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Abstract 
Coaches play a highly influential role across the whole spectrum of sport. 
Their proficiency is crucial to the progression, welfare and even the personal 
development of the athletes under their charge. Maximising the development 
of that proficiency is therefore a crucial concern of numerous sporting and 
community organisations. Effort must be directed to continuous improve-
ment of learning and development programs for coaches, with consideration 
given to the differing requirements of coaches operating in different contexts. 
Historically, most coach education initiatives have entailed formal instruction 
in “classroom” situations, but feedback from participants suggests that this is 
sub-optimal. Better outcomes might be achieved through methods designed 
to promote informal learning within real-world coaching environments. 
There is evidence that experiential learning resulting from repeated cycles of 
action and reflection can contribute substantially to the development of ex-
pertise. Observation and imitation of significant others is also a powerful 
learning mechanism. Here, we review and summarise literature relating to 
these matters, while also addressing topics such as the nature of coaching, the 
characteristics of expert coaches, and the ways in which coaches currently 
learn. We touch upon the concepts of situated learning, cognitive appren-
ticeship, and mentoring, and identify known barriers and facilitators to adult 
learning. We then provide a suggested framework for the practical design, 
implementation, evaluation, and continual refinement of a program empha-
sising informal but guided nurturing of coach learning and development. The 
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suggested approach is consistent with classical learning theories and incor-
porates the establishment of critical friendships and communities of practice. 
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1. Introduction 

Involvement with sport occurs for various reasons that can be broadly catego-
rised as follows: 
● Participation for Personal Wellbeing: Participants take part in sport for 

personal wellbeing reasons including the social and health benefits associated 
with participation. 

● Personally Referenced Excellence: Participants gain enjoyment from skill 
development and the challenge of surpassing their previous performances.  

● Elite Referenced Excellence: Participants engage with sport for the purpose 
of winning at the highest possible level and generally measure success by 
win/loss ratios (Bailey, Collins, Ford, Macnamara, Toms, & Pearce, 2010). 

A key requirement for sustained success and the realisation of positive out-
comes across each of these categories is exposure to highly effective coaching 
(Lyle, 2002; Cassidy, Jones, & Potrac, 2004; Cushion, Nelson, Armour, Lyle, 
Jones, Sandford, & O’Callaghan, 2010). For example, it is now widely accepted 
that effective coaches play a critical role in promoting the physical and social 
benefits of sport participation (Casey, Eime, Harvey, Sawyer, Craike, Symons, & 
Payne, 2017), enhancing the performance of individual athletes and teams 
(Becker, 2009), and assisting the positive growth and development of young 
people through the provision of transformative sporting experiences (Gilbert & 
Trudel, 2004; Perkins & Hahn, 2020). Given the importance of the role, the re-
cruitment, training and ongoing development of coaches across the entire sport 
spectrum (i.e., community/recreational, developmental, and high-performance) 
is a key priority for most sporting organisations (Schempp, McCullick, & Mason, 
2006). Historically, many coach development programs have involved providing 
coaches with instruction in classroom settings, but the effectiveness of this ap-
proach has been questioned (Cushion, Armour, & Jones, 2006; Stoszkowski & 
Collins, 2014; Maclean & Lorimer, 2016). It has been argued that for most occu-
pations know-how is acquired largely through on-the-job experience and obser-
vation of others in the work environment, with the contribution of formal 
coursework being comparatively small.  

In the 1980s, surveys of leading executives from six major corporations 
showed that the executives believed that ~70% of the skills needed for successful 
performance of their roles had been acquired through having to deal with chal-
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lenging work situations, while ~20% was derived from relationships and interac-
tions with others in the workplace. Only ~10% of the relevant skill development 
was ascribed to formal training (McCall, Lombardo, & Morrison, 1988). In a lat-
er study conducted by Gleeson (1992), 115 child welfare caseworkers subjective-
ly assessed the contribution of six learning modes to acquisition of their required 
job skills. Overall, they gave the highest mean ranking to life experience, fol-
lowed in order by supervision on the job, self-directed learning, agency-sponsored 
in-service training, formal degree education and professional continuing educa-
tion provided outside of their agency. The ranking of formal degree education 
was influenced by the level of qualification obtained, being higher for casework-
ers with postgraduate degrees than for those with basic degrees, but it declined 
as a function of years of experience in the field. Enos, Kehrhahn, & Bell (2003) 
asked 84 managers from a Fortune 100 company how they had learnt each of 20 
previously identified core managerial skills. For 16 of the skills, more than 70% 
of the managers perceived that they had learnt primarily through informal activ-
ities. There were only seven skills that more than 20% of the managers thought 
they had learnt primarily through formal training, and there was no skill for 
which a majority of the managers considered formal training to be the predo-
minant learning mechanism.  

The contention that much valuable learning occurs in the work environment 
can be supported by reference to classical learning theories. For example, the so-
cial development theory of the Russian psychologist Lev Vygotsky postulates 
that learning occurs through relevant social interaction with more knowledgea-
ble others in a “zone of proximal development” incorporating competencies that 
the learner cannot initially demonstrate alone but can achieve with assistance 
(Tudge & Winterhoff, 1993). The sociocultural and political context in which the 
interaction takes place is seen as integral to the learning outcomes, with learning 
prerequisite to development (Tudge & Winterhoff, 1993). The implication of the 
theory is that teachers should aim to create learning contexts in which they ac-
tively collaborate with students to construct meaning. Learning therefore be-
comes a reciprocal experience for learner and teacher, rather than a unidirec-
tional process. The learning is best situated within the dynamic interaction of 
everyday living and work (Lave & Wenger, 1991; Moll, 1990) and provides the 
mechanisms through which new knowledge, skills and behaviours are acquired 
(Jarvis, 2004). 

Bandura (1986) argued that learning occurs primarily through observation 
and imitation of models in social settings. It seems reasonable to suggest that 
people serving as models of effective occupational behaviours and skills are most 
likely to be encountered within the occupational settings. The bioecological 
theory of human development conceived by Bronfenbrenner and colleagues 
emphasises that most learning occurs through personal, complex and reciprocal 
interactions that occur between an individual and the people, objects and sym-
bols in their immediate surroundings on a regular basis over extended periods of 
time (Tudge, Mokrova, Hatfield, & Karnik, 2009). 
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Perhaps stemming partly from the above considerations, a popular notion has 
arisen within the human resource development sector that about 70% of activi-
ties designed to build occupational competencies should be focused on experien-
tial learning derived from dealing with challenging workplace problems, with 
20% focused on social learning (via managerial support, peer support and men-
toring) and 10% on formal learning through classroom instruction. Although 
Clardy (2018) has pointed to weaknesses in the underpinning research and its 
interpretation, and contends that a blanket 70:20:10 framework is unlikely to be 
universally applicable to all professions, the framework has been quite widely 
promoted, and has been adopted by various Commonwealth and State Govern-
ment agencies in Australia (Johnson, Blackman, & Buick, 2018). 

A question arises as to whether use of the 70:20:10 framework, or some varia-
tion of it that still directs substantial attention to experiential and social learning, 
could augment the professional development of coaches. To successfully address 
this question, it is first necessary to understand the nature of the coaching role. 

2. What Is Coaching? 

It is evident from the literature that effective sport coaching is a complex, chal-
lenging and multi-faceted task that requires a variety of skills and involves many 
responsibilities (Lyle, 2002; Cushion, 2007; Mallett, 2007). It can be thought of as 
both a socially constructed activity bound by goal-oriented practice (Côté, 
Young, North, & Duffy, 2007; Cushion et al., 2010; Nelson, 2010) and a peda-
gogical endeavour aimed at bringing about desired changes (Potrac, Brewer, 
Jones, Armour, & Hoff, 2000; Cushion et al., 2006). In an attempt to provide 
greater operational clarity, Lyle (2002) argues that coaching is a process-driven 
undertaking focused on achieving context-specific outcomes and is based on two 
separate but equally valuable modes of operation: sports participation coaching 
(Figure 1) and sports performance coaching (Figure 2). Lyle (2002) stresses that 
this distinction is not meant to imply that participation coaching is in any way 
inferior or less worthy than performance coaching. Rather (as can be seen from 
the examples below), it is intended to demonstrate the different needs, demands, 
aspirations, responsibilities, expectations, and accountabilities associated with 
the different categories of coaching.  

2.1. Sport Participation Coaching 

This form of coaching usually takes place in settings where it would be inappro-
priate for coaches to treat competition and winning as the prime objectives. In-
stead, the aim of a participation coach is to provide opportunities for communi-
ty-based athletes (children, adolescents and adults) to have fun, learn new skills, 
develop confidence, interact with friends and compete socially (Lyle, 2002; Nel-
son, 2010; Perkins, Hahn, Keegan, & Collis, 2014). 

2.1.1. Coaching Children with a Sport Participation Focus  
The primary aim of a participation coach working with children (aged 6 - 12 yrs)  
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Figure 1. An example of participation coaching. Because athletes at this level are not in-
tensively engaged with sport and are largely motivated by reasons associated with person-
al wellbeing (Côté & Gilbert, 2009), a key requirement for participation-focused coaches 
is to create positive and rewarding experiences that promote the social and physical bene-
fits of sport and encourage those who are inactive to become more active. 
 

 
Figure 2. Dr Alcides Sagarra Carón, Cuban Boxing Team Head Coach 1964-2001 and 
arguably one of the world’s most effective sport performance coaches. In addition to 
coaching 32 Olympic Gold medallists and 63 Senior World Champions over the course of 
his career, Dr Sagarra is also credited with developing the highly successful Cuban ama-
teur boxing system (Dunccan, 2000). 
 
is to assist the development of essential physical literacy skills and create a pas-
sion for long-term participation by promoting the social benefits of sport (Jones 
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& Wallace, 2005; Côté, Horton, MacDonald, & Wilkes, 2009; Cushion et al., 
2010).  

2.1.2. Coaching Adolescents with a Sport Participation Focus 
When working with teenagers who take part in sport for personal and social 
wellbeing reasons, participation coaches are primarily concerned with develop-
ing fitness and health-related outcomes through the provision of welcoming, 
encouraging and positive training environments and the use of holistic ap-
proaches to athletic and personal development (Lyle, 2002; Côté et al., 2009; 
Perkins & Hahn, 2019). 

2.1.3. Coaching Adults with a Sport Participation Focus  
Considering that the majority of adult sport participants are motivated by a 
quest for improved health and fitness, having fun and gaining social benefits 
(Australian Sport Commission, 2016), participation coaches need to concentrate 
on implementing safe, fun, inclusive and highly engaging community-focused 
programs that not only provide participants with a sense of belonging but also 
promote opportunities for the development of strong social networks and mea-
ningful friendships (Lyle, 2002; Côté & Gilbert, 2009; Perkins & Hahn, 2019). 

2.2. Sports Performance Coaching 

This category of coaching is largely focused on preparing athletes for competi-
tion. The role entails designing and implementing highly structured yearly 
training programs, analysing performance, and managing competition sche-
dules. Since many community sporting clubs target competitive success within 
the context of their own leagues and levels, their coaches must have a deliberate 
focus on improved sports performance (Lyle, 2002). Consequently, performance 
coaching is found not only in high-performance sport environments but also in 
community sport settings. 

2.2.1. Coaching Young Emerging Athletes  
The focus for sport performance coaches when working with young athletes 
(aged 9 - 12 yrs) who have already committed to highly structured and physically 
demanding year-round training and competition schedules (early specialisation) 
is to build the technical, tactical, physical and cognitive skills required for suc-
cessful performance at current and future levels (Lyle, 2002; Côté et al., 2009; 
Cushion et al., 2010). Due to the young age of the athletes, however, great care 
must be taken to avoid occurrence of negative outcomes that can be associated 
with an early focus on training and competition (e.g., athlete burnout, overuse 
injuries, heightened anxiety, reduced social development and feelings of guilt 
following unsatisfactory performance) (Wiersma, 2000; Hedstrom & Gould, 
2004). 

2.2.2. Coaching Adolescent Performance-Focused Athletes 
While many athletes pursuing a high-performance trajectory are adults, some 
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are younger emerging athletes who are transitioning into pre-elite competitors.  
Coaches working with athletes in this part of the spectrum are primarily con-

cerned with preparing them for the rigors of consistent high-level competition 
and developing capabilities that contribute to enhanced performance (Lyle, 
2002; Côté & Gilbert, 2009). In addition to planning, implementing, evaluating 
and modifying detailed training programs, coaches in this part of the sport spec-
trum are often required to oversee the development of yearly competition sche-
dules, provide administrative and managerial support, work with a range of 
sport scientists and other specialists, monitor and review performances and 
prepare athletes for life after sport (Lyle, 2002; Côté et al., 2007). 

2.2.3. Coaching Adult High-Performance Athletes 
The responsibilities and challenges of working in this part of the coaching spec-
trum are similar to those outlined above, but coaches are often under more 
pressure than counterparts engaged elsewhere on the spectrum. For example, the 
work of a high-performance coach is generally heavily scrutinised by both the 
media and the public who often judge performances only by win/loss ratios and 
consider the coach the sole reason for the competition results of the athletes and 
teams under their charge (Dawson, Dobson, & Gerrard, 2000; Rynne & Mallett, 
2014). 

3. What Skills Are Required to Be an Effective Coach? 

Coaching is a unique occupation that is often performed in highly complex, he-
terogeneous settings that require an ability to work through a range of issues in-
cluding the improvement of individual and/or team performance, developing 
and maintaining morale, and managing the many and varied personal, physical 
and emotional challenges that inevitably arise in such settings (Saury & Durand, 
1998; Nash & Collins, 2006; Rynne & Mallett, 2014). Understanding the skills 
that enable coaches to effectively perform their roles in these challenging envi-
ronments is critical to design of any undertaking focused on enhancing coach 
performance. Table 1 provides an overview of the skills considered essential for 
effective coach practice (Lyle, 2002). 

4. Expert Coaching: What Is It and How do Coaches Become  
Expert Practitioners? 

Comprehensive understanding of the ways in which coaches can develop their 
expertise is an essential foundation for any initiative aimed at aiding the devel-
opment of current coaches and guiding the advancement of future practices. 
Consideration of this task is important since no absolute consensus exists con-
cerning an optimal approach to coach development (Cushion et al., 2010). 

Physical education research suggests that expertise is a domain-specific trait 
and that high levels of subject matter knowledge and experience are essential for 
its development (Manross & Templeton, 1997; Tsangaridou, 2012). This point 
was highlighted by Chen and Rovegno (2000) who examined the differences  
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Table 1. Summary of the different skills, abilities and attributes required of coaches for effective performance in any part of the 
sport spectrum. 

Planning Skills Delivery Skills Management Skills 

Planning refers to a coach’s ability to 
formulate the successful actions and 
strategies required to pursue and 
achieve a certain outcome in line with 
organisational guidelines while  
remaining within the limits of available 
resources (Lyle, 2002). 

The process includes identifying and 
setting achievable and realistic goals, 
developing action plans and strategies 
for the achievement of outcomes, 
monitoring progress and  
implementing any required changes 
(Enos et al., 2003). 

Highly developed delivery skills are considered essential  
for effective coaching (Lyle, 2002) and include ability to: 

Individualise the learning process (Saury & Durand, 1998). 
Encourage, inspire and motivate others (Saury & Durand, 
1998). 

Adapt practices to best suit particular situations (Côté & 
Gilbert, 2009). 

Work with athletes of different ages and competition levels 
(Côté & Gilbert, 2009). 

Communicate effectively and lead by example (Côté &  
Gilbert, 2009). 

Manage complex situations (Saury & Durand, 1998). 
Focus on the personal development of athletes by  
combining the teaching of life skills with the coaching of 
sport skills (Côté & Gilbert, 2009). 

Fulfilling specific managerial-type tasks is 
an integral component of the coaching 
process (Lyle, 2002). Such tasks include: 

Engaging with key stakeholders (Lyle, 2002). 

Building strong relationships with people 
(Perkins et al., 2014). 

Prioritising tasks (Lyle, 2002). 

Cultivating safe, welcoming and positive 
training/learning environments (Perkins & 
Hahn, 2019). 

Developing policies and procedures (Lyle, 
2002). 

Overseeing budgets and performing a range 
of other administrative tasks (Lyle, 2002). 

 
between novice and expert teachers and discovered that the experts had devel-
oped certain skills over the course of their careers which enabled them to be 
much better than their non-expert counterparts at facilitating opportunities for 
the development of such outcomes as positive student interactions, critical 
thinking skills, and the linking of new learning to prior knowledge and expe-
riences. Similar findings were reported by Bell (1997), who argued that expe-
rience is far more effective than verbal information for the development of do-
main-specific knowledge and expertise. Bell (1997) also noted the importance of 
providing learners with carefully planned and well-organised continuous learn-
ing opportunities throughout their careers and suggested the use of mentors as a 
way of facilitating this process. 

When investigating the effects of subject matter expertise in teaching, 
Schempp, Templeton, & Clark (1998) concluded that there was a significant ad-
vantage when teachers taught subjects in which they had extensive knowledge, 
compared to when they taught subjects in which they had only limited expe-
rience and little or no expertise. The importance of subject matter expertise and 
topic-specific knowledge was highlighted also by Swap, Leonard, Shields, & Ab-
rams (2001) who utilised a 1994 review published by Ericsson & Charness (1994) 
as a basis for arguing that experts acquire their knowledge at different stages of 
development and pass through various “levels of knowledge acquisition” through-
out their careers.  

According to Swap et al. (2001), providing learners with authentic and mea-
ningful learning opportunities and then having them reflect upon those expe-
riences is crucial for the development of domain-specific expertise. Swap et al. 
(2001) also support the use of mentors and, like Bell (1997), suggest that men-
tors often aid the learning process by proving critical feedback, assisting with the 
interpretation of experiences and providing appropriate levels of support (Swap 
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et al., 2001). It appears, however, that the effectiveness of mentors is relation-
al-dependent and that positive outcomes tend to occur only once strong, posi-
tive, meaningful and reciprocal mentor/mentee relationships are in place (Dy-
mock, 1999; Colley, Hodkinson, & Malcolm, 2003). This point was highlighted 
by McCaughtry, Cothran, Hodges-Kulinna, Martin, & Faust (2005) who investi-
gated the effectiveness of mentoring relationships and reported that the most ef-
fective mentors tend to be passionate about helping and learning, have highly 
developed interpersonal skills, provide mentees with genuine care and support, 
have an ability to constantly motivate and encourage, and possess large amounts 
of domain-specific knowledge and pedagogical proficiency (McCaughtry et al., 
2005).  

