.

Similarly, the mode of assessment adopt e

of the role of the lecturer. In the words of Tom:

The role of the lecture is still for me the same as in first year, for physidlogy

although itdés more complicated now. T
guite consistent, it hasnét really <che
havingpa pl acement and coaching, dochange t ha

(Tom,Year 3,FG10/38 December 2013).

Here, the context in which learning (including assessment) took place was paramount in
defining the role of staff. In this respect, thecomxt af f ect ed st udenit

the nature of knowledge, authority and how they engaged with it.
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4. 6 Studentsd percepti onsDistidssionhe r ol e of

4.6.1Caring as an exchange relationship

Resul t s s howe dnetohthe mosbtirfl@ential asgetts agssodated with the role
of the teaching staff throughout the three years of the cobus a finding relates to the
work of Agne (1999) who suggeststhatth& ey t o t he ol aspsr olo/m2 )i
indi scussing the way of the master teacher
more a function of who teachers are and
172). Despite the focus on caring, the findings of the current study shbevsgparation
between who teachers are and what they do hard, if not impossible. For example, the studen
recognised many of the lecturers (i.e., who they are) as caring individuals based on thei
behaviours (i.e., what they do). For example;

The coachip sci ence |l ecturers really want

theyoll tell you then in a different
they actually really w@nt you to learn (Traceyear 3 FG1246, May 201

Here, the way in which the lecturers communicated with the students (i.e., what they did)
was key in demonstrating that the former cared for them. Without such behaviour (or a
behaviour of a similar kind), i geircteeyesd p
of otherso (i.e., in the eyes of the stu
differences between coaches [read educators] and coaching behaviours [read educatc
behaviours] may not be easily observable, or even idenéfialfter all, what is said and
done is both reflective of who has said
between who the person is and the behaviours they display is in keeping with the findings
from the current study where the teachingffswere seen as role models due to their
engagement in both coaching and teaching practice. As demonstrated in the results sectiol

the students perceived the lecturers who were also coaches to have an enhanced pedagogi
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knowl edge. Th ementenccoachmg alsseved asnagrmtiyating factonat
is, it encouraged the students to follow similapstand get involved in externabaching
opportunities, something that is often referred to as a key component of coach learning (e.g.
Mesquitaet al . , 2010; St o (ust seeingdhend [lec@uwesshandotieiy 2
passion for coaching and what theydve dor

to get out -DdnielfF&3/38 2% Octbber 20236

Of particularré¢ evance here were the studentsodé pe
and exchange relationship (Blau, 1986). For example, the findings demonstrated that the
studentsdé perceptions of | ecturersd care
year of the study, the students often expected lecturers to initiate such caring relationship
ot herwise they were not prepared to O] r «
exchange theory; that is, thogengnaopwviede
1986, p. viii). In this respect, echoing the work of Blau (1986), the students in the current
study considered alternatives before acting to ensure they maximised their profits whilst
minimising costs. Here, it is important to highlighat exchange relationships do not mean

that members make similar investments. Indeed, Blau believed that reciprocity is achievec
Aby an i mbalance in the exchangeo (Bl au,

of dependence and power whichaB believed to be inversely related (Jones and Bailey,

2011).

The relationship between power and dependence was particularly unbalanced in the firs
year of the study. Perhaps paradoxically, while the teaching staff were seen as the holders ¢
truth (therefore, expected to exert a powerful role in interactions [Blau, 1986]), the context

in which they operated painted a somewhat different picture. It was a context in which the
grade achieved by the students (i.e., 40% to progress to the second yeat)cditnbute

towards their final degree classification. In this respect, in the first year of study, the students
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di dndét perceive themselves subject to rel
in their lack of commitment (e.g., by not alygacompleting set tasks; handing work in the

l ast minut e; mi ssing |lectures) despite t
delivery. This then was due to the structure within which the students operated, which
resulted in a low dependence lecturers. Here, the students felt that investing heavily in
their first year of study was an excessive demand which could not be justified by the rewards
However, as the study progressed, power and dependence within thstustafft
relationship became ncr easi ngly more balanced; a r e
structural changes and discourses within the institution which positioned them as less
Opower ful 6 and more 0dependehliwberetha students a m|
referredto a common perception regarding the need to work harder in the second year:
fibecause it is working towards the degree
everyone that if you have to go and do worknthey o u have t o(Bagrpyeand

2, FG8/31, May, 20153

In this respect, the way in which the students referred to the second year (i.e., ongoing wor}
contributing to the final degree classification) affected their perceptions of roles (both for
themselves and for the lecturers)e r e , the common view that
exemplifies the studentsd dependence on
( Although you are, kind of, choosing how you do that task, he is still the origin of where

that task camerf o m@avin, year 3, FG0/40, December 2014

In this respect, the power relationships evident were in a state of constant negotiation, ant
were influenced by fdAsoci al practices th
statements and percepton of real i tyo (Markula and Pri
work of Foucault (1979), who argued that discourses have an influential role to play in

society. I ndeed, Denison (2007) referrin
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social life and the meanisgve make as human beings are never innocent. This was
what he [read Foucault] meant by his theory of discourse, whereby it was statements
that accumulated meaning within specific cultural and historical contexts that
produced knowledge that defined thagirces people engaged in (p. 380).
As the study progressed, the students started to better accept their role in initiating the carin
process. This involved recognizing the benefits they could receive in proving themselves
engaged and Otadrst Indeedt thevstudentst recoghised that their lack of
engagement in the first year may have bece
lack of care. Such recognition stemmed from greater exchanges with lecturers; a result o
having smakr classroom cohorts and more opportunities to interact with staff. This relates
to what Biggs and Tang (2011) define as social learning. Here, the students broadened the
understanding about the subject and the people (e.g., lecturers, students) whoohere
I n its teaching. This was a point reite
(2011) study. Here, the participants argued that social learning through small group
discussions allowed the sharing of experiences, something thatygee&thnced their
process of understanding. I n the current
learning process was also related to a particular strategic approach; that is, they engage

because they were concerned with their final degressi@ilzation and not simplvith

achieving a 6passod as i-depthtdiscassipns seevsectod)d. y e

The increased frequency of exchanges between staff and students resulted in more positiv

emotions (Lawler, Thye and Yoon, 200B)o!l | owed by a commi t me
attractiono. According to Blau (1986),
exchanges between people. 1t is defined ¢

social associations on their nwnitiative and to expand the scope of their associations once
they have been formedo (p. 20) . Bl au ar ¢

members can anticipate that the relationship will be rewarding. The findings of this study
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showed how tl students chose to engage or invest in those modules they anticipated they

would be rewarded for. For example, the ¢
|l ecturers knew them 6as a personbo. Her e,
was described as a olittle buzzd when t he

the students by their first names or spending extra timetheth). The increased frequency
of such exchanges allowed the students to recognise emergemean their relationships;
a crucial development in deciding whether mutual attraction was maintained. In this respect,
the quality of such encounters was key in maintaining social attraction. It evolved slowly as

a result of increasing levels of respand trust.

462The 6turtle instinctd and the O6Eagl

as activators and facilitators

In the first year of study, the students
[learning]environments. In this sengbe students perceived that lecturers cared when they
couldorwereal | owed to d6éhide in their shell séb.
words, t he t uritslshelbas praection fromh damgerttda unkgown. rere,

then, the students were hiding from more active participation in the sessions, something tha

was (initially) perceived as uncomfortable.

As the study progressed, the studentsod p
creation of a 6safed environment, althouc
The students then became more comfortable with the idea of being challenged, resemblin
the concept of being Opsychol oegrioglatolake s a
ri skso (Wol fe, 2006, p . 40) . This educat
(1984). In discussing the political and social functions of education, Rodrigues (1984)

critiqued the idea of a turtle instinct, arguing that it leaddestts to isolate themselves from
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their world in passive attempts to protect against the unknown. This, in turn, teaches
individuals to protect themselves against what they see as external threats, thus becomin
reactive and living with fear (Rodrigues, 88. As an alternative, Rodrigues (1984)
suggested that individuals should be edu
over mountains, developing their senses and abilities and being willing to take risks. This is
one of the key aspects addrning as a process of transformation (Erichsen, 2011). Such
change (towards the Eagle spirit) was evident among the students in the current study, wh
during their second and third years welcomed and desired new challgngeé:[ Bef or e
was just hiding away! But now |1 06m sittin
a n s W eStete, year, FG9/33,0ctober 2013 Consequently, the students started paying
more attention to the nuances of the teaching world, often eoiimg upon and praising

|l ecturers6 ability to create (e@6¢6Theymahtw
push you to t hi-Hkatherweas2, FBR3, Deicemben 201 2Howeaveér,
despite providing a metaphor for how studentsukhdehave in an educational setting,
Rodrigues (1984) fails to provide an account of the role of the teaching staff in facilitating
such a process. This echoes the point argued by Goodyear and Dudley (2015), who clair

that fAmany qguest ansmersd ahoatthe teactesinaicm é d t am or O

Results from the current study clearly demonstrated that staff played a crucial role in the

studentsé devel opment . Th i-centaredrfes dogs nbtmean h €
that students are i mpl y | ef t alone by teacherso (
l nstead, of <cruci al Il mportance was the ro
to enable the students to initiateefearofd s
the unknown. This O6supportd also resembl
More specifically, two key aspects introc¢
6zones of proxi mal devel op me rfthé findingsa The h e |

i nteraction with a more knowledgeabl e ot
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development. Thenore knowledgeable otheran be defined as fdAan:
understanding or a higher ability level than the learner withedsjp a particular task,
process or c o0 p. 2. Asthe 6titig pragressed, th2 findings revealed that
the teaching staff were seen by the students as more knowledgeable others, inhabiting
facilitative role in the learning process byating effective challenging environments. This
corroborates the work of Metzler (2011) who suggested that teachers should be considere
more than a O6guide on the sided (Goodyea
referred to a very active mlplayed by lecturers which included designing and initiating
activities, noticing student engagement, analysing contributions, and intervening when

appropriate to create and capitalise on learning opportunities.

The support provided by lecturers refecs tt he second of Vygot s
concepts; namely O6zones of proximal devel
learners being supported by more knowledgeable others to achieve the next level of
independencd: 6t he | e ct u rmewhishwil fiterdiyeopeq wpe/@ut mind, to start

a discussion on the tabl e, a n-dDartieh gear 3,h e 6
FG12/43, May 2014)This process of scaffolding (Wood et al., 1pWorks best when

| earners arepriaxitreli rd @wvzelnepmdnt 6; that i
required to pdorm tasks that could ndte previously performed without help (Morgan and
Sproule, 2013). Here, the students referred to the role of lecturers in asking questions an
involving them in their own learning. This twway means of communication (through
guestions and answers) is a key aspect o
act upon, studentsé suggestions and idea
engaging learners in critical thinking, therefore developing understanding (Gillies and

Haynes, 2011).
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4.6.3Caring as challenging

The increasing view of lecturers as activators and facilitators coincided with their roles not
as the providers of information but as designers of learning, thus contradicting the views of
thestudents in the first year. It also coincided with aretrospegce appr eci ati o
care during the first two years of the programme. Here, students recognised that the
perceived lack of support at times may, in fact, have been a sign of caring (i.e., a facilitation
and activation of the process of learnamgydescribed previously). This is in keeping with

the work of Noddings (1984), who provides the example of a son who leaves his home in
anger and rebellion. She questions whether one could assume that the mother does not ce
if she fails to act directlyotbring him back. Noddings further argued that the inaction may
be a result of a thoughiirough process in which the mother believed the son needed time
to work things out by himself. In this respect, such inactivity can be a way to facilitate
learning. $ mi | arly, in the current study, the
the teachers (often related to a | ack of
that it was necessary for their own development. In this respect, treedbcaring changed

from caring 6édabout the studentsd to cari:r

referred to here as O6caring as challengi |
The recognition of ocaring as chall engi
accomplishmnt , of being 6goodd at what they w
more confident to contribute. This was ¢

lecturers who valued their opinions and recognised there were many answers to a givelr
question; that is, lecturers who adopted a relativist view of the world (as further discussed in
section4.2). According to Rogers (1980) this acceptance of the learners symbolised the
|l ecturersd trust and respect ofwnorr itghhet 0o t(

I n this respect, it is fAa prizing of the
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many potentialitieso (Roger s, 1980, p. 2°

A further aspect t hat initiated this vi
led urers as empathetic (Roger s, 1969) . Tt
shoeso and viewing Athe world through th
students perceived they were not being judged, resulting in a feeling ofdaeetfor. It

also resulted in an increased saiteptance by the students, thus having a significant impact

on how they contributed in sessions and,
for |l earningd has beea «cf aamewndvdresnt &mn chi
1980, p. 156); someone who provides fineec
valued person with an identityo (Rogers,

al so evident fwvngtaotorialdwdensrixioud and tosfisedhegarding their
coursework. In this situation, within the multiple roles played by the teaching staff, an
fawareness of the way the process of edu

crucial importancedr their weltbeing and perceptions of caring (Rogers, 1969, p. 111).

