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Abstract

This paper is concerned with the examination of the social elements of golf coaching: to
study the relationship of coach and golfer(s) and the societies they form. Data was
collected at a golf teaching facility during an 8-month-long ethnographical study. The group
was made up of four beginning female golfers, one male golfer and a PGA Professional

golf coach.

The social perspective of sports participation is an area that has been largely under-valued
in coaching literature. There are a number of studies around participation, but there is little
on the coaching ‘experience’. Until recently, coaching theory and practice have largely
been focused on the technical at the expense of the social: an emphasis on the what

rather than the how.

This study identified that the social relationships of the group were more important to the
group than the activity itself, with issues of social support and community being central.
This paper suggests that there is a need for the coach to understand the social needs of
the participants as much as their technical needs. It calls for a better understanding of the
importance of how one should teach as well as what one should teach among coaches in

golf.
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Chapter 1
Introduction
1.1 Setting the scene
This research seeks to examine the social elements of golf coaching: to study the
relationship of coach and golfer(s) and the societies they form within the golf context. It is
hoped that this study of beginner golfers, their interaction with the coach and each other,
will further the understanding of the social element of golf coaching. The sociology of
sport and golf in particular, has not been studied to any great extent. It is the aim of this

study to add to the existing body of research in this area.

Sports settings have come to be regarded as an important context in which people are
socialised. Smoll et al (1988) describe sport as an essential part of modern society, a
major social institution, and therefore a key socialising agent. Jones and Armour (2000)
assert that sport is a social context just like economics, education and class, and therefore
a valid area for investigation; and Kay (2003) describes how sport is a significant social
institution that is well positioned to transmit values and ideologies. As Armour and Jones
(2000) point out, we are inescapably human beings, social beings, and, as such, any
context where social interaction takes place, golf lessons, for example, are valid situations
to examine and explore. Schempp (1998; 1) agrees, stating “our social worlds offer no
immunity to sport fields or gymnasia; actions, beliefs, traditions and perspectives that
define how we live in the world also define how we live and learn in sport”. Jones et al
(2004; preface) summarise the developing attitude to social issues in sport: “coaching is
essentially a social practice created in the interaction of coaches, athletes and the club

environment... [and it should be seen as] a complex social encounter”.



An appreciation and understanding of these social perspectives is useful in many
instances. For example, coaches will benefit from a reflective understanding of the social
element of their coaching and this understanding will thus shape and inform their own
practice. Jones (2000; 8) asserts that this will “empower coaches to act intellectually and
reflexively... and to take responsibility for decisions affecting their athletes”. As well as this
altruistic aim, coaches should appreciate that taking a sociological perspective, and being
reflexive in their practice, may consequently lead to more effective coaching and greater
success for athlete and coach alike. This understanding can also be used, according to
Armour and Jones (2000), to further participation and the enjoyment of all those involved
in golf. North (2007) agrees, arguing that there is a strong case for increasing and
sustaining participation in sport through enlightened, socially aware, coaching practice.
However, North (2007) also believes that this practice is largely under-utilised in coaching
at present and that there is a need for research to investigate the participant-coach
relationship with respect to sustaining participation. This paper seeks to address these

issues from a golf perspective.

1.2 Research Questions

The study focused on a beginner group golf lesson that took place on most Monday nights
between November 2007 and June 2008. The research took place at a golf driving range
in England. The facility consisted of covered golf driving bays, a café area (with several
large screen televisions all showing sport) and a golf shop. There were two PGA
(Professional Golfers’ Association) professional golf coaches based at the facility. The
coach who took part in the study, Henry (a pseudonym), had been a professional coach for

10 years.



The issues and general areas to be examined by this research were to some degree
identified before the research began. However, the research questions were allowed to
evolve as the Literature Review was undertaken and the research itself progressed. These

emerging questions then served to inform the methodology employed in the study.

Question 1: How is the group socially constructed?
o How do the individuals practice this social context?
o What are the expectations of particular individuals of one another, including the
coach?
o What is the role of the coach during lesson time and during coffee time: how
does it change and differ?

o Social positioning — what is it in this context and how does it evolve over time?

The social construction under examination here alludes to the interpretative, constructivist
perspectives that were adopted in this study. This question is informed by the work of
MacPhail and Kirk (MacPhail et al 2003, MacPhail and Kirk 2006), Zevenbergen et al
(2002) and also Lave and Wenger (1991) and Wenger (2005). This first question highlights

the overarching question of the study.

Question 2: How is the role of the coach influential in this social construction?

o What coaching styles are used and how do these affect the group?

o What are the strategies of the coach to maintain participation?

o How does the coach perceive the relationship he has with the group?



The social role of the coach in sports settings has remained largely unexplored. Given the
influential nature of the coaching role within the learning environment, this is quite
surprising. The coach is in an unparalleled position to influence beginner golfers and
hence affect participation levels in sport as described in the work of Robyn Jones (Jones
2000, Jones 2004, Jones 2004a, Jones and Armour 2000, Jones et al 2002, Jones et al

2003, Jones et al 2004).

Question 3: Why do members of the group participate?

o What are the reasons individuals started to play golf?
o What are the challenges to this participation?

o How does their golf impact on family life?

Increased participation levels in golf and sport generally can help society tackle health and
other issues as well as aid the identification, support and development of elite athletes.
Insight into the sociology of coaching will help bodies such as the PGA whose task it is to
train, develop and educate golf coaches and the EGP (England Golf Partnership) in their

quest to increase participation at all levels of the game in England.



Chapter 2
Literature Review

2.1The coaching process

Over the last 20 years, coaching development programmes have failed to highlight the
human interaction of coach and pupil (Woodman 1993, Potrac and Jones 1999, Jones et
al 2002, Purdy et al 2008). Historically, research into the coaching process has
concentrated on bio-scientific lines and, as such, has failed to fully explore and understand
the “essential humanistic, social nature of the process” Jones (2000; 34). This may be due
to what Potrac et al (2002) describe as the ‘product-orientated view’ of coaching. This
approach presents coaching as an almost independent body of information that should be
passed on by a facilitator - the coach merely acting as a technician in the transfer of
knowledge. Jones (2000) believes that coaching theory is often de-contextualised and
produces two-dimensional coaches who are driven by mechanistic considerations and
therefore have difficulty in adapting to human contexts. The comprehension of the
interplay between the ‘other’, society and self is lost. Coaches need to be more than
‘technicians’ and should be educated as intellectuals with personal skills and values
including reflection, collaboration and communication (MacDonald and Tinning 1995).
Indeed, Potrac and Purdy (2004) believe that the interpersonal nature of coaching is the
most essential feature of coaching practice which needs to be addressed if coaching is to

be successful.

If coach education programmes reflected social realities and involved the social being,
coaches could better understand their own socialisation and that of others. Their own
coaching journey could be explored and deconstructed and a “base from which to critically
evaluate social situations and the behaviour of others” (Jones 2000; 40) could be

established. Lyle (2002) praises the work of Jones (2000) and agrees that coaches need

9



enlightenment and educating within the social matrix in which they operate, thus resulting
in socially informed decision-making and improved social relations. Lyle (2002) suggests it
is now widely acknowledged as being critical that the interpersonal element of coaching
shapes coaching practice, and that the performer’s growth and development is determined
to a significant extent by the nature of this personal relationship. With this in mind, Jones
(2000) suggests that successful and professional practice must encompass not only
technical competence, but also flexibility, creativeness, intelligence and social
responsibility. This could lead to what Lyle (2002) feels would be a better understanding of
interpersonal relationships, development of reflexive practitioners, and enhanced personal
development. Taking this one stage further, Armour and Jones (2000) suggest that ‘putting
the person before the body’ is essential to fully realising an athlete’s potential and is
therefore of paramount importance. “It is only the individual [coach] who understands
social settings in a thoroughly practical way who can possibly mediate tensions and

overcome difficulties” (Armour and Jones 2000; 8).

2.2 Coaching: processes and practices

The coaching process, according to Lyle (1999a), involves the coach in a series of
interpersonal relationships that vary in strength, empathy and extent. The coach’s job is to
manage participants towards improved performance based on the individual's aspirations
and abilities. Jones (2004b; 135) says that interaction between coach and athlete is the
very essence of coaching: “it is this interaction that generates athlete learning and relates
how coach and athlete connect, correlate, bond and generally ‘get on’ with each other”. In
order to facilitate this relationship, Lyle (2002) believes that the interpersonal skills of the
coach should be well developed and encompass coach expertise in areas such as

communication, social relationships, intervention style, decision-making, leadership,

10



rewards and goal management. He goes on to state that coaches should be aware of the
interpersonal dimension of the coaching process as this has the potential for a range of
positive and negative effects on participants. North agrees (2007) suggesting that just as
‘good’ coaching can have positive effects on participation; ‘bad’ coaching can be
detrimental and harm participation levels. Indeed, Jones and Armour (2000) suggest that
empowered coaches can act intelligently and, as such, are able to critically evaluate
information relevant to participants and make the coaching environment fit the participants’

requirements.

