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ABSTRACT

The role of the leader in UK sport coaching systems has rarely attracted attention,
either academically or within sport policy in the UK. Yet, individuals holding these roles
within National Governing Bodies of Sport play a critical role in creating the structures
necessary for the development of effective sport coaching strategy and coach
education across the UK. This research addressed this gap by examining the
experiences of effective change leaders within UK coaching systems, with the intention
of gaining critical insights to inform future developments within the sector. Adopting a
constructivist-interpretive approach within a collective case-study umbrella, this
research used life-history interviews to co-construct individual narratives to ‘tell’ the
stories of six effective coaching systems leaders. These narratives were then analysed
to identify key themes for each individual, followed by a template analysis to generate
five cross-case themes: ‘| know who | am’, Curiosity, Great People, Nurturing
Environments and Courage. The findings are also synthesised in a new ‘Model for
Coaching Systems Leadership in the UK’. It is argued that the sport coaching sector
in the UK would benefit from a new leadership narrative that views authentic leaders

as an integral component of coaching system development at every level.
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CHAPTER 1: INTRODUCTION

1.1  Starting with ‘why?’

“‘By WHY | mean what is your purpose, cause or belief?”

(Sinek, 2009, p.39)

Sinek (2009, p.42) argued that ‘people don’t buy WHAT you do, they buy WHY you do
it and ‘if you don’t know why, you can’t know how’ (p.70, emphasis in the original).
Reflecting on such statements and acknowledging Sinek’s belief that ‘we can all learn
to lead’ (p.1), it feels appropriate to start this thesis on effective leadership by
explaining my ‘why?’. My epistemological and ontological standpoints for this research
will be explored in the methodology chapter, however, they do not provide the full
picture in terms of my ‘why’ for this study. It is important, therefore, to acknowledge
this from the start of my writing because, after all, how | see the world inevitably affects

the way | think, behave and research.

So, let me begin...



“I have been a sports and coaching development practitioner for over twenty-five years,
and in that time have worked within a wide variety of settings from Local Authority to
national agency. Forten years (from 2006 to 2016), | was ‘Head of Coaching Systems’
for The Professional Golfers’ Association, where my responsibilities included writing a
long-term strategy for golf coaching in the UK, developing new coaching qualifications,
establishing a new coach educator and assessor workforce, and many other

interesting (and often difficult) challenges.

| have always been a curious and creative individual who endeavours to explore new
perspectives and ways of working; | have been described as a logical, resourceful and
tenacious leader who always seeks to give of her best. In a sector with no set
education pathway to support me, | shaped my own path and learned as | progressed.
From the early days of developing my CV with coaching qualifications, through to an
MBA and this PhD...my curiosity has continually driven me to learn and keep learning.
The aim has been to ensure | can feel competent and confident that | am ‘making a

difference’ through my work.

Yet despite my commitment to learning and continued endeavours to use research to
inform my practice, | have never been entirely sure what ‘good’ looks like for my role.
Equally, | often felt like every academic paper | read on coach education and
development, was arguing that National Governing Bodies of Sport were getting

everything wrong; something | took very personally at the time!



Whatever the intent behind the writing, the emotions stirred within me were those of
frustration and anger. | felt like my endeavours to connect theory and practice were
not visible enough, my efforts to shift culture were not good enough and my intention
to create genuine changes in coach development were not quick enough. However, |
knew that | always applied my best efforts within the challenging boundaries of small
budgets and limited human resource. | also knew that there were great people making
amazing things happen within sport coaching in the UK, and | was angry and frustrated

that their voices were not being heard over the academic rhetoric and power games.

So | decided to take action through a PhD. My ultimate intention for this study was to
explore and understand the stories of those | perceived to be ‘great people’ to help me
to present an informed argument back to those who continue to suggest that sport has
simply ‘got coaching wrong’. | want this thesis to encourage a different way of thinking;
| want it to demonstrate the powerful potential when theory and practice combine. In
particular, | want to understand stories of success to better comprehend what good
looks like, and ensure this insight can be shared within the wider profession and,

importantly, in coach education.”



1.2 Research purpose

The overall purpose of this research was to analyse, interpret and share the
experiences of effective leaders within sport coaching systems in the UK. The
research explored the personal experiences and perspectives of selected change
leaders in order to understand how they initiated learning to lead and how they drew
upon their personal prior experiences to help them develop. Exploring and analysing
these personal ‘stories’, using a narrative approach, provided detailed critical insights
into the lived processes of effective leadership in coaching systems development.
These critical insights are now offered as valuable learning that can support individuals

and organisations seeking to initiate and lead future systems development.



1.3  Context for sport coaching

The Wolfenden Report (1960) marked a significant ‘turning point’ (Hargreaves, 1986,
p.7) for the governance of sport in the UK. Coaching featured heavily in this report,
which arguably set the context for how coaching would be perceived, developed and
funded in the ensuing years. In more recent decades, UK policy documents such
‘Coaching Matters’ (Sports Council, 1991), the Coaching Task Force (DCMS, 2002),
The UK Coaching Framework (sports coach UK, 2008), and UK Coaching Strategy
(UK Coaching, 2017) have continued to raise the profile and importance of coaching
within sport. It is now universally recognised that good quality coaching has the
potential to influence participation, development and retention within sport, (Lyle and
Cushion, 2017), with this appreciation changing the ways in which sport coaching is

viewed and developed, (Taylor and Garratt, 2010).

Since 2015, the sport coaching context for the UK has grown ever more complex with
the publication of strategies including ‘Coaching in an Active Nation; the coaching plan
for England’, (Sport England, 2016); ‘Coaching Scotland: a framework guide to the
development of coaches and coaching in Scotland’, (sportscotland, 2017); ‘UK
Coaching Strategy 2017-2021’ (UK Coaching, 2017); and ‘Working in an Active Nation’
(Sport England, 2018). With great coaching now presented as being ‘at the heart of
physical activity and sport’ (UK Coaching, 2017, Our Mission section), organisations
within the sporting landscape (including national governing bodies of sport) have been
tasked with consistently building coaching systems that ‘recruit, develop and retain a
diverse coaching workforce that better reflects society and inspires an active nation’

(UK Coaching, 2017, Our Strategy, section 2).