In addition, perceptions of caring were apparent when the students experienced persone
encounters with the lecturers. Here, the students valued when lecturers became candid abo
Awheert hey wereo emotionally, something th
facilitator of l earningo (p. 271) . For €
message once a session had finished in showing dissatisfaction with thetieamhing
performance (of not 6égetting my point ac
et al. (2014), who suggested that (coach) educators should experience the emotion the
accompany their practice, and share them with others if they theokilid benefit learning.

The current findings went beyond such affirmation, showing evidence of how this occurred.
More specifically, the studentsd percept

learning) resulted in a feeling of respect awitlingness to engagee(. ¢.i ,f d know
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care and I'm not really in the mood | feel bad, because thayirg really hard, so | feel
AOh, OK,Iwant o | i st en an dBechusewaumintt o ol e@r mtof o

- Tracey,year 3, FG1246, May 2013

To a certain extent, the | ecturersodo rol e
i ncreasingly i nfor mal natur e of t he rel
perceptions of staff. | n s tteeastidendsfstarted te seene v
| ecturers as more |ike themselves. This \

of seminars and, particularly, when the students felt their answers were being eafued (
dt feels as i f gettitwdngiehsenddltl nhaatvtee ra ijfo kyeo ua
AOh my god, this personés a doctor; oBhis
Tracey, year 3 FG10/38, December 20)3Here, the concept ainconditional positive
regard (Rogers, 1969) served to create an environment where the students were accepte

and valued with feelings and imperfections.

I n this context, humour pl ayed an i mpor |
barriersd. Thi s wa, espezidllywharrtrying towreaterthe acoeptancet
that mistakes were inherent to the process of learning and, therefore, should not be taken tc
seriously. The situated nature of humour (Ronglan and Aggerholm, 2014) places an
important role on the envinment where it takes place. Here, the art of noticing is
fundament al in providing a fibalancing ac
humour as a strategyéand when it is more
(Ronglan and Agerholm,2014, p. 43). The use of humour as a balancing act was also
recognised in the current study. Indeed, the students recognised that an excessive use of jok
could hinder the learning process. For example, Daniel commented that I s very
become too matey with someone and youi don

Daniel, year 3FG9/33, October 2013).
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4.6.4 Finalthoughts

Results showed that O6caringd was one of t
of the teahing staff throughout the three years of the course. It was also seen as an exchang
relationships in which those involved 1in
(Blau, 1986, p. viii). In the first year of study, students saw caring as jpewigled through

the provision of a O0secured and O6comfort
instinctodo (Rodrigues, 1984), or a way to

secure environment was not delivered, students perceived thtah e st af f &6di d

As the study progressed, students started to accept their role in-tomstauction of
knowl edge, i ncluding the need to be <chal
and Land, 2005). This coincided with a retrospecivie pr eci at i on of | ec
the first two years of their programme. Here, the students recognised that the perceived lac
of support at times may, in fact, have been a sign afigéRogers, 1980; Noddings, 1984
Caution is, therefore,needed t h regards to identifying s

were often influenced by the context in which they were taught and their assessment

reqguirements. The evidence provided for
of fé6 measdewrs o&tidostactiondé, to explorin
also invites educators to consider their

1984), providing the necessary updraft that allows students to seek new flights without the

fear of the unknown.
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4.7 Identity development- Results

The results presented and discussed in ¢t
studentsodé identities change during the ¢
wereor gani sed under sevéhdkepyi thhemseshow!l 61

how other $ Fistetei ndgneibnt o a f i r st year uni

identitieso; OFrom sports students acho s
|l dent i taywda;r e eslisf, designated identities &
and their i mpact on identitydé and, final
stable are their identities?d.

47. 1 01 6 Tdndeéndémey sae mpwelofl 6as and ho

Fitting into a first year university student identity

The students argued that identity could be defined as a combination of who they perceivec
themselves to be, and how they were perceived to be by others. Thssmaed up well
by Nat han, who HaHdfitishod you sbe yodrselt apd the othed half is
howpep| e see youd ( NaMaphz0iR)Frary, anather studentFephihed 3 ,
further:

You may portray your s gdufeathane gd'retha lgabyy |

of the family! I dondét know, isndt th
you and how you perceive yourself as well (Fyaaar 3,FG11/41,March 2014).

The initial stages of the study demonstrated that tndests were investing in an identity
that represented their idea of being a university student. Within such social identity, the
students argued for the need to make good impression on their peers, which often resulte
i n fol lcowien @ fa @a&Mwear LFGWL/3, Blovember 2011). This point was
clearly expressed in orbecafusMarit®ds uihke &

out for socials) is |ike a thing that we
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kindofgetbule d (f orced | aughatterat stoh el ndionnubtte dw a
October2011)The studentsdé perceptions regardin
partaking in hAfdyookdndnoéoul dur ek, ,0tphesns iyk
(Martin, year 1, FG1/3Nov e mber 2011) as oO0¢éall t he

[drinking], geaclpnFs1/3Noviersber®01().T o m,

In the initial stages of the course, the sense of belonging to specific groups originated from
simply living in the same house. However, as the study progressed, the students becam

more selective when choosing their so cal

|l tés different now. When we go out th
friends, athletics friends (raiseesyebrows and talks looking above camera) and then
thereds the netball girl s. So itbébs no

gonna changeéso theref6s always gonna
to her left) hopefully not too muchrén, year 1,VD, December 2011).

4.7.2 Multiple Identities

The students perceived themselves to have multiple identities according to the roles the
played in different environments. Here, in line with their conception of identity, the
participants recognised their roles (as stated previously) based on who theivque
themselves to be and who they believed they were perceived to be by others. In the words c

two:

Perhaps different in different environments, | think. My friends see me as a sports
student/water polo player; people that | work with see me asodsspoaching
student; er, parents see me as a coac
what envi r on me ryear 2yFGU28, February?2013,Mar vy ,

Each module now makes me represent myself as a different person. Like, if | do Spor

Deveb p ment , I think 1'dm an officer; |1k
Coaching Science | feel like a proper coach. If | do PA (performance analysis), |
feel l i ke a geek, |l ooking at computer

module gves you an identity of different things (Stexegr 2, FG8/30May 2013).
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The students also recognised that the different roles occupied had an effect on each othe
For exampl e, M atheymors cogfigne ywou gedin lifehliket aa student
refl ects on yea il FG4B4, May 2012 Herd, Mary was referring to the

social skills needed in each of the roles she played.

Such a variety of roles, however, were not always seen as functional. For example, if, on the
one hand, some g complemented each other, others, meanwhile, were perceived to clash.
The clashes happened particularly when managing time and prioritising tasks. For instance
Tracey, one of the students that demonstrated a strong athlete identity in the firstlyear of

course, argued that the way she saw herself changed from athlete to coach and back agal

as a result of her experiences:

The main reason | wanted to come here
much coaching but it di dn 0 the tlmioinglwent dowmaill and | @idch e n
really badly, so in my second year, Iwas thk ilnbgn for obabl y not
athleticso So | put more into coaching. The
decided | want to go back to it as an
moment,ad | 6 m back trai ni ngDeteimbea20E8y , year

In this context, andentity was perceived to be something in a state of constant change.
However, as highlighted by Mary, such changeswereot dr amati c, | us!
t o your ryear B BGA([AWay 2012) Interestingly, the students believed that
certain situations (e.g., being with their family or with housemates) made them behave
differently (i.e., adopt different roles) on an everyday or even hourly basis. While such
adaptations were considered to occur quickly, other changes were experiencedmyer a lo
period of time. The conversation between Nathan and Heather illustrated this point:
ltés |i ke a core identity that you ha\

that changes depending on your environment or the situation you're in.oféne c
identity can also change over ti me, I
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had when | started her e, bluoveraldng ptrioeg s n ¢
of time (Nathan).

ltdés | i keé |1 think core liisefsomendiwngl i
why | think it becomes the coii andthdnec a
that 6s why 1t 6s h awedre in differert situagoss,(Heatheg n |

(year 3, FG11/42March 2014).

In this respect, the studerislieved that some aspects (e.g., values, beliefs) were part of a
core self, which would change only slowly over a long time. This was in comparison with
what they perceived as an 6outside | ayer
the studert, both the core and the outside layer were made of different dimensions, which
were dependent on contextual factors. These included experience, confidence, social group
rewards, knowledge, intellectual development, achievements (or failures) and aradies
beliefs. However, especially in the first year of the study, the students found it hard to
recognise the changes that were going on:
This is one of the moatsdsbfiyoulrset higl
other people, like people youdiwith, has this person changed since you first met
them? | think ever (panep woul d be | i ke
But, you doné6ét not(lracey) t hat you are ch:

(year 1, FG4/12, May 20)2

4.7.3 From sports students to sports coaching students

During theinitial stages of the study, despite considering themselves sports students, the
participants argued that they did not fe
originated from, amongst other factors, the fact that the modules enrolled oshaesd

with students from various programmes (e.g., BSc Sport Science; BSc Sport Development)
For exampl e, B amostgfthestuffwe do, avergonet..le\eeny otlter first year

sports studentyecadlgF&¥2, OGcwobee®NL( Bar r vy,
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Half way through the second year, however, a Sports Coaching student identity was apparer
amongst nine of the twelve participants. A key factor affecting their perception here was
related to the programme structure, especially regarding the modules aeSqyaat of their

course:

| feel | ike a sports coaching student
modul es t hi s vy ekiadof litti\segarate pathway (Tgg a

Yeah. Definitely. And like more focused on the coaching (Mary)
éewebve got rid of |ikeé dondét do biom
more, | dono6t do Tidikeaiotosthesnodulesr was doegitlyat m
mademe a generalised sports student (Tom).

(year 2, FG7/24February 2013)
| feel insecond year | don't have to do, for example modules that, in my eyes, are
irrelevant to meétopics |I'"m not too b

at uni a lot more, enables me to focus a bit more, and not get distracted or @veighe
down (Gavin, yar 2, Reflective Logylarch 2013).

The precise module design was another key aspect highlighted by the students in this regat
as it allowed them to apply theory to practice and discuss their experience in seminars. A
good example was $Sthieemoeadal|l &@s 6lBemtcho mgd b
| feel like a coaching student this year; purely because we've had to coach practically
while in the coaching |l ectures everyt

rel ate back to coachi ngworldalcogcbingandgourj u s
coaching experience (Traceyear 3, FG12/46May 2014).

However, three of the students argued that, in their second year, they still did not feel like
sports coaching students. This was mainly because of their interestheaalternative
modul es chosen as part of their course. F

coaching to management, while Heather was involved with sport development opportunities
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and, therefore, chose a related specific module. For Natim@anwhile, his interests

(biomechanics) meant he followed a specific pathway. He explained:

I donodot feel |l i ke a coaching student.
bi omechanics, and thatods got smqgt Hidbmg g
to do my dissertation in biomechanics
coaching, but | wouldnoét segeamyFGC®5,f a-
February 2013).