Cassidy et al (2004) believe that, within the sporting domain, the coach is a powerful
socializing agent, especially when the participants are children. The quality of the coach-
participant relationship is therefore of great significance. Smith and Smoll (2002) found
that during their research in coaching effectiveness (using CET — Coaching Effectiveness
Training) trained coaches were more supportive and encouraging which resulted in
participants reporting increased self-esteem and decreased anxiety compared to a control
group. Smith and Smoll (2002; 211) conclude, “coaches influence the effects that sport
participation has on children through the interpersonal behaviours they engage in, the
values and attitudes they transmit both verbally and through example, and the goal
priorities they establish”. As such, C6té (2002) argues that the coach is in a unique
position in regard to a child’s social development. Areas such as co-operation, assertion,
responsibility, empathy and self-control can be positively influenced. It is critical to
appreciate the role of the coach and coaching practice within its social context. Lyle (2002;
191) believes that “just as with any other social phenomenon, sports coaching practice will
have been shaped by the social structures, power relationships and social trends and will,

in turn, have contributed to those emerging social patterns”.
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Coaches are social beings. Potrac et al (2002) assert that the coaching process is
inextricably linked to human interaction. Lyle (2002; 192) believes that “coaching exists in
a social world that imbues meaning and significance beyond that created by the
individual”. To gain a holistic understanding of the coaching process, as Potrac et al (2000)
suggest, requires a focus on the social worlds of these individuals. From their study of an
expert soccer coach, it was concluded that social role, power, and self-presentation are
thoroughly interlinked in the role of a coach. The coach in this study set out to create a
social bond between his players and himself that was not only based on respect for him as
a competent professional, but also as an individual. Once again this demonstrates the
importance of the social aspect of the coaching process. Furthermore, Jones et al (2003;
214) hypothesise that to understand this process we need to know about coaches’ lives,
their knowledge base, and the way the “workplace socialises coaches to fulfil expected
roles, and how such influences can be both constraining and liberating”. Unfortunately,
there is currently very little informing research into the socialisation of coaches.
Nevertheless, Callero (1994), cited in Jones et al (2003), suggests that coaches need to
be aware of their own coaching socialisation. As such they can then become increasingly
active in role-making as opposed to merely role-playing. Awareness of this critical
influence on a pupil or child’s life is essential because in such situations coaches often find
themselves acting as substitute parents (Smith and Smoll 2002). It is in situations like this
that the role of the coach becomes even more important and influential. Connell (1993)
recognises that the job of the coach is difficult. The coach must have expert technical
knowledge, but just as important is the understanding of the specific individuals and
groups being coached. The role of the coach is vital because, as Cassidy et al (2004)
found from recent surveys regarding athlete participation motivation, the coach, and
coaching behaviour are major factors in determining whether participants choose to

continue or drop out of sport.
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2.3 Coaching practice

Coaching practice refers to a full range of behaviours, activities, interactions, processes,
and individual and organisational functions (Lyle 2002). Lyle recommends that practice
should be approached in a rational, logical and systematic way. This systematic process
should include comprehensive coverage of the area of expertise, planned actions,
management of the process, and decision-making based on established principles and
good practice. These functions should be co-ordinated and integrated into the coaching
process. This leads Jones et al (2004; 163) to describe coaching as a “diverse and
demanding occupation that requires a high level of physical and mental vigour on the part
of the practitioners”. Despite this description, Lyle (1999a) believes that the coaching
process has historically been treated as the non-problematic improvement of sports
performance. He warns that the coaching process will be different in all cases as it will be
determined by organisational setting, the performer’s aspirations and commitment, the
coach’s contractual obligations, and perhaps most importantly, the unpredictable and

dynamic nature of human interaction.

Armour (2004) believes that the word ‘pedagogy’ does not go far enough in conveying the
complexities involved in coaching. Coaching philosophy, rationale, program design,
teaching and learning are all part of this field, as well as the interaction that Lyle (1999a)
details. Jones (2004a) writes that the roles played by coaches are open to interpretation,
and will change depending on the situation; he reports that even elite level coaches
sometimes needed to employ a directive style and ‘be the teacher’. The role a coach
employs will then dictate to the participants their expected behaviour. Jones (2004a) feels

that this merely adds to the nuances of the coaching relationship and environment.
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An additional issue that coaches need to be aware of is discussed by Lyle (1999a), who
believes that a distinction exists between participation and performance coaching - a
difference he feels present literature has not sufficiently recognised. Lyle (1999a) defines
participation coaching as where the principle goal is concerned with the enjoyment of
participation and immediate satisfaction rather than competition success. It follows then
that the needs of participants are very different to the requirements of performance golfers.
An area of particular concern here is a child’s potential progression from ‘participation’ to

‘performance’. This is a sensitive area that has implications for coaching practice.

2.4 The training of golf coaches by the PGA

In 1997 Mathers asserted that, historically, the training of Professional Golf Coaches by
the PGA did not take account of, or understand, all the complexities of ‘the coaching
process’. Mathers predicted that the role of ‘science’ in golf coaching was set to increase.
Mathers does not mention social science in this context but rather focuses on the
quantitative, traditional ‘science’ approach and on ‘performance’ - sports science. Mathers
goes on to say, “it seems clear that a well developed understanding of the sports coaching
process is an essential feature of effective coaching and the planning of performance in
sport” (Mathers 1997; 32). Cushion et al (2006) identify that, more generally speaking,
despite an increasing recognition of the existence of a process of coaching, and a resulting
increase in research activity, there remains a lack of a clear conceptual base for sports
coaching. This situation has left coaching without a clear set of concepts and principles
that reflect on to coaching practice. However, a recent Government White Paper (House of
Commons, European Commission White Paper on Sport, 2008) states that since 1997 the
PGA has radically improved and developed its training programmes and invested in a

national academy. One result of these developments is the association with the University
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of Birmingham and the subsequent awarding of University Foundation and Honours
degrees. Also, a programme of continuous professional development has been

established and developed.

2.5 Reflective practice in coaching

Cassidy et al (2004) believe that the modern coach should be a reflective practitioner.
Cassidy et al feel that reflective teaching, and not simply the repetition of passed down
knowledge, is essential in order to maintain good coaching practice. ‘Mindless’ teaching
can be manifested in a lack of knowledge and understanding as to how and why athletes
learn, and of the complex and dynamic environment over which they preside. Taking this
theme on, Gilbert and Trudel (2006; 114) claim that “ten years of coaching without
reflection is simply one year of coaching repeated ten times”. Moreover, the coach should
have the capacity for autonomous self-development through reflection of the self; the
benefits being that the coach is able to be open-minded and active in improving their
coaching quality and standards. Cassidy et al (2004; 18) believe that this will lead coaches
to be more sensitive to the backgrounds, needs and interests of the participant and that
this will “result in better and more inclusive coaching, leading to enhanced athlete learning
and therefore performance”. Jones (2004a; 133) states that ‘it is difficult to
compartmentalise the role of the coach neatly, as such a complex job cannot realistically

be broken down in a clinical way”.

It must be recognised, however, that coaches are all individuals, and as such, Lyle (1999b)
believes that they do not all operate in the same way. It is where the preferences of the
performer and the actions of the coach do not match up that problems can occur. Lyle

(1999b) feels that individual differences will be apparent in communication styles, decision-
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making, feedback, goal setting, counselling, disciplinary behaviour and management.
Although it would appear that the power in the coach-athlete relationship lies with the
coach, Sugden and Tomlinson (2002; 4) believe that “all human beings possess some
power in the form of their ability to transform, to some extent, the circumstances in which
they find themselves”. The participant can therefore be said to have an ability to shape the
coaching experience and process as well as the coach. Indeed in golf coaching culture,
the golfer in many situations could be said to hold significant power as he has the choice
to terminate the relationship with the coach. Cassidy et al (2004; 3) note that “ultimately,
coaching is a social endeavour, and while sport-specific, organisational, physiological and
psychological tools are necessary, if the coaches lack the sensitivity to act appropriately
within a dynamic social and educational environment, they can struggle to achieve their

intentions of improving the quality of both performance and participation”.

2.6 Communities of practice (CoP)

This research study uses the work of Etienne Wenger and Jean Lave (Lave and Wenger
1991, Wenger et al 2002, Wenger 2005, Wenger 2008) to help understand how situated
learning exists within a CoP. Situated learning may be described as learning whilst
undertaking an activity within a particular context and culture; learning and application
within the same environment. These theories will be used in the context of a golf setting to
help describe, depict and illustrate how the participants behave and learn. An exploration
of the nature of CoP and the social construction in this golf context is valid based on their
assertion that “human minds develop in social situations” (Lave and Wenger 1991; 11).
Lave and Wenger emphasise the socially mediated character of learning; what they call
‘legitimate peripheral participation’. They go on to identify that the mastery of knowledge

and skills requires participants to move towards “full participation in the sociocultural
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practices of a community” (Lave and Wenger 1991; 29) and that this social process
includes, and sometimes subsumes, the learning of skills therein. Lave and Wenger (1991)
believe that learning and social practice are integral and inseparable - as Wenger (2005;
4) says, “We are social beings. Far from being trivially true, this fact is a central aspect of
learning”. Wenger et al (2002) suggest that communities are not born in their final state
and that they go through a natural cycle of birth, growth, and death. They continually
evolve and generally go through five stages of development: potential, coalescing,
maturing, stewardship and transformation. They note that a community’s development is
rarely smooth and frequently involves discoveries, transitions, and learning through
experience. Leaders within groups are of key importance here and their role is pivotal in

how the communities develop.

Galipeau and Trudel (2006) acknowledge that the examination of sports settings through
the lens of CoP is legitimate and worthy of exploration. In summary, Wenger (2008; 1)
suggests, “Communities of practice are groups of people who share a concern or a
passion for something they do and learn how to do it better as they interact regularly”.
Wenger (2005) says that participating (with a wide ranging meaning) in the practices of a
community, and developing identities in relation to these, shapes what we do, who we are

and how we interpret what we do.

However, there are nuances that need to be examined regarding the coach-participant
relationship in golf. Firstly, it has been suggested by Wenger (2005) that it is usual in this
relationship for the coach to be a ‘master’ within coaching but not generally a master of the
skill being coached. This is certainly not true in golf;, PGA Professional golf coaches have
to be able to perform to a high level before they are able to qualify as coaches (the

handicap requirements are 4.4 for men and 6.4 for women). This requirement enables the
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golf coach to demonstrate skills effectively as well as to gain recognition, power and
therefore legitimacy from participants; a situation not mirrored in many other sports. The
other issue to be acknowledged is that the participant is not an ‘apprentice’ of coaching but
of performing. Galipeau and Trudel (2006) hypothesise that within sports teams groups
should be split into two distinct CoP - the coaches and the participants — and the ways in
which these two groups interact and transform should be the subject of interest and

debate.

2.7 Developments in coaching in the UK

Recent developments in coaching in the UK aim to address and improve coaching
standards. ‘A Sporting Future for All' (Department for Culture Media and Sport, 2001) set
out the Government’s belief that coaching is central to the development of sport at all
levels. North (2007) highlights that increased participation in sport is now a major priority of
Government, with potential benefits such as enjoyment, personal development,
citizenship, health, education and inclusivity being central. The introduction of the UKCC
(UK Coaching Certificate) framework has led to new and updated coaching qualifications.
This has enabled best practice and knowledge to be shared across the sports involved.
Phillpots (2007; 167) recognises that, for golf, the development of the UKCC “represented
a major change in both the range of coaches delivering golf, the nature of coach
education, and the way golf coaching is developed as a profession”. The higher echelons
of these qualifications in golf are still under development, but there is every indication that
the social aspect of coaching as well as reflective practice will be included. Stafford (2007;
1) claims, “Coaches coach people! If a real participant centred coaching system is to be

developed...programmes [should] account for individual differences”. It is clear that the
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social element of coaching needs addressing wherever you believe coaching sits on the

art versus science continuum.