Whilst there continues to be significant focus on the need for ‘modernisation’ of the
governance structures for sport (DCMS, 2000), there has been little focus on the need
to develop and support the people within the organisations and ‘systems’ who bring
such visions to life. Herold and Fedor, (2008, p.5), argued that the real problem with
change is not the inability to create new ideas, rather the reality that ‘proposed changes
so often exceed organisations’ capacity to digest them’. They also highlighted the
importance of leaders of change adopting approaches that facilitate long-term change
rather than delivering ‘knee-jerk, copycat, or faddish trends’ (ibid.). It is this thinking
from Herold and Fedor that provided the insight for a number of critical questions that
motivated this research. In a context where governing bodies face increasing pressure
to respond to shifting political agendas for sport coaching, the need for effective
leadership to facilitate change becomes paramount. Yet the importance of such
leadership has rarely gained attention in either academic literature or policy
documents. It is this ‘gap’ that this research study sought to address; reviewing how
‘change’ is perceived within sport coaching and whether a renewed focus on effective

leadership could support the ongoing evolution of coaching systems in the UK.

14 Coaching Systems Development

Whilst the term ‘coaching systems’ (section 1.3) has been widely used in practical
terms within the UK coaching sector since the publication of the UK Coaching
Framework (sports coach UK, 2008), a consensus definition remains relatively elusive.
The UK Coaching Framework set out an ambitious vision that called for ‘the creation
of an ethical, valued, inclusive and cohesive coaching system that is a world leader by

2016, (ibid., foreword, no page number).



It also referred to the notion of a ‘coaching system’ throughout the document; yet it did
not specifically define what was meant by the term. Rather, the Framework (ibid., p.12)

included the diagram below (Figure 1) to highlight the scope of a ‘coaching system’:

Figure 1: UK Coaching Framework — coaching systems scope
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The UK Coaching Framework detailed three phases of development (p.19-21), five
strategic action areas (p.25-27), six management initiatives (p.31-35) and four key
pillars (p.39) that would all be required to support the implementation of a world-leading
coaching system. Of most relevance to this study was the key development pillar that
noted the importance of the ‘capacity of governing bodies of sport to design, deliver,
support and quality-assure inclusive coaching and coach education systems on a local,
regional, national and UK-wide basis’, and that such ‘capacity issues will be assessed
for for all governing bodies of sport committing to further development of their coaching
systems in the context of the UK Coaching Framework’ (p.39). As will be explored in
Chapter 3 of this thesis, there has arguably been little, or no attention paid to this crucial

area of development identified as a key pillar for the UK Coaching Framework.

The sole definition of a ‘coaching system’ that appears in written literature is provided
by Lara-Bercial et al (2017) in the ‘European Sport Coaching Framework’ (ESCF); a
document that provided a further reference point for the development of coaching,
coach education and coaching systems within Europe. The ESCF acknowledged that
finding the most appropriate ways to support coaches and athletes ‘does not happen
in isolation but is the result of interactions between the constituents of what can be
termed The Coaching System’ (ibid. p.12). The ESCF subsequently defined the
coaching system as ‘the people, organisations, structures and processes that play a
part in the recruitment, education, development, employment and recognition of
coaches in a particular context’ (ibid.). Figure 2 below shows the visual representation
of this ESCF coaching system definition and the various constituents, which does have

parallels with the UK Coaching Framework diagram in Figure 1 above.



Figure 2: ESCF Coaching System — people, functions, organisations
Adapted from Lara-Bercial et al, 2017, p. 13
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When reviewing the field of coaching within current academic literature, it is evident
that the vast majority of research has, to date, focused on the ‘act’ or practice of sport
coaching that is articulated at the centre of both the figures presented above, and
introduced in section 1.3. As Callary and Gearity (2019, p.261) summarised, ‘a
sizeable amount of research and theorising exists on understanding, advocating for,
and preparing quality coaches’. Authors such as Armour, Coté, Cushion, Gilbert,
Jones, Jowett, Lyle, North and Potrac (to name but a few) have, over the past 40 years
or so, made significant contributions to the body of work that explores coach/athlete
relationships and coaching as a ‘social non-linear process characterised by complexity
and ambiguity’ (Jones and Thomas, 2015, p.65). This research focus arguably reflects
the emphasis of the wider ‘coaching system’ on the recruitment, training and retention

of coaches as a priority area for development during this time.
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During this period, however, there has been ‘virtually no research examining the role
of the coach developer/educator’ (Abraham et al, 2013, p.175) and yet ‘professional
coach educators are key to the success of coach education’ (Cushion et al, 2019,
p.533). Interestingly, even in the past twelve months (2018 onwards), there appears
to have been a noticeable shift in the field that recognised the need to study the skills,
abilities and experiences of such ‘coach developers’ in order to really advance
coaching practice. This again anecdotally reflects a similar move within the practitioner
landscape. The publication of a special issue of the International Sport Coaching
Journal (2019, Volume 6) dedicated to ‘Global Perspectives in Coach Education for
the Coach Developer’ perhaps most vividly highlights the recognition that an effective
coach developer workforce is necessary to support the continued growth, development
and learning of active coaches. Yet, as Callary and Gearity (2019, p.261) argued in
the introduction to this coach developer edition, ‘there is much that this special issue

accomplished, and yet much more to be done’.

This study argues that in order for the continued development of UK coaching systems,
there is a need to expand this focus further and go beyond the coach developer remit
to the ‘coaching system leaders’. These are the individuals within sport governing
bodies, and other sporting organisations, who are ultimately responsible for designing,
developing, leading and co-ordinating the constituent parts of ‘world-leading coaching
systems’. In essence this focuses on the ‘people’ element of coaching systems as
highlighted in the second key pillar of the UK Coaching Framework (sports coach UK,
2008, p.39) and within the ESCF definition of coaching systems (Lara-Bercial et al,

2017, p.12).
10



1.5 Research questions
The main research question addressed in this study was:
* What can be learned about effective change leadership in sport coaching

systems from critical analysis of the narratives of selected change leaders?

The following sub-questions then provided a logical structure for the literature review,

data analysis and research outputs:

1. What are the stories of the individuals who are leading change effectively within

sport coaching systems in the UK?

2. What common and/or contrasting themes can be identified and developed from

within and across these stories?

3. How can the insights gained from this research inform future leadership

development for sport coaching systems and other relevant contexts in the UK?

Chapters 4 and 5 provide the detail of the data collection methods employed to co-
construct and analyse the stories of the selected change leaders for this study.
Acknowledging the stated research paradigm (see section 4.2) Chapter 6 then
presents an answer to sub-research question 1, with Chapter 7 answering sub-
research question 2. Sub-question research 3 was approached in a different way as
empirical data was not directly collected to answer this question. Instead, personal
experience and researcher reflexivity was employed to consider how the research
outputs and learning from this study could be collated, connected and presented in a

way that could be utilised to support future coaching systems leadership development.