4.7.4 Developing a Coach ldentity

4.7.4.1 Responsibilityithin coaching practice

The data collected indicated that practical coaching experiences which involved a certain
level of responsibilitf6 y ou get mor e -Mariingyear 2a FGAMB5¢cQctokter o |
2013) were key in developing stronger coach identities. Here, a significant moment was
when participantd went fr om assi st an{MartnpyaachEGIMB5 o h
October 2013), claimingth@tbecause | ' m man agbecome nmyyowno wn
i dent i t y(Stevayeaa 3, RGLMUIZH March 2014). In this respect, the participants

arguedthab | coul d do what | wanted to do and

it? So for me t(baai¢l,year8, EGLR244, May 2@1h)ange d o

The students who experienced a level of responsibility within their coaching claimed that
they were encouraged to reflect on their experiences in light of the theories covered in
lectures. This, in turn, affected their coach idgntih fact, the students who had such
experience argued that their coach identity was more apparent than their student identity
towards the end of the second year of study:

From experience of coaching, | 6ve dbeer

more confidence of what wor ks wel | éwl
coach ieentity got stronge(Mary, year 1, FG4/14May 2012).
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This year, | 6ve actually been given
sessions, so | 0 maatuallgdtudyng ie(Mastingear 0 G7/24h a t
February 2013.
On the other hand, those who had the exp
their decisions mentionedthaté e ven t hough | have had a c

mademeny better as a coach. (Tr&eyyeau3s EG1Y46,e |

May 2014). A sentiment which emphasised the difference gleaned from being a head coach

Despite the emphasis on the value of external coaching practice, opportunities to coact
within the course were also seen as beneficial by the students, especially when it involved
positive relationship with the lecturddere, a key aspect in contributing to the development

of a coaching identity was the idea of being rewarded, a recagpiticompetence:

Afterwards | was pretty happy with (looks at the camera) she tapped me on the back
and said 6Have you got any swimming Q!
with your session?6 | said O0Nahfdicethiagc a u s
(grins), feeling yaatl, YDiNevesbar@01lbf it . 6 (|

4.7.4.2 Knowledge andnagerstanding

The students argued that their developing knowledge and understanding as a result of doin

the course affected the people they bezadmthe words of three:

Through the degree as well, 1itds helpe
having that belief in yourself and trust in your philosophy (Dayedy 3, FG1144,
May 2014).

I t h oveg hnt a gbdod coach, I'm gettiad t hese kids From
thought I knew howtocoaclh.hen | came h Actallydve alided t h c
how much | dondt Then lahsuglt swasa goanl aoadh;. wbereas
now | think | '"ve got a céygear® FBHMIMarch g o
2014).

|l 6ve | earned that being able to speak
my athletes to hear me | have to speak slower, more concisely and maintain eye
contact with them ( paus d@actuallpvalteevbatthey p s
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are saying to me. So if thepve any questions or anythihdry to evaluate what

they are saying (looks down) and then answer so that they either understand it or
they gain more knowl edge f mrimgrMattimyeare x e |
1,VD, December 2011).

A view shared by the students was the significant aesirmgtheir vocabulary and language.

Thi s was getting deiledintathe academic styleoftvi n g6 whi €t & s mea
going throughyourmind I It he ti me and you | ugDaniegd,nd
year 1,FG4/12 May 2012) . The altevwvmamdadlwlsariyn (tah
recognition of such change) was one of the significant moments that made them realise the
were changig. In this respect, the alterations experienced by the students went beyond the
behaviours they displayed. Indeed, as the study developed, the changes affected the
understanding (why they did what they did) of behaviours they may have earlier displayed.
Take the example of Gaviln.haAtentohe cshtaargte,
Anything really | guess just maybe my he
now | already know . Gavin considered hi mseladgkingan

hi mself quewhabds e hp ads n(ivGyesrilyebDeaemberh e r
2011). However, as the study developed, the knowledge acquired started to affect the
studentsé understanding of t heihowyouwroachc o a
mi ght not be different, but understandi n:
l ot. | kind of know wkygar2aFGd/26hFehvuardy 20&Bleck,0 i n ¢

the students recognised that there was much more to codchimthey initially considered.

4.7.4.3 Reputation

One of the key aspects contributing to the development of a coaching identity was the
participantsé perceived reputation as co

views of who others perceived them to be. A comment shared by Steve gsigiiatpoint;
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| just see myself as having the identity of a coach; | wear clothes which represent a

coach. People see me as a coach. The
because i f thatodéds how | c ygeare, F&E&0, Bays ,
2013).

Steve thehtéaddgditkeastoéange that | "ve cr e

t he most pl easyean3yFGiL2a6r Magn2084). ( St e v e,

The development of a coaching statug i gi nat ed from t heth st u

external coaching opportunities and the course itself, as the two excerpts below illustrate:

| think I've got that perception that | am a coach, which I've created for myself. |

remember in first year | want dtthastobe h a\
a job where | create my own reputation; | wanted to work myself up, rather than just
being a number, which |1 '"ve managed tc
created it in three years, the reputation of being a coach (Syeee,3, FG1246,

May 2014).

They asked me i f | could come and worKk

for me knowing that I've spent 3 years studying coaching, my identity as a coach
back home has changed quite a lot. Now I'm not just seen as a litdeaassioach

Level 1, who can help set the cones out. Now I'm running quite good sessions; and
they want me to work for them (Danigbar 3, FG1244, May 2014).

Another aspect that contributed to developing a stronger reputation as a coach was th
professional qualifications obtained. In this respect, Heather commented that taking the UK
athletics coaching qualification helped her to see herself in a coachingdests the link
between gaining external qualifications and developing stronger coach identities was made
in relation to others. Here, Heather (again) compared herself to other students and realise
that she needed to gain qualifications others alreadyifhshe was to see herself in a
coaching role. The reflective log excerpt below illustrates the point:

We are now being asked to look for any sports related job adverts that we are

interested in. With that selected job advert, we are being asked toceraddV and

cover letter. When this task hit me, it made me realise that | lacked coaching

experience and qualifications in compariseith others By | ooki ng at
it also made me realise that to be a coach, a variety of experiences and quatiica
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are essenti al and it is not ¢6éa cup of
year 2,Reflective Log, November 2012).

4.7 .5Selfawareness, designated identities and agency

The external coaching experience was also important in suppsttidgnts to define their

designated identities (who they wanted to become). In the words of two:

| worked last week, and | worked from like 9 til 5. | just felt, | want to do that (Steve,
year 1,FG3/11,February 2012

| always knew that | probably wasd to work in elite coaching, it was always the
dr eam. But | never experienced it so
and | did a couple of days, it was likgzep. Definitely. This is my sort of stuff (Tom,
year 2, FGT24, February 2013).
Becoming aware of their career ambitions and feelings as achievable also prompted student
to work harder towards achieving their aimspast becomes more pur |
wh at | 0 rfGavihpyean §, FGEB6, November 2013). As a result, the students

commented thab | feel t hat I can reach that. [

wor k my ass off t hen(Franyearl, RGAL,IMay?@12)ab |l e t

Of particular interest herewdse st udent sé6 belief that tal
beneficial in allowing for reflection and, as a result, developingasei#freness. The extract

below, taken from the last round of focus groups, summarised such thought:

These focus groups hakee | p e d, I reckon. Theyodve
Staying in touch keeps you thinking about whexe are and where you want to be
(Martin)

It is quite nice sitting here and discussing and actually sorting out where you think
you are and where yawmart to be as it reinforces goals (Tom)

Keeps your feet ofGavinhe ground, doesnaodl

Yes , itdéds nice to talk things out ( Mar:
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The sort of questiont | think the questions you asked us this year in particular
because you get ttoergest b agdefinitely ttanethnd u ii t
worthwhile (Tom).

(year 3, FG1&5, May 2014)

The students who demonstrated signs of beinggsedire and whose designated identity was
to become a coach were actively seeking opportunities early in the dMimse .asked how
active he was in trying to find coaching
t hought this was | i ke the first thing I
good job so that [Steveyaar 1pG4ls May 8042). Simithrly)ar a r r
excerpt from one of Maryds video diaries
for a coaching role:
| 6ve got all these contacts (moving p
and get moving now. Hopefyllthe one for the pool will start about January so that
will be good (ooks up) At least | can get some qualifications in, so | know when it
comes to my second year | can do some work and | can get myself on the role

[coaching] (hand gestures). Hopefullgross fingers, that will go well (Maryear
1,VD, December 2011).

On the other hand, the students whimsgal designated identityi.e., to become a coach)
changed suggested that they weoé investing as much effort on their course as they were
likely to if they still saw themselves as pursuing that role. For these students, becoming self

aware was developed later in the course as theyakiated their initial care@ambitions:

When | came here all | wanted to do was to be a ski instructonamav | donot
t o. | f I still wanted t o, | 6d be putt
affected myidentity and the way | see myself (Nathgear 3, FG1142, March

2014).

ei f | had had a set goal , i fd havedbwbrkdd a d
towards that. But because | dondt ha
goal and it hasndét given me that kind

year 3, FG1144, March 2014).
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476 Environmental constraints and the i mpact on t he S

development

The perceived constraints present within the respective coaching environments hac
significant effects on the studentsd desi
ltdés quite frustrating beclengdifergnband g e
you have to cater for different needs and become this diverse coach and they

encourage you to be creative but if you go into the real world and be creative none
of the instructors want you to be creative, they want you to do it thegir wdzich

di scourages you fr oyeard EGL2@ May 20d4.ac h é (

The studentsd experiences here showed h
perceived them as students rather than coaches which, to a certain extent, contribeited to th
own seltperception. On the other hand, the students mentioned that their relationship with
lecturers (especially in the final year of the course) showed that they were treated as coache

Theyol | tal k to you talbto you likeannaoct hhierrg caon

Whereas the employers who shouldndét r
treat us more like children (Traceyear 3, FG1246, May 2014).

Traceyb6s frustration (where she felt ver

the key aspects that changed how she described her identity:

My identity as a coachisnemx i st ent now. I dondét rea
coaching, or want to do any coaching!
youth sports academyl mademee al i se t hat | dondét rea

as a fulttime job (Traceyyear 3,FG12/46, May 2014).

4.7.7 Who are the students when they leave and how stable are their identities?

Throughout the study, t he eaedantuwmays.nSeverdof thed e n

students (Steve, Daniel, Nathan, Barry, Heather, Fran and Mary) joined the course claiming
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that they wanted careers as sports coaches. Three others (Tracey, Martin and Gavin) he
very strong athlete identities, hence, held the arynmintention to become better athletes.
Tom decided to study Sports Coaching as an alternative to Sports Science as he did n
achieve the grades needed in order to en
identity were not followed throughs she decided to withdraw from university in her second

year.

Interestingly, the changes in designated identity (who the students wanted to become) durin
the course were diverse. Three (Mary, Steve and Daniel) of the seven students who had &
initial intention to follow a coaching career continued with the samatiotes until the end

of the courseHere, the aspects that affected their decision were the ones previously
introduced in this section (e.g., responsibility within coaching practice, developing

knowledge and understanding, reputation andase#reness).

Barry and Heather (who claimed their initial ambition was to work as coaches, despite not
showing strong evidence for it e.g., agency towards engaging with external coaching
opportunities) changed their designated identities during the course, seeisgltf@snas a

sport manager and sport development officer respectively:

I nitially | said 61d6dm interested 1in
devel opment . Thatdés clearer now i n m
| learned about sportelv e | o p men't I realised that v
that . Il think we need to devyear3pR&939n0Tr e
October 2013).

éthatdés a bit more of a reality check
my dreamjob, which was that | was going to be a coach in the Premiership
somewher e! That 6s n e v essongethingthat youa hopea p [

for (Barry, year 3, FG1244, May 2014)

Fran and Nathan, meanwhile, were uncertain about their futuersraftecting on their

initial ambitions:
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At the start it was stable, because coaching was what | wanted to do and | was here

to do a coaching degree and | think n
world and stuff, It Mdtv&mpyw wdrey eun st
i n a couple of years it will be compl
my | ife, but at the moment it is very

(Nathan,year 3, FG12/44May 2014).