2.8 Increasing participation in sport; the role of coaching

In his paper, North (2007) sets out an overview of this area. North believes that given
existing research (Biddle and Mutrie 2001, Weinberg and Gould 2003), there is a strong
case to link participation with coaching and goes on to say that, “there is an excellent
match between what individuals want from participating in sport and what good coaches
provide” (North 2007, 20). However, North believes that the use of coaching to this end is
largely under-utilised. Among participation motivators, North details the importance of
social interaction. The work of Foster et al (2005) details the importance of the social
benefits of participation but also highlights the dangers of authoritarian and prescriptive
methods of coaching, which may result in attrition rather than sustained participation.
Although he reports a correlation between coaching and sustaining participation, North
concludes that there is a great need for further research into how this phenomenon
actually works in practice; a need for “participant-coach case studies in a participation
context” (North 2007; 22). Certainly in golf there is little such research and this study seeks

to begin the process of populating knowledge and facilitating understanding in this area.

2.9 Existing coaching research
What follows is a summary of research in four areas that the research questions cover.

These same topic areas will be used in the discussion.

2.9.1 Socialisation in sport
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Zevenbergen et al (2002) examined the socialisation of children aged between 8 and 14
years old at a golf club in Australia. The golf club set out to socialise the children (golf
cadets) in a particular way. The children were exposed to practices that conveyed
meanings and values that the club esteemed. Zevenbergen et al (2002) wanted to
examine how the golf club legitimised the habitus of the dominant social and cultural
groups. The authors used habitus to “provide a means through which it is possible to
understand and theorise the embodiment of certain aspects of the social context which will
predispose people to act, think and behave in certain ways” (Zevenbergen et al 2002; 3).
Habitus was found to have many applications in the study and the authors used it in two
main contexts. Firstly, the cadet’s primary habitus was examined. It was found to be
influenced by the family of the player and affected how easy or difficult it was for the player
to assimilate into the golf club. Secondly the golf club habitus was observed. Zevenbergen
et al (2002) refer to this as the club ‘agenda’ in which young golfers were expected to
display certain behaviours and ways of thinking. To be considered ‘good’ club members,
cadets needed to display those aspects of golf habitus ‘valorised’ within the context of the
golf club. It was found that there were many rituals that enabled the cultural practices of
the golf club to be performed and reinforced. These rituals were an integral part of the club
culture and were seen to display dispositions valued by the club. Four keys rituals were
identified: assemblies, the Cadet Achievement Scheme, playing golf, and golf lessons. The
authors state that the way in which cadet golfers locate themselves within these rituals can
help us understand how these individuals are constructed within the context of the golf
club. Given the relative dearth of research focussing on social issues in coaching, the
research of Zevenbergen et al (2002) is useful but does focus on a very traditional golf

setting as well as being framed in the culture of Australian sport.

The research of Ann MacPhail and David Kirk (MacPhail et al 2003, MacPhail and Kirk

2006) has explored young people’s socialisation in athletics, drawing on a longitudinal
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ethnographic study at Forest Athletics Club (FAC). During the study, 47 children were
interviewed as well as many of the coaches and officials of the club, and the parents of
numerous children. These studies found strong evidence to support the model of
participation developed by Cété and Hay (2002). This model suggests three stages of
participation in sport: sampling, specialising, and investment/recreational stages. These
stages cover the period from early childhood to late adolescence. The initial sampling
stage (roughly 7-12 years old) is where the child experiences and tries out many different
sports and activities. The emphasis here is on fun and enjoyment, but this is also where
the child will develop their basic identities, motivations, values, and beliefs about sport. It is
therefore a critical time in terms of future participation and attrition. From this initial
sampling stage, there are three possible routes: dropout, recreational involvement and
what C6té and Hay (2002) call the specialising stage. During this stage (roughly 13-16
years old), the child has now focused on one or two sports. Fun is still important, but sport
specific skill development takes over. The child is more motivated and desires technical
instruction. The decision to specialise in a sport may be due to positive experiences with

the coach, encouragement from siblings, success or simply enjoyment.

MacPhail et al (2003) found strong evidence of the ‘sampler’ in their research. The children
questioned took part in a wide variety of sports and activities, they were primarily
motivated by fun and enjoyment, and there was evidence of deliberate play. In terms of
fun and enjoyment (intrinsic motivators), MacPhail et al (2003) suggest that, for younger
children, the social element and play may be the main sources of pleasure, although as
the child gets older these feelings can change. There is no doubt that the work of Ann
MacPhail and David Kirk furthers our understanding of the process of socialisation into

sport for children, although these findings do relate specifically to an athletics club.
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2.9.2 Social interaction and the coaching context

Perhaps the most interesting of the rituals examined in the work of Zevenbergen et al
(2002) for this study, is that of the golf lesson. All cadets were required to take part in a
one-hour group golf lesson each week that took place after the assembly. Ken, a
professional golfer, delivered the golf lessons. As such Ken was seen as a figure of
authority whose knowledge was sovereign. The lessons were delivered in the technical,
non-thinking way described earlier. Knowledge was ‘handed down’ from Ken and as such,
“Cadets came to construct golf as a form of skilled knowledge that was transmitted from
one who knew to those who didn’'t know” (Zevenbergen 2002; 11). Ken’s ‘coaching’ was
simply the passing on of an independent body of knowledge that Potrac et al (2002)
describe and Jones (2000) warns against. There was also a striking lack of cadet
interaction within the context of the lesson. Dialogue, constructive or not, was not a part of
learning golf at Paradise Golf Club. There was only deemed to be one right way to play
golf. “The focus on correct technique fostered a meritocratic ethos within the lesson where
cadets came to construct their sense of self-worth in terms of the number of good shots

they played” (Zevenbergen et al 2002; 11).

In my own previous research (Wright 2005), | also used the model developed by Cété and
Hay to examine children’s socialisation in golf in the context of a group golf lesson. Data
was drawn from a six-month ethnographical study at Woodbridge Driving Range (WDR), a
golf facility in England where children aged between 7 and 14 years took part in group golf
lessons. It was found that children exhibited the characteristics of C6té and Hay’s
‘samplers’. This study found that there were four distinct ways in which the children
experienced the fun and enjoyment characterised by the sampling phase. These groups
were classified as Learners, Ball-hitters, Fun-seeking Socialisers and Socialisers. It was

found that the coaches involved did not identify these distinct groups and as such failed to
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maximise the fun and enjoyment of all participants, marginalising some individuals and
groups. The coaching practices in this study were non-reflective, disorganised and did not
provide an optimal environment for the children who participated. Cassidy et al (2004) call
for reflective practices in coaching, and it is clear that if the coaches in this study were
more reflective then it might have been recognised that the environment they helped

create was not conducive to maximising the fun and enjoyment of all participants.

Another interesting study in this area was conducted by Purdy et al (2008) who
investigated the relationship of the principal author (a rowing coxswain) with her coach in
the run up to a National Championship. Purdy et al (2008) state that after an investigation
of the literature, they found little informing research to help us to understand the social
power dynamic that exists between coach and athlete. Purdy et al (2008) communicate
their findings using three separate illustrative stories that serve to highlight the complex
and dynamic relationship that existed. They found that there were “varying levels of
compliance, co-operation and resistance” within this relationship (Purdy et al 2008; 332).
Potrac et al (2002) stated that if effective coaching were to happen, then coaches should
be aware and sensitive to the varying forms of power they exercised over the athlete.
Purdy et al (2008) back up this message stating that in this case, insensitivity to social and
power issues by the coach resulted in a irretrievable breakdown in relations with the
rowers. Purdy et al (2008) do point out that this account of events is taken from a single

perspective and that the coach may well have a different view.

2.9.3 Rules, etiquette and golf culture

Zevenbergen et al (2002; 1) state that “Golf clubs and golf are structured in ways that
legitimate the habitus of the dominant, social and cultural groups” and that this process is

effected by the rules and culture of the club. In their study of Paradise Golf Club,

23



Zevenbergen et al summarise that the Paradise Golf Club acted as a socialising agent that
added to the cadets’ existing cultural capital. The process of social reinforcement that the
club undertook was carried out in a conscious way. Cadets had to strictly adhere to
practices and behaviours set down by the club, otherwise they were at risk of being
marginalized and excluded. One boy was expelled from the club for ‘gross misconduct’
which involved laughing when another child ‘duffed’ a shot. Those children who conformed
to club rules, values and habitus were likely to gain power, legitimacy and control within
the society of the golf club. The club’s socialisation of young cadet golfers allowed them to
preserve and reproduce the existing relationships of power and legitimacy in the club

context.

In their ethnographic study of gender influences at a private golf club, Shotton et al (2004)
found that there were distinct social groups within the club context and that the members
recognised these groups. It was found that women “showed greater respect for rules and
regulations, paid greater attention to etiquette, were distinctly more organised during
committee meetings and formal events than men, and appeared to value the social
benefits of golf more than skill acquisition or victory” (Shotton et al 2004; 5). The men
within the club, who made up the vast majority of members (400 out of a total of 550),
were more overtly competitive and placed greater value on winning and improving skill
levels than the women. It was found that men were often reluctant to observe club rules
and regulations and had to be reminded by members of staff as to what the rules were.
Shotton et al (2004) sum up by saying that there is a weight of discrimination against
women in sport in general and in golf particularly, and that although this was not overt at
the club it was never the less an ever present phenomenon. Both of these studies are

valuable in describing, illuminating and communicating a picture of golf club culture.
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However, it must be remembered that these studies can only be illustrative of the

particular context of the study.