11



1.6 A narrative, case study approach

The rationale for this research was to learn about change leadership from detailed
analysis of individuals who have been successful in effectively leading change within
sport coaching systems. Constructing, analysing and sharing the personal stories of
individuals who are actively influencing the coaching systems landscape within which
they operate, could provide critical insights into factors that have resulted in success
in the cases studied. The ways in which each case achieved success was personal
and unique, reflecting both individual agency and the environment within which each

operated.

Stake (1995, p.8) suggested that the purpose of a studying a case was to ‘observe the
workings of the case, to record what was happening and to examine it's meaning’.
Equally, he proposed that ‘the real business of case study is particularisation not
generalisation’ (ibid.) and noted the importance of understanding each case in ‘both
terms of its uniqueness and commonality with other cases’ (Hemmestad and Jones,
2019, p.673). Thus, for this study, the choice was to adopt a collective case study

approach (Stake, 2000) to allow for such insight and comparison.

The choice of a narrative case study approach for this study was influenced by
research from Clandinin and Connelly (1996, p.24) on the teaching profession. They
argued that ‘it is not only an understanding of teacher knowledge and the education of
teachers that will make a difference but attention to the professional knowledge context

in which teachers live and work’.

12



Narrative methodologies have also been increasingly applied within a sport coaching
context since the early 2000s (Jones et al, 2004; Toner et al, 2012; Carless and
Douglas, 2013; Gilbourne et al, 2014; Hemmestad and Jones, 2019), as scholars have
come to view coaching as a complex, non-linear social process (Jones 2007,
Hemmestad et al, 2010; Purdy and Jones, 2011; Jones et al, 2018; Jones and
Ronglan, 2018). In the absence of literature directly relating to the experiences of
coaching systems managers, this body of sport coaching work provided a sound basis
within which this study, its methodology and, ultimately conclusions, could be

grounded.

Stake (2000, p.435) stated that the ‘case study is not a methodological choice, but a
choice of what is to be studied’. The choice of what to be studied within this case was
framed by the research questions outlined previously (1.4), with the methodology
chapter expanding on how the study was conducted and presented. Each chapter of
this thesis has been carefully constructed so that together they ‘tell the story’ of this
research by addressing the ‘why?’, ‘what?’ and ‘how?’ questions. This includes the
research context, the methodological choices and the conclusions reached. There is
also space for reflections on the research process and the presentation of a model that

is presented to answer the ‘so what?’ question that accompanies any research study.

13



1.7  The reflexive researcher

‘Reflexivity’ is an essential ingredient in constructivist-interpretative research and
‘many scholars practice and reflect upon reflexive research’ (Mahadevan, 2011, p.150.
Lincoln et al (2011, p.115) defined reflexivity as ‘the process of reflecting critically on
the self as researcher’ and emphasised that the constructivist approach requires the
researcher to continually utilise reflection as a tool (ibid.). Hastie and Hay (2012, p.82)
stressed that ‘given the centrality of the researcher in the process of qualitative
research, it is essential to recognise, acknowledge and account for the influence of the
researcher’s personal values, beliefs and experiences on the research process and its
outcomes’. Reflexivity requires the individual to look back upon their experiences and
consider their influence, involvement and how their presence may have affected a
particular research outcome. Carter et al (2014, p.363) emphasised that ‘the
interpretative nature of qualitative research places researchers in a space where their

own social and historical position is a vital element in the study process’.

Carter et al (ibid.) also highlighted that ‘by making the substance of one’s self and story
explicit, we better understand how the researcher approaches research questions,
interactions with participants and data, all of which ultimately shape emergent findings
and discussions’. The qualitative researcher is not, and can never be, ‘neutral’.
However, if an individual understands that that the stories they uncover are constructed
within the frame of their personal paradigm, and that each person within their research
setting will also have their own paradigm, then appropriate levels of meaning can be
drawn from the study. The position of the researcher within this study was briefly

introduced in section 1.1. and will be further explored in section 4.5.3 below.

14



The researcher, however, is not the only source of reflexivity in a constructivist-
interpretive research study. Mahadevan (2011, p.150) discussed the notion of
‘participative reflexivity’, in which the researcher chooses ‘to trust the other and engage
seriously with their view’ (Hibbert et al, 2010, p.56). Hibbert et al (ibid. p.57) further
identified that a participative reflexive approach requires the researcher to ‘at least
partially, give(s) over the direction and meaning of the research, and herself, to the
other(s)’. Lincoln et al (2011, p.115) also recognised that studies conducted within a
constructivist paradigm need to consider whose ‘voices’ are heard in the research

findings; ‘the author, the participants or the researcher through their inquiry’.

Mahadevan (2011, p.151) encouraged researchers to appreciate that the researcher,
actors in the field and readers of the final work all have a role to play in the construction
of any written text. Any research texts and outcomes, therefore, need to be created
through an ongoing dialogue between researcher and participant, then presented in a
manner which is useful to the broader audience. In essence, the reflexive process
adopted throughout this research study sought to ensure that ‘reflections offered by
participants are...reframed as a way to help create a meticulous, robust, and
intellectually enriched understanding through generating additional insights and
dialogue’ as suggested by Smith and McGannon (2018, p.177). Reflective paragraphs
are included throughout this thesis and Chapter 5 (Data Analysis) is presented as a
reflexive first person account to show a journey of trustworthiness and rigour
throughout the research process. Consideration is also given in these paragraphs to
researcher/participant relationships and how ongoing dialogues between researcher

and participants shaped and guided the final research outputs.
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1.8

Overview of this study

The following chapters will expand on this introduction and provide a detailed journey

through this research process. The opening chapters review relevant change and

leadership literature (Chapter 2) and the sport/sport coaching landscape in the UK

(Chapter 3). The middle chapters provide detailed insights into the methodological

approach (Chapter 4) and choices made on how to conduct the research (Chapter 5),

with the final chapters reporting the findings (Chapters 6, 7 and 8) and conclusions

from the research (Chapter 9). In summary:

Chapter 2 — reviews the concept of change and explores the sub-research
questions of what is change and who leads it?

Chapter 3 — considers the context for sport/sport coaching in the UK since the
1960s and explores the approach to managing change during this time.
Chapter 4 — provides detailed insights into the methodological approach and
specific research tools employed for this research.

Chapter 5 — reflects on the undertaking of the research and brings the research
plan ‘to life’ with a first person account of the process.

Chapter 6 — includes the individual narratives co-constructed during the first
phase of the data analysis (thematic analysis).

Chapter 7 — details the output from the cross-case analysis phase (template
analysis) in the form of five themes that were developed from the data.
Chapter 8 - presents a new ‘Model for Coaching Systems Leadership in the
UK’ that has been developed from this research.