Taken as a whole, the above makes it clear that mentor/mentee relationships 
require a significant investment in time and commitment from both parties to 
be effective. Consequently, care should be exercised in pairing mentors with 
mentees so as not to impede the coach development process by providing 
emerging coaches with avoidable negative experiences. 

When considering the different ways in which coaches can develop their ex-
pertise, DeMarco & McCullick (1997) examined prior research on coaching ef-
fectiveness and other domain-specific expert performances, then identified the 
following five key characteristics of expert coaches: 
● They possess extensive, specialised knowledge.  
● They organise knowledge hierarchically. 
● They are highly perceptive and superior problem solvers.  
● They exhibit automaticity during analysis and instruction.  
● They have highly developed self-monitoring skills.  

According to DeMarco & McCullick (1997), coaches develop their expertise 
from experience, goal setting, acquiring knowledge throughout their careers, 
expanding their thinking, developing their memories, interacting with and ob-
serving other coaches and practices, self-evaluation and critical reflection, and 
improvement of certain cognitive skills including problem solving and automa-
ticity. These authors, however, emphasise that coaching expertise is not achieved 
by simply acquiring the above characteristics. Instead, they note that many other 
important factors, including personal traits, motivation, ambition, and opportu-
nity all play vital roles in the development of domain-specific coaching expertise 
(DeMarco & McCullick, 1997). 

Similar themes are presented by Schempp et al. (2006), who utilised Berliner’s 
(1994) five-stage developmental process to analyse and describe the skills, 
knowledge and capabilities of beginner, competent, proficient and expert coach-
es. Schempp et al. (2006) propose that every expert coach starts at the first stage 
as a beginner and progresses through the various stages by identifying his/her 
deficiencies and ways in which they can be addressed. Progress through the 
stages is determined by several factors including the degree of exposure to 
high-level coaching, the extent of opportunity to take part in formal and 
non-formal learning experiences, personal characteristics, and influences outside 
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of sport, such as work and family commitments. Schempp et al. (2006) conclude 
that seven key attributes are required for expert coaching. These are summarised 
below.  

4.1. Extensive Knowledge 

Expert coaches are passionate about learning and acquire their knowledge 
through various means, including personal experiences, formal educational pro-
grams, mentors, attending workshops, courses and conferences, reading books, 
magazines and journal articles, and working with athletes and other coaches 
(Schempp et al., 2006). 

4.2. Planning 

A key characteristic of expert coaches is that they have high regard for planning, 
with many seeing it as an integral and essential part of their role (Schempp et al., 
2006). 

4.3. Intuition 

Developed over many years and stemming mostly from their extensive use of 
experimentation, reflection and failing and succeeding, expert coaches often use 
“gut feelings” when making decisions. Importantly, a key factor that tends to 
separate expert coaches from less expert colleagues is the extent to which intui-
tive decision-making yields positive outcomes and useful solutions (Schempp et 
al., 2006).  

4.4. Attention to the Atypical 

When discriminating information, expert coaches have a knack for recognising 
what is important and ignoring what is unnecessary. For example, when over-
seeing a training practice an expert coach is subconsciously screening and as-
sessing the session for both typical (usual) and atypical (unusual) occurrences. 
Upon detecting a negative atypical event, an expert coach calls upon his/her ex-
tensive knowledge to firstly discover the cause of the problem and then quickly 
resolve the issue by providing the most appropriate response with a minimum of 
fuss (Berliner, 1994; Schempp et al., 2006). 

4.5. Self-Monitoring 

Expert coaches are generally better than non-expert coaches at identifying and 
understanding their shortcomings and they tend to acknowledge their deficien-
cies more openly (Schempp et al., 2006). Because expert coaches are passionate 
about what they do, they also tend to be more open and committed to the con-
cepts of self-improvement and professional development (Lyle, 2002). 

4.6. Problem-Solving 

Expert coaches are often much better at analysing problems and developing so-
lutions than their non-expert counterparts (Schempp et al., 2006). 
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4.7. Automaticity of Behaviour 

Expert coaches can perform a wide range of complex tasks in ways that appear to 
be completely natural and almost effortless, but that nearly always produce the 
intended outcome and/or result (Schempp et al., 2006). 

4.8. Summary  

While experience is a key contributor for the development of expertise, other 
important factors such as high levels of motivation and determination, good 
fortune, and an existing foundation of talent and innate ability are also required. 
Experts can adapt their practices, styles and approaches to best suit the needs of 
a particular situation. Expert coaching can therefore be described as an agile, 
dynamic and fluid endeavour that is constantly adjusting and adapting to the 
specific demands of a particular setting in an attempt to best meet the individual 
needs of each athlete (Lyle, 2002; Mallett, 2007; Côté et al., 2007)—an undertak-
ing described by Cushion (2006) as “structured improvisation”, and by Berliner 
(2001) as “flexibility in practice”. This description not only provides a bench-
mark to measure current work practices, but helps to demonstrate that, to be 
truly effective, coach development undertakings should at least consider the fol-
lowing three most common findings reported in the literature.  
● Expertise is a dynamic state.  
● Expertise is domain specific.  
● Basic components of expertise can be identified as knowledge, experience 

and problem solving (Herling, 2000). 

5. Current Approaches to Coach Learning and Development 

The ways in which coaches learn and acquire their knowledge have been tho-
roughly reviewed and critically evaluated by Cushion et al. (2010) whose syste-
matic review of the coach learning literature shows that coaches across all parts 
of the sport spectrum are influenced by a mixture of individualised and some-
times ad-hoc formal, non-formal, informal and self-directed learning expe-
riences. The review also reveals that while most coaches tend to favour informal 
approaches to learning, self-directed learning is the preferred method for expert 
coaches.  

Cushion et al. (2010) also note, however, that the optimum mix for coach 
learning is still unknown and that due to an over-focus on elite level coach 
learning, the literature provides little information regarding the learning prefe-
rences and needs of coaches working in the developmental parts of the spec-
trum. To facilitate better understanding of how emerging coaches acquire the 
skills and knowledge needed for the development of domain and level specific 
expertise, a general outline of the different types of learning is presented below. 

5.1. Formal Learning  

In Australia, formal approaches to coach learning mostly take place within the 
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context of readily accessible coach accreditation courses offered and adminis-
tered by National Sporting Organisations (NSOs), and through various courses 
developed and delivered by experts in the Vocational Education and Training 
(VET) sector and other higher education settings (universities). As the name 
implies, this type of learning is generally highly structured in terms of objectives, 
curriculum, and attendance requirements and is usually designed in ways that 
enable attainment of formally recognised, prescribed and predetermined out-
comes designed to meet competency-based requirements (Merriam, Caffarella, 
& Baumgartner, 2007). 

5.2. Non-Formal Learning 

Although formal and non-formal learning share many similar characteristics, 
the latter tends to be more autonomous and less structured, meaning that it does 
not have to follow a formal syllabus or adhere to an external accreditation and 
assessment framework (Merriam et al., 2007). Regarding the autonomous nature 
of this mode of learning, LaBella (1982) suggests that while it is non-mandatory 
there is still an intention from both the teacher/instructor and the learner to 
work together to achieve a pre-planned goal. An example of this approach to 
coach learning is a developing coach making a deliberate and intentional deci-
sion to improve a certain skill or develop an area of knowledge outside of the 
formally structured learning system by participating in a subject-specific work-
shop, attending a conference or working with a more experienced coach (Mal-
lett, Trudel, Lyle, & Rynne, 2009; Cushion et al., 2010).  

5.3. Informal Learning 

While there is no single authoritative definition of informal learning, the con-
temporary understanding is that it happens outside the formal education system, 
is mostly unstructured, does not lead to a qualification and tends to be the out-
come of incidental everyday experiences (Conlon, 2003; Richardson, 2004). 
Ways in which informal learning can occur include:  
● Reading and using the internet.  
● Watching relevant television programs.  
● Attending public lectures.  
● Learning from family and friends.  
● Learning through doing the job.  

Interactions with athletes and other coaches, personal coaching experiences, 
observing other training sessions and reading are some of the ways developing 
coaches can generate new knowledge and enhance existing skills through infor-
mal approaches to learning (Mallett et al., 2009; Cushion et al., 2010).  

5.4. Self-Directed Learning 

In its broadest sense, self-directed learning refers to the ability of an individual 
to identify his/her own learning needs, determine the goals, understand what 
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resources are required for achievement of successful outcomes, develop and ap-
ply the appropriate strategies, and evaluate the outcomes with or without the 
help of an outsider (Knowles, 1975; LaBella, 1982; Merriam et al., 2007). Because 
the responsibility for learning shifts from an external source to the individual, 
self-directed learning can also be thought of as an autonomously led approach to 
the organisation of learning and knowledge attainment (Kaufman, 2003). Pro-
ponents of this approach argue that it can improve such valuable personal traits 
as self-confidence and autonomy, while also enhancing existing learning skills by 
turning learners into active participants in life-long learning journeys (Knowles, 
1975; Kaufman, 2003). To be effective, however, self-directed learning requires 
learners to have an ability to:  
● set clear and achievable goals. 
● plan, implement and evaluate learning activities. 
● form close, respectful and meaningful relationships. 

In addition, most self-directed learners are: 
● willing learners and passionate about a particular area of practice. 
● curious and autonomous by nature. 
● self-motivated and highly disciplined.  
● capable of individualising and customising a learning process to fit their own 

goals and needs (Knowles, 1975; Kaufman, 2003). 
A summary of the formal, non-formal, informal and self-directed approaches 

to coach learning appears in Table 2. 

6. A Closer Look at Informal Coach Learning  

Coaches typically begin their informal learning journey during a long period of 
involvement in sport as athletes. Later, experiences obtained as coaches and ob-
servation of other coaches can become powerful mechanisms of informal learning.  

6.1. Involvement in Sport as an Athlete 

Sport participation experience as an athlete is an unquestionable source of coach 
learning (Ericsson & Charness, 1994). While this is more evident in certain  
 
Table 2. Overview of some of the different approaches used to support and influence 
coach learning and development.  

Formal Coach 
Learning 

Non-Formal 
Coach Learning 

Informal 
Coach Learning 

Self-Directed 
Coach Learning 

Learning arises from  
attending a structured  
formal coach education/ 
learning course.  

Outcomes are generally 
recognised with a  
qualification and/or  
certificate (Mallett et al., 
2009). 

Learning occurs through 
a range of non-formal 
activities that are not 
usually evaluated and do 
not lead to certification 
(Cushion et al., 2010; 
Mallett et al., 2009). 

Learning takes place  
in daily work-related  
settings and in other 
informal and often  
incidental ways  
(Cushion et al., 2010; 
Mallett et al., 2009). 

Learning is the result 
of an autonomously 
led approach to the 
organisation and  
attainment of  
knowledge  
(Kaufman, 2003). 
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sports (Cushion et al., 2010), it has been consistently reported that many coaches 
across the entire sport spectrum developed the foundations of their craft as ath-
letes (Erickson, Bruner, MacDonald, & Côté, 2008; Nelson, 2010). 

For example, when examining the developmental profiles of successful Amer-
ican high-school sport coaches (basketball and cross-country running), Gilbert, 
Lichtenwaldt, Gilbert, Zelezny, & Côté (2009) found that the coaches in their 
study had extensive experiences as athletes (Mean = 2428.8 hours; 19.6 seasons), 
rated their playing ability as above average, and had participated in both indi-
vidual and team sports during their athletic careers. Similar results were pre-
sented by Lynch & Mallett (2006), who utilised the same in-depth quantitative 
structured interview approach to investigate the developmental profiles of suc-
cessful Australian elite-level track and field coaches. Lynch & Mallett (2006) re-
ported that all of the coaches in their sample had participated in various team 
sports, perceived that their athletic ability was above average in comparison to 
age-matched peers, and had accumulated an average of ~4400 hours of sporting 
experience as athletes. 

The major themes reported in the above studies (i.e., accumulating thousands 
of hours as athletes, being of above average in ability and not specialising in the 
sport they now coach) are consistent with the findings of other scholars who 
have reported that positive outcomes achieved through this early stage of coach 
development include that it provided a basic understanding of the coaching role 
through exposure to different coaches and approaches (Gilbert et al., 2009), 
promoted multiple learning experiences (Wright, Trudel, & Culver, 2007), gave 
important insights into some of the challenges associated with staging a training 
session (Bloom, Durand-Bush, Schinke, & Salmela, 1998; Wright et al., 2007) 
and, perhaps most importantly, facilitated an ability to empathise with athletes 
(Schempp et al., 2006; Cushion et al., 2010). 

6.2. Experiential Learning  

In simple terms, experiential learning is learning from experience (Irwin, Han-
ton, & Kerwin, 2004). This dynamic, holistic and multi-dimensional approach to 
development of knowledge is applicable not only in various education settings 
but in all areas of life and is present in almost every human endeavour, which 
might be why it is so often cited in the coach learning literature (Gilbert & Tru-
del, 2001; Cushion et al., 2010). 

6.2.1. Kolb’s Experiential Learning Model 
One of the most popular models for explaining how new skills, knowledge and 
insights are acquired through experience is Kolb’s four-stage experiential learn-
ing model (Figure 3). According to Kolb (1984), new knowledge is generated 
when a learner successfully transitions through the four stages outlined below, 
and although learning can begin at any stage of the cycle, no single stage can be 
considered an effective learning experience on its own. 
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Figure 3. Schematic illustration of Kolb’s experiential learning model, in which learning 
is grounded in reflection and continuously modified by new experiences. 

 
1) An example of Kolb’s learning cycle in action  
Kolb’s experiential learning model can be exemplified as follows:  
Stage 1: A coach has a concrete experience of something new during a train-

ing session. This could be, for instance, the implementation of a novel activity as 
part of a new teaching method.  

Stage 2: The concrete experience is followed by a period of reflection. During 
this stage, the coach considers what went well and identifies areas of possible 
improvement. It is here that the coach develops an initial understanding of what 
aided the athletes’ learning and what hindered it.  

Stage 3: This is when the coach makes sense of what has happened by con-
ceptualising links between what the athletes just did, what the coach thinks they 
already know and what he/she thinks is needed for further improvement. To aid 
this process, the coach may use diverse strategies to clarify and explore his/her 
ideas, with the strategies including reading of online articles, textbooks, and 
perhaps even research papers. 

Information can also be accessed from other valuable sources, including 
YouTube videos, other coaches, conversations with athletes and sport scientists, 
and existing knowledge. The important thing here is that the coach modifies 
his/her initial ideas based on what has been learnt from the observations and 
wider research.  

Stage 4: The coach now applies what has been learnt by taking the ideas from 
the reflective observation and conceptualisation stages and turning them into 
active experimentation. The cycle is then serially repeated, always underpinned 

Concrete Experience 
(CE) 

Experiencing 

Reflective Observation 
(RO) 

Reflecting 

Abstract 
Conceptualisation 

(AC) 
Thinking

Active Experimentation
(AE)

Testing/Acting
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by the newly acquired knowledge. 

6.2.2. Gibbs’ Reflective Cycle 
Understanding of what occurs during the reflective stage of Kolb’s learning 
framework has been aided by Gibbs (1988), who presented a six-stage model to 
assist with the examination and interpretation of experiences. As can be seen in 
Figure 4, the first three stages are concerned with what happened, while the re-
maining three entail formulating a response to the experience. 

1) An example of Gibbs’ Reflective Cycle in action  
Gibbs (1988) notes that capacity for reflective practice can be developed by 

having a learner consciously step through the six-step process in relation to a 
specific occurrence. A summary of how this might be done in a coach learning 
environment is provided below. 

a) Description: During the initial phase, a coach should aim to provide a 
clear and accurate account of an experience. At this stage, the descriptions do 
not need to be analytical, but the account should be factual and concise (Gibbs, 
1988). 

b) Feelings: The coach should use this stage of the process to identify and 
record any thoughts and/or or feelings they had during the experience, with  
 

 
Figure 4. Overview of Gibbs’ six stage Reflective Cycle outlining how this approach to 
learning could aid the development of coaches. 

Description
What happended?

Feelings
What were you 

thinking and feeling?

Evaluation
What elements of the 
experience were good 
and what parts were 

bad?

Analysis
What sense can you 

make of the 
experience?

Conclusion
What do you need to 
do to improve next 

time?

Action Plan
How will you 

improve?
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these directly referenced to specific moments of the experience. It is vital that the 
coach is completely honest in this task since correct identification of thoughts 
and feelings is prerequisite to effective development of strategies in response to 
the experience (Gibbs, 1988). 

c) Evaluation: This phase provides an opportunity for the coach to consider 
what went well and what did not go as well as initially planned (Gibbs, 1988). 

d) Analysis: During this phase the coach may refer to relevant literature 
and/or seek the support of a More Knowledgeable Other to help make sense of 
the experience (Gibbs, 1988).  

For example, if a coach felt the instructions given were not clearly understood, 
he/she could consult educational research on effective communication to help 
develop his/her skills. 

e) Conclusion: Based on the coach’s research, all the different ideas are pulled 
together resulting in a clear understanding of what needs to be improved and the 
ways in which it can be done (Gibbs, 1988). 

f) Action plan: The coach creates a step-by-step detailed plan for provision of 
a new learning experience by utilising information arising from the previous five 
phases. Here the coach decides what will be kept, what requires changing and 
what can be done differently (Gibbs, 1988). The action plan can also include 
strategies aimed at gaining further insights. For example, observing another 
coach’s training session, talking to More Knowledgeable Other and spending 
time with a mentor can all be effective ways to enhance coach development 
(Cushion et al., 2010; Nelson, 2010). 

6.2.3. Reflective Practice 
Similar to the above, Schon’s (1983) reflection theory focuses on ‘learning by 
doing’ and provides a suitable framework for coaches to examine what informs 
their practice and to determine how these factors might subsequently aid or 
hinder their work (see for example, Figure 5). Schon’s (1983) theory suggests 
that the learning incorporates the following two elements: 

Reflection-in-action: In a coach development context, this refers to quick 
thinking and responses during a training session. For instance, a coach trying to 
explain something which the athletes do not initially understand may be able to 
reflect-in-action to quickly recognise the problem, understand why it is occur-
ring, and promptly respond to it by reframing the explanation or approaching 
the topic from a different perspective.  