I dondlt &emev,bhrerae doach. I know how tc
I've coachedteeng er s , | ' ve clocaacnhee dwidtihs aab iclloi atcyh
know what I'm doing and | want to build on that and improve that and do @nore.
And now i-ex6st ¢ utsé Manyolme it 6s because |
|l ong and when |1 '"ve coached now itds |
havenoét actually put theory into prac
itdéds stayed theosame; Sb hodogdét real
more. That os kear FG114 eMarchi2014)( Fr an ,

Out of the three students whose intentions were to develop athletic careers at the start of th
course, two (Martin and Gavin) came to gemmselves as coaches, whilst Tracey wanted to
do a PGCE and become a Physical Education teacher:
| came to university to be an athlete. Now | probably even more want to be a coach.
So whet her mehantodts idnopwyno vidhg Can d s golng n Mh
on with my pSool et hveanulltéilnlg?ednd wup <coach
Sports Coaching degree so iyear3 FGlidd bab
26" March 2014).
Identity is changing loads, but now that | know I'm doing a PGCE next year and |
know | '"m going to be a teacher, so th:

Il " m probably going to stay there flor
be a stable identity (Traceyear 3, FG12/46May 2014).

Finally, Tom, who initially wanted a career in Sports Science (despite not having a clear
career pathway in mind), argued that his experience in the course made him realise what h
wantedtoda nd where he wanted to be; Othis de
a high level and then in terms of identity | think | see my route to coaching professionally. |
see my route as perhaps being an original in the sense that my coadcageasgtally

i nformedd (TddhMargh@(i4). 3, FG11
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4.8 ldentity developmenti Discussion

481How the studentsd soci al identity w

In line with social identity theory (Tajfel, 1972), initial findings from the study highlighted
how the participants enacted a O6code of
that characterised being a first year university student. Thitedsn a process of self
categorisation (Turner, Hogg, Oakes, Reicher and Wetherell, 1987 cited in Stets and Burke
2000, p. 224), where the students recognised similarities between themselves and those wt
they perceived as{igroup members. It was cleirat, in order to become part of the group,

the students adopted what became dominant discourses that, in turn, dictated thei
behaviours. Di scourses here are defined
use to navigate social lifeand neak sense of their experienc
this respect, the discourse that produce
social life over work went unchallenged as the participants attempted to solidify their social
identification with the student group (Stets and Burke, 2000). Despite such occurrence, anc
echoing the work o£i nojJ | u and, therfiedingsralso(d@ntbisaed that the
students did not c e a $ndeed,tbefiddmgsveecéledpphes tsw e
6consciousd decision(s) to abi egmup bules. wh e
Subsequently,hie prevalence of discourses that emphasised the importance of social life
served to obscure other ways of knowing (e.g., first year students shotkdchard and
achieve good grades). In this sense, involvement in the discourse was seen as necessary
the students were to becomegroup members. This perception often came from the
students themselves as they discussed the potential of feeliogtiéftfor example, they

did not drink.
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The social structure of the course shaped how the students perceived their membership
social groups. I n the first year, all the
opposed to members of ttesports coachingdé group. Thi
structure (i.e., similar modules available to students enrolled on different programmes in the
first year of the study) which led to the perception that sports coaching students were similat
to studats from other courses (e.g., sports development or sports science). However, as th
study developed, and more bespoke trajectories were available, the students began to s
themselves as sports coaching students. This change was the result of a preelss of
categorisation (Stets and Burke, 2000), carried out through social comparison. Here, througt
f ocusi Agg oaunp dmienrmber sd6 similarities (i.e.,

students), the participants distinguished themselves frorgroyp members.

Despite echoing some of the tenets of social identity theory (i.e., belonging to a social group;
self-categorisation), the findings also suggested that the students were unique individuals (:
central precepbf identity theoryi Stryker, 1980)who performed different roles within
different social groups. A clear example here was the different social groups to which Martin
(e.g., sports coaching students; university athletes; athletics coaches) and Heather (e.g
international students, sportsaching students) belonged to. Within those groups, they also
played a variety of roles (e.g., coach, athlete, ambassador and student). This individuality
somewhat contradicts a key concept of soi
self;in ot her words, act i-gragp piototypeseratierotidan omeuet s
individual so0 (Hogg, Terry and Whit e, 19¢
became clear that the students simultaneously occupied a role and belonged to a grouj
making role identities and social identities always relevant in explaining action (Stets and

Burke, 2000).
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Some of the roles occupied by the students conflicted with each other (e.g., athlete anc
coach), whilst others were complementary (e.g., studenttaach). Here, the idea that
identitescance x i st was clear. This is an idea w
concept of O6lostdé or o6éconfusedd i dentity
who appear not t o lam onethidggwheanomehtand sanetleind elsew |
the next, who are in the throes of O0ident
from the current study suggested that the students demonstrated multiple role identities
without showing signs ddrisis. Instead, they were contextually and momentarily adapting
to the roles required within their social groups (e.g., being a student, an athlete, a coach)
This in in line with the work of Deaux and Martin (2003), who argued that identity
negotiationi s fAa dynami c, motivated process en

opportunities and constraintso (p. 105).

The roles played by the students took place within certain social structures (e.g., the
University, the club environment etc.) and weffeeted by expectations and individual role

i nterpretations. Her e, the studentsodé vie
complex process (Jones and Wallace, 2005; Bowes and Jones, 2006); a view that, among
others, was both experienced anccdssed on the course. For example, Tracey and Steve
shared their frustration when having to follow rules imposed by their clubs which
contradicted what they had been taught on the (degree) course. Here, the students somewt
resisted the structural constits imposed by external employers while defending an
approach that catered for coaching as a complex activity. This way of knowing was notably
developed during the duration of the three year course as previously discussed in the
6l nt el |l ect uadctiord &he dindings merenaredin keeping with the work of
Townsend and Cushion (2014), where participants showed resistance to new ways 0
knowing that challenged previously held conceptions about their role as coaches. However

differing from Townsendlad Cushi ondés (2014) wor k, t he
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demonstrated evidence of critical thinking rather than merely following a dominant
discourse (Foucault, 1978). In this respect, rather than seeing their coach education cours
(.,e.,threeye;a degree) as a closed system (Piggo
course enabheéedkt boeains tasgdapppsed to only éllowing xsdipts as
suggested by the participants interviewe
this respect, certain structural constraints faced in the clubs (e.g., rigid session plans), wer
seen by the students asnstraining their development as coaches. Here, the somewhat
6taken for granteddéd knowledge (Cushion, .

the students.

According to Stryker and Burke (2000),
hiera c hy 6 . Her e, an identity is not active
invokes those roles higher in the salience hierarchy. This somewhat contradicts the findings
of the current study, where the students invoked roles according to thenememtt in which

they encountered themselves, rather than corresponding to any established identit
hierarchy. For example, Steve commented on how different modules made him see himsel
in the role of a sports development officer, a coach and a perforrmaalgst. In this respect,

the soci al 6environment 6 affected the c¢ch

The findings of the current study also suggested that emotions played a key role in identity
prominence; that i s, the fAindividual 6s s
hi mself or herselfo (Ervin andStykerr2914,e.r |,
233). For example, Tracey discussed how positive emotions in athletics led to a higher value
being attributed to her athlete identity in the first year. Additionally, she argued that failing
to do well in athletics in the second yeand doing well in her coaching) led her athlete
identity to assume lower value, whilst her coach identity adopted a higher one. Interestingly,
her emotions affected her identity once again in the third year after she felt very constrainec

by an academy stcture and decided she did notwananyt hi ng to do
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(Tracey,year 3, FG1246, May 2014)In referring to the work of Stryker (1987), Stets and
Burke (2003) argued that Ai dentities tha
often and move up the salience hierarchy, whereas identities that repeatedly cause negativ
feelings [ are] l ess |Iikely to be played
and Burkes, 2003, p. 139). In the current study, this could be said aboityipesrhinence

but not salience. However, as with the work of Brenner, Serpe and Stryker (2014), the
findings of the current study demonstrated the existence of a tentative causal relationshiy
bet ween prominence and s al isefthe ®nse df wartlear t
value (i.e., prominence) of an identity resulted in a higher probability of that identity being
activated (i.e., salience). This activation, however, was highly affected by the environment

as previously mentioned.

The coach ideittes experienced by the students consisted of many different dimensions
(e.g., experience, knowledge, confidence) which, in turn, affected their development. Similar
to the work of Joneand McEwen(2000), the students mentioned the idea of having a core
identity in this respect with additional
Jonesand McEwer(2000), the students referred to two areas in a circle to represent different
durations for changes to occur (the central area representinggsiimse that take longer to
change) . I n this respect, the use of the
(2001) as they seemed to only be referring to what they would represent as identity. It alsc
related to the recaoreddpt uasl | BsBteld Addean odf a

McEwen, 2007p. 15).

4.8.2Selfawareness, designated identities and agency

In the current study, sedi war eness played a key part [
identities. Here, higher levels of selivareness (e.g., showing signs of -seffection;

awareness of expectations compatible with the role of the coach) coincidetiightr
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levels of agency (ilefit he active pursuit of profess
accordance wi t hBeduphampsadnraomas, 2010,51)137Ghis sense,
the findings somewhat agree wit hiiHa nfroarnnd
through refl ect i-awarénesé leing keéy3npromoting suchta lsonreeionf
that is, seHawareness was the connecting aspect that encouraged agen&xample,

Mar vy, whose designated i de the potential to becoenea 0
part of o ne 6§ Sfard andl Rrusak,i 2608, mpt 1i8)t wadto become a coach,
actively sought coaching opportunities as well as qualifications in year 1. This resonates with
Carver (2003) , w-aware pesogsuasalibe grbatet respoasdility to
themselves for various kinds of eventso (
for some, this seldwareness resulting in a change of designated identity (i.e., choosing a
career ambition other tham@a c hi ng) . Her e, such student

alternative pathways (e.g., sport development for Heather and sport Management for Barry)

~

The concept of reflexivity, defined as 0fAf
the objecto f its own viewo (Carver, 2003, p .
st ud e ndwaréness. énipdrtant in the encouragement of reflexivity was the content
learned on the course; such as reflective practice, the opportunity to compare themselve
with other classmates, opportunities to discuss their own views during seminars and focus
groups, and the practical coaching experiences. As a result, the students who started tr
process of reflexivity in the initial stages of the course (8tgve, MaryTom and Daniel)
were also the ones who had developed a mc
also related to identity stability. When the students knew what they wanted to become anc
were in a safe environment (e.g., doing a degree feetlears alongside other coaches),
they argued that their coach identity was more stable. However, the thought of leaving
uni ver sciotmi nagn do u& into the big wide worlc

long this stability would last for (Nathan, F@3, 13" May 2014).
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In this respect, echoing the findings from Jones and Allison (2@t¥,course seemed to
provide a | atent function related to pr o\
119). This finding was evident when some of thelehts showed their doubts regarding the
sustainability of their coach identity outside the University. This was often related to their
uncertainty in finding a coaching job, something that would dictate how stable their identity
became. This sentiment gmated from an institutional and discursive identity (Gee, 2001).
More specifically, the institutional identity was represented by dialogues within the

I nstitution, which sustained the student s
to howthe students were treated (i.e., as coaches) by others. It was, therefore, not surprisin
that some of the students demonstrated an unstable coach identity as they were about

graduate.