Chapter 9 — draws the research to a close with a summary of answers to the

research questions, key recommendations and limitations of the study.
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CHAPTER 2: LITERATURE REVIEW

21 Introduction

The following two chapters present an overview of the literature that was reviewed for
this study and provide a frame from which the overall study can be located and
contextualised. Whilst the content and focus of each chapter is different, together they
establish an overview of the core subjects, issues and theories related to this particular
research. The chapters also reflect on the breadth of work in each area and consider
any interesting variances in approaches, arguments or conclusions. Crucially, by
reviewing relevant literature it was possible to identify existing gaps in the current
research which enabled the effective positioning of this particular study in the wider

body of work (sections 1.3 and 1.4 above provide the broad context).

With the context for sport coaching (section 1.3, p.5, coaching systems development
(section 1.4, p.7) and the research questions (section 1.5, p.11) as a guide, the

following two chapters explore the following key areas for this study:

* Chapter 2 — The context for change and change leadership
o Defining, driving and managing change

o Leading change and leadership development

* Chapter 3 - The changing sporting landscape and political influences for
coaching within the UK since the 1960s:
o Implications for the coaching sector or profession

o The approach to managing change in UK sport coaching systems
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2.2  Setting the context for change

The literature examining change provides a rich context within which the change
researcher is able to position any new study. Traditional academic studies reside
alongside practical management tools, each intended to help organisations and
individuals operate effectively in the constantly shifting and increasingly complex
landscape for change. The sheer size of this body of work presents a considerable
challenge when reviewing the overarching subject of ‘change’. Change in the abstract
is a potentially infinite concept to grasp, however when placed in a specific context, the
notion of change can more feasibly be studied. Establishing a relevant base for this
study is therefore critical. Literature specific to the field of sport coaching systems in
the UK is limited and it has, therefore, been necessary to draw upon relevant literature

from wider, relatable contexts to provide a frame for this research.

Fullan (1993, p.vii) identified organisational change as ‘ubiquitous and relentless’, with
Mullins (1999, p.821) stating that ‘change is part of organisational life and essential for
progress’. In more recent years Nordin and Deros (2017, p.310) argued that ‘change
is not an exception but an ongoing process’, with others summarising that ‘change has
become the norm for organisations to sustain their success and existence’ (Al-Haddad
and Kotnour (2015, p.234). The acronym VUCA (volatile, uncertain, complex and
ambiguous) has been introduced into the change landscape (Saleh and Watson, 2017,
p.705) and is now being consistently used to describe the constant shifts within the

business world (Bennett and Lemoine, 2014; Sarkar, 2016).
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Change is not a modern phenomenon and the desire to ‘manage change’ has been
discussed in theory and practice for several decades. In the 1940s, Lewin (1947a,
p.13) reasoned that ‘change and constancy are relative concepts; group life is never
without change’, and through his studies on Group Dynamics (1947a; 1947b), he
proposed that the contrasting positions of social change and social stability should be
analysed together to understand group life. This is the basis of ‘Field Theory’, which
Lewin characterised as a method of studying the complex relationships between

individuals, group behaviour and the ‘field’ within which they each exist (1943).

Whilst Lewin’s studies focused largely on group and social behaviour, the connection
of his theories to organisational development is relevant to this study. For example,
Ghitulescu (2013, p.206) acknowledged that ‘the success of organisational change
increasingly depends on employees taking personal responsibility for change through
effective adaptation to changing conditions and proactive anticipation of new
challenges’. Such links between work environment (the ‘field’) and employee behaviour
clearly reflects the principles of Lewin’s ‘Field Theory’ in that forces in the ‘field’,

however small or large, directly influence individual or group behaviour.

It is interesting to note, though, that Ghitulescu does not reference Lewin’s work,
despite the apparent connections. This may be a reflection that this was a ‘period of
time when the influence of Lewin in academic social psychology had declined’ (Bargal
et al, 1992, p.982) and when doubt was cast regarding the relevance of Lewin’s work

to modern change efforts (Dent and Goldberg, 1999; Marshak, 1993).
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Questions of whether Lewin’s sequential approach to change can still be considered
useful in the current complex world of organisational and cultural change continued in
current literature (for example Bartunek and Woodman, 2015, p.158). Yet Burnes
(2004, p.977) asserted that ‘rather than being outdated or redundant, Lewin’s approach
is still relevant to the modern world’, and a number of papers over the past five years
have reinforced the value and relevance of Lewin’s contribution to the organisational
change domain (for example Burnes and Bargal, 2015; Cummings et al, 2016; Burnes

et al, 2018).

2.3 The nature and scope of change

Perhaps reflective of the many ways in which change is perceived, there remains no
one, common approach to categorising change. For example, Senior and Fleming
(2006) considered change as characterised by the rate of occurrence, how it comes
about and scale; Al-Haddad and Kotnour (2015) contemplated change in terms of
scale and duration; Rosenbaum et al (2018) discussed change in relation to type or
impetus; and Lewis (2019) defined change in terms of being planned or unplanned,

small scope or large scope, and discursive or material.
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A number of early management theorists, for example Lippitt, Watson and Westley
(1958), Bennis et al (1976) and Margulies and Raia (1978), proposed simply that
change could be considered as either ‘planned’ or ‘unplanned’; a categorisation that
has attracted much interest. For example, Ford (2008, p.174) identified that planned
change is ‘goal-orientated, rational and intentional’ whilst emergent (unplanned)
change is ‘processional, performative and emergent’. Interestingly, however, Fullan
(1993, p.1) argued that change could be ‘assumed, but not planned for’ and argued
that for even the most planned change, there would always be an element of luck
influencing the outcome (ibid. p.25). Fullan’s reflections highlight a key question for
the management of change; that is whether or not any change can actually be solely
attributable to a planned programme, or whether the new behaviour or outcome is due

to a combination of planned and unplanned change?

This perspective suggests that even the best planned change programmes rely on an
element of ‘luck’ in determining their outcome. With authors such as By et al (2016)
questioning whether the term ‘change leadership’ is actually an oxymoron, it is relevant
to pose the question of whether change can ever truly be ‘managed’ in a logical and
systematic way when the nature of change itself is so ‘changeable’? It is interesting to
consider how the potential answers to this question impact upon the role of leaders
and leadership within change programmes. There are also links to Lewin’s ‘Field
Theory’ and the inter-relationship between field forces and behaviour, which are inter-

dependent.
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Another way of viewing organisational change is to consider it in relation to magnitude,
or the relative size of the change within an organisation (Robbins, 2001). The terms
‘first-order’ (small, incremental change) and ‘second-order’ (large transformational or
radical change) have been frequently used within literature to describe the scope of
change (Watzlawick et al, 1974; Golembiewski et al, 1976; Argyris and Schon, 1978),
with Bartunek and Moch (1987) adding ‘third-order’ (continuous change) to the
literature. It is interesting to note that many popular change models from the late 20"
Century begin with the characteristics of first and second order change as their base,
for example Grundy’s ‘variety of change’ and the Dunphy and Stace ‘scale of corporate
change’ (both 1993). Each model developed their own terminology to define change,
but both viewed change as a continuum that ranged from minor, refining changes (first

order) to maijor, radical, revolutionary change (second order).