By contrast, reflection-on-action would take place after the training session. 
Here the coach has the time and space to critically reflect on what occurred and 
can think much more deeply about the situation. Critically reflecting on his/her 
action not only allows the coach to develop a more refined understanding of 
what caused the initial problem but enables the development of solutions aimed 
at minimising the potential for recurrence. The quality of the solutions, however, 
depends on coach characteristics such as level of knowledge, degree of expe-
rience and understanding of relevant theories (Schon, 1983).  
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Figure 5. Schematic overview of the ways in which “reflection-in-action” and “reflec-
tion-on-action” can aid the development of coaches by getting them to think deeply 
about their current practices and identify factors that could subsequently aid or hinder 
their progress. 

 
While the above emphasises that experiential learning and reflective practice 

can play important roles in the development of coaches, all three models out-
lined highlight the need for repeating cycles to ensure continual progression of 
learning. It is also clear that being informed by research and making sense of 
previous experiences are key factors for both professional and personal growth 
of coaches, and for their learning and development. These processes could po-
tentially be enhanced through appointment of a suitably qualified person who 
could take on the role of a More Knowledgeable Other and help developing 
coaches to translate outcomes of contemporary research and innovation into 
routine practice. Suggestions for the implementation of such a role are outlined 
later in the paper in Section 10. 

6.3. Social Learning 

Bandura’s (1986) Social Learning Theory, which he later renamed as Social Cog-
nitive Theory, explains that individuals can learn and develop new skills and be-
haviours simply through observing others, interpreting their actions, and im-
itating them (Table 3). The learning can occur through exposure to any or all of 
three different types of modelling: 

During a training 
session

A situation arises.

Reflection-in-action
Consider the situation. 

Decide how to act.
Act immediatiely. 

After the training session
The coach has the time and space to 

critically reflect on what occured and 
apply deeper thinking.

Reflection-on-action
Reconsider the situation.

Think about what caused the problem.
Develop the solutions.

Next training session
The same or similar situation arises.

Reflection-in-action
Recognition of situation. 

Implementation of new strategies.  
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Table 3. An example of how coach development could occur through social learning. 

Requirements Bandura’s Description Coach Development Example 

Attention An individual notices something in 
the environment (Bandura, 1986). 

A developing coach observes the behaviour 
and attitude of a More Knowledgeable Other. 

Retention The individual remembers what was 
noticed (Bandura, 1986). 

The behaviour of the model produced: 
High levels of confidence and passion. 
Enjoyment. 
Carefully constructed training activities. 
High levels of athlete engagement. 
Displays of mutual respect and trust. 
Athletes being asked a lot of 
thought-provoking questions. 

Reproduction The individual produces an action 
that is a copy of what was noticed 
(Bandura, 1986). 

In conducting training sessions for his/her 
own athletes, the developing coach mimics 
the observed behaviours of the More  
Knowledgeable Other. 

Motivation The environment delivers a  
consequence that enhances the  
probability the behaviour will occur 
again (Bandura, 1986). 

Positive reinforcement and encouragement 
from the More Knowledgeable Other. 
Positive feedback from athletes and other 
stakeholders. 

 
● Live modelling: An individual observes a behaviour or action in a real-world 

situation. 
● Symbolic modelling: An individual observes a behaviour or action displayed 

by real or fictional characters in books or visual media.  
● Verbal instructional modelling: An individual is verbally supplied with a 

description or explanation of a behaviour. 
While the modelling may sometimes be deliberate and planned, it often oc-

curs incidentally as part of routine interaction with various players in the social 
world of the learner.  

The effectiveness of social learning depends on the level of attention that the 
learner directs to the model, the extent to which the learner is able to code and 
retain the information, attempts by the learner to reproduce the modelled ac-
tions (with repeated attempts usually leading to improved performance), and the 
motivation of the learner. 

Intrinsic reinforcement, such as satisfaction and pride associated with per-
formance of the action, is essential to ongoing motivation. Notably, motivation 
can be influenced by observing any rewards or punishment experienced by the 
model because of the observed action. 

Bandura (1986) emphasised that social learning is not just a matter of mental-
ly recording an observed behaviour and then replaying it, but instead depends 
critically on the way in which the learner functions as an active agent in trans-
forming, classifying and organising the modelling stimuli into easily remem-
bered schemes that can be accessed for the purpose of reproducing the beha-
viour (see for example, Figure 6). This means that different individuals exposed 
to the same modelling may have different learning outcomes. 
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Figure 6. The lead author (fourth from left in back row) and his Indian counterparts 
(second and third from left) working together to assist the development of participation 
coaches in northern India through the use of social and collaborative approaches to 
learning. A key message intended to encourage continuous learning during the 6-day 
learning event is presented below: “Great coaches are not born—they are made. Beginner 
coaches become accomplished coaches, and skilled coaches become great coaches, by 
thinking hard about their coaching and discovering new ways to improve it.”—Adapted 
from: Becoming A Reflective Mathematics Teacher: A Guide for Observations and 
Self-Assessment 1st Edition.  

 
According to Bandura (1986), the personal characteristics of an individual 

both influence and are influenced by the behaviour of the model and the social 
world in which he or she operates, through a mechanism described as “triadic 
reciprocal determinism”.  

The characteristics of the model are clearly crucial to the social learning 
process. Interesting and/or admired models are more likely to attract the atten-
tion of the prospective learner, thus setting the process in motion. 

7. Common Learning Methods That Emphasise  
Informal Learning 

Some common learning methods in which informal learning predominates are 
described below. 

7.1. Situated Learning 

Lave & Wenger (1991) argue that optimal learning occurs within the context of 
its intended application, and that knowledge can be very effectively acquired 
through participation in apprenticeship-type roles within the confines of a 
community of practice. According to Lave & Wenger (1991), newcomers join 
these communities as apprentice members who initially participate in only 
low-risk introductory activities but then take on tasks of increasing complexity 
as they gain the knowledge and vocabulary of the community. As learners gain 
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more experience and competence, they gradually move from an apprenticeship 
role to full participants via a process called “legitimate peripheral participa-
tion”—learning by immersion as a part of the process of becoming a community 
member (Lave & Wenger, 1991). Situational learning provides opportunity for 
convergence of formal and informal methods of learning in an environment that 
strongly favours transfer of learning to real-world practice. Down (2002) notes 
that it stands in stark contrast to the “patterning and dependency” learning me-
thods currently employed in the Australian vocational and educational training 
sector and could be instrumental in creating a more adaptable workforce.  

7.2. Cognitive Apprenticeship 

The pedagogical strategies underpinning the theory of situated learning are also 
embodied in the Cognitive Apprenticeship Model (Collins, Brown, & Newman, 
1989), as can be seen in Figure 7. This approach to learning is likewise a social 
and collaborative process whereby knowledge is acquired and contextually tied 
to the settings and situations in which it is learnt. Similar to a community of 
practice, learning in this context is guided by the expertise of a More Knowled-
geable Other who encourages and challenges learners to solve problems with 
critical thinking and kinaesthetic ability—in the same way an apprentice learns a 
trade under the supervision of a master tradesperson (Collins et al., 1989; 
Brown, Collins, & Duguid, 1989; Spector, 2015).  

Teaching Methods 
The teaching methods summarised below are an integral to the cognitive ap-
prenticeship model and are used to develop the critical thinking skills required for 
the successful completion of domain-specific complex tasks (Collins et al., 1989). 
 

 
Figure 7. Schematic representation of a cognitive apprenticeship model illustrating the 
four dimensions that underpin this approach to learning. 
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1) Modelling  
Modelling is the process whereby learners build a conceptual model of the 

task after observing an expert demonstration (Collins et al., 1989). For example, 
a More Knowledgeable Other using explicit instructions while demonstrating 
how to implement a specific training drill would be providing a model to a de-
veloping coach. 

2) Coaching  
Coaching refers to the provision of instructions, suggestions, cues, and 

prompts that a More Knowledgeable Other would provide to a developing coach 
to ensure tasks were correctly completed (Collins et al., 1989). 

3) Scaffolding  
Under the cognitive apprenticeship model, scaffolding is the level of support 

offered to learners when they are developing their skills (Enkenberg, 2001). For 
example, a More Knowledgeable Other may need to provide additional assis-
tance to a developing coach regarding a particular aspect of their role.  

4) Articulation  
Articulation is the process of having learners verbalise their knowledge, rea-

soning, or problem-solving skills (Collins et al., 1989). In the coaching context, 
this process would include a More Knowledgeable Other asking questions, 
which would enable the developing coaches to refine their thinking while facili-
tating opportunities for collaborative learning.  

5) Reflection  
Reflection is an integral part of the learning process (Schon, 1983; Kolb, 1984; 

Gibbs, 1988) and would provide an opportunity for the developing coaches to 
analyse their own performance and identify areas of improvement that models 
the behaviour of the More Knowledgeable Other. 

6) Exploration  
Exploration is an advanced stage of the learning process and occurs when 

learners can correctly identify problems and devise solutions themselves (Collins 
et al., 1989). To enable developing coaches to reach this stage, a More Knowled-
geable Other would need to withdraw his/her support while still assisting where 
required. 

7.3. Mentoring 

Studies investigating the effectiveness of mentorships appear to have been con-
ducted mostly within particular fields of interest and with a specific type of rela-
tionship focus. Results from this research (Wanberg, Welsh, & Hezle, 2003; 
Young, Cady, & Foxon, 2006) are highly compatible with what has been reported 
in the coach learning literature (briefly outlined in Section 4) in showing that 
mentor/mentee relationships are often highly complex, have the potential to 
provide both positive and negative outcomes, and require a significant invest-
ment in time and commitment from both parties to be effective (McCaughtry et 
al., 2005; Colley et al., 2003). In attempting to support the development of 
coaches through mentorships, it is important to ensure that there are no unin-
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tended negative experiences—sentiments also expressed in Section 4. 

8. Advantages and Disadvantages of the Less Formal  
Approaches to Learning  

Research shows that coaches value non-formal learning methods above the for-
mal methods typically employed in coach accreditation courses (Nash, 2008; 
Cushion et al., 2010; Nelson, 2010), and that many coaches have learnt their 
skills through more social and collaborative approaches that have been both ob-
servational in nature and based in their work situations (Cushion, 2007; Mallett, 
2007; Nelson, 2010). 

One of the primary advantages of informal learning is that it facilitates trans-
fer of learning to practical applications. In general, it is also much less expensive 
and more continuous (in that it can continue throughout life). It makes use of 
expertise apart from that existing with the formal education sector, and it tends 
to result in communities of practice within which learners share their knowledge 
and experience. 

On the other hand, there are some disadvantages associated with promotion 
of informal learning as a means of professional development. These include ina-
bility to ensure coverage of specific content, difficulties with quality assurance 
and monitoring of progress, and challenges associated with recognition of 
learning through appropriate certification. Lack of recognised formal qualifica-
tions can limit the vocational opportunities of the learners. Additionally, there is 
risk of an availability bias in the use of resources to support learning. This may 
be manifest through a focus on easy-to-access information rather than that 
which is more difficult to find. Informal learning undertaken in some so-
cio-cultural environments can produce negative outcomes such as social catego-
risation, stereotyping, in-group favouritism, prejudices and discrimination (Di-
Lalla & Gottesman, 1991; Sobhaninejad, 2005). 

Research conducted by Johnson et al. (2018) on the effectiveness of the 
70:20:10 framework in Australian public sector environments revealed that for 
various reasons the framework was failing to produce the desired outcomes. One 
major weakness was an assumption that experiential learning and capability de-
velopment could be automatically achieved simply by having people act in high-
er positions, with no need for supporting structures aimed specifically at learn-
ing facilitation. It was also found that social learning was being pursued largely 
through coaching, mentoring and networking, with very little attention given to 
the potentially profound effects of incidental observational learning and role 
modelling. A further problem was that experiential, social and formal learning 
activities were being implemented separately, with essentially no attempt to in-
tegrate them. This raised possibilities for inconsistencies of learning in the dif-
ferent contexts.  

The design of any initiative aimed at enhancing coach education and devel-
opment through informal learning processes obviously would need to take care-
ful account of the above. There are clear risks that informal learning can be 
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wrongly equated to learning without structure, and that processes designed to 
accomplish it can be pursued in complete isolation from any concurrent formal 
learning.  

9. Insights from the Adult Learning Literature 

Because most coaches are adults, it is worth considering the principles that pre-
sently form the basis of adult education programs, along with the known deter-
rents to adult learning. 

9.1. Pedagogical/Andragogical Principles  

A summary of the general principles of adult learning is provided in Table 4. 
Awareness of these principles may assist in providing more effective learning 
opportunities by connecting the motivation of coaches with the topics that need 
to be taught. 

9.2. Known Deterrents to Adult Learning 

According to Cushion et al. (2010) and Nelson (2010), barriers to coach learning 
have been largely unexplored and knowledge of them is still incomplete. Studies 
focused on adult learning in general have shown, however, that situational bar-
riers (e.g., lack of money and being too busy) and institutional barriers (e.g., 
costs, location of venues and courses being held at inconvenient times) are the 
major reasons for non-participation in courses and programs (Cross, 1981; Va-
lentine & Darkenwald, 1990). 

9.3. Motives for Coach Learning  

A separate but related area of investigation relevant to design of an initiative fo-
cused on coach development is the identification of motives for coach learning. 
Sports Coach UK (2004) reported that unqualified coaching practitioners (i.e., 
individuals who practice without being certified) are more likely to attend a  
 
Table 4. Overview of the principles of adult learning, along with examples of how the in-
formation can be practically applied. 

Principles of adult learning Empirical foundations 

Learning should be self-directed There is growing evidence suggesting that when adult  
learners are encouraged to be responsible for their own 
learning the information is learnt more easily and quickly 
(Merriam, 2001; Blondy, 2007). 

Learning should fill an immediate 
need 

Adults tend to learn better when the information is related to 
a perceived need (Merriam, 2001; Blondy, 2007). 

The learning should be experiential 
and highly participatory 

Most adults are task-oriented, which means they learn best 
when it relates to their experience (Merriam, 2001; Blondy, 
2007). 

Learning environments should be 
respectful and encouraging 

Mutual respect and trust encourage people to share their 
views more openly (Merriam, 2001; Blondy, 2007). 
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course when it is locally available and free. While this alone is not surprising, 
results from the same study show that coach learning/education providers (e.g., 
local authorities, universities, and school representatives) have acknowledged the 
importance of making further funds available to support coaches in their ongo-
ing development (Sports Coach UK, 2004). It is not clear, though, what strategies (if 
any) the coach learning providers have implemented to help address this issue, 
nor are there any reports of the effects of such strategies on factors such as reten-
tion rates, improved performance and transition into higher levels of coaching.  

Vargas-Tonsing (2007) administered a Likert-scale based questionnaire to 366 
youth sport coaches to identify potential factors that would increase the likelih-
ood of further engagement with different forms of coach learning courses.  

The results indicated that the coaches would be more willing to engage in 
higher-level coach learning courses if they were certain that attendance would 
enhance their ability to coach, if the content was directly relevant to their learn-
ing needs, and if it was a mandatory requirement. 

10. Suggestions for Moving Forward: Design of a Coach  
Learning & Development (CLAD) Program Emphasising  
Informal Learning Methods 

The research summarised in this document suggests that a specifically designed 
program underpinned by informal approaches to learning, guided by the peda-
gogical expertise of a More Knowledgeable Other and framed by a commitment 
to the concepts of excellence and continuous improvement would be the most 
effective way to assist with the development of coaches. The following provides 
suggestions intended to aid the construction of such a program, thereby meeting 
the needs of contemporary sport coaches by encouraging, supporting, and guid-
ing them on highly personalised and self-directed learning journeys. The sugges-
tions, however, are intended to provide relevant organisations with ideas that 
might facilitate creation of programs appropriate to their own needs, rather than 
being in any way prescriptive.  

10.1. Step 1: Appointment of a Program Coordinator/More  
Knowledgeable Other 

In the opinion of the authors, a logical first step for the successful implementa-
tion of a comprehensive coach development initiative would be the appointment 
of a suitable Program Coordinator/More Knowledgeable Other. The appointee 
would need to have substantial coaching experience and a passion for helping 
others and seeing them succeed. In addition, the Program Coordinator would 
need a demonstrated ability to translate theory into practice. A history of in-
volvement in successful development, implementation and management of mul-
ti-layered sport development programs also would be beneficial.  

10.2. Step 2: Understanding the Existing CLAD Landscape 

One of the first tasks of the Program Coordinator would be to develop a com-
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prehensive understanding of coach education resources and practices already 
present in the geographic area covered by the initiative. An effort would be made 
to identify any gaps in the existing procedures and to determine, through a con-
sultative process, how the available resources might be drawn together and com-
plemented in a way likely to enhance the professional development of coaches 
and the recognition of coaching as a highly skilled, knowledge-based vocation.  

10.3. Step 3: Cooperative Design of the CLAD Program  

The people to be involved in delivering the CLAD program would need to dis-
cuss and eventually agree upon its key elements. We suggest that the program 
could incorporate the creation of “critical friendships” and communities of prac-
tice.  

10.3.1. Critical Friendships 
The concept of critical friendship, which appears to have originated from the 
work of Stenhouse (1975), has been extensively used in the preparation and pro-
fessional development of teachers (Costa & Kallick, 1993; Ellwood, Roberts, 
Thorpe, & Williams, 2012; Bognar & Krumes, 2017), but has been deployed also 
in other contexts (Ellwood et al., 2012; Hannuksela, 2018), including support of 
action research (Kember, Ha, Lam, Lee, Ng, Yan, & Yum, 1997). A critical friend 
is someone who works closely with the learner to provide meaningful feedback 
and ideas relating to the work of the learner (Swaffield, 2008). The role is differ-
ent from that of a reviewer or assessor, in that the critical friend has the interests 
of the learner at heart (Costa & Kallick, 1993). A critical friend differs from a 
mentor by having a closer relationship with the learner.  

Numerous attempts have been made to define the characteristics of a critical 
friend (MacBeath & Jardine, 1998; Bambino, 2002; Swaffield, 2008). However, 
Stolle, Frambaugh-Kritzer, Freese, & Persson (2019) have noted that these cha-
racteristics can differ quite markedly. Accordingly, they have produced a Critical 
Friend Definition Continuum to demonstrate that a critical friend may be a pre-
vious close friend of the learner, a stranger, or lie somewhere in between. In a 
similar way, there can be variation in the extent to which the critical friend is 
associated with the organisation within which the learner is located, the level of 
expertise of the critical friend, the degree of contact between the critical friend 
and the learner for the purposes of the project, and the extent of specification of 
the expected outcomes of the critical friendship. Some critical friendships are re-
ciprocal in nature, such that each partner in the relationship can learn from the 
other, and a learner may sometimes benefit from having multiple critical friends.  