2.9.4 Behind the coaching mask

In his paper entitled “Dilemmas, Maintaining ‘Face’ and Paranoia, An Average Coaching
Life”, Jones (2006) describes his own experiences as a football coach. This paper clearly
differentiates itself from the previous research discussed due to the way in which it is
written. Jones seeks to tell a ‘truer’ story of his experiences by presenting the paper in an
autoethnographical style - a more thorough discussion of this methodological style follows
in the next chapter. Jones tells the story whilst giving the reader the power to ‘generate’
attitudes and findings from their own interaction with his piece. An illustrative exert is set

out below, in which Jones describes a pre-game team talk:

“The players begin to shuffle. They want and need more. A low murmur rises then
falls as | take centre stage. The silence is respectful. All eyes turn on me. | remind
myself of the need to keep control; to talk slowly yet naturally, with meaning; and
not to ramble yet to be informative. | need to give the impression that I've really
thought this game out, that | can predict its certainty, that | can ‘call’ it. That way, I'm

the expert they expect, someone they’re right to believe in.

Suddenly, | become aware of the silent backdrop. It’s a rapidly growing void waiting
for me to fill. Doubts flood in. My stomach and throat muscles immediately tighten. /
can’t do this. | can't talk. | really can’t do this. | try to fight back: Of course I can do
it, I've done it a hundred times before, no problem. But | can’t do it now, not right
now... My respect and power are dissipating, leaking away. Their faces tell me, this

isn’t supposed to happen. He can’t be a real coach”.
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Jones (2006; 1017) says that he took this approach in order to illuminate issues that
normally lie undiscovered, “Principal among these is a portrayal of coaching not as content
knowledge but as a performance aimed at managing the impression of others”. This
statement clearly alludes to the complex nature of human relations and social interaction:
the social aspect of coaching. In the statement Jones also alludes to the role, associated
power, legitimacy and social positioning of the coach. Potrac and Purdy (2004) in their
analysis of elite coaching practices use the example of Graham Taylor the former England
football coach who believes that the coach has to be a ‘good actor’ and as such tries to
persuade and cajole players into buying into his way of doing things. Echoing the
viewpoint of Jones (2004), Taylor (in Potrac and Purdy 2004) says that coaches are under
constant scrutiny by the athletes and that verbal and body language, tone of voice and eye
contact are all tools and elements of this scrutiny. Taylor believes that hiding one’s true
emotions and feelings and focussing on a confident and enthusiastic ‘front’ is all important.
Jones (2004) makes the case that coaching relies less on the mechanics of how or what to
coach and more on “who is coaching, their perceptions of how coaches ought to act, and
the relationships they have with those being coached” (Jones 2006; 1017). To this end,
Jones (2004) suggests that coaching is an interaction of “social relationships comprising a
constant and dynamic two way street between engaged parties, and the strategies that
individuals use to ‘get their way’ within it” (Jones 2004a; 134). In this way it could be said
that the ‘coaching mask’ concept is in some way a “theatrical one, with the principles
derived being dramaturgical in nature” (Jones 2004b 136); one in which a coaching

‘performance’ or ‘front’ is instituted in order to reach the goals of all those involved.
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2.10 Summary
Having examined the literature there is plenty of available evidence examining the
technical content, the ‘what’ to coach, within a golfing context. This seems to be a historic
factor in golf where technical expertise and knowledge have been regarded as the most
important factor for coaches. Within sports coaching more generally there has been a
move towards researching and understanding how coaches and players interact and how
important this can be. However the clear lack of such move in golf, where there is almost
no research at all regarding coach/player interaction, means that | believe that the

research questions detailed here are important and need exploring in more detail.

Question 1: How is the group socially constructed?
o How do the individuals practice this social context?
o What are the expectations of particular individuals of one another, including the
coach?
o What is the role of the coach during lesson time and during coffee time: how
does it change and differ?
o Social positioning — what is it in this context and how does it evolve over time?
Question 2: How is the role of the coach influential in this social construction?
o What coaching styles are used and how do these affect the group?
o What are the strategies of the coach to maintain participation?
o How does the coach perceive the relationship he has with the group?
Question 3: Why do members of the group participate?
o What are the reasons individuals started to play golf?
o What are the challenges to this participation?

o How does their golf impact on family life?
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Chapter 3
Methodology

3.1 Methodological paradigm

The paradigm adopted by a researcher directs how the research proceeds. It will
determine what questions we ask, what instruments we use and how we generate findings
and knowledge. This research was carried out within an interpretative framework in order
to best understand the issues and motivations of the beginner golfers and their
socialisation in golf. Donnelly (2003; 77) believes that “interpretation is the basis of all
sociology”. In order to gain a deep understanding of the social phenomenon in evidence, a
six month long ethnographic study was undertaken which included data collection by
various methods including observation and interview to produce a rich description (Geertz
1993, Rock 2007). This methodology mirrors many of the studies previously discussed.
For example, the research of MacPhail et al (2003) into young children’s socialisation at an
athletics club chose a very similar design in order to capture the routine and everyday
activities of the individuals at the club and to understand the meanings of the activities

from the participants’ points of view.

| felt it was important to use the informal governance of previous research while being
open to paradigmatic and methodological development. It is hoped this allows a number of
pieces to be viewed as a bank of research with all the benefits of comparison and that this
will outweigh the potential paradigmatic polarisation that Hammersley and Atkinson (2002)
warn against. It is also hoped that this approach will lend some degree of reliability to the
study. However, with qualitative research absolute reliability is difficult as each research

setting and social situation therein, is different. In an attempt to address this problem,
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Lincoln and Guba (2000) suggest that trustworthiness and authenticity should be the

criteria against which reliability is measured.

3.2 Interpretative sociology, reflexivity and constructivist approaches

Donnelly (2003) believes that interpretative sociology in the form of ethnography, thick
description and reflexivity, has come to be regarded as the predominant approach in the
sociology of sport. This is due in part to the view it permits of participants as competent
interpreters of the social world (James 2002). It allows what Sands (2002; 63) describes as
participating and observing with “a wide-angle view of cultural behaviour’. Sparkes (1992;
26) agrees, stating, “The interpretative paradigm seeks explanation within the realm of
individual consciousness and subjectivity, within the frame of reference of the participant
as opposed to the observer of action”. For this research this framework enabled the
beginner golfers to be studied in a natural environment and as such it is hoped that this will
result in realistic findings. This approach has, at its heart, the belief that the social world
can best be understood from the standpoint of the actors who are being studied (Cohen et
al 2005). In adopting an interpretative, ethnographic approach, Denzin and Lincoln (2000a;
4) believe that the researcher becomes a maker of quilts or montages, interpretative
bricoleurs who “produce a ... pieced together set of representations that are fitted to the

specifics of a complex situation”.

This type of constructivist inquiry seeks to understand the contextualised meaning of the
actor’s actions and interactions in particular situations or contexts (Denzin 1997; Greene
2000). Gubrium and Holstein (2000) describe this process as engaging both the ‘hows’
and ‘whats’ of social reality. This means that, in terms of ontology and epistemology, the

existence of the phenomena encountered in the field will be viewed as specific constructed
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realities, their understanding a matter of subjective interpretation, open to the researcher’s
own reflexive values and judgements (Ferguson 2006). Denzin and Lincoln (2000b) note,
“there seems to be an emerging consensus that all inquiry reflects the standpoint of the

inquirer” (Denzin and Lincoln 2000b; 872).

In terms of the methods to be employed in this study, the question | needed to ask was:
which is the best way to uncover the truth and convey the findings? Cohen et al (2005; 5)
believe that the search for truth involves a combination of personal experience, reasoning
and research and that this process must be regarded as “the most successful approach to
the discovery of truth”. Emphasis should be directed towards the quality of the
interpretation of data rather than the objective purity of the method (Hodkinson 2004). This
point is reinforced by O’Sullivan (2007; 247) who stated, “I| am driven in my research by

problems in the field: problems of practice more so than problems of theory”.

3.3 Ethnography

An ethnographic approach was most suitable for this study. This is a design that is
increasingly accepted within social research into sport (Gratton and Jones 2004). The
advantage of this approach, according to Tedlock (2002), is the better understanding of
beliefs, motivations, and behaviours that can be gained at first hand. The naturalistic
setting described by Gratton and Jones (2004) of this research allowed me to place
specific encounters, events, and understandings into a fuller, more meaningful context.
Heyl (2002) believes that ethnographic methods can be interpreted in different ways, but
that there are areas that can be agreed upon: listening well and respectfully; acquiring a
self awareness of the role in the co-construction of meaning during the process; and being
cognizant of ways in which both the ongoing relationship and the broader social context

affect the participants. Atkinson (1997) is at pains to point out the parallels between
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sociology and literature that ethnography encompasses and that this relationship in no way
weakens the ‘scientific’ and scholarly nature of this type of research. Atkinson (1997)
continues, “if the scope of sociology includes the understanding of inter-subjective
communication and social actors’ methods of reality-construction, then surely the methods

of textual persuasion fall within that scope” (Atkinson 1997; 2-3).

However, an ethnographic approach does present difficulties. Sands (2002; 15) points out
that “the ethnographer must attempt a difficult feat — becoming an insider while
simultaneously maintaining an analytical distance to process cultural information”. With
difficulty, the ethnographer must maintain an attitude of detachment towards the society or
culture studied. The oxymoron ‘participant observation’ implies emotional involvement at
the same time as objective detachment. He must not ‘go native’ or himself become the
phenomenon according to Jorgensen (1989). Detachment and self-interrogation,
according to Lincoln and Guba (2000), will permit the researcher to observe the conduct of
himself and others, to understand the social processes and to comprehend and explain
why both actors and processes are the way they are. In this way the researcher acts as a

‘human instrument’.

An acknowledgement of the social construction that occurs as a result means that, as
Hodkinson (2004) says, the researcher is always implicated in their work because of their
social position and identity. The researcher plays his part as one of the actors involved in
the study. In consideration of this, Greenback (2003) feels the important issue is that the
values of the researcher are clearly articulated in their writing. Reflexivity is one of the
emerging innovations in methodology that Gergen and Gergen (2000) believe will replace
the traditional effort to discover and recode truth. Indeed, ethnography has been seen to

nourish and elaborate methodological self-consciousness (Pollner and Emerson 2002),
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attempting to “turn the anthropological lens back upon the self’ (Karp and Kendall 1982;

260). This principle is certainly embraced during the writing of autoethnography.