Building on this simple continuum idea, Nadler and Tushman (1989) considered
change in two dimensions. Their framework connected the ‘scope of change’
dimension (incremental or strategic change) with the ‘external environment’ dimension
(reactive or anticipatory change) to better understand the extent to which change
engages an organisation and the source of the impetus for that change. Nadler and
Tushman (ibid.) then identified the four classes of change of tuning (increasing
efficiency); adaptation (response to external events); re-orientation, (change occurring
within an existing structure or frame of the organisation); and re-creation (change to
the fundamental structure or frame of the organisation) across these two broader
dimensions. It is possible to view the Nadler and Tushman model as a perspective

that connects a number of the identified means of classifying change.
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Table 1 below, (adapted from Nadler and Tushman, 1989, p.196) demonstrates these

perceived connections.

Table 1: Types of Organisational Change

Incremental Strategic
(1st order/continuous) (2nd order/discontinuous)

Anticipatory (Planned) Tuning Re-orientation

Reactive (Unplanned) Adaptation Re-creation

Adapted from Nadler and Tushman, (1989, p.196)

24 Managing change — a model approach

As already highlighted, change ‘has become the norm for organisations’ (Al-Haddad
and Kotnour, 2015, p.234) and is ‘a prominent feature of our lives and the character of
many organisations’ (Lewis, 2019, p.18). Yet, if the literature is to be believed, a high
percentage of change initiatives consistently fail (Worley and Mohrman, 2014, p.217;
Al-Haddad and Kotnour, 2015, p. 235); although it is noted that a growing number of
authors, such as Hughes (2011) dispute this oft quoted statistic and label it as a myth
that has become an ‘accepted truth’ (By et al, 2016, p.8). If, though, it is accepted that
change is an ‘inescapable part of both social and organisational life’, (Mullins, 1999,
p.821), and that life within groups is never without change, (Lewin 1947a; 1947b), the
study of change from both social and organisational perspectives is one of great

interest.
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Why, though, has the desire to manage change in the context of ‘organisational
development’ become such a keenly researched and practically applied notion?
Perhaps Kippenberger (1998a, p.10) provide a simple answer when he summarised
that ‘because managers have to manage groups of people, they need to understand
group dynamics and need insights into the desire for, and resistance to, specific
change’? It is arguably this basic proposition that provides much of the rationale for

the use of models in the field of change management and organisational development.

Since the early work of Lewin, a number of change models have been constructed to
help ‘plan and implement change in order to promote organisational effectiveness’
(Asumeng and Osae-Larbi, 2015, p.29). Just as there are a number of different ways
to categorise change, there are a variety of approaches to managing change, (Senior
and Fleming, 2006, p.310). This review now presents a selection of these models and
then compares and contrasts their respective approaches. The following models have
been selected because they reflect a progressive timeframe, offer a range of
perspectives and present a broad cross section of available change models. Equally,
each of these models was prominent in the literature reviewed for this study, with
research by authors such as Pryor et al. (2008), Lunenburg (2010), Mitchell (2013), Al-
Haddad and Kotnour (2015) and Rosenbaum et al (2018) guiding final choices. For
example, these papers reinforced the seminal position of Lewin’s work, and highlighted
Kotter's model (1996) as a widely recognised model for change within the business
world. The following paragraphs do not intend to provide an in-depth description of
each change model, rather to highlight key observations and points of relevance for

this study.
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2.5 Introducing five models for change

2.5.1 Lewin’s Three-Step Change Model (1940’s)

Lewin (1947a) proposed a ‘Three- Step Change Model' built around the stages of
unfreezing, moving, and refreezing. Authors such as Bargal et al (1992) and Burnes
(2004) advocated Lewin’s model as a base from which many modern change theories
took their lead, whereas a counter-argument suggested that Lewin's model was too
simple and outdated for the current fast-moving world (Marshak, 1993; Dent and
Goldberg, 1999). In more recent years, however, interest in Lewin’s three-step change
model has been been reignited (Bartunek and Woodman, 2015; Cummings et al, 2016;
Burnes at al, 2018). Of particular significance is the conclusion reached by
Rosenbaum et al (2018, p.299) that ‘despite the voluminous research and material
written regarding planned organisational change, Lewin’s approach, when considered

in its entirety, is as relevant now as it was during the time of his original writing’.

Lewin (1947a) argued that the initial unfreezing step was necessary ‘to break open the
shell of complacency and self-righteousness [that] is sometimes necessary to
deliberately bring about an emotional stir up’ (p.35). In other words, change needed a
prompt for action. Within the moving step, Lewin (1942) believed that it was essential
to view any change situation as a whole due to the complexity of the interaction
between field forces and individual and group behaviour. This is an important point as
Lewin believed that in order for change to occur, the change leader must consider all

forces at work and identify all possible options on a trial and error basis (Lewin 1947a).
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The third step of refreezing evokes a notable level of debate in the literature. Whilst
Lewin (1947a, p.34) stressed that ‘it does not suffice to define the objective of a
planned change in group performance as the reaching of a different level’ and that
‘permanency of the new level...should be included in the objective’, there is a view in
contemporary literature that ‘Lewin never wrote refreezing anywhere’ (Cummings et al
(2016, p.37). Infact, Cummings et al argued that the term refreezing had been created
over time by the misinterpretation of Lewin’s work, for example Festinger and Coyle
(1950). Cummings et al (ibid.) noted the discrepancy between Lewin’s cited belief that
‘life was not static; it was changing, dynamic, fluid’ and the principle of his ‘unfreeze,

move, refreeze’ approach.