Stolle et al. (2019) argue that the ideal settings for the parameters included in 
the Critical Friend Definition Continuum depend on the objectives and context 
of the critical friendship, and on the part that the critical friend is intended to 
play. Nevertheless, researchers have identified several factors that generally in-
fluence the effectiveness of critical friendships. These include role clarity, the ex-
istence and progressive building of mutual trust, the commitment of both parties 
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to the arrangement, the duration and stability of the relationship, the critical 
friend having a genuine understanding of the situation in which the learning 
arising from the relationship is being applied, and the willingness of the critical 
friend to provide honest feedback even if it could be unpalatable (Swaffield, 
2007). Trust on the part of the learner can be affected by the pre-existing reputa-
tion and perceived credibility of the critical friend, but Swaffield (2007) has em-
phasised that impressions formed at the first meeting of the two parties can also 
have a significant influence. She further suggests that a critical friend needs to be 
a supporter and advocate for the learner, and never a judge undertaking assess-
ment of the learner on behalf of some overseeing authority.  

In the research of Stolle et al. (2019), successful critical friendships were found 
to be typified by vulnerability (uncertainty, risk, and emotional exposure), true 
reflection, and continual scepticism as to whether the relationship is fully 
achieving its aims. Swaffield (2008) identified dialogue as the core of effective 
critical friendships and noted that it can be inhibited where there are power in-
equalities between the critical friend and the learner.  

The notion of critical friendship is clearly consistent with the view of Vy-
gotsky that learning is socially constructed (Tudge & Winterhoff, 1993). In a 
general sense, a critical friend can serve as a More Knowledgeable Other (Stolle 
et al., 2019) who can assist the learner within the latter’s zone of proximal de-
velopment. It is noteworthy, however, that the critical friend does not need to be 
more knowledgeable than the learner in every sphere of the learner’s operation, 
but only in specifically targeted areas (Stolle et al., 2019).  

We both have a history of working within the Australian sports institute sys-
tem, where we have observed and directly experienced the establishment of what 
can be seen as mutual critical friendships between coaches and other profession-
als, including sport scientists and administrators. Many of these relationships 
appear to have been highly efficacious in promoting coach learning in fields re-
levant to their vocation, while also affording the other professionals increased 
understanding of challenges associated with the practical implementation and 
utility of their disciplinary knowledge. We therefore believe that a program fo-
cused on creating and building appropriate critical friendships can provide a 
powerful means for coach learning and development. In that context it might be 
possible to establish some critical friendships as extensions of already existing 
relationships, but others would likely have to be contrived more in the spirit of 
an arranged marriage, meaning that there could be a requirement for a skilled 
“match-maker”. It is envisaged that the Program Coordinator could oversee the 
match-making process, supported by input from other contributors to program 
delivery. The Program Coordinator could also be a critical friend to at least some 
of the developing coaches.  

10.3.2. Communities of Practice 
Since the early 1990s, much attention has been directed toward the significant 
contribution that social connections and interactions between practitioners can 
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make to informal learning. For example, Lave and Wenger (1991) proposed that 
“communities of practice” incorporating people at differing stages of career de-
velopment, from expert to novice, can provide a powerful means for knowledge 
development and transfer. As outlined earlier in this paper, individuals progress 
within the community from “legitimate peripheral participation” to full accep-
tance as they demonstrate increases in their competencies and commitment to 
group objectives. Communities of practice often arise spontaneously through di-
alogue between practitioners interested in addressing similar workplace chal-
lenges. Their membership can be drawn from multiple different organisations, 
and their scope typically extends beyond any single project. It is argued that they 
are more than just professional networks since they are characterised by some 
form of joint endeavour with potential to yield benefit to both the community as 
a whole and its individual members.  

Li, Grimshaw, Nielsen, Judd, Coyte, & Graham (2009) have noted that the 
original concept of communities of practice was closely aligned to apprentice-
ship models of learning, but that the concept has subsequently evolved, without 
achieving absolute clarity. In the late 1990s, Wenger (1998) characterised com-
munities of practice as having three critical dimensions, which he termed mutual 
engagement, joint enterprise and shared repertoire, with the last of these entail-
ing the use of common resources (such as practical guidelines and other docu-
ments) and jargon. He subsequently noted the importance of events, leadership, 
connectivity, membership, learning projects and artifacts to the successful oper-
ation of communities of practice. Multiple forms of leadership were considered 
necessary, including thought leadership, networking, documentation of practice, 
and coordination of community activities. These multiple forms could be vested 
in one or two people or could be more widely distributed.  

In 2002, Wenger and colleagues (Wenger, McDermott, & Snyder, 2002) re-
configured the critical dimensions of communities of practice, naming them as 
domain, community, and practice. Domain related to the area of focus of the 
community and the competencies required to differentiate members from 
non-members. Community was seen as the social structure enabling interaction 
between members, and practice incorporated the shared repertoire. Additional-
ly, Wenger et al. (2002) de-emphasised earlier notions concerning the sponta-
neous emergence of communities of practice by suggesting that communities 
could be deliberately established or fostered by businesses as a way of building 
staff knowledge and capabilities.  

While there is continuing debate as to how communities of practice should be 
defined (Wenger, 1998), there have been reports of the operation of such com-
munities in various fields (Lesser & Storck, 2001; Corso, Giacobbe, & Martini, 
2009), and there is widespread agreement that they can be powerful vehicles for 
accomplishing learning (Allee, 2000; Lesser & Storck, 2001; Wenger et al., 2002; 
Corso et al., 2009). Intuitively, potential would seem to exist for building com-
munities of practice as a means to advance the learning, development and pro-
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fessional status of sports coaches. Several scholars have pointed out, however, 
that this is not a simple matter. Culver and Trudel (2008) reported three cases in 
which attempts to implement a community of practice met with limited success. 
In one of these, the community of practice initially appeared to be quite produc-
tive, with the coaches commenting positively on its benefits, but when a re-
searcher who was also its facilitator withdrew from the facilitating role the 
community quickly ceased to operate. In the second case, a well-established hie-
rarchy within the coaching group inhibited interaction, with lower-level coaches 
afforded almost no opportunity to meaningfully participate in discussions. The 
third case involved having several high-school sport coaches individually ex-
amine their coaching practices through reflective conversations with the others. 
It was hoped that this would lead to recognition of common issues that could be 
solved through collaboration. Although the process was seen by the coaches as 
valuable, it did not lead to a genuine community of practice, nor did it have any 
noticeable effect on their independent reflective abilities.  

Rynne (2008) points out that most coaches operate in highly competitive en-
vironments that engender a mindset not conducive to the collaborative spirit 
typically regarded as requisite to communities of practice. He also identifies a 
risk that, unless carefully managed, communities of practice could become ex-
clusive, insular, and resistant to positive change. He does note, though, that 
“constellations” of optimally functioning communities of practice have the po-
tential to achieve coach learning outcomes that are not readily achievable 
through other approaches. He is attracted by the possibility that communities of 
practice could be instrumental in transforming sport cultures that historically 
have incorporated elements of racism, sexism and tolerance of violence.  

Stoszkowski & Collins (2014) argue that the effectiveness of communities of 
practice in advancing coach learning and development might be maximised by 
requiring the members to undergo some component of formal education that 
would enable them to understand the ways in which their personal experiences 
have led them to adopt specific beliefs, principles and attitudes. It is hypothe-
sised that this new understanding could increase willingness to discuss, consider 
and learn from the viewpoints of other coaches.  

In general, the extant literature suggests that the development of dynamic 
communities of practice could be well worth pursuing in the coach learning 
context, provided that sufficient attention is given to the factors outlined above. 
An initiative of this type would be consistent with the social learning theory of 
Vygotsky (Tudge & Winterhoff, 1993), as briefly summarised earlier in this pa-
per. 

10.4. Step 4: Securing and Developing Resources Needed for  
Implementation of the Agreed Program  

With agreement on the nature and components of the program in place, the next 
requirement would be to ensure the availability of resources needed to launch 
the program and support it. Included here could be the identification of pros-
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pective critical friends for the coaches, and the development of a blueprint for 
creating and nurturing at least one appropriate community of practice. Atten-
tion could be given to the possibility of establishing separate communities of 
practice for coaches working with athletes having different motivations (i.e., 
Personal Well-being, Personally Referenced Excellence, or Elite Referenced Ex-
cellence—see first page of this paper). The Program Coordinator probably would 
have to be prepared to take on a major role in community of practice facilitation.  

There would need to be access to funding for advertising and promoting the 
program, running events, producing documents and artifacts required for indi-
vidual and/or communal coach learning, and perhaps recruitment of assistance 
from external experts. It would be important to have all the necessary resources 
in place before program launch.  

10.5. Step 5: Engagement with Local Coaches and Generation of  
Interest 

Having completed the above steps, the Program Coordinator (assisted by other 
coach developers identified in Step 2) would engage extensively with local 
coaches. Contact and communication strategies would have to be established 
and could include networking with sporting and other relevant organisations, 
information-sharing presentations at local sporting clubs, social media cam-
paigns, and advertising at community centres. Based on advice from the organi-
sation employing the Program Coordinator, some coaches may be targeted for 
direct contact. Attempts could be made to ensure representation of minority 
groups, females, and people with disabilities through implementation of pur-
posely designed inclusive recruitment policies. The message to all potential can-
didates would be focused on the emergence of an opportunity for interested 
coaches to take part in an individually tailored program aimed at development 
of their domain and level specific coaching expertise. It is likely that the program 
would have wide appeal since coaching is a popular occupation. For example, 
Australian Bureau of Statistics data show that in 2004 almost 595,000 Australians 
aged 15 years and older (and representing 3.8% of the total population in that 
age bracket) performed the role of a coach, instructor, or sport teacher. Notably, 
~77,000 of these coaches were contributing more than 10 hours of volunteer 
work per week (Australian Bureau of Statistics, 2005). 

10.6. Step 6: Implementation of an Application Process That  
Promotes Inclusivity  

In line with industry standards (Ball, Catanzariti, Drake-Brockman, Proctoer, 
Ruskin, & Walsh, 2013), candidates would be required to apply to take part in 
the program by submitting a brief letter or email outlining their experiences, 
reasons for applying, current role, coaching aspirations, educational history and 
a summary of what they hoped to obtain from their participation. The Program 
Coordinator would then liaise with the candidates to gain clearer understanding 
of their professional development needs. This would be a first step toward 
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co-design of the subsequent learning experience.  

10.7. Step 7: Initial Screening of Candidates 

Coaches seeking to take part in the program would be evaluated through a 
screening process resembling those used by sporting organisations to fast-track 
identified athletes into sports or sport programs where they have the potential to 
excel. However, the physical testing component of a traditional athlete screening 
process would be replaced with a range of purposely designed assessments aimed 
at increasing the likelihood that selected candidates would possess the desired 
characteristics, traits and abilities to succeed in a semi-autonomous approach to 
the organisation of learning (Kaufman, 2003). The aim here would be to estab-
lish current levels of competencies so that future progress could be mapped, 
recorded, and submitted as evidence to assist coaches when applying for higher 
levels of certification. 

10.7.1. Overview of Screening Procedures  
As part of the attempt to accurately rate performances, identify current levels of 
knowledge and determine overall suitability for the program, candidates would 
be required to complete a specially designed aptitude test and participate in sev-
eral small group scenario-based training activities. Results from these exercises 
and the outcomes of the informal discussion with the Program Coordinator 
would be combined with information obtained from the application letters to 
help categorise the candidates. 

10.8. Step 8: Categorisation of Candidates  

The categorisation of candidates could be based on a framework such as that 
presented in Table 5 and Table 6 below. The Tables are based on the work of 
Berliner (1994) and Schempp et al. (2006) and provide an overview of the ap-
proach that would be used to help determine overall suitability, current levels of 
knowledge and stages of development. 
 
Table 5. The first section of a coach categorisation framework that could be used to rate 
current levels of knowledge and work practices. 

Stage of development Description of current work practices 

Initial stages of  
development 

(Guided responders) 

Coaches at this level… 
● Tend to have little or no situational perception. 
● Spend a great deal of time enforcing rules. 
● Do not usually plan their training sessions. 
● Mostly use an ad hoc approach to session delivery. 
● Are still trying to establish routines so often believe things are out 

of control. 
● Make use of training drills that are mostly highly structured and 

ineffective. 
● Have little understanding of the theories that underpin the 

learning process so often blame athletes for a lack of athletic 
progression. 
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Continued 

Intermediate stages of 
development 

(Effective adaptors) 

Coaches at this level… 
● Tend to be more experienced than guided responders. 
● Tend to use more flexible work practices. 
● Generally cope better with the complex nature of a training  

environment. 
● Are capable of developing basic strategies and contingency plans 

(i.e., if this happens, then I do that). 
● Can generally appreciate bigger picture goals. 
● Have usually developed an appreciation toward planning. 
● Have started employing different approaches in an effort to  

facilitate more positive outcomes. 

More advanced stages of 
development 

(Independent practitioners) 

Coaches at this level… 
● Are generally much more experienced than guided responders 

and effective adaptors. 
● Have an ability to adapt some of their practices in response to a 

situation (reflection-in-action). 
● Are generally capable of developing quite complex individual 

strategic knowledge and contingency plans. 
● Usually have a full appreciation of the planning process. 
● Use gut feelings to make most decisions, but with varied results. 
● Tend to see situations more holistically by relating current  

concerns to bigger picture goals. 
● Are able to complete some tasks with automaticity and are  

capable of seeing deviations in displays of skills 
● Are generally able to monitor their own performances  

(reflection-on-action). 

 
Table 6. The second section of the coach categorisation framework that could be used to 
initially categorise candidates according to their apparent capability for pursuing a 
semi-autonomous approach to learning.  

Rating Description 

Highly capable ● The candidate appears to possess all the qualities required to be an effective 
semi-autonomous learner. 

● The candidate appears to possess all the characteristics and personal traits 
required to be a highly capable coach. 

● The candidate demonstrates enormous potential across all relevant areas. 
● No external issues are evident. 

Capable ● The candidate appears to possess some of the qualities required to be an 
effective semi-autonomous learner. 

● The candidate appears to possess some of the characteristics and personal 
traits required to be a highly capable coach. 

● The candidate demonstrates potential in certain areas. 
● There are some minor external issues that could impede future development. 

Could be 
capable 

● The candidate does not yet possess many of the qualities required to be an 
effective semi-autonomous learner. 

● The candidate does not currently have many of the characteristics and  
personal traits required to be a highly capable coach. 

● The candidate demonstrates potential in certain areas. 
● Several external issues exist that could potentially impede future develop-

ment. 

10.9. Step 9: Grouping of Candidates 

Depending on the number of expressions of interest in the coach develop-
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ment program, the results of the categorisation process could be used to di-
vide the candidates into two cohorts, both of which would be encouraged to 
participate in an on-line community of practice, with one also to undergo reg-
ular face-to-face interaction with one another, the Program Coordinator and 
critical friends.  

Importantly, use of the above process would allow inclusion of all interested 
candidates, which would be ideal given that the categorisation would provide 
only a “snapshot” of the existing position of candidates in their learning jour-
neys, and it is known that accomplished coaches continually acquire new know-
ledge throughout their careers (Ericsson & Charness, 1994; DeMarco & McCul-
lick, 1997). Although the candidates selected into the face-to-face group would 
receive more intensive support, the others would still receive encouragement 
and support to continue development of their coaching expertise.  

10.10. General Operational Model for the CLAD Program 

While there are a number of different ways in which a CLAD program empha-
sising informal approaches to learning could operate, we favour use of a “collec-
tive action” approach (Marwell, Oliver, & Prahl, 1988) framed by a “continuous 
improvement philosophy” aimed at achieving the specific objective of encour-
aging, supporting and guiding the development of coaches through the provi-
sion of highly personalised and substantially self-directed learning journeys. 

10.10.1. Promoting Continuous Improvement 
Underpinned by the work of Lahy & Found (2015) and guided by the insights of 
Bessant & Francis (1999), the illustration below (Figure 8) demonstrates how a 
culture of continuous improvement and positive change could form the basis of 
an effective and efficient CLAD operational model. In a manner consistent with 
Kolb’s experiential learning cycle, coaches and everyone else involved in the 
program would be encouraged to pursue constant improvement through re-
peated cycles of the five-stage sequence outlined in Figure 8. 

10.10.2. Underpinning Theories, Concepts, Laws and Principles  
The concepts, theories, laws and principles that would underpin the general op-
erational model for the proposed CLAD program are summarised below.  

1) The organisation focus principle 
This principle is based on a belief that a specific and intentional focus on only 

a small number of objectives is often more productive, effective, and efficient 
than attempting to achieve a broad range of outcomes. Lahy & Found (2015), for 
example, argue that organisational members are much more likely to develop the 
strategies required for the achievement of objectives when there are minimal 
competing interests and fewer areas of focus. This suggests that in the present 
case a single focus on a clear objective could be a successful strategy. 

2) The quality over quantity principle 
Adapted from the Schmenner & Swink (1998) theory of operation, this prin-

ciple implies that organisational performance (as defined by an organisation’s  
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Figure 8. Schematic representation demonstrating how repeated cycles of setting objec-
tives, learning, improving, innovating, and sharing could form the basis of a highly effec-
tive and efficient CLAD operational model. 
 
ability to meet its objectives) is enhanced when quality improves and waste de-
clines (Schmenner & Swink, 1998). While it is hoped that all the theories and 
strategies underpinning the proposed initiative would help to achieve the overall 
goal, enhancement of coach performance through outlining clear expectations, 
utilising the inputs of various experts, and implementing specifically designed 
daily, weekly and monthly activity strategies could be instrumental in developing 
a continuous improvement culture. 

3) The experience curve effect 
The experience curve effect describes how the coaches will naturally improve 

over time as they become more experienced and proficient with a range of 
job-specific tasks (i.e., an investment in effort can often produce gains in effi-
ciency) (Bessant & Francis, 1999; Lahy & Found, 2015). Attempts would be 
made to accelerate this process and accomplish positive change through initia-
tives outlined in the following sections.  