Charmaz and Mitchell (2002; 162) tell us “researchers alone are obligated to be reflexive
about what they see and how they see it”. As such, the text of ethnography should be
fashioned from one’s engagement with, and participation in, the world studied (Schwandt
2000). Sands (2002; 22) describes how this process may be aided by the attempt to
become “culturally invisible by becoming culturally similar”. In this respect | believe that my
personal values and resources are a positive advantage and should be assets on which to
draw and make use of, as Denzin and Lincoln (2000a) describe. For instance, to be
accepted in the ‘golf culture’ that the research will be set in | need to be able to speak the
golf ‘language’, and being a PGA qualified professional golfer aids this process. | wear the
golf ‘uniform’ and am socialised into golfing culture. In my own previous research (Wright
2005), this was a particular advantage when negotiating and interacting with the group’s
coach. However, during the research process | had to be careful not to ‘go native’
(Jorgensen 1989), but rather, remain detached and self-interrogative (Lincoln and Guba
2000). In theory this would permit me to observe the conduct of myself and others, to
understand the social processes and to comprehend and explain why both actors and
processes are the way they are. However, this is easier said than done. Despite these
challenges | feel that the advantage of this approach is being able to gain a better
understanding of beliefs, motivations, and behaviours at first hand. Indeed Ellis and
Bochner believe that we should celebrate narrative in social analysis: “Narrative can be
argued to offer more in the way of enlightenment than putative theory” (2000, 778). The
legitimacy of this approach is at the heart of Gadamer’s hermeneutics. Gadamer (1975;

466) says that in the studies of human sciences “the only scientific thing is to recognise
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what is”. That is my aim. To recognise what is in the context of the golf lesson and to

reflect it as accurately and effectively as possible.

At the start of this process, | thought that this style of narrative creative writing would be
relatively easy to produce compared with the, on the face of it, ‘labour intensive’ method of
Grounded Theory. However, when faced with a blank page and the task of ‘evoking’ the
reader this becomes more difficult; the mental demands on the researcher are palpable. |
made every effort to recognise and explore the role of reflexivity and follow the advice of
Vidich and Lyman (2000; 38) who believe that the researcher should be “committed to an

understanding of the self’ in the writing-up process and throughout the research.

3.4 Biography of the researcher

According to Denzin and Lincoln (2000a) the researcher’s own biography in terms of
gender, social class, race, ethnicity, education, should be fully acknowledged in any
research. Gergen and Gergen (2000; 1027) take this further by suggesting that to be truly
reflexive, researchers should “seek ways of demonstrating to their audience their historical
and geographic situatedness, their personal investment in the research, [and] various

biases they bring to the work”. It is with this in mind that a biography is included here.

“l was educated at comprehensive school and Sixth Form College in the late 1980s, where
I undertook ‘O’ and ‘A’ levels with moderate success. | was then employed by a high-street
bank in 1987, eventually leaving in 2002. During this time | fulfilled differing roles in many
branches including a role as a personal account adviser. This job entailed interviewing up
to 30 customers per week, questioning them on financial issues and selling them financial

services. | undertook this role for two years.
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Immediately prior to leaving the bank | was a Branch Manager with responsibility for five
London branches. This involved overall responsibility for their sales and service
performance, including management of a large sales team, service quality, staff
development, adherence to budgets, operational issues and managing high value

customers.

In 2002 | moved to Birmingham to take up a place on the Applied Golf Management
degree course at the University of Birmingham that offered PGA membership for
successful candidates. During the degree course | gave up my amateur status and
became a ‘Trainee Professional’ golfer. In 2005 | graduated from the degree with First
Class Honours and was elected to full PGA membership. At this point | joined the Scott
Cranfield Golf Academy and became a full time golf coach. | was based at a busy, modern

golf facility in Essex and found the role to be both rewarding and enjoyable.

However, in the autumn of 2007 | left this post to fulfil a life-long ambition of working for the
PGA based at the Belfry in Sutton Coldfield. My role there is that of Coach Education
Manager for England. This involves running and managing the program of coaching
courses, arranging venues and managing tutor issues, as well as being involved in the
continuing development of these programs. | also have responsibility for organising and
managing the 2009 PGAs of Europe Teaching and Coaching Conference that is due to

take place at the International Convention Centre in Birmingham in October 2009.

In terms of golf, | have played since a young age, mainly due to the influence of my family

members - my maternal grandparents were regular participants, as are my mother and
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father. | first joined a golf club at the age of 14 and played there for a few years before
temporarily giving the game up, mainly due to transport and logistical issues. | began
playing again in my mid-twenties and gradually reduced my handicap to 3. As part of my
PGA training | undertook tournament rounds but since this time | have not played
regularly. | am interested in and have participated in many sports, including football, cricket
and squash. My other interests including, travelling, reading American fiction, music,

cinema and the arts.

Stop!

I've just proof read this bit and | have to say, it's not me, it’s a list of things I've done. All
this talk about ‘real’ writing and ethnography, how on earth does my ‘biography’ fit in with
this ethos? The simple answer is, it doesn’t. The biography above is factual but at the

same time is stale, boring and sterile. Ok, so here are some of the bits | missed out...

The truth is that during the writing of this thesis | have been diagnosed with a condition
called bipolar disorder. It used to be known as manic depression, which is much more
descriptive. This did have an effect on my research, just as it affects every other part of my
life. What it means is that | experience extremes of mood, high and low, for long periods
sometimes, but also periods of rapid cycling. This does mean that | don’t really know what

kind of mood I'm going to be in when | wake up in the morning.

Low mood — my most common state is typified by discomfort around people, anxiety,

suicidal feelings and avoidance of all human interaction.

Normal mood — | can be normal too! I'm not a ‘mentalist’ all the time!
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High mood — this doesn’t happen too often for me, but when it does everything is so easy,
writing research, playing golf, I'm the life and soul of the party! | can be a bit overbearing in

this state and am definitely hyperactive and, well...manic!

As you can imagine this has consequences for everything | do, including research. In an
ideal world | would be quiet and invisible during the research and just observe and in
writing | would be manic and full of ideas and write with ease, style and meaning.

Unfortunately, it doesn’t always work out so conveniently...

At times during the writing-up process | have felt very low and morose, wondering why the
hell I am doing this...what a waste of time... and whether | will ever finish it or that

perhaps | don’t even want to finish it.”

3.5 Ethical Considerations

This research was conducted within the ethical guidelines suggested by BERA. The
actors’ express consent was sought at the beginning of the process. Each actor signed a
consent form (see Appendix 1). It was made clear to the actors throughout the process
that they were free to withdraw at any time. During the writing up of this research the
names of the actors have been changed to protect their identity. As Rees (2002) suggests,
the pseudonyms of the actors has been allocated in light of their ethnic origin, age and
background so as to reflect their actual identity. The whereabouts of the research venue
has been deliberately concealed so as to further protect the identity of the actors. Given
these precautions, the actors’ ages and keywords - listed later in the piece - were included

as | felt they were vital in order to convey an accurate picture of the research.
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Chapter 4
Coffee and Golf: A Monday night ritual
4.1 Introduction
What follows here are some excerpts of the events which occurred during the research.
They have been chosen in order to attempt to enlighten the research questions and to
illustrate and describe my experiences following this group of beginning golfers and their

coach.

4.2 The story
Coffee and golf is a Monday night ritual for Delia, Leanne, Henry, Christopher, Samantha
and Juliet. The group gather, hit some golf balls, chat, drink coffee and generally spend

time together. Every Monday, come hell or high water, the group gather for coffee and golf.

How did it all start? Well, Delia and Leanne decided it would be a nice thing to do together.
Their children ‘alpha boys’ had been to the centre a couple of times before (they are quite
child-friendly at the golf range) and they thought they would give it a go. Being the two
more assertive members of the group, Delia and Leanne managed to rope in Samantha

and Juliet...

They start to arrive. | watch from a distance. Leanne, as usual, first. She always seems to
look quite nervous when she arrives, even though she’s been here so many times before
with her family, as well as on Mondays. Even though the centre is very family, women, and

child-friendly, she still seems like a fish out of water.

When | ask her about this later, she replies, “I don’t really know what to do; I'm not a

golfer”.
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Samantha arrives and immediately Leanne is fine. They chat and laugh. That’s the really
interesting thing about this group; they chat and laugh a lot, including the coach, Henry.
They laugh in the middle of the lesson, after the lesson, all the time. After the lesson, as
it’s usually Henry’s last for the night, they all sit down and have several coffees until the

centre manager throws them out.

Henry says he doesn’t usually get this involved with pupils but that this group is ‘special’.

“Special how?”

“Well, to start with | couldn’t get away”, he said, “they asked me to join them for a coffee

and | couldn’t really say no...now it’s just a habit...I guess we are friends as well”.

Henry’s now arrived from his previous lesson and Delia and Christopher arrive too, | join
the melee. Lots of greetings are exchanged and we slowly start to make our way out onto
the range. Henry carries a whole load of clubs for the ‘girls’— not sure what counts as a girl
these days- these women are in their mid 40’s! It’'s strange, I've done this kind of fieldwork

before, but with this group | really do feel part of it. They are very inclusive.”

‘[Deep breath]...“I'm going to have to ask you to leave now; we need to close up” says the
clearly hassled and centre manager. | talk to her later and she says, “What are they doing

here? Why do they stay so late? Why does Henry stay and talk to them?”

She really cannot understand why four middle-aged, middle-class women are at the

centre at 11pm on a Monday night holding her up. Actually come to think of it, neither can
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I!' It’s just not the usual golfing scene. Golf is played by ‘Tim’s’ (competitive urban males)
and ‘Phillip’s’ (comfortable mid-life men) as well as ‘Roger and Joys’ (retired couples), not

middle-aged women on Monday nights. So why a Monday night?

“It’s just the night we could all do”, says Delia, “You know, we have to juggle swimming,

Jjudo and all the other things the kids do...”

“So who looks after the kids when you play?”

“Jeff, my husband. | need my time. He often gets in late in the week so Mondays is when |

see the girls.”

“So is it a social or did you decide that golf was something you wanted to learn?”