Security also originated f r oroleidehtiey. Inmleed,d e n
there was a clear tendency among those who identified with a coaching role (and displayec
high levels of commitment towards performing that role) to show more confidence and belief
that they could achieve such a career aspiratien {iave a full time job as a coach). This
commitment in and to the role, led students to search for opportunities that provided them
with a certain level of responsibility and control (e.g., when the students were promoted from
assistant to head coachead ) . Such control was key in r
identities, allowing them to feel confident that they could perform the role of the coach. This
belief resembles Maddux and Gosselin (2003) definition ofesélff i cacy; i . e. ,
coordinate and orchestrate skills and a
(Maddux and Gosselin, 26&ft®yalspstemied d#om.praideh e
given by lecturers who recognised the quality of the work done. In this, demsethe
students were perceived by others (reflected self) affected theiefe#icy. Here, the
example provided by Martin when being praised by a lecturer was a key moment that

affected his perception of how good he was as a coach, and, as a coosgeljisecoaching
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identity. As argued by Maddux and Gossel.
am | 6 by askingo(pWhai8pmrm ThigesowastdlRPear
such as when dealing with their multiple role ideasitiHence, the recognition that they

were good coaches was key in strengthening their coach identities.

4.8.3Selfverification, impression management and the reflected self

The students showed evidence of sepmawhg
themo, a concept called the OReflected S
doubt the students valued appraisals by significant others, they were not passive in the relate
identity developmenprocess. Indeed, the findings showed hbe students consciously

behaved in certain ways to match the identity they were trying to portray (e.g., coach). This

processofself er i fi cation (Stets and Burke, 200
as coaches. This in turn affected the dtent s6 bel i efs about h
example, Steve mentionedl:l t hink | 6ve got that sort o

|l 6ve created for myself since first year
across, t h a (Steege, yeay 3, FGILR/461 May 20G#)ere, Steve referred to

actively engaging in behaviours that he associated with the role of a coach in the process c
identity creation and development (e.g., wearing coaching kit; coaching outside the course:

discussingcoaching with others).

This process of sef er i fi cati on al so resembled the
from Goffmandés (1959) wor k, whi ch sugges
impression of selves that we wish others to receive in an attempt to controthes see

uso (Jones et al ., 2011, p . IChesterfield, Potrac  w a
and Jonesb6és (2010) study who engaged in

desired t o pas slinthibsense the pedoante tifrqugh ergydgément in
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i mpression management fAdoes not refer to
or as fNan oOactodé6 behind which the real p

represents a way of ndtleefore, patofivhogoneasn e 6 s i d «

4.8.4Final thoughts

The findings from the current study both support and, most importantly, build upon existing
work on identity. Firstly, they highlight the students as being engaged in a process of self
categorisationg key aspect in social identity theoryajfel, 1972) as a way to recognise

similarities between themsgelowepsdt amednbet Is
categorisation was based on following a
identity that characterised being a first year university student. In this respect, the social
structure in which the students operated, affected how they perceived their membership o

social groups (e.g., sports or sports coaching students).

The findings ao suggested that the students were unique individuals (a central tenet of
identity theoryi Stryker, 1980), who simultaneously occupied a role and belonged to a
group, making role identities and social identities always relevant in explaining actian (Stet

and Burke, 2000). This somewhat contradicts a key concept in social identity theory; that of

0depersonalisationd of self. Here, the s
which is a finding that al soof cod notsrtadd i ocrt
identity.

Perhaps, one of the most important findings in this section relates to the role-of self
awareness in identity change. Here, students who displayed earlier signsagizselfiess

were also those most committed to professional development, ascribing greater
responsibility to themselves for doing so (i.e., agency). The subsequent implication for coach
education lies in the need to encourage students to seek a better understanding of who the
are early in their development as coaches. Who the coaches asceeepré s fAan i s

has been | argely overlooked within coac
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recognition of which is an important ste

and 6howdé of coaching.
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CHAPTER FIVE: CONCLUSION

5.1 Introduction

This chapter is divided into six sectiof®llowing this introductionthe aims and objectives
of the studypresentedn chapter onare revisited This is followed by a summary of the
main findings before outliningnplications,limitations and potential directions for future
research. Finally, | provide a reflective account of my learning experiences and identity

change whilstindertaking andeveloping this study.

In chapter one, emphasis was directed at the lack of studies related to understanding th
learning experiences of students, and their potential for identity development. Subsequently
the significance of the project centred on thpemcipal aspects. The first focused on
learning as a dimension of social practice (Lave and Wenger, 1991) and suggested the
researchon learning and identity developmentan i nf or m how best
beliefs and ways ofwhky®@wamd fiwbkcdtudfimrgo O6d f
decisionma ki ngo6é ( St os z k200Ms7B1). Secondly, r€ferding io metevant
literature (e.g., Jones and McEwen, 2000; Cushion et al., 2010; De 1@dvtr) 2015), the
importance of developing longilinal work to better capture the nuance of-going
learning and its effect on identity changas highlightedFinally,in keeping with the work

of Wenger (2010}he valueof this work eyi n fipayi ng mor e atten
people, regimes of copetence and boundaries that serve as constitutive texture of identity
andbecome part of whowe are ( D e -Silva et &l.i 2015p.2). This relates to the recent
calls by Jones (and coll eagues) to focus

relationships between self, others and society (Stets and Burke, 2003).
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5.2 Recapping the aims and objectives of the study

The generalaim of this study was twofold. Firstly, to explosep or t s coachi n
perceptions and experiences of theargtaduate degree enrolled upon; and secondly, to
examine how these experiences shape stud:ée
year course. This aim was addressed through five mutually informing detailed objectives:
1- How do sports coachindwslents think about learning and carry out their studying?
2- How much do students value the role of theory in informing coaching practice and
developmentAnd why?
3- To what extent does the knowledge and experiences gairied degree programme
contributet owar ds the student®s6 intellectua
4- How do the studendsocial and role identéschange during the course? Why? How
stable are their identities?
5 What role (i f any) do teaching staff

they so perceed?

5.3 Summary of the main findings

The main findings of the studyddressethe five objetives (above) in the following ways;

As related to bjectives 1 and 2

The findingsheredemonstrated the prevalence of a stratagjgroacheso learningby the
studentghroughout the study. This wasanifest as surface approach in the first year of
study and to a deeponein the second and third years. In line with previewsk, the

approaches to learning adopted by the students were not stabl®lpgical trais
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(Strutyven et al., 2006Rather, it became apparehtat theywere fluid and significantly
affected by the structure of the programi@é particular importance here was the view of

|l earning as Orel ati onal éachingatafhaad thetasgsessmendsi n
employed were crucial in engaging students in this process. The findings, therefore,
somewhat take issue with the prevalent independent learning discourse evident as a go:

within HE.

Perhaps the most striking findimgthis contextelated to how the students refed to their
engagement in | earning as a matter of 0sc
to become a legitimate memhsra community of practice (Christie et al., 2013). Here, the
studentélearning resukd fromtheir perceptionabout howthey should behave in a certain
community.This sentiment of respect for each other originated from a concern with fairness
(selinterest), the relationships among group members, and moral principlesefageii

al., 2007); factors which invite educators to consider the learning environments experiencec

by students in their quest for increasgwjagement in the process

Finally, despite an initial search for knowledge for action, the students subsequerdtgd
i n knowledge for understanding. This pro
reflective practice, a topic heavily covered on the programme. Subsequbkatixalue of
practices such amcademiodwriting andthe role otheories in umerstanding coachingere

only recognisedetrospectively.

As related to bjective 3

The students within this study generally progressed from a dualist to a more relativist
position in their intellectual developmetitere, he findings revealed an irat search for

certainty, particularly in the first year of their undergraduate coumsthis context, the
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students adopted eogition as mere recipients in their initial grappling with the higher
education environmenAs the study progressetthe students increasingly showed signs of
better accepting uncertainty and their role in theaostruction of knowledge (Vygotsky,

1978). This was especially the case wheywere encouraged to engage with conflicting

information such as being confrontedwdifferent opinions.

Thec hanging nature of context pl epigtemdlogaal ver
development. Iterestingly thosewho displayed characteristics consistent with relativist
thinking still chose to adopt a dualistic appch when under stressful situations (e.g., time
constraing; deadlines). One aspect that proved particularly problematic for the students was
the epistemic range of modules experienced. Here, some units were taught from ar
interpretive standpoint, whiletlvers were rooted in a positivistic paradigkdditionally, the

i mpor t an omvesthe feacllenimstudeato aches 6 i nt el dlsecamel a |
to the fore This was evidenced in two principal ways. Firstly, as a result of more meaningful
staff relationships and accompanying perceptions of care; discernments arrived at througr
increased opportunities to interact with and discuss comémtant concepts. Secondly,
staff proved catalysts for studentitois, C 0
against which students defined thaicreasing participation in the @wnstruction of
knowledge (e.g.willingness to actively engage in sessions by feeling more confident in

answering questiofs

As related to objective 4

The findings from theurrent study both support and, most importantly, build upon existing
work on identity. Firstly, they highlight the students as being engaged in a process of self

categorisation (a key aspect in social identity thedrgjfel, 1973 as a way taecognise
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similarities between themselves anthers perceived asin-group members.Such a
categorisation was based onfollowina ode of behaviouroé rel e
identity that characterised being a first year university studerthis respect, the social
structure in whib the students operatadfected how they perceived their membership of

social groups (e.g., sports or sports coaching students).

The findingsalso suggested that the students were unique individuals (a centrabftenet
identity theoryi Stryker, 1980), whasimultaneously occupikta role and beloreg to a
group,makingrole identities and social identities always relevamxplaining actior{Stets

and Burke, 2000)This somewhat contradicts a key concept of socaitity theorythat of
6deper son al.Heeatheistoderis negbtiatedeahdfadapted to their multiple roles;

a finding that alsocopbpoetpadottél dené&i as 0

Perhaps, one of the most important findings in this section relates to the reddf of
awarenessn identity change Here, the students who displayed earlier signs of self
awareness were also those most committed to professional development, ascréigrg gre

responsibility to themselves for doing so (i.e., realising personal agency).

As related to bjective5

Results showed that O6caringd was one of t
of the teaching staff throughout the three yeath®tourse. It was also seen as an exchange
relationshipi n whi ch t hoseedsowelt \hweadgi whi it sfigaiary
1986, p. viii). In the first year of studthe students saw caring as being provided through
the provision of a O0secured and o6comfort
instinctd (Rodrigues, 1984), or a way to

anenvironment was ngiresenpr deliveredthest udent s per cwowcaedot
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As the study progressethe students started to accept their role in theaastruction of
knowledge, including the need to be challenged takem way from t heir 0
(Meyerandcand, 2005). This coincided with a
during the first two years of the programme. Here, the students recognised that the perceive
lack of support at times may, in fact, have been a sign of caring (Rogers NIgRings,
1985).This increased perception of caring relationships coincided with an increase in the
Onumber d and Operceived qualitydé of i nt e
These interactions tended to occur especially in seminars dormial environments (e.g.,

in the corridor after lectures). One of the key roles that the students expected the lecturers t

adopt was that of a facilitator. This was particularly noticeable in the second and third years

of the study, contesting the initi@ew of lecturers as providers of information.

5.4 Implications and limitations of the study

This studypresentdlifferent implications for coach education. Firstly, the findings suggest
the need to encourage studenachedo seek a better understamgl of who they are early

in theirprofessional e vel opment . Who the coaches are
| argely overlooked within coaching resea
which is an important step if coach educatiohni®s move beyond the 6
coachingln this context, the students should be presented with conflicting information early
in their course as a way to challenge previous ways of knowing. This conflicting information
was not initially welcomedybthe students, who perceived the lecturers not to care. However,
as the study progressed, students acknowledged that the teaching staff cared for the

learning, something that was only realised with hindsight.
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Similarly, the findings suggested thateléctual development was affected by an increased
acceptance of uncertainty and the relative nature of knowledge. Here, the students
experienced frustration as a result of t
during the initial stages dheir course. This frustration was later replaced by a sense of
achievement and being grateful that they were led to think for themselves rather than beinc
provided with the answers they initialllesired. Caution is, therefore, needed with regards
toidet i fying student s 0aeaoftan snflueneed dy the comtext in 6
which theyare taught and the assessment requirements. The evidence prwitldadhis

study, thereforef nvi t es educators to considerrithe
(Rodrigues, 1984), providing the necessary updraft that allows students to seek new flights
without fear of the unknowrOf particular relevance here was the role of formal education

in offering opportunities for coach development. Such a formabées often contested in

the sports coaching literature. Instead, other studies (e.g., Nelson, Cushion and Potrac, 200
Piggot, 2012; Cushioret al, 2010) have concluded that coaches learn more from informal
and norformal sources as opposed to givemricula. On a different note, the findings of
the current study serve to highlight that

of the experience but the quality and duration of the programme.