It is this debate that arguably underpins many of the theoretical criticisms of the Lewin
three-step model as too simplistic for the dynamic environments of modern
organisational life. As Bartunek and Woodman (2015, p.161) reflected, ‘the problem
with this formulation is that time keeps on moving, that is, continuous change is
unceasing’ and consideration has to be given the whether ‘an organisational change
will last long enough to (re)freeze’. Despite such challenges to Lewin’s work,
numerous studies over the past 60+ years have referenced Lewin and have critiqued
its use as a model for change (Schein, 1996; Kippenberger, 1998b; Lunenburg, 2010;
Cummings et al, 2016). Each author has offered their own views on the model and

argued their position on whether or not Lewin’s work has remained relevant.
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As already noted above, the most significant challenges are related to the refreezing
stage of the model, for example the acknowledgement by Kippenberger (1998b, p.13)
that in order for change to really be sustained, there is a need for individuals to ‘embed
their new point of view in their own personality and in their relationships with others’.
Kippenberger’s point is particularly relevant for this study in relation to the challenges
for management and development programme in supporting the transfer of new,

learned behaviour from the training environment to the everyday workplace.

This issue of learning transfer is recognised as a consistent challenge throughout the
professional development literature in a number of sectors, including teacher
education, sports coach education and leader development. For example, Gurdjian et
al (2014, p.123) recognised that ‘burgeoning leaders, no matter how talented, often
struggle to transfer even their most powerful off-site experiences into changed
behaviour on the front line’. When viewed in these terms, it can perhaps logically be
concluded that it is this notion of ‘embedding behaviour change’ that is the essence of
Lewin’s refreezing stage; in other words, change is only sustained if new behaviour is

embedded in the culture of the ‘field’.
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2.5.2 Lippitt, Watson and Westley’s Phases of Change Theory (1958)

Heavily influenced by the work of Lewin; Lippitt, Watson and Westley published their
pioneering work on planned change in 1958. Lippitt et al. (1958) recognised that they
were not the originators of many of the ideas in their research and their work evolved
from previous concepts developed in change literature. Lippitt et al focused on
‘planned change’ and the importance of ‘professional guidance’ in organisational
change, (ibid. p.4). Lippitt et al (ibid. p.3) argued that organisational change needed
to be served by an external change agent (professional ‘helper’); a view that has since
been much discussed in the literature. This focus on the role and responsibility of the
change agent as opposed to the continual process of change has been widely
acknowledged as a point of difference in the Lippitt et al model (for example Kritsonis,
2004-2005). St. Clair et al (1963, p.291) reflected that this important feature of the
Lippitt ef al model was ‘perhaps the greatest contribution of this book, [yet] also one of
its limitations’. St Clair et al (ibid.) suggested that considering only the external change
agent is needlessly restrictive (ibid. p.292) as it precluded the influence of internal

agents of change (insiders).

Lippitt et al. (1958, p.123) presented their work as a seven-phase model that expanded

on Lewin’s original three-step model. Table 2 (below) illustrates the Lippitt et al model

and highlights their perceived connections with Lewin’s original work (ibid. p.130).
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Table 2: Comparison of Lewin and Lippitt et al change models

Lippitt et al. (1958) Lewin (1940’s)

The client system discovers the need for help,
sometimes with stimulation by the change agent
Unfreezing

The helping relationship is established and
defined

Phase 3 | The change problem is identified and clarified

Alternative possibilities for change are examined;
change goals or intentions are established

Change efforts in the ‘reality situation’ are
attempted

Phase 6 | Change is generalised and stabilised
Refreezing

The helping relationship ends or a different type
of continuing relationship is defined

Adapted from Lippitt, Watson and Westley (1958, p.130)

Whilst there are number of differences and similarities between the Lewin and Lippitt
et al models, a key point of interest for this study arises from the seventh phase of the
Lippitt et al model. This final step recognised that if an organisation became over-
dependent on the change agent tasked with driving a particular change, or the
individual remained in position too long, it was likely that the desired change would not

be embedded in the behaviour of the organisation (1958, p. 142).
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Equally, it was acknowledged that if the relationship with the change agent was
terminated too quickly, it was likely that the desired behaviour change would not have
sufficient time to develop. This presents an interesting conundrum for any change
leader and arguably links to the question raised by St Clair et al (1963) as to whether
focusing solely on the external change agent in planned change is a too much of a

dependence or restriction.

Another relevant point of note is that whilst they presented their phases of change in
linear fashion, Lippitt et al emphasised that change does not necessarily proceed in a
sequential manner with overlap between each phase likely (Lippitt et al, 1958, p.130).
This suggests an interesting paradox given the wide recognition that change is
constant (Lewin, 1947a) and that change is influenced by individual and group
behaviour and how each interacts with their environment (Lippitt et al, 1958), and yet
there is an apparently pervasive desire to control or ‘manage’ change. As Lippitt et al
argued, change is unlikely to happen in a logical manner, yet the change literature is
filled with models and management tools built on a phased or step-by-step approach.

This apparent conflict is important to note for the context of this study.

It is interesting to note at this point, that the use of models in the sport coaching sector
is @ common occurrence as it provides a ‘representation of the relational aspects of
(usually) complex phenomena by using symbols or simplified descriptions that help

conceptualise the phenomenon itself’ (Lyle, 2002, p.80).
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Such models (for example the Long Term Athlete Development Model, UK Coaching
Certificate, UK Coaching Framework) are used frequently by practitioners to inform
and develop coach education and development programmes. Anecdotally, however,
there is an overreliance on such models, and a tendency to apply them in the linear
(or literal) format in which they are presented. This arguably results in over-simplistic
solutions that do not fully reflect the reality of the environment, (Cushion et al, 2006,
p.83). In terms of change, there is arguably a need for change agents (in this study,
coaching systems leaders) to be able to operate in a dynamic environment where
effective solutions do not necessarily lie in following a ‘step-by-step’ model. The
implications for coaching systems leader development of the future are discussed in
Chapter 8 where the reference to development of professional knowledge around

change is key.

31



2.5.3 Greiner’s Change Process Model (1967)

Like Lippitt et al (1958), Greiner (1967, p.119) acknowledged the shifting pace of
change within organisational development and recognised the central role of managers
in influencing change within any organisation. Lunenburg (2010, p.7) stressed that
whilst Greiner's model recognised the key role of leaders during change, it also noted
that ‘potential for change also exists at all levels of leadership and operating
responsibilities in the organisation’. Greiner's model recognised that ‘power and
relative distribution of ‘power’ throughout an organisation was highly influential within
change programmes. Greiner argued that change is more likely to occur when shared

power is more prevalent in an organisation.

As a result, Greiner's framework was built on two key principles; first that successful
change depended on a re-distribution of power throughout the organisation (1967,
p.126), and second that power re-distribution occurred through a development process
of change (Lunenburg, 2010, p.7). Greiner (1967, p.126) argued that change was ‘not
a black and white affair occurring...through a single causal mechanism’, rather change
involved a number of inter-linking phases with multiple elements and causes provoking
reactions that caused the next change to occur. This belief echoed the conclusions

noted earlier of Lippitt et al. (1957, p.130) in terms of the cyclical nature of change.