“Good question... | guess it started out as something that we could just do together, but |

love it now”

“So if you stopped playing what might the reason be?”

“‘Well | have been spending quite a lot of money on lessons. Henry and | go and have a

lesson on the course about once a week at the moment, as well as the Monday lesson...

Jeff just can’t understand what I'm up to!”

“And how about your boys, do you go and play with them?”
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“Not really. | do go to the pitch and putt course with them but they are so lively | really

couldn’t try and play at the same time, maybe in a few years when they are a bit calmer! ”

4.3 Henry

Keywords: Mid thirties, engaged, PGA Golf Professional.

I've known Henry for a few years now. He is a laid back character who has talent dripping

out of his every pore. He is a PGA Professional golfer, a great photographer and musician.

| told Henry | was interested in a group lesson dynamic and he suggested | get involved
with his ‘Monday night girls’ group. He said they were '‘interesting’' and he was right! At
that point the group had had a couple of sessions with Henry. Henry telephoned Delia and
Leanne to tell them about my project and to ask if they were happy to be involved, but why
did he select them to call and not Samantha and Juliet? Samantha and Juliet later did give
their permission but seemed to be left with little choice as the two ‘leaders’ in the group

had already decided it was OK.

‘Right ladies, we are going to have a look at your golf posture tonight”

[Some giggling]

“I will come around and I will take a picture of your posture then we will all have a little look

at them on the laptop and see what we can see!”

The photos are taken and we all gather around the laptop to assess golf postures.

40



“Sam, you need to stick your arse out a bit more” says Delia

This is typical Delia, life and soul of the party and leader of the pack.

“Is it normal for pupils to interact this much with you?”

“Not quite as much as this” grins Henry “I guess it does happen a bit more with groups

because they all tend to know each other, although | do teach a few people who just come

along for a chat rather than lessons”.

“These guys are different now though...”

“How do you mean?”

“Well it’'s more like a social club! We keep in touch between lessons and Delia and Leanne

bring their kids to the group lessons during the week. We get talking then too, even when

I’'m supposed to be teaching!”

“So are you a teacher, coach or friend?”

“Wow, erm..I'm a teacher and coach for sure...Samantha and Leanne want to be taught,

whereas Delia, and | suppose Christopher too, want to be coached”

“What’s the difference?”
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“Teaching is instructing and telling to a large degree | think...Coaching is helping someone

learn...”

“And a friend?”

“Absolutely”

4.4 Delia

Keywords: Married, twin boys aged 8, full time student, mid forties.

Delia is the leader of the pack; the social glue. She makes the calls and sorts the
arrangements. Although Leanne would like to think she is in control, and sometimes is
clearly frustrated she isn't, it’'s Delia who is Queen Bee. A matriarch. Caring, very talkative:
a real people person. Delia fulfils this role both on the golf range (among the pupils) and at

the coffee table. The mother. The leader.

Delia was the most improved golfer and would often initiate a discussion during the lesson
— everything would stop and interaction would happen. She asks leading questions and
prompts others. It is with Henry and Delia that the power really lies — Henry, by the token
of his knowledge and experience, holds the power in the lessons and Delia when we get to

the coffee.
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“My God, I'm not going to be able to do this” she says. Henry and Christopher reassure

her.

Henry and Christopher have taken Delia to a proper golf course for the first time; she must

have graduated | guess. We stand on the first tee. It must be an intimidating experience. |

don’t know if it helps that she has a PGA Professional playing with her; it might put lots of

others off. Having said that Henry is so relaxed | can only imagine that he is a calming

influence...

First tee shot time... Straight down the middle. Not long but good enough...

The whole group are jubilant. It’s like Delia has joined ‘the club’- playing on the course and

doing really well for her first time.

“l was so scared” she tells me afterwards “but the boys are so nice and supportive that |

knew it would be OK even if | made a prat of myself”

I ask myself, if everyone could feel this supported when they start out their golfing journey,
maybe more would stay and participate for life instead of trying but dropping out: a big

problem for the sport.

4.5 Leanne

Keywords: Married, son aged 9, daughter aged 4, part time teacher, early forties.
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Leanne is struggling tonight, in fact, she struggles most Monday nights. The ball isn’t going

anywhere. Her face is contorted and she is desperate to ‘maintain face’ among her peers

who appear to be getting better, give or take, most weeks. Leanne is getting worse; and

the effort is killing her. Henry has already spent more than a fair of the time with Leanne

tonight but it makes no difference.

“What am | doing wrong?” she asks me...

How to respond?

‘Just try and relax,” | tell her. “Take a break for a minute”. | am a Golf Coach, but this is

Henry’s patch, | really don’t want to interfere.

Her poor performance is getting to her in more ways than one.

“The others are doing better than me,” she says.

1y

“That’s OK” | say, “We all learn at different rates and at different times”.

| talk to Delia and she has noticed Leanne’s struggle.

“l just don’t know how to help her”, she says.

Although Delia feels powerless to help | know she would if she could. She takes Henry

aside later and talks to him about it. Henry is feeling under pressure too. Why is it that one
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of the group just doesn’t get it? Henry feels this calls into question his professional

competence.

During coffee, Leanne is a changed person, happy, engaging, one of the leaders of the
group. It’s like chalk and cheese. Christopher on the other hand is a fairly good player, in
the golfing field he is King, whereas in the coffee domain, Christopher is quiet, listening

and agreeable.

4.6 Christopher

Keywords: Early twenties, single, blue collar.

Christopher is an interesting member of the group. Strangely enough Henry introduced
him to the girls when the group were having coffee. He just sat down and joined in. Being
the mother and leader of the group Delia was the one who made Christopher feel welcome
and engaged him in conversation. He and Delia are now quite close. They often go to the
pitch and putt course together in the evenings and sometimes on Mondays when Henry

cannot do the lesson. The two of them make an odd, but rather endearing, pair.

“Delia is like a really good friend now...l dunno, she looks after me”. Christopher has been
through some issues in his personal life and Delia was there to support him and help him

through, as was Henry.

“We are close, she’s kind of like a really cool mum...l had a few things goin on and she
was the one that | phoned and talked to about them...she helped me through...we both

met up with Henry a couple of times as well and that really helped. To be honest all the
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girls in the group are great and we all keep in contact on the phone and by text in between

lessons”.

4.7 Samantha

Keywords: Married, 3 children, full time mum, and former nurse, mid forties.

Samantha is a 100%er, that’s for sure. She listens intently to Henry, her forehead creasing

in concentration.

‘But am | doing it right?”

“Yes, that’s really good, maybe you could....”

Samantha really does expect an information-based approach from Henry. He on the other

hand, generally, coaches in a much more questioning, problem-solving way.

Henry’s style is relaxed, not too much technical detail, but in many ways this is what

Samantha craves; she needs to be told what to do and then she feels she could follow

these instructions. Is there a parallel here with how the group functions in the coffee

context? Samantha is directed (consciously or subconsciously) by Delia in coffee and by

Henry in golf.

4.8 Juliet

Keywords: Second marriage, stepson, and full time fun-seeker.
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Juliet was there in the early days and gradually faded away. | don't think she liked the
social interaction of the group. Interestingly she didn’t take part in many of the children-
related conversations. Anyone would have guessed she was childless, which in one way,
she is. Juliet’'s main aim is to pack in as much fun into as short a space of time as she

can.

Her husband plays golf, although he won't play with her, “He says I'm crap and play too

slowly. He’s probably right,” she says.

Juliet, having played some golf before lessons with Henry, was initially on a different level
to the others. The problem with this was that the set-piece type lessons (grip, stance and
posture, and swing) that Henry taught at the start were not really relevant to Juliet, or so
she thought. This meant she was bored by the content of the lesson and often went back
to her bay when Henry was talking to the group in another bay. Henry just ignored her and

carried on with the others.

Juliet was far more interested in the play on the course; she turned up for many of the
games that Henry organised, but stopped coming to Monday night lessons. Having said
that even on the course Juliet was clearly frustrated by the slow play and chatting of the
others. Juliet was also very quiet in the coffee settings after golf. She didn’t really share
the same lifestyle as the others and stayed on the periphery. | guess the fact that she was
‘better’ and that she didn’t enjoy the social interaction of the group was why she dropped

out. It’s a shame that | didn’t get to ask her more about this.

4.9 A morning at the golf course
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It turns out to be a lovely day for our first visit to the golf course, which is really a pitch and
putt course. Henry had advised everyone about dress code and what is expected of them
here, although looking at the place this doesn’t seem like it was necessary - a sign by the

first hole details rules one of which is ‘no play allowed without a shirt’— hardly St Andrews!

On our trip are Henry, Delia, Leanne, Samantha and Juliet. Everyone has got their new

golf shoes on, and very smart they look too; apart from Juliet of course whose muddy

shoes clearly indicate she is a ‘practicing’ golfer. They have all ‘made an effort’ too. Full

make-up and matching oultfits - coach and researcher excepted!

Henry attempts to explain how it’s decided who will play their tee shot first. Eventually it's a

bit of a free-for-all. First shots are all taken with moderate success. What an easy game

this is! We make our way to their golf balls and immediately a problem becomes apparent.

‘Isn't it a lovely day?’

‘What are you doing at the weekend?’

‘I love your trousers’...

| think Henry can see the issue here. The social interaction is going to be difficult to

manage into the right places.

Henry explains that the person whose ball is furthest away will now play next. No problem.

“ltls you”
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“Is it?”

“ ..Yes | think so”

The only exception here was Juliet who just wanted to ‘get on with it’.

On the third hole, play actually stops for what feels like a long time...we are discussing

something. Even Henry gets drawn in. Suddenly he takes command again and directs play

like a conductor. It's quite endearing to see the gentle Henry trying to cajole and guide

these novice golfers through the minefield of etiquette. Interestingly, Juliet doesn’t try to

help this process, but stands with hand on hip, huffing and puffing until it’s her turn to play.

On the way back to the clubhouse | ask Henry about this ‘part’ he plays as the coach.

“So in general, do you try to manage how pupils see you?”

“Oh for sure...I have to put on my coaching mask. It’s like putting on a performance really”

“How do you ‘act’ then?”