The findings also suggested a close link betwassessment and learning. Despite
disappointing on the one hand, such a link could prove very powerful in designing courses
the requirements of whidead students to adopt a deep approach to lealnitiys respect,
instead of fighting the strategitcat ur e of | earners6é engagem
educators should focus on assessing aspects in line with the ambiguous and contested natt
of the work. Here, the use formative assessment (that requires a deep approach to learning)
andthe supprt offered fromteaching staff (i.e., relational learning) becomes crucial for

developing critical understandiniginally here, the findings of the study also suggested that
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the longitudinal research desigdoptedwasa key aspect in allowing for undeastings

absent in previous research on coach education.

However, the study also presented limitations. One of those refers to the fadesipae its
temporal nature, the work was essentially carried out from the perspective of a relatively
small groyp of students. As discussed in the methods section and in line with the
interpretivist paradigmt is, therefore, acceptland expectethat the resultslmained from

this study are natniversallyapplicable Having said than expectatioexiststhatnot only
canthe results bualsothe process of developing this longitudinal research provide insights
that invoke critical reflection and meaningful discussions amongst those who are involved
in the creation and elaboration of coach education provisiddditionally, although
interpretative studies may loaik specific cases, by reflecting on the findings, one is able to

geneate ways to improve aspectstbéir own contextLincoln and Guba, 1985)

5.5 Recommendations for future research

The findings of thisstudg er ve t o confirm the value of

a long period of time. It is, therefore, suggested that future research continues to examine
learning and identity utilising such longitudinal designs. This dawaesearchers to move
away from presenting a O6snapshoto of | e ¢
complex process. The issue here, lies in searching for solutions for matters that have nc
been widely and appropriately explored. Hence, theaensed to further explore learning

and identity development in different environments before thinking about changes to the
current systems. This background knowledge (obtained via longitudinal studies) is crucial

to better guiding the impact of coach edismraprovisions.
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Despite the benefits from exploring stud:¢
i nvestigate the teaching staffés views o
well as their own) could allow for a moirgegrated framework. This is a consideration that
should be taken to account in future research f or exampl e, to ana
the decisions made by the teaching staff. This could be particularly important and relevant
if one is to devise liter ways to educate and support tutors/educators. Finally, the use of
different methods of data collection is suggested as a future investigative consideration tc
allow for data to be collected from various perspectives and stages during a procesgual stud
As with the current work, the use of video diaries and reflective logs allowed for relevant
information to be analysed in guiding the focus group interview guides. However, caution is
advised when setting expectations to ensure for a more realistiovighat such methods

can provide (Jones at al., 2014).

5.6 Final reflection: My learning experiences and identity development

Theprocesspent doing my PhD have undoubtedly been an invaluable learning experience
during which I felt the more | familissed myself with literature on learning and identity,
the more | could see myself &6livingod the
experienced difficult time moving away from one of my role identities (Football player)
which had been a key pgaf avhodl was forl5years. | still remember reading about identity
development and how tHess ofrolespreviously playedcan result in an identitgcrisisa

That was what it felt like. In a meeting withy supervisorsRobyn and Bil] I could not hde

my sense of Onaked sel f éanexpdrienbamtltheanawnedr | b e
not sure | woul d be s dhDaThatwas thdaly whert ouriPhD i t

meeting turned into a walk around campus to get some fresh air andhwiigats away.
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After sucha nevemtfub start, and as | continued to research how the students changed
throughout the three year degree, | saw myself reflecting on the changes that were
simultaneously happening in my own ideniigg) Playing differentroles (e.g., player,
coach, lecturer, student), | could feel that being amongst PhD students and having regula
meetings with my superviseincreased the prominence of my student role identiyso

felt that my PhD student identityas affected by thevay | was treated by my supervisor
who highlighted my progress in a very positive wag example was how | was praised for

my commitment to the study, which made me believenyself and feelexcited and
motivatedl remember whe Robyn once said to nfie iciana, how do you manage to always
run on a f ul I amtnatsuke if thfs was @ signmfl cBndentment or concern.
Perhaps, it was a bit of botht e time of starting the PhD, | was offered a full time job as

a lecturer in sports coachingftér a long chat with Robyn, | recognised that fany
students the job opportunities tend to come later, after they finistPti2iSo, | felt anxious

but also valued when beirggven that opportunity at the start my PhD yearsl knew it

was not going to be easy but | also knew thgicommitment antbve for challenges would

encourage me to really invest in both roles (i.e., student and lecturer).

Since starting my PhD in 2011, | have become increasingly interested in tentstu
experience and attitudes to learnilgdeed, the PhD and my job were so well interlinked
that | was able to use many of my findings in guiding my own academic practice. For
exampleWi | i am Perryds scheme of I ntyel9T0p c t u
showed that as students progressed throuq
compl ex and integrated ways of viewing t
an important part olny t hdesaugsisndchapter, raised quessiom my mind regarding
curriculum design and teaching practices. More specifically, | started to consider the

developmental posidns students were occupying at particalares during their course
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This meant paying more attention to their behaviour dguectures and seminardobked
forward to sharingmy findings with colleagues through attending conferences, staff
development sessions and writing book chapters and journal articles. It just felt like | had
developed my understanding and practice acbaeducation (and higher education) so much
by being able to reflect on the unfolding findings from my study that | felt it was my

responsibility to share them with others.

| also shared my findings with students, perhaps in a more informal wayted to make

them aware of thimtellectualb p osi t i ons 6 t h eandtoerptaia thajiowas g t
0 n o r tofadl uhcertain and, at times, frustratestarted to understand rapdergraduate
dissertation students bettddere, | focussed more omedir personal development and
understanding of the worldgther thanthé b o x  tsirategid appgoéch that | saw myself
previouslyusing. As a result, | was in a better position to supportstuelents | taught
throughout what Meyer and Land (200®sdribel as the liminal space, or in other words, a

space full of doubts and challenges.

My PhD experience has also influenced the way | believe curriculum should be developed.
A keyresultingconsideratioror questiorwas howcould | affect student sedwareness and
designated identitiesgs they gpeared to béwo of the main aspects that led my PhD
participants to actively pursue professional development (Beauchamp and Thomas, 2010).
subsequentlydecided to incorporate group sessions within the placement modules that
all owed students to share their experi e
becomed. Another aspect atmyplaced woekds theineed t |
to genergée a programme identity by creating a link between the modules covered within
each level and, at the same time, developing pathways that allowed students to progress the

knowledge and further develop their professional identities.
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| truly believe thathe experiences and findings | encountered in my PhD were responsible
for developing my own professional identity as a lecturer. This is a profession that | love
and being able to apply the PhD findings to improve teaching and learning has been
incredibly rewarding! And | really believe that having the opportunity to share my PhD
findings with others gave purpose to my work. Like the students, | felt that the responsibility
I had in making changes to impact the student experienceggsgssment designpskey

in making me believe that | was capable of devising strategies that were theoretically

i nformed and O6tested?o.

My understanding about research also underwent a considerable change. | clearly remembe
myself thinking fHowedatghatlcgbli egt P00 AHaWwy e
organise millions of words in a meaningfu
| made as a researcher. And, most importantly, | thank my supervisor for not giving me
Oyes/ nod a maywnadoskedidr tneml tended to spend hours thinking about

a way of doing somethin@.g., organising the datayhen suddenly it clicked and ended up

wi t h anthé middée @f the officeThe moments of uncertainty that led to discoveries
were key in mydevelopment. | have learned that uncertainty is part of life and that it should
not be seen as detrimental to development. Instead, it was the catalyst for my own

developmentboth personally and professionally)

Completing this thesibas certainly beeone of the biggest Aevements in my life. fie
learning experiences and identity change experienced as a result of the almost five year
developing this study cannot be compared to anything else. | am eternally grateful for this
opportunity and | alreadfeel like losing my PhD student identity will comeaacost that

may require another walk around camhss time | hope, with tears of joy!
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Appendix 1 Participant Information Sheet

Titleof Project: Sports Coaching Studentsd Learning al
A Longitudinal Study

This research is part of a doctoral (PhD) project at UWIC (School of Sport) which aims to
explore studentsd perceptions hingdnde-gradaatei e nc
degree enrolled upon. Namely, we are interested in understanding:

1- How students learn what they learn

2- How this affects them as individuals
The value of the study

The value of the study | ies in unléamngdandndi i
development.

Your Participation in the Research Project:

Why have you been asked?
This University (UWIC) was specifically selected because of its association with good
teaching practice and course design.

What would happen if you join the study?
If you agree to take part in this research, you will be asked to give consent to:

9 Participate in four focus groups interviews per year in a group of four students (a total of
12 focus group interviews over the three year duration of your course);

1 Keep a diary to record your thoughts about the course and things associated with being
a student in the course (that will take around half an hour a week);

1 Make a video diary reflecting on issues you find relevant in relation to your learning as a
student/coach.

The point here is to record, explore and understand, not to evaluate.

What happens to the focus group interviews, reflective logs and video diaries?
The information from this study will be used in a number of ways:

1. To write up as part of my doctoral thesis (PhD);
2. To write research papers to be published in academic journals;
3. To be presented in academic congresses or seminars.

What happens next?
You will receive a consent form to complete to confirm that you are willing to take part in
this study.

| sincerely hope you agree to partake in the study. If you need more information, please feel
free to contact me or my principal supervisor by telephone or email at:

Contact Details:
Luciana De Martin Silva Tel: (deleted)
E-mail: lusilva@cardiffmet.ac.uk/ lucianadms@yahoo.com

Alternative contact
Professor Robyn L. Jones (Principal supervisor) Tel: (deleted)
E-mail: rljones@cardiffmet.ac.uk
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Appendix 3 Informed Consent

PARTICIPANT (STUDENT) CONSENT FORM

UWIC Ethics Reference Number:
Participant name or Study ID Number:
Title of Project: Sports Coaching Studentsd Learning an
Development: A Longitudinal Study

Name of Researcher: Luciana De Martin Silva

Please initial each box with Y for Yes and N for No.

1. | confirm that | understand the nature of this project and why |
have been selected to participate in it.

2. | confirm that | have had the opportunity to consider the information
given, ask questions and have had these answered satisfactorily.

3. lunderstand that | am free to withdraw at any time, without giving
any reason.

4. | understand that none of the part pant
or other personal details will be referred to in a way that could lead to
identification.

5. I understand that the use of videos containing my image will only be
possible after my authorisation.

6. | agree to any interviews and focus groups being audio recorded.

7. lunderstand | can request a copy of the results of the study.

8. | agree to data from the interviews, video diaries and reflective
logs being used for publishing purposes.

9. | agree to take part in the above study.