4) The contiguity and cumulative capability factor 
This notion here is that new approaches must be constantly developed and 

applied for performance to continuously improve. According to Lahy & Found 
(2015), the likelihood that a designated organisational outcome will be achieved 
is greatly increased when ideas for the development of new approaches are 
sourced from people with different skills, backgrounds and experiences. This 
concept is integral to the model proposed in this paper. 

5) The law of diminishing returns  
The law of diminishing returns relates to situations where the allocation of 

Set Objective 

Learn

Improve Innovate 

Share
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substantial additional time, effort and resources results in only a relatively small 
increase in output (Schmenner & Swink, 1998). It is for this reason that im-
provement rates usually follow a rising sinusoidal trajectory (Lahy & Found, 
2015). The law is salient to the proposed work since it implies that improvement 
is not usually a linear process and that new ideas will be constantly required to 
stimulate cycles of advancement following plateaus. 

10.11. Ensuring Clarity of Expectations, Roles and Responsibilities 

It would be vital for everyone involved with the program to have a clear under-
standing of their roles, responsibilities and expected behaviours. Written speci-
fications could be helpful in achieving this and could be developed by taking ac-
count of the points presented below. 

10.11.1. The Developing Coaches 
Coaches taking part in the program would be expected to: 
● Take substantial responsibility for their own learning and development. 
● Try to customise the learning process to fit in with their own goals and 

needs.  
● Develop and implement action plans aimed at achieving realistic goals.  
● Actively participate in all agreed learning activities.  
● Endeavour to monitor their own progress and help other learners. 
● Work towards sustained and continuous improvement.  
● Commit to all meetings and appointments. 
● Be respectful to others.  
● Be proactive in asking for help and support where needed.  

10.11.2. The Program Coordinator 
The Program Coordinator would be required to oversee all aspects of the plan-
ning and implementation process and would need both high levels of technical 
know-how and first-hand knowledge of tasks assigned to the program partici-
pants. Duties would include analysing and managing project risks, developing 
budget management plans, monitoring participant progress, ensuring com-
pliance with timelines, overseeing other administration tasks, and constantly 
communicating with other team members and key stakeholders to keep every-
one updated and well-informed. 

Because of his/her extensive background in coaching, the Program Coordina-
tor would also work directly with the coaches and attempt to aid their develop-
ment by:  
● Establishing positive and meaningful relationships. 
● Creating a culture where learning is highly valued. 
● Cultivating welcoming learning environments. 
● Assisting with the development of individual goals and action plans.  
● Playing an active role at learning/training and development sessions.  
● Being a critical friend to some of the coaches and liaising with other critical 

https://doi.org/10.4236/jss.2020.812036


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 492 Open Journal of Social Sciences 
 

friends.  
● Facilitating the development of a coaching community of practice (or per-

haps several communities of practice). 

10.11.3. Critical Friends 
It would be vital for potential critical friends of coaches to understand the over-
arching rules of engagement. They would need to realise that they should strive 
to: 
● Encourage continual coach learning. 
● Be a sounding board for new ideas and work practices. 
● Promote opportunities for personal growth of the coaches. 
● Engage in regular dialogue with the coaches (formal face-to-face discussions, 

video calls, informal catchups, emails, Zoom, etc). 
● Support and encourage reflective practice. 
● Provide support to the coaches when the going gets tough. 

Equally, it would be important for critical friends to be aware that they should 
not:  
● Judge or undermine the authority of others.  
● Impose their own agendas and/or offer “quick fixes”. 
● Presume to know more than the coaches about a coaching situation (Bambi-

no, 2002; Baskerville & Goldblatt, 2009).  

10.12. General Structure of the CLAD Program 

We suggest that for each coach the CLAD program could run over a twelve-month 
period, with the design based on information obtained from the initial screening 
process. We envisage that there could be (for example) an initial two-day ad-
ministration period followed by twelve months of intensive guidance and sup-
port. At the end of the twelve-month period, however, attempts would be made 
to keep the group together by offering a range of options designed to encourage 
members to stay connected. 

10.12.1. Initial Two-Day Period 
During the initial two-day period (conducted over a weekend), attention would 
be focused primarily on the formation of positive connections and the develop-
ment of authentic and meaningful relationships (Table 7). Important adminis-
trative tasks, along with several learner-centred informal learning sessions, also 
would be undertaken. 

10.12.2. Additional Twelve-Month Period 
Over the remaining twelve-month period, all coaches would participate in facili-
tated activities designed to establish at least one functional community of prac-
tice.  

The activities would include on-line discussions, catch-ups and webinars in-
volving all members of the team. For the cohort selected for intensive face-to-face 
interaction, informal and highly personalised learning activities guided by inputs  
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Table 7. A summary of the key outcomes that could be achieved during the initial two day period. These outcomes relate to all 
team members, not just the coaches.  

Formation of a positive and highly  
motivated learning community 

Development of individualised action plans Completion of all administrative tasks 

This key outcome could be achieved by… 

Creating a highly positive and supportive  
environment that promotes a sense of  
belonging and encourages independence and 
self-motivation. 

Building and/or reinforcing coach self-efficacy 
and self-worth by reframing explanations in 
ways that motivate persistence through the use 
of a “feed forward” approach (i.e., explaining to 
members what you would like them to achieve, 
instead of telling them what you don’t want 
them to do) (Ste-Marie, Vertes, Rymal, &  
Martini, 2011). 

Connecting the coaches, key stakeholders and 
critical friends to the work, thereby creating a 
sense of collaboration that is more likely to 
favour the willingness of all members to express 
their thoughts and share ideas. 

This key outcome could be achieved by… 

Using a narrative psychology approach (i.e., 
the way humans deal with experiences by  
constructing stories and listening to the stories 
of others) to prepare strategies for the 
achievement of personal goals (Schiff, 2012). 

Providing choice and autonomy regarding 
goal setting. 

Developing strategies to deal with potential 
external concerns and barriers to program 
adherence. 

Offering different perspectives and  
experiences when identifying milestones to 
ensure they are both realistic and attainable. 

This key outcome could be achieved by… 

Staging a group Q&A session that covered a 
range of topics including the purpose of the  
program, ethical considerations, legal  
responsibilities, and the potential risks and  
benefits associated with participation. 

Signing of image release forms, waivers and 
agreements. 

Uploading personal data (e.g., contact details, 
dates-of-birth, addresses, next-of-kin and  
emergency contact details, medical conditions/ 
concerns, etc.) to the program’s data storage unit.  

Developing individual interaction strategies and 
communication models. 

Having technological support measures in place. 

 
from the Program Coordinator and based on each coach’s identified areas of fo-
cus would be conducted at the coaches’ own training sessions, which ideally 
would be attended also by critical friends.  

Through the on-line and field sessions a broad range of topics aimed at en-
hancing the planning, delivery and management skills of coaches could be cov-
ered, including humanistic coaching, athlete safety and wellbeing, the impor-
tance of providing culturally safe standards of care to athletes from different 
ethnic and cultural backgrounds, holistic approaches to athlete development, 
skill development, coaching philosophies, effective communication, delivery of 
training sessions, and the importance of critical reflection. An overview of some 
of the skills that could be addressed is presented in Table 8. 

Additional procedures aimed at accelerating learning and positive change also 
would be undertaken, such as arranging for the coaches to attend and observe 
training sessions conducted by others, talk informally with elite-level coaches, 
and take part in selected workshops and presentations. 

While the above concentrates on the potential positive outcomes that could 
occur during a twelve-month period, there would inevitably be a need to deal 
with some negative occurrences with voluntary withdrawals from the program 
among the most serious of these. Even with substantial advance planning, the 
development of highly personalised action plans, and the extensive and constant 
support of a wide range of people with considerable experience and expertise, 
the outcomes would likely differ between individuals. 

10.13. Examining the Overall Value of the Program 

Continual evaluation of the program would be essential as a basis for continual  
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Table 8. Overview of some skills that could be targeted through regular, informal on-line 
discussions and highly personalised face-to-face learning activities over the twelve-month 
period.  

Planning Skills Delivery Skills Management Skills 

Goal setting. 
Session planning. 

Program planning. 
Competition scheduling. 

Contingency planning (Lyle, 2002). 

Problem solving skills. 
Motivational skills. 
Presentation skills. 

Communication skills. 
Relationship building skills. 

Decision-making skills. 
Intrapersonal skills (Lyle, 2002). 

Administrative skills. 
Budget management skills. 

Interpersonal skills. 
Strategic planning skills. 

Event/Competition  
management skills  

(Lyle, 2002). 

 
refinement and improvement. It is proposed that this could be conducted using 
the “value creation framework” of Wenger, Trayner, & de Laat (2011), since this 
framework offers a means to assess outcomes in ways extending beyond just sta-
tistics on program completions.  

10.13.1. General Outline of the Value Creation Framework 
Wenger et al. (2011) developed the value creation framework with the intention 
of providing an effective tool to help individuals and organisations measure the 
value they generate from participating in communities of practice. According to 
these authors, positive outcomes are achieved from these endeavours when there 
is a willingness of members to acknowledge each other as sources of valuable 
knowledge, when everyone involved with the initiative is considered a collabo-
rator and key contributor, and when people from different backgrounds work 
together to advance learning within a particular domain. 

Over time, the individual experiences, personal stories, and different perspec-
tives that make up these shared endeavours become a valuable learning resource 
with multiple benefits and different forms of value, as indicated below (Wenger 
et al., 2011). 

Immediate value: Members of a joint endeavour can often gain an immediate 
value through their participation because the interactions and activities have 
value in themselves (Wenger et al., 2011). 

Potential value: In some cases, the activities and interactions can produce 
benefits that are not realised immediately but stored as potential value in the 
form of knowledge capital. This type of capital can be further divided into five 
categories: personal assets (human capital), relationships and connections (social 
capital), resources (tangible capital), collective intangible assets (reputational 
capital), and transformed ability to learn (learning capital) (Wenger et al., 2011). 

Applied value: Because potential value is not always used, applied value is 
only generated when new learning has been applied to a specific situation and/or 
task. This alone, however, does not guarantee an improvement in performance 
and critical reflection is required to understand the effects of the introduction of 
new knowledge on work practices in order for the potential value to be realised 
(Wenger et al., 2011). 
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Realised value: Implicit here is an understanding of the ways in which the 
application of potential value (in the form of a type of knowledge capital) to a 
particular task results in an improvement in performance or the achievement of 
a specific goal (Wenger et al., 2011). 

Reframing value: This final form of value occurs when the original objective 
and/or definition of success is redefined. It can include both individual and or-
ganisational goals but attempting to redefine organisational success is likely to 
cause hierarchical tensions requiring careful negotiation with high-level mana-
gerial staff. One method for resolving these tensions is to establish a sub-program 
that has new objectives that are separate from but complementary to those of the 
main program, which (at least temporarily) continues to operate as initially 
planned (Wenger et al., 2011).  

A schematic overview of the Value Creation Framework is presented in Fig-
ure 9.  

10.13.2. Summary of Value That Could Be Created by Participation in the  
CLAD Program  

The following provides a brief summary of the benefits that could arise from the 
proposed CLAD program and the different ways in which the value of the pro-
gram could be measured.  

Immediate value could be demonstrated by a range of positive and mutually 
beneficial interactions and activities, including:  

 

 
Figure 9. Schematic overview of the various types of value that can be produced through 
an initiative, as identified in Wenger’s Value Creation Framework.  
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● Members helping each other on a regular basis. 
● Members offering a range of different perspectives through regular dialogue. 
● Members openly sharing personal experiences and stories. 
● Members engaging in regular online and face-to-face discussions. 

While these interactions and activities have value in themselves and would 
almost certainly aid the development of coaches, it is likely that they would also 
yield other benefits. Some of these, like the formation of new friendship groups, 
may emerge quite rapidly, while the potential for other benefits may not be rea-
lised until later in the program, as can be seen in the following examples. 

Personal assets (Human capital): Stemming mostly from regular online and 
face-to-face discussions and as a result of coach interactions with More Know-
ledgeable Others, this form of capital could emerge as a key to development of 
new strategies to help deal with recurring issues or challenges. In the context of 
the program, human capital could also emerge as a new coaching skill or in the 
shape of important personal traits demonstrated by acts of kindness and com-
passion. This is important, since it has been reported that participation in colla-
borative projects can sometimes result in a reawakening of former professional 
identity (Wenger et al., 2011). 

Relationships and connections (Social capital): Because the knowledge 
generated through the proposed program would be mostly socially constructed 
(Wenger et al., 2011), the relationships and various connections generated could 
be considered a valuable source of capital. For instance, if strong friendship 
bonds were established and there was a general perception amongst members 
that they were valued, respected and important, it is likely that positive inter-
personal risks (such as trying something new and openly sharing thoughts) 
would be facilitated (Edmondson & Lei, 2014). This in turn, would assist with 
the development of new ideas and the creation of new improvement cycles. 

Resources (Tangible capital): All participants in the proposed initiative 
would have the opportunity to engage in activities that could enhance their 
access to this form of capital, which would include information from journal ar-
ticles, conference papers, topic-specific blogs and Vlogs, weekly news updates, 
video footage of group training sessions, participation in online informa-
tion-sharing forums and sharing of links and references to relevant online sto-
ries and/or news items. 

Collective intangible assets (Reputational capital): This form of capital 
could stem from formal recognition of the program and its host institution, 
and/or from an acknowledgement of the innovative approach to coach devel-
opment. 

For example, it is possible that a group of highly committed people from di-
verse backgrounds with access to a wide range of media networks would have 
had an ability to significantly increase the awareness of the initiative through 
sharing of stories and reporting of outcomes as part of a deliberate and collec-
tive-action approach to project promotion. 
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Transformed ability to learn (Learning capital): The emergence of learning 
capital from the envisaged program could occur from perceptions that the so-
cially constructed and situational-based approaches to learning were highly pos-
itive and beneficial. For instance, if some participants saw merit in the use of this 
approach to learning as opposed to the more formal and direct teaching and in-
structional methods, it is highly possible that the approach would be adapted 
and applied to future situations and problems (von Glasersfeld, 1995). 

Because knowledge capital has potential value that may or may not be used, 
applied value would only materialise in the program once a part or all the capi-
tal was employed to meet the demands of a relevant task. A coach using new 
knowledge to redevelop a session plan or adapt a training drill with the aim of 
obtaining a better outcome is an example of how potential value could become 
applied. As noted above, however, application of knowledge does not automati-
cally result in an improvement in performance or the achievement of a new goal. 
Instead, a thorough understanding of how the application of the new knowledge 
affects current work practices is required before its potential is fully realised.  

It is only when the value of the applied knowledge is fully understood that 
realised value occurs (Wenger et al., 2011). 

Reframing value could emerge if, for example, the program was found to be 
particularly effective for coaches working within the developmental sector of 
sport and a decision was taken to concentrate on that particular area in the fu-
ture. The new focus could then result in redefinition of the original objective 
and/or the markers of success (Wenger et al., 2011). 

10.13.3. Interpretation of Value Creation Measures  
Although the above highlights the different ways in which benefits arising from 
the proposed initiative could be measured, it is important to understand that a 
hierarchy of levels does not exist in the value creation framework and that one 
form of value will not automatically lead to another. According to Wenger et al. 
(2011), this is because learning, like performance, is a non-linear and dynamic 
process with distinct phases of knowledge production and the subsequent appli-
cation of that knowledge. These authors also contend that in order to appreciate 
the multiple benefits of collaborative efforts, value should be considered the 
product of independently operating learning cycles that are capable of producing 
enormous benefits in their own right, and consequently may not necessarily 
have to come together in order for successful outcomes to be achieved (Wenger 
et al., 2011).  

The true success of the proposed program should not therefore be determined 
by whether it reached the final cycle (reframing value), but on the quality of 
outcomes created by each separate learning cycle. 

10.14. Reporting Outcomes  

An important aspect of the twelve-month program would be the analysis of data 
and subsequent presentation of resultant information at various stages of the 
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project.  
Wenger et al. (2011) suggest that a qualitative approach to this task is not only 

suitable for the purpose, but perhaps more effective for recounting “value crea-
tion stories”. In the present context, an attempt could be made to provide mul-
tiple stories to ensure comprehensive reporting. The stories could have the fol-
lowing forms: 
● Good news stories: Stories about the different values the program has 

created. 
● Leadership stories: Personal narratives about leaders in the program.  
● Sponsorship stories: Stories about sponsors of the program.  
● Stories of the initiative: Stories about the program itself. 
● Stories of achievement: Stories reflecting how participation in the program 

led to the attainment of new micro-credentials and the subsequent certifica-
tion of higher levels of accreditation.  

10.15. Staying Connected  

At the end of the twelve-month period, attempts would be made to continue the 
work and keep the group together by offering members a range of options de-
signed to encourage them to stay connected. The intention would be based not 
only on a desire to continue supporting, encouraging, and assisting coaches with 
their learning journeys, but also on an aspiration to contribute to the overall 
health and well-being of all group members. Studies have shown that regular 
participation in highly supportive and encouraging social activities can yield 
important positive physiological responses, including cardiovascular reactivity to 
both anticipated and existing stressors (Glynn, Christenfeld, & Gerin, 1999), 
while also yielding immune, endocrine, and cardiovascular function benefits (Uchi-
no, 2006). Social interactions have been shown to reduce allostatic loads—“the cu-
mulative wear and tear on the body due to adapting to adverse physical or psy-
chosocial situations” (McEwen, 2000) and to promote high levels of psychologi-
cal well-being by fostering a sense of relatedness and giving purpose to a per-
son’s life (Thoits, 1995; Cohen, 2004; Hudson, 2017). Additionally, there is 
compelling evidence linking a lack of engagement in quality social activities with 
a host of negative health conditions, including development and progression of 
cardiovascular disease, high blood pressure, recurrent myocardial infarction, de-
layed wound healing and impaired immune function (Thoits, 1995; Robles & 
Kiecolt-Glaser, 2003; Ertel, Glymour, & Berkman, 2009; Hudson, 2017). 

The above makes it clear that providing members with highly positive and 
rewarding social experiences is not only imperative for the promotion of conti-
nuous learning and development opportunities, but for the overall health and 
wellbeing of group members. Retention of social and professional connectedness 
after the twelve-month program could be achieved by giving members the op-
portunity to:  
● Attend regular “keep in touch” days and other social events. 
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● Continue receiving email correspondence aimed at their professional devel-
opment.  

● Continue sharing their stories on the program’s social media pages. 
● Continue engaging with each other through regular face-to-face and online 

catchups. 
● Assist with the running of additional CLAD programs. 
● Work together on other projects. 
● Attend training sessions, workshops and conferences together. 