Greiner proposed that change required an initial impetus to ‘shake the power structure’
at its very foundation, (1967, p.126) and that both internal and external factors
contribute to the build up of pressure to change. When pressure reached an influential

level, managers would take action to change.
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Greiner highlighted that the need for change would be more readily apparent when

internal and external factors combined to prompt change, as when one is absent ‘it is

easier for top management to excuse the pressure as inconsequential’, (ibid. p.127).

It is interesting to recognise that the notion of change requiring a stimulus or influence

to stimulate action is present within each of the change models reviewed thus far —

albeit each model describing and defining it in differing ways.

Greiner's model depicted change as a series of stimuli and reactions that lead to

organisational change at different levels. Figure 1 (below) represents an abstract view

of Greiner’'s model with the two principles in evidence.

Greiner’s Change Process Model (1967)

Figure 3:
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Adapted from Greiner (1967, p.126)
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Again, parallels can be drawn between the final phase of Greiner’'s model and Lewin’s
third stage of re-freezing. Greiner (1967, p.129) emphasised that if change is
effectively embedded through the shared power approach, it is ‘less likely that these
organisations will “slip back” to their previous behaviour’. Whilst there appears to be
collective agreement for the need to embed any change, there are mixed beliefs as to
how long this phase will take and whether there is an optimal pace for change
(Fernandez and Rainey, 2006, p.173). Greiner (1967) believed that change must be
adopted gradually and through continuing practice rather than through a ‘one shot

method’ (p.129).
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2.5.4 McKinsey 7S Model (1980)

The McKinsey 7-S model developed by Waterman et al (1980) is noticeably different
to the step-by-step change models noted thus far. In developing their model,
Waterman et al worked with internal and external stakeholders at McKinsey and
Company to identify areas of interest and need. Whilst there were nuances between
the two consultation groups, there was a consensus of dissatisfaction with
conventional approaches to change management and a shared scepticism for the
contribution of behavioural science to change. The original 1980 publication lacked
references and therefore it is not possible to make direct connection to any of the
theories critiqued in the consultation process for this model. However, given that
Lewin, Lippitt et al. and Greiner had behavioural science backgrounds, it is possible to

surmise that these were the approaches being dismissed as irrelevant.

The core concerns appeared to have been grounded in the belief that a systematic
approach to change within an organisation is not always possible. Waterman et al.
(1980, p.16) concluded that ‘in the face of complexity and multiple competing
demands, organisations simply can’t handle decision-making in a totally rational way’.
It is therefore possible to understand the criticism levelled at change models that
adopted a linear approach because if change is constantly evolving, it is arguably
impossible to manage change using a sequential model. This challenge was

previously discussed under the paragraphs above on Lippitt et al.
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The 7-S framework developed by Waterman et al (1980) also reflected the belief that
productive organisational change is not simply a matter of structure, with the 7-S model
reflecting the key elements of an organisation that Waterman et al believed were
needed for effective organisational change. The seven resultant factors were divided
into the ‘hard’ elements of strategy, structure and systems, and four ‘soft’ elements of
style, staff, skills and super-ordinate goals. Hanafizadeh and Ravansan (2011, p.25)
reviewed the McKinsey 7-S model and noted that ‘successful organisations achieve a
fit between these seven elements’, however they also argued that the ‘hard’ elements
are easily identifiable and understandable, whereas the ‘soft’ elements may be less

feasible from a systems perspective.

Figure 2 (on the following page) depicts the 7-S model, which is visually different from
the preceding step-by-step models. There is no obvious starting point or flow, which
reflects the belief of Waterman et al. (1980) that different elements will be important to
organisations in varying degrees at any point in time, (1980, p.19). Each elementis a
variable within any organisational change effort, with the consistent point that a change
effort cannot be implemented by simply focusing on one or two of the factors
(Leadersphere, 2008, p.15). Successful re-organisation will occur when the variables

are aligned to become more congruent as a system.
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Figure 4: The 7-S Model
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Adapted from Waterman et al. (1980, p.18)

Despite apparent differences, it is possible to draw parallels between the 7-S model
and Lewin’s Field Theory, namely that there is a relationship between the environment
and individual/group behaviour. Reflecting Lewin’s belief that individual behaviour is
influenced by forces that exist within the group environment (1943 and 1947a), the 7-
S model appreciates the connection between organisational environment and
behaviour. However, criticism has been levelled at the 7-S model in that Waterman et
al viewed the organisation as existing in isolation and only influencing inwardly, and
did not consider how the structure of an organisation might need to respond to external
pressures (Leadersphere, 2008; Hanafizadeh and Ravansan, 2011). This approach
can, therefore, be considered limited as it does not recognise the potential impact of

external change factors.
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2.5.5 Kotter’s Eight Stage Process (1996)

Kotter (1995; 1996) is a significant influence on the field of change, despite an apparent
lack of academic or theoretical rigour throughout his work. In fact, he appeared as the
most cited change author in publications referring to change and leadership between
1978 and 2014 (Hughes, 2015). It is interesting to note the lack of references
throughout the majority of Kotter publications (similarly the Waterman et al work) and
thus it is difficult to make connections between existing theoretical frameworks and the
Kotter and McKinsey models, which would arguably strengthen the case for their

relevance.

Kotter's model is built on his personal observations regarding change efforts and his
fundamental belief that there are eight reasons why a change process will fail. Kotter
used eight common errors to suggest an eight stage process to aid managers
attempting to instigate a change initiative. These reasons and stages are summarised
in Table 3 (following page), which has been adapted from Kotter's book ‘Leading

Change’, (1996).
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Table 3: Eight reasons for failure and eight stages for change

Eight common errors within Eight stages of creating major
change change
Allowing too much complacency Establishing a sense of urgency

Failing to create a sufficiently
powerful guiding coalition

Underestimating the power of vision Developing a vision and strategy

Under communicating the vision by a
factor of 10 (or even 100 or 1,000)

Permitting obstacles to block the new Empowering broad-based action
vision
Failing to create short-term wins Generating short-term wins
Declaring victory too soon Consolidating gains and producing
more change
Neglegtlng 19 ETENE) SIS Wity Anchoring new changes in the culture
in the corporate culture

Adapted from Kotter, (1996), Leading Change

Creating the guiding coalition

Communicating the change vision
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Kotter placed great importance on the sequencing of any change process and argued
that errors commonly occur when organisations jump ahead’ in the process of change
and try to achieve too much too quickly, (1996. p.23). This point is unique to the Kotter
model and worthy of note as whilst the Lewin, Lippitt et al. and Greiner models are all
presented sequentially, they did not place such specific emphasis on the step-by-step
process. In fact, as noted earlier, Lippitt et al. (1957) identified that, whilst their model
was presented in a sequential manner, phases will overlap and may not strictly always
follow the process. This also contrasts significantly with the 7-S model (Waterman et

al., 1980) that stressed the need for a more fluid and interactional approach to change.