Name of Participant Name of person taking consent
Signature of Participant Date
Signature of person taking consent Date
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Appendix3 8 Programme structure and features, curriculum units (modules), credit, levels and award requirements

B.Sc. (Hons/Ord) Sport Coaching Level 4

Module

Credit

Core/

Module Title Number value Level Option Term Discipline

Compulsory:

Introduction to Personal Development Planning SSP4050 10 4 C 12&3 Professional
Development

Introduction Research Process SSP4051 10 4 C 1,2 & 3 | Research Methods

Introduction to Sport and Exercise Physiology SSP4052 10 4 C 1,2 & 3 | Physiology & Health

Psychology of Sport and Exercise SSP4053 10 4 C 1,2 &3 | Psychology

Sport Biomechanics and Functional Anatomy SSP4054 10 4 C 1,2 &3 | Biomechanics

Sport in Society SSP4055 10 4 C 1,2 & 3 | Socieculturabtudies

Sports Principles and Technigues SSP4060 20 4 C 1,2 &3 | Performance

Compulsory (Programme Specific):

Introduction to Coaching Science SSP4056 20 4 C 1,2 &3 | Coaching

Options (Choose 20 Credits) from:

Understanding Spdenagement SSP4046 20 4 6] 1,2 &3 | Sport Management

Sport and Exercise Science SSP4057 20 |4 o 1,283 | professional

evelopment
Introduction to Sport Development SSP4058 20 4 ®) 1,2 & 3 | Sport Management
Introduction to Physical Actil@glth an8pecial Populations SSP4059 20 4 ®) 1,2 & 3 | Physiology & Health
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B.Sc. (Hons/Ord) Sport Coaching Level 5

Module

Credit

Core/

Module Title Number value Level Option Term Discipline
Compulsory:

. Professional
Personal Development Planning SSP5050 10 5 C 1,2&3 Development
Research Process SSP5051 10 5 C 1,2 & 3 | Research Methods
Compulsory (Programme Specific):
Coaching Science SSP5053 20 5 C 1,2 &3 | Coaching
Learning in Sport SSP5055 10 5 C 1,2 &3 | Coaching
Student Volunteering SSP5076 10 5 C 1,2 & 3 | Coaching
Options Choose 20 Credits from:
Performance Analysis SSP5045 20 5 O 1,2 & 3 | Performance Analy
Sports Development in Practice SSP5056 20 5 C 1,2 & 3 | Sport Management
Sport and Exercise Physiology SSP5057 20 5 O 1,2 & 3 | Physiology & Healltf
Sport Biomechanics SSP5058 20 5 (@] 1,2 & 3 | Biomechanics
Sport and Exercise Psychology SSP5059 20 5 ®) 1,2 &3 | Psychology
Physical Activity, Health and Special Populations SSP5061 20 5 ®) 1,2 & 3 | Physiology & Healtl
SocieCultural Issues in Sport SSP5062 20 5 (@] 1,2 & 3 | Sociecultural Studie
Ethics in Sport SSP5064 20 5 ©) 1,2 & 3 | Sociecultural Studie
And Choose 20 Credits from:
Sport Technigues and Analysis (Games) SSP5067 10 5 ©) 1,2 & 3 | Performance
Sport Technigues and Analysis (Body Management) SSP5068 10 5 ©) 1,2 & 3 | Performance
Sport Techniques and Analysis (Outdoor Activities) SSP5069 10 5 0] 1,2 &3 | Performance
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B.Sc. (Hons/Ord) Sport Coaching Level 6

Module

Credit

Core/

Module Title Number Value Level Option Term Discipline
Compulsory:

Independent Project SSP6050 | 40 6 C 1,2 & 3 | Research Methods
Compulsory (Programme Specific):

Advanced Coaching Science SSP6054 | 30 6 C 1,2 & 3 | Coaching

Options (Choose 30 credits from):

Performance Analysis SSP6046 | 30 6 @) 1,2 &3 | Performance Analys
Advanced Sport and Exercise Physiology SSP6055 | 30 6 @) 12 & 3 | Physiology & Health
Measurement Issues in Sport and Exercise Science SSP6056 | 30 6 O] 1,2 &3 | Research Methods
Sport Biomechanics SSP6057 | 30 6 O] 1,2 &3 | Biomechanics
Sport Psychology SSP6058 | 30 6 @) 1,2 &3 | Psychology
Advanced Physical Activity, Health Issues and Special Populations SSP6059 | 30 6 O] 1,2 &3 | Physiology & Health
Work Experience SSP6060 | 30 6 ®) 1,2&3 | SCRAM

Sociology of Sport SSP6061 | 30 6 @) 1,2 & 3 | Sociecultural Studieg
Sport and Culture SSP6062 | 30 6 @) 1,2 & 3 | Sociecultural Studies
Developing Communities Through Sport SSP6064 | 30 6 O 1,2 & 3 | Sport Management
Ethical Issues in Sport SSP6066 | 30 6 O 1,2 & 3 | Sociecultural Studies
And Choose 20 Credits from:

Analysis and Application (Athletics) SSP6068 | 10 6 O 2&3 Performance
Analysis and Application (Badminton) SSP6069 | 10 6 O 2&3 Performance
Analysis and Application (Basketball) SSP6070 |10 6 @) 2&3 Performance
Analysis and Applicatoncket) SSP6071 | 10 6 O 1 Performance
Analysis and Application (Dance) SSP6072 |10 6 O 1 Performance
Analysis and Application (Gymnastics) SSP6073 |10 6 O 2&3 Performance
Analysis and Application (Hockey) SSP6074 | 10 6 O 1 Performance
Analysis and Application (Netball) SSP6075 | 10 6 O 1 Performance
Analysis and Application (Outdoor Activities) SSP6076 | 10 6 O 1 Performance
Analysis and Application (Rugby) SSP6077 |10 6 O] 1 Performance
Analysis and Application (Soccer) SSP6078 |10 6 O] 1 Performance
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Analysis and Application (Squash) SSP6079 |10 6 O] 1 Performance
Analysis and Application (Swimming) SSP6080 | 10 6 ®) 2&3 Performance
Analysis and Application (Tennis) SSP6081 | 10 6 ®) 2&3 Performance
Analysis amfpplication (Trampolining) SSP6082 |10 6 O] 1 Performance
Analysis and Applicationefalll) SSP6083 | 10 6 @) 2&3 Performance
Analysis and Application (Water polo) SSP6084 | 10 6 ®) 1 Performance
Analysis and Application (Health related exercise) SSP6085 | 10 6 O 2&3 Performance

Programme structures and features, curriculum units (modules), credit and award requirements

Students following the Sport Coaching programme complete 80 compulsory credits at Level 4. These cprdisamfieettedratfted are essential elements to be covered by all students
studying sport coaching and include core skills such as study skills, research methods and planning for mardanabdecelopmlentents of the main academic dissipdirten

addition, students complete a 20 credit compulsory module that is specific to the programme pathway and thequtunoéslstualedijsractice of coaching science. They then have a further
20 credit module choice of one of ¢éh@atiway specific compulsory modules from the other undergraduate programmes.

At Level 5 students further develop their core research methods and professional development skills thrqugdba?9 ereditesf ddrare are a further 60 cceditsutdory modules

specific to the programme, these develop core knowledge and understanding of both practice and theorgtilndy isf ispegtaicacthiag. These are made up of 20 or 40 credits from sport
development or sexidtural issseStudents then have an additional 20 or 40 credit choice from a rebagedfrttushres depending on the options selected and two applied practical options
worth 10 credits each.

In the final year, students must complete a 40 credit indepentdar8(pcredit compulsory module that is programme specific and which explores the key concepts assaciated with conter
sport coaching, a further 30 credit theory module which provides the opportunity to develop a specialishvard of éclierstcéindl analysis and applications options.

A 10 credit module represents 100 hours of student effort. This nhormaiy3&imaseofclass contact@hdchours of additional directed study and assessment preparagiaaitime for
student. In the case of practimEld modules, the class contact érterided to up to 45 houmsorder to facilitate experiential learning and experience.

Work Based Learning

Work based learning is an important feature of the underggagaometes in Cardiff School of Sport. The increase in the number of new graduates in sport means thatrit th@ow more import
ever to show potential employers that students have been proactive in developing transferable skillshénatariplaeeuddeeisthool provides a range of formal and informal opportunities
for learning and development in the work place including: academic and personal development, career managemecylumdedaganttipgng people skills andrdpeetapge of

general and specialist organisational skills. Work based learning has been developed in line with UWIC anceQAA Codes of Pract

The Student Volunteering module is incorporated as a compulsory module at Leysdricand isdricerporated as an option at Level 6 of the programme. In addition to these two module
sport coaching students are also expected to be involved in coaching practise and use the theory to infoeditpractmgdonad0duleat! 6. The main purpose for engaging students

in this way is to encourage academic and vocational integration. It also allows students opportunities Wwogdingexetiecasantl further develop practical skills
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Appendix 4 Focus Group @deexample

FOCUS GROUP 6 December 2012

Key questions based on previous findings and theGisiojectives.

Objective

Previous findings based on daté
analysidfor year Ireflective logs,
video diaries, previous focus

groups)

Questions to be asked

1- Learning
experiences

Strategic learningetting together
study when there are exams (yea

Independent learningpt motivated
year 1 (not contributing to
classification).

Student sé i nt e
seemed to dictate theillingness t
learn.

1.1 How is independent learning now?
changed? Why? How?

1.2 How do their ambitions affect their
regarding learning and their engagemen
programme? Has it changed? How? Why

1.3How were their ambitions developed]
do they believe were the key moments?
believe they can achieteir ambitiong
(agency; hope)

2-
theory

Coaching

Theory not seen as relevant

coaching (Year 1)

Second and third year students
tellig PhD participants that readin
not necessary
count 0.

2.1 What arghdr thoughts about theory
writingand readingow? Has it changed? I{
why and how?

2.2Would they give the same advice to fit
students now thiagy are in the third year?
(not)?

3 Intellectua
development

Being confused resulted in stu
forgetting about it and being lazy
1)

Lecturers were seen as Authdii
having the right answers

3.1What happens now? Do they get con
What happens next (agency)??

32What are their ap
of the lecturer and the role of the student

4 Identity

Students saw themselves as s
students (not sports coaching stud

Some students mentioned thal
coachingractice they would do ouf
Uni would show how much they
changed as a coach (e.g. Tom)

4.1Think about how you saw yourself in
and how you see yourself now. Has it ch
How? How stable is this change?

4.2How do you compare you capphitctice
now to first year? What has changed?,
Why? What contributed to the change?

5
roles

Lectu

Enthusiasm and humour; care; py
them to do the work were seen a
of |l ecturerso r

Perceptions of caring were relat
beingprovided with the right ans

and being acknowledged., names

51 Wh a't ar e student
|l ecturersodé roles n
they with the roles they experience? Why

5.2 What does CARING means now? H
they know th#te lecturer cares? Have
perceptions changed from year 1?

Allow a flexible approach to the interview guide, prompting as and when appropriate. No specific order in

questions should be askadapt according to the answers provideghbsticipants.
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Appendix 5. Thematic table (objectives 1 and 2) for FGs (Focus Groups), VDs (Video Diaries) and RLs (Reflectivie Logs) in