Additionally, friendships formed through the program could cause members 
to use personal networks to support any group members encountering profes-
sional and/or personal problems.  

11. Concluding Thoughts 

Available research evidence provides a strong rationale for design and imple-
mentation of coach education programs incorporating substantial opportunities 
for informal learning. Existing structures for delivery of coach education may 
need to be adapted to cater for such programs. Although this presents consider-
able challenges, the benefits to sport and to coaching as a vocation could be ex-
tensive. To positively influence the quality of coaching across the whole spec-
trum of sport, there is a need to conceive and experiment with new approaches 
based on emerging evidence, ideas and trends. The recent escalation in the de-
velopment and uptake of video communication technologies for educational 
purposes is opening up new opportunities for connecting coaches with one 
another and with relevant external expertise. This could prove to be a major aid 
to reflective practice and experiential learning. Attention will need to be given to 
the issue of how informal learning accomplished by coaches can be appropriate-
ly recognised. It will become increasingly important to take account of the fact 
that coaching is a “broad church”, and that many coaches who are essential to 
the very fabric of sport are not primarily focused on achieving high-performance 
outcomes. Education programs for these latter coaches will need to be specifi-
cally tailored and promoted. For some areas of coaching, it may even be worth-
while to consider engaging talent from other sectors through a “talent transfer” 
process resembling that sometimes employed to move athletes from one sport to 
another. This process could be structured to ensure that the recruits brought sa-
lient (formal and/or informal) education with them and could serve as an inspi-
ration for existing coaches. Regardless of the exact nature of any new operational 
model, success will depend on the willingness of key personnel from multiple 
organisations to contribute. 

Dedication  

This paper is dedicated to the memory of Professor Keith Lyons, a wonderful 
mentor, confidant and friend who always provided great advice, wisdom and 
genuine care when it was most needed.  
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“Let us be grateful to the people who make us happy; they are the charming 
gardeners who make our souls blossom.”—Marcel Proust 

Conflicts of Interest 

The authors declare no conflicts of interest regarding the publication of this pa-
per. 

References 
Allee, V. (2000). Knowledge Networks and Communities of Practice. OD Practitioner, 

Journal of the Organization Development Network, 32, 1-15.  
http://methodenpool.uni-koeln.de/communities/~%20OD%20Practitioner%20Online
%20-%20Vol_%2032%20-%20No_%204%20(2000)%20~.htm  

Australian Bureau of Statistics (2005). Involvement in Organised Sport and Physical Ac-
tivity, Canberra, Australia. Catalogue No. 6285.0.  
https://www.abs.gov.au/ausstats/abs@.nsf/mediareleasesbyTopic/A7A28D46B767C490
CA256FA1007C464A?OpenDocument  

Australian Sport Commission (2016). AusPlay Participation Data for the Sport Sector: 
Summary of Key National Findings October 2015 to September 2016.  
https://www.clearinghouseforsport.gov.au/__data/assets/pdf_file/0007/762136/34648_
AusPlay_summary_report_accessible2.pdf  

Bailey, R., Collins, D., Ford, P., Macnamara, A., Toms, M., & Pearce, G. (2010). Partici-
pant Development in Sport: An Academic Review. Sports Coach UK and Sport North-
ern Ireland.  
https://www.researchgate.net/publication/242743249_Participant_Development_in_Sp
ort_An_Academic_Review  

Ball, A., Catanzariti, R., Drake-Brockman, A., Proctoer, M., Ruskin, N., & Walsh, P. 
(2013). Australia: From Hiring to Firing: A Basic Guide to the Australian Employment 
Law Life Cycle. Mondaq, May 2013. 
https://www.mondaq.com/australia/Employment-and-HR/238936/From-Hiring-to-Fir
ing-a-basic-guide-to-the-Australian-employment-law-life-cycle  

https://doi.org/10.4236/jss.2020.812036
http://methodenpool.uni-koeln.de/communities/%7E%20OD%20Practitioner%20Online%20-%20Vol_%2032%20-%20No_%204%20(2000)%20%7E.htm
http://methodenpool.uni-koeln.de/communities/%7E%20OD%20Practitioner%20Online%20-%20Vol_%2032%20-%20No_%204%20(2000)%20%7E.htm
https://www.abs.gov.au/ausstats/abs@.nsf/mediareleasesbyTopic/A7A28D46B767C490CA256FA1007C464A?OpenDocument
https://www.abs.gov.au/ausstats/abs@.nsf/mediareleasesbyTopic/A7A28D46B767C490CA256FA1007C464A?OpenDocument
https://www.clearinghouseforsport.gov.au/__data/assets/pdf_file/0007/762136/34648_AusPlay_summary_report_accessible2.pdf
https://www.clearinghouseforsport.gov.au/__data/assets/pdf_file/0007/762136/34648_AusPlay_summary_report_accessible2.pdf
https://www.researchgate.net/publication/242743249_Participant_Development_in_Sport_An_Academic_Review
https://www.researchgate.net/publication/242743249_Participant_Development_in_Sport_An_Academic_Review
https://www.mondaq.com/australia/Employment-and-HR/238936/From-Hiring-to-Firing-a-basic-guide-to-the-Australian-employment-law-life-cycle
https://www.mondaq.com/australia/Employment-and-HR/238936/From-Hiring-to-Firing-a-basic-guide-to-the-Australian-employment-law-life-cycle


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 501 Open Journal of Social Sciences 
 

Bambino, D. (2002). Critical Friends. Educational Leadership, 59, 25-27.  
http://www.ascd.org/publications/educational-leadership/mar02/vol59/num06/Critical
-Friends.aspx  

Bandura, A. (1986). Social Foundations of Thought and Theory: A Social Cognitive Theory. 
Englewood Cliffs, NJ: Prentice-Hall.  
https://psycnet.apa.org/record/1985-98423-000  

Baskerville, D., & Goldblatt, H. (2009). Learning to Be a Critical Friend: From Profession-
al Indifference through Challenge to Unguarded Conversations. Cambridge Journal of 
Education, 39, 205-221. https://doi.org/10.1080/03057640902902260 

Becker, A. J. (2009). It’s Not What They Do, It’s How They Do It: Athlete Experiences of 
Great Coaching. International Journal of Sports Science & Coaching, 4, 93-119.  
https://journals.sagepub.com/doi/pdf/10.1260/1747-9541.4.1.93  
https://doi.org/10.1260/1747-9541.4.1.93 

Bell, M. (1997). The Development of Expertise. Journal of Physical Education, Recreation 
and Dance, 68, 34-38. https://doi.org/10.1080/07303084.1997.10604893 

Berliner, D. (2001). Learning about and Learning from Expert Teachers. International 
Journal of Educational Research, 35, 463-482.  
https://www.academia.edu/7821181/Learning_about_and_learning_from_expert_teach
ers  
https://doi.org/10.1016/S0883-0355(02)00004-6 

Berliner, D. C. (1994). Expertise: The Wonders of Exemplary Performance. In J. N. Man-
gieri, & C. C. Block (Eds.), Creating Powerful Thinking in Teachers and Students (pp. 
141-186). Ft. Worth, TX: Holt, Rinehart and Winston.  
https://www.academia.edu/29686158/Expertise_The_wonder_of_exemplary_performa
nces  

Bessant, J., & Francis, D. (1999). Developing Strategic Continuous Improvement Capabil-
ity. International Journal of Operations & Production Management, 19, 1106-1119.  
https://doi.org/10.1108/01443579910291032 

Blondy, L. C. (2007). Evaluation and Application of Andragogical Assumptions to the 
Adult Online Learning Environment. Journal of Interactive Online Learning, 6, 116-130.  
https://www.ncolr.org/jiol/issues/pdf/6.2.3.pdf  

Bloom, G. A., Durand-Bush, N., Schinke, R., & Salmela, J. H. (1998). The Importance of 
Mentoring in the Development of Coaches and Athletes. International Journal of Sport 
Psychology, 29, 267-281.  
https://www.researchgate.net/publication/257650860_The_Importance_of_Mentoring_
in_the_Development_of_Coaches_and_Athletes  

Bognar, B., & Krumes, I. (2017). Encouraging Reflection and Critical Friendship in Pre-
service Teacher Education. CEPS Journal: Center for Educational Policy Studies Jour-
nal, 7, 87-112. https://files.eric.ed.gov/fulltext/EJ1156930.pdf  

Brown, J. S., Collins, A., & Duguid, P. (1989). Situated Cognition and the Culture of 
Learning. Educational Researcher, 18, 32-41.  
https://doi.org/10.3102/0013189X018001032 

Casey, M. M., Eime, R. M., Harvey, J. T., Sawyer, N. A., Craike, M. J., Symons, C. M., & 
Payne, W. R. (2017). The Influence of a Healthy Welcoming Environment on Partici-
pation in Club Sport by Adolescent Girls: A Longitudinal Study. BMC Sports Science, 
Medicine and Rehabilitation, 9, Article No. 12.  
https://doi.org/10.1186/s13102-017-0076-y 

Cassidy, T., Jones, R., & Potrac, P. (2004). Understanding Sports Coaching: The Social, 
Cultural and Pedagogocial Foundations of Coaching Practice. London: Routledge. 

https://doi.org/10.4236/jss.2020.812036
http://www.ascd.org/publications/educational-leadership/mar02/vol59/num06/Critical-Friends.aspx
http://www.ascd.org/publications/educational-leadership/mar02/vol59/num06/Critical-Friends.aspx
https://psycnet.apa.org/record/1985-98423-000
https://doi.org/10.1080/03057640902902260
https://journals.sagepub.com/doi/pdf/10.1260/1747-9541.4.1.93
https://doi.org/10.1260/1747-9541.4.1.93
https://doi.org/10.1080/07303084.1997.10604893
https://www.academia.edu/7821181/Learning_about_and_learning_from_expert_teachers
https://www.academia.edu/7821181/Learning_about_and_learning_from_expert_teachers
https://doi.org/10.1016/S0883-0355(02)00004-6
https://www.academia.edu/29686158/Expertise_The_wonder_of_exemplary_performances
https://www.academia.edu/29686158/Expertise_The_wonder_of_exemplary_performances
https://doi.org/10.1108/01443579910291032
https://www.ncolr.org/jiol/issues/pdf/6.2.3.pdf
https://www.researchgate.net/publication/257650860_The_Importance_of_Mentoring_in_the_Development_of_Coaches_and_Athletes
https://www.researchgate.net/publication/257650860_The_Importance_of_Mentoring_in_the_Development_of_Coaches_and_Athletes
https://files.eric.ed.gov/fulltext/EJ1156930.pdf
https://doi.org/10.3102/0013189X018001032
https://doi.org/10.1186/s13102-017-0076-y


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 502 Open Journal of Social Sciences 
 

https://doi.org/10.4324/9780203725757 

Chen, W., & Rovegno, I. (2000). Examination of Expert and Novice Teacher’s Construc-
tivist-Oriented Teaching Practices Using a Movement Approach to Elementary Physi-
cal Education. Research Quarterly for Exercise and Sport, 71, 357-372.  
https://doi.org/10.1080/02701367.2000.10608919 

Clardy, A. (2018). 70-20-10 and the Dominance of Informal Learning: A Fact in Search of 
Evidence. Human Resource Development Review, 17, 153-178.  
https://doi.org/10.1177/1534484318759399 

Cohen, S. (2004). Social Relationships and Health. American Psychologist, 59, 676-684.  
https://doi.org/10.1037/0003-066X.59.8.676 

Colley, H., Hodkinson, P., & Malcolm, J. (2003). Informality and Formality in Learning: 
A Report for the Learning Skills Research Centre. London: Learning and Skills Re-
search Centre. http://lllp.iugaza.edu.ps/Files_Uploads/634791628087049086.pdf  

Collins, A., Brown, J. S., & Newman, S. E. (1989). Cognitive Apprenticeship: Teaching the 
Craft of Reading, Writing, and Mathematics. In L. B. Resnick (Ed.), Knowing, Learn-
ing, and Instruction: Essays in Honor of Robert Glaser. Hillsdale, NJ: Lawrence Erl-
baum Associates.  
https://www.taylorfrancis.com/books/e/9781315044408/chapters/10.4324/97813150444
08-14  

Conlon, T. (2003). A Review of Informal Learning Literature, Theory and Implications 
for Practice in Developing Global Professional Competence. Journal of European In-
dustrial Training, 28, 283-295.  
https://www.deepdyve.com/lp/emerald-publishing/a-review-of-informal-learning-liter
ature-theory-and-implications-for-PBXnEyDHTT  
https://doi.org/10.1108/03090590410527663 

Corso, M., Giacobbe, A., & Martini. A. (2009). Designing and Managing Business Com-
munities of Practice. Journal of Knowledge Management, 13, 73-89.  
https://doi.org/10.1108/13673270910962888 

Costa, A. L., & Kallick, B. (1993). Through the Lens of a Critical Friend. Educational Lea-
dership, 51, 49-51.  
http://www.ascd.org/publications/educational-leadership/oct93/vol51/num02/Through
-the-Lens-of-a-Critical-Friend.aspx 

Côté, J., & Gilbert, W. (2009). An Integrative Definition of Coaching Effectiveness and 
Expertise. International Journal of Sports Science and Coaching, 4, 307-323.  
https://doi.org/10.1260/174795409789623892 

Côté, J., Horton, S., MacDonald, D., & Wilkes, S. (2009). The Benefits of Sampling Sports 
during Childhood. Physical and Health Education Journal, 74, 6-11.  
https://www.researchgate.net/profile/Jean_Cote3/publication/236002408_The_Benefits
_of_Sampling_Sports_During_Childhood/links/55b7785d08ae092e9657175c/The-Bene
fits-of-Sampling-Sports-During-Childhood.pdf  

Côté, J., Young, B., North, J., & Duffy, P. (2007). Towards a Definition of Excellence in 
Sport Coaching. International Journal of Coaching Science, 1, 3-17.  
https://www.researchgate.net/publication/43501231_Towards_a_Definition_of_Excelle
nce_in_Sport_Coaching  

Cross, P. K. (1981). Adults as Learners. San Francisco, CA: Jossey-Bass.  
https://catalogue.nla.gov.au/Record/1473560  

Culver, D., & Trudel, P. (2008). Clarifying the Concept of Communities of Practice in 
Sport. International Journal of Sports Science & Coaching, 3, 1-10.  
https://doi.org/10.1260/174795408784089441 

https://doi.org/10.4236/jss.2020.812036
https://doi.org/10.4324/9780203725757
https://doi.org/10.1080/02701367.2000.10608919
https://doi.org/10.1177/1534484318759399
https://doi.org/10.1037/0003-066X.59.8.676
http://lllp.iugaza.edu.ps/Files_Uploads/634791628087049086.pdf
https://www.taylorfrancis.com/books/e/9781315044408/chapters/10.4324/9781315044408-14
https://www.taylorfrancis.com/books/e/9781315044408/chapters/10.4324/9781315044408-14
https://www.deepdyve.com/lp/emerald-publishing/a-review-of-informal-learning-literature-theory-and-implications-for-PBXnEyDHTT
https://www.deepdyve.com/lp/emerald-publishing/a-review-of-informal-learning-literature-theory-and-implications-for-PBXnEyDHTT
https://doi.org/10.1108/03090590410527663
https://doi.org/10.1108/13673270910962888
http://www.ascd.org/publications/educational-leadership/oct93/vol51/num02/Through-the-Lens-of-a-Critical-Friend.aspx
http://www.ascd.org/publications/educational-leadership/oct93/vol51/num02/Through-the-Lens-of-a-Critical-Friend.aspx
https://doi.org/10.1260/174795409789623892
https://www.researchgate.net/profile/Jean_Cote3/publication/236002408_The_Benefits_of_Sampling_Sports_During_Childhood/links/55b7785d08ae092e9657175c/The-Benefits-of-Sampling-Sports-During-Childhood.pdf
https://www.researchgate.net/profile/Jean_Cote3/publication/236002408_The_Benefits_of_Sampling_Sports_During_Childhood/links/55b7785d08ae092e9657175c/The-Benefits-of-Sampling-Sports-During-Childhood.pdf
https://www.researchgate.net/profile/Jean_Cote3/publication/236002408_The_Benefits_of_Sampling_Sports_During_Childhood/links/55b7785d08ae092e9657175c/The-Benefits-of-Sampling-Sports-During-Childhood.pdf
https://www.researchgate.net/publication/43501231_Towards_a_Definition_of_Excellence_in_Sport_Coaching
https://www.researchgate.net/publication/43501231_Towards_a_Definition_of_Excellence_in_Sport_Coaching
https://catalogue.nla.gov.au/Record/1473560
https://doi.org/10.1260/174795408784089441


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 503 Open Journal of Social Sciences 
 

Cushion, C. (2007). Modelling the Complexity of the Coaching Process. International 
Journal of Sports Science and Coaching, 2, 395-401.  
https://doi.org/10.1260/174795407783359650 

Cushion, C. J. (2006). Mentoring: Harnessing the Power of Experience. In R. Jones (Ed.), 
The Sports Coach as Educator: Reconceptualising Sports Coaching (pp. 128-144). 
London: Routledge.  

Cushion, C. J., Armour, K. M., & Jones, R. L. (2006). Locating the Coaching Process in 
Practice: Models ‘for’ and ‘of’ Coaching. Physical Education and Sport Pedagogy, 11, 
83-99. https://doi.org/10.1080/17408980500466995 

Cushion, C., Nelson, L., Armour, K., Lyle, J., Jones, R., Sandford, R., & O’Callaghan, C. 
(2010). Coach Learning and Development: A Review of Literature. Leeds: Sports Coach 
UK.  
https://www.researchgate.net/publication/265566741_Coach_Learning_and_Developm
ent_A_Review_of_Literature  

Dawson, P., Dobson, S., & Gerrard, B. (2000). Estimating Coaching Efficiency in Profes-
sional Team Sports: Evidence from English Association Football. Scottish Journal of 
Political Economy, 47, 399-421.  

DeMarco, G. M., & McCullick, B. A. (1997). Developing Expertise in Coaching: Learning 
from the Legends. Journal of Physical Education, Recreation and Dance, 68, 37-41.  
https://doi.org/10.1080/07303084.1997.10604909 

DiLalla, L. F., & Gottesman, I. I. (1991). Biological and Genetic Contributors to Violence: 
Widom’s Untold Tale. Psychological Bulletin, 109, 125-129.  
https://doi.org/10.1037/0033-2909.109.1.125 

Down, C. M. (2002). Situated Learning: Where Formal and Informal Learning Converge. 
Training Agenda, 10, 8-11. 