“Confident for sure, even if you’re not sure what the problem is or how to solve it. What |

try and do is mirror the personality of who I’'m teaching and try and make them at ease and

relax”

“Does that still happen with the girls?”
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“I think we are way past that now! No, they know me very well now”.

“Is that more difficult for you to handle?”

“I think it probably is...they know me so well that the mask has slipped | guess.”

4.10 Coffee and Wagon Wheels: an after-golf ritual

We retire to the clubhouse, a small concrete building that comprises the shop, café and

centre of operations. Coffee and Wagon Wheels all around. We have a lengthy discussion

on the merits of Wagon Wheels and how we thought they had disappeared in the 1970’s.

Everything is making a comeback these days including biscuits it seems, although we all

agree that they are smaller — maybe it’s just that we are bigger!?. The usual pattern

emerges, chat, coffee, chat.

“Shall we have another one?”

“..Yes, why not...”

Delia ends up being late to pick her kids up from school... and I'm left trying to work out if

they’re all here to catch up and chat, or play golf.

Seems to me it’s a bit of both.
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Chapter 5

Discussion

5.1 Introduction

Once established in the research setting, it was very easy for me to interact with the group.
| think that this was more to do with their attitude as people rather than any great strategy |
had. As time went on | began building relationships with the actors myself, but the question
emerged, was | in fact an observer, participant, or, participant-observer? | believe that the
answer to this is that my position evolved during the course of the study; | started as an

observer and then moved towards being a member of the group.

The issue of my social ‘position’ within the group is just a part of the wider issue of the
social positioning of the group as a whole. Toms and Kirk (2006; 101) say that the social
positioning “helps us to understand not only how individuals and groups practice and
interact around (and within) their positions, but also how the practices of these positions

can help to construct a sports club itself”.

What follows is a discussion around the four key areas previously identified during the
literature review which seek to deepen and further understanding around the research

questions of this study in this particular context.

5.2 Socialisation into golf; the sample

The group was certainly a social one. Interaction was their raison d’étre. Golf was the
vehicle for this but it could just have easily been tennis or bowls. Golf was a by-product but
the group found new places to meet, the driving range, the pitch and putt course and also

a full sized golf course. The female members of the group all knew each other at the start
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of the process, mainly because their children went to the same school. The motivation to
play came from Delia and Leanne’s children as their participation sparked the interest of
their mothers but also as golf was an activity they could all do together. However, in the
process the group did transform and draw new members in. Henry and Christopher were
added to the group and more and complex social relationships and ties were formed. New
settings for social interaction were also discovered: the pitch and putt course and the golf
course among them. The social gathering and ‘catching up’ was all important. Although the
female members of the group often met at the school gates, there really was not enough
time then to chat ‘properly’ and catch up. The golf context was free from children and their

arrangements for football, cricket and golf practice.

These settings contrast greatly to the setting described by Zevenbergen et al (2002). In
their study, the golf ‘cadets’ were aiming to become members of the golf club and as such
had to conform and adhere to the social values that were set out for them. They were not
there to socialise but to get into the golf club. The culture identified in the study was
actually one which saw interaction, especially during the lesson, as distracting and
inappropriate. Conversely, the group studied here formed their own rules and society,
rules which the coach followed, not vice versa. The social interaction was the reason for

the golf, and often interrupted it.

In part this was possible because of the initial setting in which their golf lessons occurred.
The driving range was not a stereotypical golf environment; there was no dress code, no
membership rules, and no social hierarchy; none of the barriers that the women in the
Shotton et al (2004) study had to deal with. The driving range was child-friendly and
notable for the large number of women who attended. This was certainly in contrast to the
setting described by Zevenbergen et al (2002) where rules and regulations were apparent

in all aspects of the club. This is potentially an area where golf clubs could improve
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recruitment and membership levels. Golf clubs are usually not the most welcoming places
and stereotypically tend to be male and white dominated and have strict dress codes.
These factors may well have put off the members of this group from starting golf in a golf
club environment; one which Shotton et al (2004) reports is imbued with sex

discrimination.

Henry reported that the group was ‘worth a lot’ to him initially in terms of pounds and
pence, but latterly in terms of their friendship. This was apparent to the extent that Henry
didn’t like charging Delia for lessons at the golf course; it was more like friends just having
a game together (although Henry didn’t ask for payment, Delia did still pay). At least part of
the reason for this may have been the matching of teaching and learning styles that Henry
and Delia preferred and enjoyed. This may seem unusual practice but as Lyle (2002)
points out, sports coaching practice is shaped by social structures, relationships and social
trends. This pattern of coaching practice that Henry was part of was indeed shaped and

formed by the group members as by the coach.

Henry got to know the participants as individuals and friends, not just clients and, as such,
followed the advice of Potrac and Purdy (2004) who suggest that interpersonal element of
coaching is critical if the coaching is to be successful. Perhaps this would be a sensible
way for golf coaches to go about teaching the everyday golfer; to build a ‘true’ relationship
thus encouraging prolonged participation. However, not all coaches could necessarily
duplicate the time and effort Henry put into this group with everyone they teach because of
time constraints as well as potentially not having pupils they connected with in such a good

way.
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5.3 Social interaction and the coaching context

There is a huge contrast between the coaching styles adopted within this study by Henry
and that detailed in previous research. Although at the start of the study, Henry was quite
formal in the lesson format, he always acted more like a facilitator rather than a
prescriptive teacher. This is in stark contrast to the style of the coach described in
Zevenbergen et al (2002) where the cadets (pupils) were required to take part in the
lesson that consisted of Ken, the coach and authority figure, ‘passing down’ his knowledge
of the ‘one right way to play’. Cadets were forbidden to interact. In contrast, Henry was
happy for the group to interact (which they clearly wanted to) and positively encouraged it,
following the advice of Stafford (2007) and Lyle (2002) who encourage coaches to deliver

a participant-centred approach founded on communication and social relationships.

Henry was attempting to let the group problem-solve and come up with their own answers
and solutions. Jones and Wallace (2005) suggest that coaches should expect to exercise
some ‘control’ over athletes, but that this level of control will always be variable and limited
by the often complex and problematic social context. Certainly Henry got the group back
‘on track’ if they were going in the wrong direction and in this way did exert an element of
control. However, as the study progressed the agenda was set more and more by the
participants. As each player started to exhibit different strengths and weaknesses the
lesson became more like four or five individual lessons in one hour rather than a ‘group’
lesson. Delia also wielded power in the lesson scenario. Often the lessons would break
down to look at a technical issue or have a discussion (led by Delia usually), but the
discussion would soon result in a joke that would lead to laughter. The approach of Henry
to ‘let this happen’ shows him to be the flexible, creative and socially aware coach that

Jones (2000) suggests will be the most successful.
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In Wright (2005) | found that the social interaction was an important motivator for the
children involved — | classified different groups identified as fun seeking socialisers and
socialisers. For some the social interaction was the primary reason to be at the lesson,
much like the girls in this study. However, | also found that the coaches in my earlier study
(Wright 2005) were disorganised and, as such, failed to identify the distinct groups within
the golf lesson. They failed to meet the needs of the majority of the participants. Henry
used social interaction as a tool of his guided-discovery style of coaching and, in doing so,

strengthened the relationship and trust he built up with members of the group.

The complex thing about this group of golfers (and for that matter virtually any group of
athletes) is that each member of the group had different learning styles or ways in which
they preferred to be coached. In this case Samantha wanted detailed technical instruction,
Leanne just desperately wanted to get better and Delia, a thinker and reflector, was most
in line with the guided discovery-style that Henry adopted. How can the coach possibly
cater for all these different requirements within a single session? In the case of Purdy et al
(2008) and Zevenbergen et al (2002) the coaches simply delivered and the participants
either liked it or not. Purdy et al (2008) reported varying levels of compliance and co-
operation between the coach and athletes and perhaps this was because of this approach.
It should be noted that the participants in this study were at National Championship level
and this too may well have had an effect on the approach to coaching compared to that of
the golf participant coach in this study. However, Purdy et al (2008) did report that the
insensitivity to social and power issues resulted in an irretrievable breakdown of coach

athlete relations.

Perhaps the ‘social care’ that Henry adopted and was keen to encourage was important in

keeping most of the participants happy. Armour (2004) says that elite rugby coach Bob
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Dwyer identified social care as a key function of the coach in creating an environment
where athletes are able to relax and feel supported by the coach, both on and off the pitch.
Dwyer asserted his belief that the coaching role was a giving one, ‘I think it's important to
know that the role of the coach is to give, give, give to the players” (Armour 2004; 96). In
this study, Henry did ‘give’ to the situation by allowing himself to be fully immersed both in
the context of the lesson as well as outside of the lesson. Indeed, the whole group
contributed to the care of Christopher when he was going through serious ‘personal
issues’. Telephone and text messages of support and advice were sent by the group to
Christopher even though he was away from the group for a while. Delia and Henry both
met with Christopher in a non-golf setting to offer support and friendship. When Leanne
was struggling to hit the ball Henry spent more time with her and Delia approached Henry
to say that she had noticed that Leanne was not happy and was keen to find out what
could be done to help her. These incidents, and the group’s reaction to them, resulted in

strengthened bonds and relationships within the group.

The social care that Henry showed is perhaps a means by which coaches can deepen
their relationship with players and build up mutual trust and connection. Despite the fact
that all the members of the group studied here wanted different things from the coaching,
only one dropped out and the remaining members of the group actually became closer as
a result. In Wright (2005) | had identified that the needs of participants were not being met
adequately, and because of this, attrition rates were high. However, it is important to note
that Henry did not carry out a conscious ‘audit’ of what the participants wanted and how
they preferred to be taught. Perhaps he picked up on this unconsciously and adapted his
style to suit the situation. In the work of Zevenbergen et al (2002) and Purdy et al (2008)
there is no suggestion that their coaches did this either. However, this is extremely

important issue and both North (2007) and Cassidy et al (2004) suggest, good coaching
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practice and participation are strongly linked. In Henry’s case perhaps he achieved and
maintained participation of most of the group simply by the personal relationship and group
bond that emerged. Henry was not formally educated to take this approach, but he acted

intelligently to meet the needs of his participants.