2 2| o |5
Raw data = £ 22 = O o
= O 0T oy g % L
£ 8 L 8 e} 0 Q3
Gettnk nowl edge of things you dondét knowéor vy o ul Defininglearnihgetting | Conception of
: 1&2 |FG15 |1
teacher. (Steve) knowledge from the lect{ learning
Something that you can actually repea agdin agai néj ust not | i ke a o Defining learning Conception of Lao Egig .
Being able to remember it. (Tom) remembering informatiol learning FG15
You learn a theory and then put the theory into practice. If you arp mot actuallyg it i nt o
as actually learning. (Martin) FG13
Ddining learnifidinking | Conception of 182 | EG14 1
ltés not just about theory, readingéturn t he theoryand practice learning
Gaining knowledge of somethingéahmm, | ear nin
You feel like you should get a grade forit; b, ad 6 s not going to happ el Feelinglikeyou should Strateqic
praised for doing your Iearnir? 1&2 |FG4 9
It feels lik@® K, I 6 m g | ad@Butthe amauatwf effott that toak.o[laughs] (Tracey) reading 9
When itdéds over forty, |l 6m | i ke fiyeso! but th . .
Doing work in the last .
. Straggic
. . . . . - : minute and happy when h 1&2 |FG15 |4
My coaching eoice was the first one. | gave it one minute before. | was sitting there and going 29, g . learning
: : S . they achieve over 40%
| was like (knocking on the table) waiting for the receipt to come out. (Steve)
I need to and feel | should be doing a lot more research on the topics and looking at different theor] Strategic and surface Stratedic 28h
knowl edge and put it into more practical I|dojlt| approach tolearning Iearnir? 1&2 |RL Nov
have other work that | see as more important because reading is not high on my priority list (Trace 9 2011
Yeah. One thing thatosspulli kegsmeoddwandl it ke
really count. Like, it does count, but... (Mary) Being influenced byand Statedic
Jdyears f i r st vy =9 1&2 |FG4 9
Yeah! (Heather) learning
count!
.ités when they say Ilike fAit doesndt count
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Loads of people have told me Aoh, dondét worr B§|ng|r.1.ﬂue.ncedbyamd Strategic
! ~ ~ Jdyears f i r st y ; 1&2 | FG5 9
now. So | think, AOh, (Traceydoesnét count, as | count! learning
I think the main thing is that, as under gandad
we 6 r e n o tfully ghridipatingiirtite(Toyn) n ot Finding it hard to
understanding or fully Independent 1282 | FG 7 12
I think thatdéds why year one, it doesndt c oun participate independent | learning
year one, when you start, youdr e r e aglotherwiSegeat| learning
two is going to be a massive shock! (Daniel)
But, if there was a | ectur e dkalytodotokath of thef. Andhf g Finding it hard to study d
split it between the two, then | &dm |ikely totheirown(independent Independent 182 | FG 4 14
it, do you? Itbés hard. .. itds ham-goujustend upnotdoif learning) learning
it. You think AOh, 16I1 do it next hour! 146l
| feel terrible(rubs left shoulder with her rightdamd)e out there, | want be coaching, | wana be learn
wana be training but ités hard when youbve gFeeIingtheworkis
her head downwards). And the work itself is confusing (eyebroves headdils iownwards towards th 7 . 1st
. N confusing and nobody is| Independent
camera). So today itds been (pauses, pulls htheretohelp learning 1&2 | VD Nov
(tilts her head to her top right) it will be better, (voice goes quieter) being optislisaq simdigsatker 2011
shoulders) | get to lectures. (Fran)
6The start felt i mpossible cos | 6v ethiscleapterforthdso
|l ecturedéél wish |1 6d read every |l ecture now.
was about middle of term two that | realid SedFirdingindependent
I justodonéedfeel pyt as much effort inéyou d Iear_nmgf:]ar?adt_the_start Independent FG 14
comfortably without doing ité. (Tom) $a3|era"e(|nmgnuseleaming 1&2 FG 15 17
or exams linked to
I donét think the motivation is there cos it strategic learming
But even if it was like 10%. (Tom)
Because at college | used to get everything on a pieddi&épppeple would jusiel, do this, work. Exp
the work, like, really go into detail with it, do it by a cédaih ltedesomething to do on that date, do wo . .
at uni you come here they just say fido thiBarngrtomdgpendent Independent
' ' Iearm_ngj previous learning 1&2 |FG6 15
Andyok now, when we had our first coaching sci ¢cxpenence
Everyone was | ike, fiwhat?d (Gavin)
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Sometimes lwislo meone woul d be, Iike, AYou need to Desire to being told wha] Independent 182 £G 3 17
sometimes I'm just leaving it a bit too late. | need to plan my time better. (Katie) and when to do the work learning
Yeah. 1611 do assignment, like, 1611 hand i nHandngassignment |Independent |, 0, | rsg |1
minutes before the dead| learning
Not understanding why |
. o . . . . : Independent 240
I do not get t hi sdmpulsony onrottbut épait to godd ugi ansl payiry for Somet| is doing e lessons as he learnin 1&2 | VD Oct
be taught it So | di dndét pa&y ntdo o i metthafGalilg md paid tde taught 9 2011
| think if I was at home, | probably would do it, but here with all your mates living around you, and | Living on campus and | Independent 182 | FG5 >
the tennis courts, and all sorts... | just, you know, do somethihgmsiteléwntand work. (Nathan) distractions learning
Really not doing work at all actually. | got kicked out of a lecture today for not having done the blog Lack of engagement witl Independent gh
Scienceépretty gaoodaall(.wdiltold far the lhsecaudsg woNk edaching scienc{ academic work learning 1&2 | VD Dec
submitted 2 minutesél submitted work at 5: 28 2011
And, yeah, likedid earlier, | feel like I'm not vergimaok but industry... incisstigrt | suppose. Then yes,
could do quite well in it. Yet I'm here, having to write down everything that... yeah. In order for me { Focusing on knowledge | Coaching theo
, . . . ' X . 1&2 |FG10 |31
coach here, I've got toltle to write an essay well.iWeilnot here to write essays, I'm here to learn hoy action and practice
better coach, which is through coaching. Through practical work. (Barry)
It doesnthatter about all the intellectual stuff unless you want to be a performance analyst or a psy Claiming the mtellectt_JaI Coaching theo
. ; . : stuff does not matter if y : 1&2 |FG10 | 28
anything, anything else completely irrelevant. (Gavin) and pactice
want to be a coach
: . T .| Theories makes actual .
Er : it just makes o ac t, ual c olasci hmpnl ge twooor kcso. mpwWhi coaching too complicate Coachmg_theo 182 |EG17 | 26
using cogNathany heori esé : . and practice
whereas simple is best
I got a | ot of experience you know | donodt rVaIt_ungexpeneqpeas Coaching theo gh
A ) suffice for coaching i
really smooth. |l 6ve got a | ot of exper ickredand : and practice | 1&2 | VD Dec
. . . ; knowledge for action
just being professional. (Gavin) 2011
To me the practical sessions are most relevant as | think they build on thiogseérthpsaddhat i.e. being| The value of practical Experiential 17
more confident and providing feedback, of course the information given in lectures supplement the| sessions | pel 1&2 |RL Oct
) earning
(Katie) 2011
Physiology labitda t t | e more interesting (his left han. . : : L N
doing practical ahm things (raises eyebrows) which | find fartingréheddreways to his |eitppose | Finding praCt'cal Session Expe_rlentlal 10
; ) : . : better for learning learning 1&2 | VD Nov
learn fromitas well | can pictureitt er i n my mind | can think a 2011
think about what notes | 6ve written. (Barry)
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Appendix 6. Thematic talpidjectives 1 and 2) for FGs (Focus Groups), VDs (Video Diaries) and RLs (Reflective Logs) in Yee

3 2 .
Raw data = £ 2 2 S S o °
£73 S =) 2 | €%
£ 3 L 3 O 0} oo
So you have to understand it first, and then you have to keep that in y@iryminkh &e, when you go ir| . . .
that moment when you iavé©h, rHaawaypbadbcan use iit, itods n Learning as understgr_ldl Canception of 1&2 |FG24 |3
. ~ . . and not only memorising learning
itds i mportant to have that understanding (H
| 6d say, | i ke, wiiandyouundecsthnd it froperly. (Marg)d i n your
I guess you understand it first, then maybe Conception of
youstill remember it; still quite ingrained i Understandingandappl‘I : 1&2 |[FG25 |1
. . earning
coaching, then you find ways to do so. N
to apply is quiteesiific to coaching. Just general leatmidgrstanding, the ability to recall it, is enough.
coachingdéds a practical t hing, so being abl e
Ithinkbei ng able to apply it will show that you|Beingableapply Conception of
oréor...itds i mportant to be able to apply ssomethingwillshowthatI : 1&2 |FG26 |7
. earning
(Barry) you have learned it
Learning as implementin
Dani el . Gaining an understanding of somet hi ntosomethingthatisreal| Conception of 182 |EG27 | 32
mean you learn it. | think, like, implementatioteastnding is key for learning. them and gaining an learning
understanding
Er, I 6ve still got a naivety ahotubutd ithadnno telévaree
my head, I wonét do anything about it. (SteyV
Yeahdepends on the model that we wuse, andé/( He| Readingifhe has interes
the subject and if they cq Interest and 122 |FG19 | 12
There should be, Iikeé if | don6t under swaoamd seetherelevanceto learning
read about it. (Steve) coaching.
[laughs] (Heather)

247



Which is odd (Steve)
ltds the other way around! (Heat her)

Yeail shoul dé but é(Steve)

Yeah. But then going back to the coaching sg¢
Because timgr,e@sndcdaeem t hereds coaching. Lik
relevance to coaching, he discussed the hist
coaching, so | waprt,like, koachingi like hbwal sould realybe imarave. & do ung

bit, but it just confuses rakt these different views and opinions. From one end of the scale to the oth
Yeah. (Heather)

So I 6m trying tolf.tew) a broader view by myse

I dondét read up on the subject. (Steve)
No. (Barry)

No. (Nathan)

Not reading up on the

I st IAI dongt dfmdlttlri_llaeemmgtoDemdyo tpr!elfkeer,e nic ej u sst Idosubjectheisnotinterest Intergstand 182 | EG 22 | 27
I dondt . . Il &m not interested in. Or a massiv. learning
tasks that we do every week, | find that mateotéfre gets us to read two journals, two books, it gets
routine of reading. But Ilike, if they say yaog
Yeah, thatés. ..l d&d&m going nowhere for that. (
I dorkétnot mine does that. | donb6t see no one
I just enjoy the coaching assignment, bewaaus_ . . .
. . ) . . Enjoying the assignment
effecté coaching, is it hard, or is easy to - .| Interest and
because it interested hin X 1&2 | FG26 |29
how | coach now...what affects me when | € 08 . aching science learning
literature thdid count. (Steve) 9
It was just so stressful, because | 6 m itlmwritingd Finding it annoying to wi Interest and 1&2 | FG26 | 29

248



thingdd own, aintdhalté nt oluilkde be absol ut e, ITijukteultingnténk e an essay to socio culturg learning
there, bechuatubsaet dsOns grutstofl ilkieke what | dve r ealissuesashedoesnotha
weeks. And | jusessed me out, and | was panicking, what this is going to beilikeo So liket 6 s 1 an interestin it.
good grade. But thatés annoying me, because
modul es whichl |haddnédtbehoawse,ofbutthe modul es
thatds just how it works. (Daniel)
But now you candédt because wedbve realised tha
do. ltés not 1 i ke AOhh, I give up. I canot Being more motivated to
. ~ . . . the work in year two and .
2
But | ast year didndét c oundjystpass. (Stevel * You Werrealising ti;rs:ﬁ%c 182 |Fe30 | 11
The motivation changed because there were | uupasncountstowardst
N - - .| degree
counts towards your deggiee 6 s j ust a massive change. [
rying a | ot harder this year. Everyoneds i
I't prompts you to explain everything youdre
closed question itds just aeweéadogquaeasti oadii| The nature of assessme Strateqic
which actually makes you better, because then when you come to write your essays you have to b| affect the approach to | =9 1&2 |FG30 |7
. . L . . ) earning
thing you say and you have to find who else has said it and how one thing someone has said and { learning
someone has said cararf)
I f theyéif they told me to read them and do Having a puroose for dol Strateqic
because | getto discuss it, Iknowwhat doi ng and where | am. | 6 m g apurp =9 1&2 |FG22 |6
the tasks learning
more relevant to what | learn. (Steve)
Soil thinké just |Iike, almosh bhe wawmi hheygdv e Doing more readi Stratedic
more reading. Which I think is good. Li ke, Yy because ofthe module Iearnir? 1&2 |FG24 |4
of work with you, so you need to contribute to it. Definitely done a lot nuaneseeatithgth€Tom) design 9
Il think itdéds different for coaching science
seminar we have this workbook thabtwee t o di scuss andé to do, t
Because coaching science is half seminar, that we have to, that, to do that seminars actually, we h Completing tasks that ar| Strateaic
that seminar. So | théenkl éaosi dgfiferemort Bui pietng 9 1&2 | FG23 |24
; " . . ; related to assessment | Learning
have to submit, then 16l justé do nothing.
nothing. And when we, when we have this work that we hiagedntmind $ubntit éhis,eso |thave to wor
it.®& (Heather)
We always had a weekly task for Coaching as well, | think that did actually motivate me, because | Doing a weekly task hely :
. . ; . them to engage and reaq Strategic
hadtg o away and do it, but with Learning in S ; 1&2 |FG29 |7
(even if it is just the learning

more motivated to go out and read something because | knew | had to. (Martin)

conclusion)
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