Dunccan, J. (2000). In the Red Corner: A Journey into Cuban Boxing. London: Yellow 
Jersey. 

Dymock, D. (1999). Blind Date: A Case Study of Mentoring as Workplace Learning. The 
Journal of Workplace Learning, 11, 312-317.  
https://doi.org/10.1108/13665629910300496 

Edmondson, A. C., & Lei, Z. (2014). Psychological Safety: The History, Renaissance, and 
Future of an Inter-Personal Construct. Annual Review of Organizational Psychology 
and Organizational Behavior, 1, 23-43.  
https://doi.org/10.1146/annurev-orgpsych-031413-091305 

Ellwood, P., Roberts, J., Thorpe, R., & Williams, C. (2012). Critical Friends: Working with 
Management Researchers for the Commercialisation of University Science. XXIII 
ISPIM Conference: Action for Innovation—Innovating from Experience, Barcelona, 
Spain, 17-20 June 2012, 1-8.  

Enkenberg, J. (2001). Instructional Design and Emerging Teaching Models in Higher 
Education. Computer Human Behaviour, 17, 495-506.  
https://doi.org/10.1016/S0747-5632(01)00021-8 

Enos, M. D., Kehrhahn, M. T., & Bell, A. (2003). Informal Learning and the Transfer of 
Learning: How Managers Develop Proficiency. Human Resource Development Quar-
terly, 14, 369-387.  

Erickson, K., Bruner, M., MacDonald, D., & Côté, J. (2008). Gaining Insight into Actual 
and Preferred Sources of Coaching Knowledge. International Journal of Sport Science 
and Coaching, 3, 527-538. https://doi.org/10.1260/174795408787186468 

Ericsson, K. A., & Charness, N. (1994). Expert Performance: Its Structure and Acquisi-

https://doi.org/10.4236/jss.2020.812036
https://doi.org/10.1260/174795407783359650
https://doi.org/10.1080/17408980500466995
https://www.researchgate.net/publication/265566741_Coach_Learning_and_Development_A_Review_of_Literature
https://www.researchgate.net/publication/265566741_Coach_Learning_and_Development_A_Review_of_Literature
https://doi.org/10.1080/07303084.1997.10604909
https://doi.org/10.1037/0033-2909.109.1.125
https://doi.org/10.1108/13665629910300496
https://doi.org/10.1146/annurev-orgpsych-031413-091305
https://doi.org/10.1016/S0747-5632(01)00021-8
https://doi.org/10.1260/174795408787186468


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 504 Open Journal of Social Sciences 
 

tion. American Psychologist, 49, 725-747.  
https://www.researchgate.net/profile/Neil_Charness/publication/232512760_Expert_perfor
mance_Its_structure_and_acquisition_Reply/links/551be6bd0cf20d5fbde2207b/Expert-perf
ormance-Its-structure-and-acquisition-Reply.pdf  
https://doi.org/10.1037/0003-066X.49.8.725 

Ertel, K. A., Glymour, M. M., & Berkman, L. F. (2009). Social Networks and Health: A 
Life Course Perspective Integrating Observational and Experimental Evidence. Journal 
of Social and Personal Relationships, 26, 73-92.  
https://doi.org/10.1177/0265407509105523 

Gibbs, G. (1988). Learning by Doing: A Guide to Teaching and Learning Methods. Fur-
ther Education Unit. Oxford: Oxford Polytechnic.  
https://trove.nla.gov.au/work/16621092  

Gilbert, W., & Trudel, P. (2001). Learning to Coach through Experience: Reflection in 
Model Youth Sport Coaches. Journal of Teaching in Physical Education, 21, 16-34.  
https://www.researchgate.net/publication/288801296_Learning_to_Coach_through_Ex
perience_Reflection_in_Model_Youth_Sport_Coaches  
https://doi.org/10.1123/jtpe.21.1.16 

Gilbert, W., & Trudel, P. (2004). The Role of the Coach: How Model Youth Team Sport 
Coaches Frame Their Roles. The Sport Psychologist, 18, 21-43.  
https://www.researchgate.net/publication/286969999_Role_of_the_Coach_How_Mode
l_Youth_Team_Sport_Coaches_Frame_Their_Roles  
https://doi.org/10.1123/tsp.18.1.21 

Gilbert, W., Lichtenwaldt, L., Gilbert, J., Zelezny, L., & Côté, J. (2009). Developmental 
Profiles of Successful High School Coaches. International Journal of Sports Science & 
Coaching, 4, 415-431. https://doi.org/10.1260/174795409789623928 

Gleeson, J. P. (1992). How Do Child Welfare Caseworkers Learn? Adult Education Quar-
terly, 43, 15-29. https://doi.org/10.1177/0741713692043001002 

Glynn, L. M., Christenfeld, N., & Gerin, W. (1999). Gender, Social Support, and Cardi-
ovascular Responses to Stress. Psychosomatic Medicine, 61, 234-242.  
https://doi.org/10.1097/00006842-199903000-00016 

Hannuksela, M. (2018). Critical Friendship Approach in Workplace Communication. 
Master’s Thesis, Helsinki, Finland: Haaga-Helia University of Applied Sciences.  
https://www.theseus.fi/bitstream/handle/10024/148306/Hannuksela_Mira.pdf?sequenc
e=1&isAllowed=y  

Hedstrom, R., & Gould, D. (2004). Research in Youth Sports: Critical Issues Status. Insti-
tute for the Study of Youth Sports. East Lansing, MI: Michigan State University.  
https://www.researchgate.net/publication/247397067_Research_in_Youth_Sports_Criti
cal_Issues_Status  

Herling, R. W. (2000). Operational Definitions of Expertise and Competence. Advances 
in Developing Human Resources, 2, 8-21. https://doi.org/10.1177/152342230000200103 

Hudson, B. R. (2017). Lack of Social Connectedness and Its Consequences. Public Policy 
& Aging Report, 27, 121-123. https://doi.org/10.1093/ppar/prx035 

Irwin, G., Hanton, S., & Kerwin, D. G. (2004). Reflective Practice and the Origins of Elite 
Coaching Knowledge. Reflective Practice, 5, 425-442.  
https://doi.org/10.1080/1462394042000270718 

Jarvis, P. (2004). Adult Education and Lifelong Learning: Theory and Practice (3rd ed., p. 
373). London, UK: Routledge Falmer. https://doi.org/10.4324/9780203561560 

Johnson, S. J., Blackman, D. A., & Buick, F. (2018). The 70:20:10 Framework and the 

https://doi.org/10.4236/jss.2020.812036
https://www.researchgate.net/profile/Neil_Charness/publication/232512760_Expert_performance_Its_structure_and_acquisition_Reply/links/551be6bd0cf20d5fbde2207b/Expert-performance-Its-structure-and-acquisition-Reply.pdf
https://www.researchgate.net/profile/Neil_Charness/publication/232512760_Expert_performance_Its_structure_and_acquisition_Reply/links/551be6bd0cf20d5fbde2207b/Expert-performance-Its-structure-and-acquisition-Reply.pdf
https://www.researchgate.net/profile/Neil_Charness/publication/232512760_Expert_performance_Its_structure_and_acquisition_Reply/links/551be6bd0cf20d5fbde2207b/Expert-performance-Its-structure-and-acquisition-Reply.pdf
https://doi.org/10.1037/0003-066X.49.8.725
https://doi.org/10.1177/0265407509105523
https://trove.nla.gov.au/work/16621092
https://www.researchgate.net/publication/288801296_Learning_to_Coach_through_Experience_Reflection_in_Model_Youth_Sport_Coaches
https://www.researchgate.net/publication/288801296_Learning_to_Coach_through_Experience_Reflection_in_Model_Youth_Sport_Coaches
https://doi.org/10.1123/jtpe.21.1.16
https://www.researchgate.net/publication/286969999_Role_of_the_Coach_How_Model_Youth_Team_Sport_Coaches_Frame_Their_Roles
https://www.researchgate.net/publication/286969999_Role_of_the_Coach_How_Model_Youth_Team_Sport_Coaches_Frame_Their_Roles
https://doi.org/10.1123/tsp.18.1.21
https://doi.org/10.1260/174795409789623928
https://doi.org/10.1177/0741713692043001002
https://doi.org/10.1097/00006842-199903000-00016
https://www.theseus.fi/bitstream/handle/10024/148306/Hannuksela_Mira.pdf?sequence=1&isAllowed=y
https://www.theseus.fi/bitstream/handle/10024/148306/Hannuksela_Mira.pdf?sequence=1&isAllowed=y
https://www.researchgate.net/publication/247397067_Research_in_Youth_Sports_Critical_Issues_Status
https://www.researchgate.net/publication/247397067_Research_in_Youth_Sports_Critical_Issues_Status
https://doi.org/10.1177/152342230000200103
https://doi.org/10.1093/ppar/prx035
https://doi.org/10.1080/1462394042000270718
https://doi.org/10.4324/9780203561560


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 505 Open Journal of Social Sciences 
 

Transfer of Learning. Human Resource Development Quarterly, 29, 383-402.  

Jones, R. L., & Wallace, M. (2005). Another Bad Day at the Training Ground: Coping 
with Ambiguity in the Coaching Context. Sport, Education and Society, 10, 119-134.  
https://www.researchgate.net/publication/248975833_Another_bad_day_at_the_traini
ng_ground_Coping_with_ambiguity_in_the_coaching_context  
https://doi.org/10.1080/1357332052000308792 

Kaufman, D. M. (2003). Applying Educational Theory in Practice. British Medical Jour-
nal, 326, 213-216. https://doi.org/10.1136/bmj.326.7382.213 

Kember, D., Ha, T.-S., Lam, B.-H., Lee, A., Ng, S., Yan, L., & Yum, J. C. K. (1997). The 
Diverse Role of the Critical Friend in Supporting Educational Action Research Projects. 
Educational Action Research Projects, 5, 463-481.  
https://doi.org/10.1080/09650799700200036 

Knowles, M. S. (1975). Self-Directed Learning: A Guide for Learners and Teachers. New 
York: Cambridge Books.  

Kolb, D. (1984). Experiential Learning as the Science of Learning and Development. En-
glewood Cliffs, NJ: Prentice Hall.  
https://www.academia.edu/3396242/Experiential_learning_Experience_as_the_source_
of_learning_and_development?auto=download  

LaBella, T. J. (1982). Formal, Non-Formal and Informal Education: A Holistic Perspective 
on Lifelong Learning. International Review of Education, 28, 159-175.  
https://doi.org/10.1007/BF00598444 

Lahy, A., & Found, P. (February, 2015). Towards a Theory of Continuous Improvement. 
Conference Paper.  
https://www.researchgate.net/publication/318097932_Towards_a_Theory_of_Continu
ous_Improvement  

Lave, J., & Wenger, E. (1991). Situated Learning: Legitimate Peripheral Participation. 
Cambridge, UK: Cambridge University Press.  
https://doi.org/10.1017/CBO9780511815355 

Lesser, E. L., & Storck. J. (2001). Communities of Practice and Organizational Perfor-
mance. IBM Systems Journal, 40, 831-841.  
https://pdfs.semanticscholar.org/d327/f8f0bca6fe91259b49935000aa69ad9f1048.pdf\  
https://doi.org/10.1147/sj.404.0831 

Li, L. C., Grimshaw, J. M., Nielsen, C., Judd, M., Coyte, P. C., & Graham, I. D. (2009). 
Evolution of Wenger’s Concept of Community of Practice. Implementation Science, 4, 
Article No. 11. https://doi.org/10.1186/1748-5908-4-11 

Lyle, J. (2002). Sports Coaching Concepts: A Framework for Coaches’ Behaviour. Lon-
don: Routledge.  
https://www.academia.edu/11302925/Sports_Coaching_Concepts_A_Framework_for_
Coaches_Behaviour  

Lynch, M., & Mallett, C. (2006). Becoming a Successful High Performance Track and 
Field Coach. Modern Athlete and Coach, 22, 15-20.  
https://community.charliefrancis.com/showthread.php?19566-Becoming-a-successful-
high-performance-track-and-field-coach  

MacBeath, J., & Jardine, S. (1998). I Didn’t Know He Was Ill—The Role and Value of the 
Critical Friend. Improving Schools, 1, 41-47.  
https://doi.org/10.1177/136548029803010118 

Maclean, J., & Lorimer, R. (2016). Are Coach Education Programmes the Most Effective 
Method for Coach Development? International Journal of Sports Science & Coaching, 
10, 72-90.  

https://doi.org/10.4236/jss.2020.812036
https://www.researchgate.net/publication/248975833_Another_bad_day_at_the_training_ground_Coping_with_ambiguity_in_the_coaching_context
https://www.researchgate.net/publication/248975833_Another_bad_day_at_the_training_ground_Coping_with_ambiguity_in_the_coaching_context
https://doi.org/10.1080/1357332052000308792
https://doi.org/10.1136/bmj.326.7382.213
https://doi.org/10.1080/09650799700200036
https://www.academia.edu/3396242/Experiential_learning_Experience_as_the_source_of_learning_and_development?auto=download
https://www.academia.edu/3396242/Experiential_learning_Experience_as_the_source_of_learning_and_development?auto=download
https://doi.org/10.1007/BF00598444
https://www.researchgate.net/publication/318097932_Towards_a_Theory_of_Continuous_Improvement
https://www.researchgate.net/publication/318097932_Towards_a_Theory_of_Continuous_Improvement
https://doi.org/10.1017/CBO9780511815355
https://pdfs.semanticscholar.org/d327/f8f0bca6fe91259b49935000aa69ad9f1048.pdf/
https://doi.org/10.1147/sj.404.0831
https://doi.org/10.1186/1748-5908-4-11
https://www.academia.edu/11302925/Sports_Coaching_Concepts_A_Framework_for_Coaches_Behaviour
https://www.academia.edu/11302925/Sports_Coaching_Concepts_A_Framework_for_Coaches_Behaviour
https://community.charliefrancis.com/showthread.php?19566-Becoming-a-successful-high-performance-track-and-field-coach
https://community.charliefrancis.com/showthread.php?19566-Becoming-a-successful-high-performance-track-and-field-coach
https://doi.org/10.1177/136548029803010118


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 506 Open Journal of Social Sciences 
 

https://www.researchgate.net/publication/307512572_Are_coach_education_program
mes_the_most_effective_method_for_coach_development  

Mallett, C. (2007). Modelling the Complexity of the Coaching Process: A Commentary. 
International Journal of Sports Science and Coaching, 2, 419-421.  

Mallett, C. J., Trudel, P., Lyle, J., & Rynne, S. B. (2009). Formal vs. Informal Coach Edu-
cation. International Journal of Sports Science & Coaching, 4, 325-364.  
https://doi.org/10.1260/174795409789623883 

Manross, D., & Templeton, C. (1997). Expertise in Teaching Physical Education. Journal 
of Physical Education, Recreation and Dance, 68, 29-35.  
https://doi.org/10.1080/07303084.1997.10604908 

Marwell, G., Oliver, P. E., & Prahl, R. (1988). Social Networks and Collective Action: A 
Theory of the Critical Mass. III. American Journal of Sociology, 94, 502-534.  
https://www.ssc.wisc.edu/~oliver/wp/wp-content/uploads/2014/08/6-social-networks-a
nd-collective-action.pdf  
https://doi.org/10.1086/229028 

McCall, M. W. J., Lombardo, M. M., & Morrison, A. M. (1988). The Lessons of Expe-
rience: How Senior Executives Develop on the Job. Lexington, MA: Lexington Books.  
https://trove.nla.gov.au/work/8465712  

McCaughtry, N., Cothran, D., Hodges-Kulinna, P., Martin, J., & Faust, R. (2005). Teach-
ers Mentoring Teachers: A View over Time. Journal of Teaching in Physical Education, 
24, 326-343. http://digitalcommons.wayne.edu/coe_khs/16  
https://doi.org/10.1123/jtpe.24.4.326 

McEwen, B. S. (2000). Allostasis and Allostatic Load: Implications for Neuropsycho-
pharmacology. Neuropsychopharmacology, 22, 108-124.  
https://doi.org/10.1016/S0893-133X(99)00129-3 

Merriam, S. B. (2001). Andragogy and Self-Directed Learning: Pillars of Adult Learning 
Theory. In S. B. Merriam (Ed.), The New Update on Adult Learning Theory: New Di-
rections for Adult and Continuing Education (pp. 3-14). Hoboken, NJ: John Wiley & 
Sons, Inc.  

Merriam, S. B., Caffarella, R. S., & Baumgartner, L. M. (2007). Learning in Adulthood: A 
Comprehensive Guide. San Francisco, CA: Jossey-Bass.  