5.4 Rules, etiquette and golf culture

The Royal and Ancient (2008) quote the Rules of Golf as follows: “Play the ball as it lies.
Play the course as you find it, and if you can’t do either, do what is fair.” If only it were this
simple, they continue: “But to do what is fair, you need to know the Rules of Golf’. The
Rules of Golf consists of 203 pages and covers issues as obscure as what to do when
your opponent attends the flagstick without your permission! Golf is certainly a game that
has lots of rules, written and unwritten. During the first few weeks of their lessons, Henry
did hand out copies of the Rules of Golf to the group, but | cannot imagine they read them

and who can blame them for that?

Henry, by accident or design, managed to produce a culture very different to the ‘norm’ in
the context of golf. Zevenbergen et al (2002) and Shotton et al (2004) state that golf is
structured in a way so as to legitimate the dominant social and cultural groups. The group
of beginner golfers in this study was certainly not the normal golf ‘crowd’. The habitus they
experienced in the three settings | observed them in, varied. Firstly, as previously
mentioned, at the driving range there are none of the normal golf rules and etiquette, you
could wear jeans and trainers without fearing being thrown out of the club. Women and
children were great in number at the centre, definitely not a norm in a golf setting.
Secondly, at the pitch and putt course there were some rules — wearing a shirt for instance
— but not much etiquette. There were ‘proper’ practicing golfers to be found here, but also

others for whom the pitch and putt was the extent of their golf. However, in the third
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setting, when Delia graduated to a ‘proper’ golf course, she was subject to all the rules and
etiquette issues that Zevenbergen et al (2002) would describe as normal golf culture and

that Shotton et al (2004) found that women were much more likely to adhere to.

Fortunately, Delia was largely unaware of these issues and was therefore not put off golf
or adversely affected by them; the only concern she had was focussed on her actual
performance on the course. Delia was not concerned with stepping in the wrong place or
making a noise at the wrong time. — my own first experience on the course was at a busy
time, | was told that the Captain of the Club was playing in the group behind and was
watching me as | prepared to take my very first tee shot. Lots of pressure to do the right
thing, play in the right order, and not cough at the wrong time. Result? | hit the ball with a
big slice out-of-bounds. Re-load...out of bounds again...humiliation...how did | manage to
get over this? Given this initial experience, maybe others would have given up the game.
Henry went about managing this potentially tricky situation by largely ignoring it. Rather
than explain all the rules beforehand, Henry’s approach was to try and explain things as
the group went along. Shotton et al (2004) describe the women they encountered as being
much more influenced and governed by the rules they encountered, Delia was simply not

exposed to these rules and therefore was not affected by them.

The first visit to the pitch and putt course was a good illustration of this. On this trip, three
out of the four had brand new golf shoes on, as well as some interesting new ‘golfing’
outfits. Despite the social interaction threatening to take over, Henry tried to teach the
group about how it is decided who takes the next shot. Juliet was clearly frustrated by this

as she already was a ‘golfer’ and knew these rules, although interestingly was unwilling to
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offer the others any advice or help. Indeed Juliet appeared to be quite cross with Henry for
not making the rules clear before the start of play and thus allowing her more time to play.
Juliet did not fit into the group; she wanted to attend for the instruction, but the social
interaction afterwards did not appeal to her and she left the group. | met Julia by chance
some time later (at a ‘proper’ golf course) and she told me that since leaving the girls
group she had begun to play some golf with her husband, a ‘socialised’ golfer and that this

was far better as he ‘knew the rules’.

The golfing ‘cadets’ in the Zevenbergen et al (2002) study had the rules clearly written
down for all to see, as well as having an overseer to ensure they were strictly adhered too.
Failure to comply with these rules resulted in the offender being marginalised and possibly
excluded. The actors in this study suffered no such scrutiny and baggage of rules,
etiquette, golf culture and habitus and although that did clearly not suit Juliet, for the other

participants this was a positive.

5.5 Behind the coaching mask

Jones (2006) believes the interaction between coach and participant is the essence of
coaching, rather than the mechanics of what, and how, to perform a skill. Within the
context of this interaction the coach needs to present a coaching face or ‘mask’. Jones
(2006) is certainly concerned and aware of this coaching persona and the management of
it. Initially Henry did wear a mask and keep the relationship with the participants fairly
formal. He described his coaching persona as confident and relaxed even if he was
struggling to diagnose a swing fault; in the syntax of Graham Taylor, quoted in Potrac and
Purdy (2004), he was a ‘good actor’. However, to some degree the mask slipped over

time with this group of novice golfers. The length of time and quality of social interaction
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they enjoyed meant that the group knew a lot about Henry and his outlook on life and his
personal circumstances. He learned a lot more about them too and as such their
relationships were deeper and more firmly cemented than with an average pupil. Taylor’s
view (described in Potrac and Purdy 2004) was that the coach has to maintain the ‘mask’
and always remain positive, but it should be noted that Taylor in his coaching career was
dealing with professional footballers and a team situation whereas Henry, in this case, was
coaching beginning participant-type players, a distinction which Lyle (1999a) believes is

necessary and needs making due to their diverse nature.

Perhaps Henry should have maintained a more ‘professional’ distance with the group.
Clearly, once the coach has entered the field of more social understanding and interaction
with pupils, one has to work out where to draw the line, and with this group in particular,
how to draw the line. The group was so interactive that Henry had little choice but to join
in. Perhaps initially, Henry felt he needed to join in to keep their ‘business’. However, once
fully socialised, he became especially close to two of the golfers who became good
friends. This approach is backed up by the findings of Armour (2004) who suggests that
coaches are aware of the social norms that are appropriate given their position, but that
they are also influenced by role models and that it is the synthesis of these issues that

allows the coach to transcend both and “become their own coaches” (Armour 2004; 134).

Henry was certainly his own man, having coached for 10 years. He was relaxed about his
interaction with the group despite his own admission that the coaching mask had slipped
somewhat. However, Jones (2004b) warns that deviance away from the coaching
‘performance’ or ‘front’ may put the credibility of the coach at risk; although this was in the
context of a study of elite level coaches. Conversely, in this coaching situation the slipping

of the mask possibly strengthened Henry’s relationship with the group; the ‘real’ person
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eventually shining through and forming relationships deeper than simply that of golf coach
and pupil. However, it is questionable as to whether Henry could really use this tactic with
all his other pupils. There would certainly be an issue with the amount of time he would
need to dedicate to this but also there may be many pupils who would prefer to keep the

relationship that of coach and player rather than anything more informal.
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Chapter 6

Conclusion

This paper sought to examine the social elements of golf coaching: the relationship of
coach and golfer(s) and the societies they form. The social perspective of sports is an area
that has been largely under-valued in coaching literature. Whilst there are a number of
studies investigating participation issues, there is little written about the coaching
‘experience’. Until recently, coaching theory and practice have largely been focused on the

technical at the expense of the social; an emphasis on the ‘what’ rather than the ‘how’.

This study identified that the social relationships of the group were actually more important
to the group than the activity itself, with issues of social support and community being
central. The group met for social reasons rather than sporting ones. Ignorance of social
issues can lead to coaching practice becoming de-skilled and to the “development of
mechanistic coaches all primed with the knowledge, but finding it difficult to adapt that
knowledge to the ever-changing complexities of the human environment” (Armour and
Jones 2006; 8). Henry was certainly not a mechanistic coach. In fact it could be argued
that he took the social aspects of teaching these individuals too far. Henry became their
friend. The social interaction took place after the golf lesson, but also during the lesson.
The lesson would stop and social interaction would ensue. Amongst other reasons, this
may have been due in part to the lack of usual rules and culture of the golfing context. The
actors were not aware of the usual golfing culture and were therefore were focussed

purely on performance and not on anything else.

Reliability will always be a contentious issue when undertaking ethnography and writing in

a narrative style. The truth that | discovered during the study is the only truth | can be
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concerned with. It is critical though that my presence was acknowledged and accounted
for. However, this is a subjective view and | will never really know to what extent |
discovered the ‘truth’. | did discover a ‘truth’ of what actually happened, but several
questions will always remain unanswered with this type of research. How did my presence
affect the truth that | experienced? What would the truth have looked like if | had not been
there? It should also be acknowledged that this study is illustrative of this experience only.
It cannot be used to generalise and is indicative of the experience of the participants only.
As Purdy et al (2008) say, this type of research is a complementary way of understand the

coaching context but will always be framed from the researcher’s point of view.

Armour and Jones (2006; 8) believe that “sport sociology knowledge is knowledge which
empowers coaches to act intellectually and reflexively, to critically evaluate information
from a range on interested parties, and to take responsibility for decisions affecting their
athletes”. An appreciation of these social perspectives is invaluable in improving and
understanding coaching practice. Jones et al (2004) believe that coaching relies less on
the mechanics of how or what to coach and more on who is coaching, their perceptions of
how coaches ought to act, and the relationships they have with those being coached. With
this in mind, this paper suggests that there is a need for the coach to understand the social
needs of the participants as much as their technical needs. Ultimately it calls for a better
understanding of the importance of how one should teach, as well as what one should

teach among coaches in golf.
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Appendix 1
Consent Form

Jonathan Wright

Apartment xx
XXXXXXX
Birmingham
XXX
Telephone 07894 xxxxxx
E-mail jonathanawright@xxxxxx

Dear

My name is Jonathan Wright and | am a Masters Degree student from the School of
Education at the University of Birmingham. As part of my studies | am undertaking a short
piece of field research. My area of interest is the social interaction of coach and pupil
within the context of the golf lesson. As discussed | have the agreement of xxxx xxxx to
carry out this research and am writing to you to ask permission for you to be involved.

The purpose of the study is to trying to understand issues around participation and the
social aspect involved in golf coaching. It is hoped that these findings will inform golf
governing bodies in creating strategies to increase fun, enjoyment and participation.

The research will require that | am present at your group golf lesson on Monday nights. |
will be observing and may take some notes. At some point during the research it may be
possible that | will ask to conduct an interview with you. If you agree to be involved |
guarantee that your identity will remain confidential at all times.

Participation in this study is entirely voluntary and you have the right to leave the
study at any point.

Please do contact me if you have any questions regarding this matter,

Jonathan Wright
| hereby give permission to be included in the above research project. | am aware that this

process may involve observation and interview. | understand that | have the right to
withdraw at any point during this study.
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