Moll, L. C. (1990). Vygotsky and Education: Instructional Implications and Applications 
of Sociohistorial Psychology. New York: Cambridge University Press.  
https://doi.org/10.1017/CBO9781139173674 

Nash, C. S. (2008). Thesis: The Role of Coach Education in the Development of Expertise 
in Coaching. Edinburgh Research Archive. https://era.ed.ac.uk/handle/1842/3437  

Nash, C., & Collins, D. (2006). Tacit Knowledge in Expert Coaching: Science or Art? 
Quest, 58, 465-477.  
https://excelsiorgroup.co.uk/wp-content/uploads/2015/04/Expert-coaching.pdf  
https://doi.org/10.1080/00336297.2006.10491894 

Nelson, L. J. (2010). Thesis: Understanding Coach Learning. Loughborough: Loughbo-
rough University.  
https://repository.lboro.ac.uk/articles/Understanding_coach_learning/9608861  

Perkins, P., & Hahn, A. (2019). Factors Underpinning at Least Three Years of Participant 
Adherence to a Community-Focused Modified Boxing Program. Open Journal of So-
cial Sciences, 7, 298-331. https://doi.org/10.4236/jss.2019.72023 

Perkins, P., & Hahn, A. (2020). Positive Youth Development through a Co-Designed 
Modified Boxing Program. Open Journal of Social Sciences, 8, 148-199.  

https://doi.org/10.4236/jss.2020.812036
https://www.researchgate.net/publication/307512572_Are_coach_education_programmes_the_most_effective_method_for_coach_development
https://www.researchgate.net/publication/307512572_Are_coach_education_programmes_the_most_effective_method_for_coach_development
https://doi.org/10.1260/174795409789623883
https://doi.org/10.1080/07303084.1997.10604908
https://www.ssc.wisc.edu/%7Eoliver/wp/wp-content/uploads/2014/08/6-social-networks-and-collective-action.pdf
https://www.ssc.wisc.edu/%7Eoliver/wp/wp-content/uploads/2014/08/6-social-networks-and-collective-action.pdf
https://doi.org/10.1086/229028
https://trove.nla.gov.au/work/8465712
http://digitalcommons.wayne.edu/coe_khs/16
https://doi.org/10.1123/jtpe.24.4.326
https://doi.org/10.1016/S0893-133X(99)00129-3
https://doi.org/10.1017/CBO9781139173674
https://era.ed.ac.uk/handle/1842/3437
https://excelsiorgroup.co.uk/wp-content/uploads/2015/04/Expert-coaching.pdf
https://doi.org/10.1080/00336297.2006.10491894
https://repository.lboro.ac.uk/articles/Understanding_coach_learning/9608861
https://doi.org/10.4236/jss.2019.72023


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 507 Open Journal of Social Sciences 
 

https://doi.org/10.4236/jss.2020.81013 

Perkins, P., Hahn, A., Keegan, R., & Collis, I. (2014). Why Do Community-Based Athletes 
Choose to Participate in a Modified, Low-Risk form of Boxing? An Interpretative Phe-
nomenological Analysis. Quest Journals of Research in Humanities and Social Science, 
2, 60-69. https://doi.org/10.9790/9467-2116069 

Potrac, P., Brewer, C., Jones, R. L., Armour, K., & Hoff, J. (2000). Towards an Holistic 
Understanding of the Coaching Process. Quest, 52, 189-199.  
https://doi.org/10.1080/00336297.2000.10491709 

Richardson, S. (2004). Employers’ Contribution to Training. Adelaide, Australia: National 
Centre for Vocational Education Research.  
https://ncver.edu.au/research-and-statistics/publications/all-publications/employers-co
ntribution-to-training  

Robles, F. T., & Kiecolt-Glaser, K. J. (2003). The Physiology of Marriage: Pathways to 
Health. Physiology and Behavior, 79, 409-416.  
https://synergyexplorers.org/wp-content/uploads/2019/11/Keicolt-Glaser03.pdf  
https://doi.org/10.1016/S0031-9384(03)00160-4 

Rynne, S. B. (2008). Clarifying the Concept of Communities of Practice in Sport: A 
Commentary. International Journal of Sports Science and Coaching, 3, 11-27.  
https://doi.org/10.1260/174795408784089306 

Rynne, S., & Mallett, C. (2014). Coaches’ Learning and Sustainability in High Perfor-
mance Sport. Reflective Practice, 15, 12-26.  
https://doi.org/10.1080/14623943.2013.868798 

Saury, J., & Durand, M. (1998). Practical Knowledge in Expert Coaches: On-Site Study of 
Coaching in Sailing. Research Quarterly for Exercise and Sport, 69, 254-266.  
https://doi.org/10.1080/02701367.1998.10607692 

Schempp, P. G., Templeton, C. L., & Clark, B. (1998). The Knowledge Acquisition of Ex-
pert Golf Instructors. In M. Farrally, & A. J. Cochran (Eds.), Science and Golf III: Pro-
ceedings of the World Scientific Congress of Golf. Leeds, UK, Human Kinetics.  
https://trove.nla.gov.au/work/5703325  

Schempp, P., McCullick, B., & Mason, I. (2006). The Development of Expert Coaching. In 
R. L. Jones (Ed.), The Sports Coach as Educator: Reconceptualising Sports Coaching 
(pp. 145-161). London: Routledge.  

Schiff, B. (2012). The Function of Narrative: Toward a Narrative Psychology of Meaning. 
Narrative Works, 2. https://journals.lib.unb.ca/index.php/NW/article/view/19497  

Schmenner, R. W., & Swink, M. L. (1998). On Theory in Operations Management. Jour-
nal of Operations Management, 17, 97-113.  

Schon, D. (1983). The Reflective Practitioner: How Professionals Think in Action. Lon-
don: Temple Smith.  

Sobhaninejad, M. (2005). Theories of Learning and Their Applications in Process of 
Teaching Humanities. Quarterly Journal of Research and Planning in Higher Educa-
tion, 10, 1-24. http://journal.irphe.ac.ir/article-1-495-en.html  

Spector, J. M. (2015). Foundations of Educational Technology: Integrative Approaches 
and Interdisciplinary Perspectives. New York: Routledge.  
https://doi.org/10.4324/9781315764269 

Sports Coach UK (2004). Sports Coaching in the UK: Final Report. 

Ste-Marie, M. D., Vertes, K., Rymal, M. A., & Martini, R. (2011). Feedforward Self-Modeling 
Enhances Skill Acquisition in Children Learning Trampoline Skills. Frontiers in Psy-
chology, 2, 155. https://doi.org/10.3389/fpsyg.2011.00155 

https://doi.org/10.4236/jss.2020.812036
https://doi.org/10.4236/jss.2020.81013
https://doi.org/10.9790/9467-2116069
https://doi.org/10.1080/00336297.2000.10491709
https://ncver.edu.au/research-and-statistics/publications/all-publications/employers-contribution-to-training
https://ncver.edu.au/research-and-statistics/publications/all-publications/employers-contribution-to-training
https://synergyexplorers.org/wp-content/uploads/2019/11/Keicolt-Glaser03.pdf
https://doi.org/10.1016/S0031-9384(03)00160-4
https://doi.org/10.1260/174795408784089306
https://doi.org/10.1080/14623943.2013.868798
https://doi.org/10.1080/02701367.1998.10607692
https://trove.nla.gov.au/work/5703325
https://journals.lib.unb.ca/index.php/NW/article/view/19497
http://journal.irphe.ac.ir/article-1-495-en.html
https://doi.org/10.4324/9781315764269
https://doi.org/10.3389/fpsyg.2011.00155


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 508 Open Journal of Social Sciences 
 

Stenhouse L. (1975). An Introduction to Curriculum Research and Development. Lon-
don, UK: Pearson Education.  
https://www.researchgate.net/publication/243777732_An_Introduction_To_Curriculu
m_Research_and_Development  

Stolle, E., Charlotte Frambaugh-Kritzer, C., Anne Freese, A., & Persson, A. (2019). Inves-
tigating Critical Friendship: Peeling Back the Layers. Studying Teacher Education, 15, 
19-30. https://doi.org/10.1080/17425964.2019.1580010 

Stoszkowski, J., & Collins, D. (2014). Communities of Practice, Social Learning and Net-
works: Exploiting the Social Side of Coach Development. Sport, Education and Society, 
19, 773-788. https://doi.org/10.1080/13573322.2012.692671 

Swaffield, S. (2007). Light Touch Critical Friendship. Improving Schools, 10, 205-219.  
https://doi.org/10.1177/1365480207077845 

Swaffield, S. (2008). Critical Friendship, Dialogue and Learning, in the Context of Lea-
dership for Learning. School Leadership & Management, 28, 323-336.  
https://doi.org/10.1080/13632430802292191 

Swap, D., Leonard, D., Shields, M., & Abrams, A. (2001). Using Mentoring and Storytel-
ling to Transfer Knowledge in the Workplace. Journal of Management Information 
Systems, 18, 95-114.  
https://ils.unc.edu/courses/2013_spring/inls285_001/materials/Swap.W.etal.2001.Using
_mentoring_and_storytelling_to_transfer_knowledge_in_the_workplace.JMIS.18.1.95-
114.pdf  
https://doi.org/10.1080/07421222.2001.11045668 

Thoits, P. (1995). Stress, Coping, and Social Support Processes: Where Are We? What 
Next? Journal of Health and Social Behavior, 35, 53-79.  
https://doi.org/10.2307/2626957 

Tsangaridou, N. (2012). Educating Primary Teachers to Teach Physical Education. Euro-
pean Physical Education Review, 18, 275-286.  
https://doi.org/10.1177/1356336X12450788 

Tudge, J. R. H., & Winterhoff, P. A. (1993). Vygotsky, Piaget, and Bandura: Perspectives 
on the Relations between the Social World and Cognitive Development. Human De-
velopment, 36, 61-81.  
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-vygotsky-piage
t-and-bandura.pdf  
https://doi.org/10.1159/000277297 

Tudge, J. R. H., Mokrova, I., Hatfield, B. E., & Karnik, R. B. (2009). Uses and Misuses of 
Bronfenbrenner’s Bioecological Theory of Human Development. Journal of Family 
Theory & Review, 1, 198-210.  
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-uses-and-misus
es-of-bronfenbrenners-ecological-theory-of-human-development.pdf  
https://doi.org/10.1111/j.1756-2589.2009.00026.x 

Uchino B. N. (2006). Social Support and Health: A Review of Physiological Processes Po-
tentially Underlying Links to Disease Outcomes. Journal of Behavioral Medicine, 29, 
377-387. https://doi.org/10.1007/s10865-006-9056-5 

Valentine, T., & Darkenwald, G. G. (1990). Deterrents to Participation in Adult Educa-
tion: Profiles of Potential Learners. Adult Education Quarterly, 41, 29-42.  
https://doi.org/10.1177/0001848190041001003 

Vargas-Tonsing, T. M. (2007). Coaches’ Preferences for Continuing Coaching Education. 
International Journal of Sports Science and Coaching, 2, 25-35.  
https://doi.org/10.1260/174795407780367186 

https://doi.org/10.4236/jss.2020.812036
https://www.researchgate.net/publication/243777732_An_Introduction_To_Curriculum_Research_and_Development
https://www.researchgate.net/publication/243777732_An_Introduction_To_Curriculum_Research_and_Development
https://doi.org/10.1080/17425964.2019.1580010
https://doi.org/10.1080/13573322.2012.692671
https://doi.org/10.1177/1365480207077845
https://doi.org/10.1080/13632430802292191
https://ils.unc.edu/courses/2013_spring/inls285_001/materials/Swap.W.etal.2001.Using_mentoring_and_storytelling_to_transfer_knowledge_in_the_workplace.JMIS.18.1.95-114.pdf
https://ils.unc.edu/courses/2013_spring/inls285_001/materials/Swap.W.etal.2001.Using_mentoring_and_storytelling_to_transfer_knowledge_in_the_workplace.JMIS.18.1.95-114.pdf
https://ils.unc.edu/courses/2013_spring/inls285_001/materials/Swap.W.etal.2001.Using_mentoring_and_storytelling_to_transfer_knowledge_in_the_workplace.JMIS.18.1.95-114.pdf
https://doi.org/10.1080/07421222.2001.11045668
https://doi.org/10.2307/2626957
https://doi.org/10.1177/1356336X12450788
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-vygotsky-piaget-and-bandura.pdf
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-vygotsky-piaget-and-bandura.pdf
https://doi.org/10.1159/000277297
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-uses-and-misuses-of-bronfenbrenners-ecological-theory-of-human-development.pdf
https://hhs.uncg.edu/hdf/wp-content/uploads/sites/23/2017/11/jrtudge-uses-and-misuses-of-bronfenbrenners-ecological-theory-of-human-development.pdf
https://doi.org/10.1111/j.1756-2589.2009.00026.x
https://doi.org/10.1007/s10865-006-9056-5
https://doi.org/10.1177/0001848190041001003
https://doi.org/10.1260/174795407780367186


P. Perkins, A. Hahn 
 

 

DOI: 10.4236/jss.2020.812036 509 Open Journal of Social Sciences 
 

von Glasersfeld, E. (1995). A Constructivist Approach to Teaching. In L. P. Steffe, & J. 
Gale (Eds.), Constructivism in Education (pp. 3-15). Hillsdale: Erlbaum.  
http://www.vonglasersfeld.com/172  

Wanberg, C. R., Welsh, E. T., & Hezle, S. A. (2003). Mentoring Research: A Review and 
Dynamic Process Model. In J. J. Martocchio, & G. R. Ferris (Eds.), Research in Person-
nel and Human Resources Management (Research in Personnel and Human Resources 
Management, Vol. 22) (pp. 39-124). Bingley: Emerald Group Publishing Limited.  
https://doi.org/10.1016/S0742-7301(03)22002-8 

Wenger, E. (1998). Communities of Practice and Social Learning Systems: The Career of 
a Concept.  
https://wenger-trayner.com/wp-content/uploads/2012/01/09-10-27-CoPs-and-systems-
v2.01.pdf  

Wenger, E., McDermott, R. A., & Snyder, W. (2002). Cultivating Communities of Prac-
tice: A Guide to Managing Knowledge. Boston MA: Harvard Business School Press.  
http://cpcoaching.it/wp-content/uploads/2012/05/WengerCPC.pdf  

Wenger, E., Trayner, B., & de Laat, M. (2011). Promoting and Assessing Value Creation 
in Communities and Networks: A Conceptual Framework. Rapport 18, Ruud de Moor 
Centrum, Open University of the Netherlands.  
https://www.asmhub.mn/uploads/files/11-04-wenger-trayner-delaat-value-creation.pdf  

Wiersma, L. D. (2000). Risks and Benefits of Youth Sport Specialization: Perspectives and 
Recommendations. Pediatric Exercise Science, 12, 13-22.  
https://pdfs.semanticscholar.org/6b1b/aa5e795346460395d6370e9f44096af1f37e.pdf  
https://doi.org/10.1123/pes.12.1.13 

Wright, T., Trudel, P., & Culver, D. (2007). Learning How to Coach: The Different 
Learning Situations Reported by Youth Ice Hockey Coaches. Physical Education and 
Sport Pedagogy, 12, 127-144. https://doi.org/10.1080/17408980701282019 

Young, A. M., Cady, S., & Foxon, M. J. (2006). Demystifying Gender Differences in Men-
toring: Theoretical Perspectives and Challenges for Future Research on Gender and 
Mentoring. Human Resource Development Review, 5, 148-175.  
https://doi.org/10.1177/1534484306287140 

https://doi.org/10.4236/jss.2020.812036
http://www.vonglasersfeld.com/172
https://doi.org/10.1016/S0742-7301(03)22002-8
https://wenger-trayner.com/wp-content/uploads/2012/01/09-10-27-CoPs-and-systems-v2.01.pdf
https://wenger-trayner.com/wp-content/uploads/2012/01/09-10-27-CoPs-and-systems-v2.01.pdf
http://cpcoaching.it/wp-content/uploads/2012/05/WengerCPC.pdf
https://www.asmhub.mn/uploads/files/11-04-wenger-trayner-delaat-value-creation.pdf
https://pdfs.semanticscholar.org/6b1b/aa5e795346460395d6370e9f44096af1f37e.pdf
https://doi.org/10.1123/pes.12.1.13
https://doi.org/10.1080/17408980701282019
https://doi.org/10.1177/1534484306287140

	Considerations and Suggestions for Design of a Learning and Development Program for Sport Coaches
	Abstract
	Keywords
	1. Introduction
	2. What Is Coaching?
	2.1. Sport Participation Coaching
	2.1.1. Coaching Children with a Sport Participation Focus 
	2.1.2. Coaching Adolescents with a Sport Participation Focus
	2.1.3. Coaching Adults with a Sport Participation Focus 

	2.2. Sports Performance Coaching
	2.2.1. Coaching Young Emerging Athletes 
	2.2.2. Coaching Adolescent Performance-Focused Athletes
	2.2.3. Coaching Adult High-Performance Athletes


	3. What Skills Are Required to Be an Effective Coach?
	4. Expert Coaching: What Is It and How do Coaches Become Expert Practitioners?
	4.1. Extensive Knowledge
	4.2. Planning
	4.3. Intuition
	4.4. Attention to the Atypical
	4.5. Self-Monitoring
	4.6. Problem-Solving
	4.7. Automaticity of Behaviour
	4.8. Summary 

	5. Current Approaches to Coach Learning and Development
	5.1. Formal Learning 
	5.2. Non-Formal Learning
	5.3. Informal Learning
	5.4. Self-Directed Learning

	6. A Closer Look at Informal Coach Learning 
	6.1. Involvement in Sport as an Athlete
	6.2. Experiential Learning 
	6.2.1. Kolb’s Experiential Learning Model
	6.2.2. Gibbs’ Reflective Cycle
	6.2.3. Reflective Practice

	6.3. Social Learning

	7. Common Learning Methods That Emphasise Informal Learning
	7.1. Situated Learning
	7.2. Cognitive Apprenticeship
	Teaching Methods

	7.3. Mentoring

	8. Advantages and Disadvantages of the Less Formal Approaches to Learning 
	9. Insights from the Adult Learning Literature
	9.1. Pedagogical/Andragogical Principles 
	9.2. Known Deterrents to Adult Learning
	9.3. Motives for Coach Learning 

	10. Suggestions for Moving Forward: Design of a Coach Learning & Development (CLAD) Program Emphasising Informal Learning Methods
	10.1. Step 1: Appointment of a Program Coordinator/More Knowledgeable Other
	10.2. Step 2: Understanding the Existing CLAD Landscape
	10.3. Step 3: Cooperative Design of the CLAD Program 
	10.3.1. Critical Friendships
	10.3.2. Communities of Practice

	10.4. Step 4: Securing and Developing Resources Needed for Implementation of the Agreed Program 
	10.5. Step 5: Engagement with Local Coaches and Generation of Interest
	10.6. Step 6: Implementation of an Application Process That Promotes Inclusivity 
	10.7. Step 7: Initial Screening of Candidates
	10.7.1. Overview of Screening Procedures 

	10.8. Step 8: Categorisation of Candidates 
	10.9. Step 9: Grouping of Candidates
	10.10. General Operational Model for the CLAD Program
	10.10.1. Promoting Continuous Improvement
	10.10.2. Underpinning Theories, Concepts, Laws and Principles 

	10.11. Ensuring Clarity of Expectations, Roles and Responsibilities
	10.11.1. The Developing Coaches
	10.11.2. The Program Coordinator
	10.11.3. Critical Friends

	10.12. General Structure of the CLAD Program
	10.12.1. Initial Two-Day Period
	10.12.2. Additional Twelve-Month Period

	10.13. Examining the Overall Value of the Program
	10.13.1. General Outline of the Value Creation Framework
	10.13.2. Summary of Value That Could Be Created by Participation in the CLAD Program 
	10.13.3. Interpretation of Value Creation Measures 

	10.14. Reporting Outcomes 
	10.15. Staying Connected 

	11. Concluding Thoughts
	Dedication 
	Conflicts of Interest
	References