Nonetheless, it is possible to draw a number of parallels between Kotter's model and
those previously reviewed. For example, Kotter’s first phase of ‘establishing a sense
of urgency’ (1996, p.35) reflects similar themes from the initial phases of each of the
previously considered models and the need for a ‘prompt’ or stimulus for change. The
relative power of the leadership group in Kotter's second phase (‘create a guiding
coalition’, p.51) echoed Greiner’'s (1967) recognition of the importance of establishing
shared power across an organisation seeking to change. Kotter’s eighth phase noted
the need to anchor any new change in the culture of the organisation, (ibid. p.145) and
Kotter heavily emphasised the concept of ‘culture’ and described change programmes
success as where ‘new practices replace the old culture’, (p.154). This arguably
reflects the refreezing stage established by Lewin (even if there is debate around the
legitimacy of attributing this to Lewin), and the need to embed new behaviour into

organisational culture pervades each model of change.
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Finally, Kotter (1996, p.15) recognised that organisations are subjected to a constant
pressure to change in order to survive in the evolving global landscape. Kotter believed
that his eight-stage model offered individuals the opportunity to develop a greater
understanding of how successful change occurs, what steps are involved, and the
potential pitfalls of any change effort, (1996, p.20). It could therefore be surmised that
helping individuals to better understand the process of change will be increasingly
important in today’s global marketplace, which has significant relevance to this study

in the context of sport coaching in the UK.

2.5.6 Common themes and contrasts

Each of the five change models reviewed were shaped by differing beliefs and
theoretical perspectives. Whilst all adopted their own particular approach, there are a
number of common themes that run across two or more of the models. The themes of
leadership, shared power, problem solving and the need to embed new behaviour into
organisational culture are all evident throughout the literature reviewed. It is also
important to note that the authors of all the change models considered acknowledged
change as a complex and dynamic process created by the inter-relationship between
several factors. It is therefore interesting that five of the six change models outlined
above adopted a liner approach to depict their change model, albeit with contrasting

views.
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Whilst Lippitt et al. (1958), and Greiner (1967) acknowledged that change is non-linear
and phases of change may overlap, they still chose to present their models in a
stepped manner. In contrast, Kotter (1996) stressed that the phasing of his eight stage
model was critical to change programme success and argued that many change
programmes fail because they do not adhere to the logical steps (p.23). The McKinsey
7-S model (Waterman et al., 1980) is the only model reviewed that was depicted in a
non-linear fashion. These contrasts present an interesting paradox whereby models
promote a linear approach to managing change, yet there is consensus that change is
non-linear. This is of particular interest for this study when considering criticisms of
‘the ‘sequential models approach to coaching’ (Jones et al, 214, p.3) that are viewed
as over-simplistic and not reflective of the socially dynamic nature of sport coaching
(Jones and Ronglan, 2018). Perhaps, therefore, it is possible to perceive change, like
coaching, as requiring ‘orchestration’ (Jones and Wallace, 2005, 2006) rather than re-

culturing or remoulding ‘people and practice’ (Jones and Ronglan, 2018, p.907).

Of great significance for this study is the consistent recognition that leadership, or the
role of the change agent, is an important element within each of the change models
considered. Whether in terms of the ‘top down’, guiding coalition approach presented
by Kotter, the shared power approach developed by Greiner, or the external change
agent influence proposed by Lippitt et al, the notion that change requires effective
leadership is one that pervades the literature. Worley and Mohrman (2014, p.221)
summarised this most appropriately for this study as they concluded that in the future
organisations ‘must acknowledge the pervasiveness of change by insisting that both

formal and informal leaders become competent change agents’.
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2.6 Leading change

Regardless of their approach or perspective, each of the models explored in this study
acknowledged the significance of effective leadership for change; albeit with
contrasting views. For example, the Lippitt et al and Waterman et al models believed
change to be led through a ‘top down’ approach and directed by ‘managers’ and
‘change agents’ working to implement new strategy in line with a planned change.
Whether the end aim is behaviour change, social engineering or organisational
development, these models present the perspective that planned change is led from
the top. This approach is reflective of the views of more traditional change theorists
with, for example, Haberberg and Rieple (2005, p.569) stating that significant change
in an organisation was usually instigated by the chief executive, managing director or

equivalent.

In contrast, Johnson and Scholes (1999, p.530) suggested that individuals responsible
for organisational development are not necessarily those who lead the implementation
of strategic change, and Vickers (2008, p.560) agreed that ‘strategy can be diverted or
altered by managers lower down the organisation’. Interestingly, Johnson and Scholes
(ibid.) posited that the change agent did not necessarily have to be a part of the internal
organisation. They proposed that if an external consultant was believed to have the
full support of the leader(s) of the organisation, their presence could ‘galvanise change’
(p.537). This approach was reflected by Lewin and Lippitt et al, who each viewed the
‘change agent’ as external to the ‘field’ or ‘organisation’, but is in contrast to Waterman
et al and Greiner, who acknowledged the importance of the internal organisational

manager as the ‘change agent’.
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This point is significant for the context of this study because many individuals within
‘coaching systems’ are not directly employed by the central organisation in which
change is required, yet they still have a significant role to play in embedding any
change within the infrastructure. Clubs, volunteer coaches, local authorities, county
associations and schools are all integral parts of the sports coaching landscape for any
sport and the respective governing body; yet are effectively external agencies. Without
their commitment to new ideas or programmes, change is unlikely to be embedded

within the core coaching system of any sport.

The need to involve all layers of an organisation in change appears to be a valid
perspective because, as Fronda and Moriceau (2008, p.589) highlighted, ‘by not
including the voice of middle managers, higher management runs into problems in the
implementation of the change process’. Greiner (1967) also advocated this approach
with his notion of ‘shared power’ for change, and, despite their initial focus on planned
change being managed from the ‘top down’, it is possible to see some elements of this
more layered approach reflected in the Lewin and McKinsey models of change. For
example, Lewin recognised that individual behaviour influences overall group dynamic
and Waterman et al believed that all staff have a role to play in creating change.
Interestingly, Kotter (1996) went so far as to argue that ‘top-down’ leadership was a
‘very dangerous belief’, (1996, p.51). This note of caution was also issued by Nadler
and Tushman (1989, p,200) and Fullan (2001, p.1) who argued that such leaders
‘inadvertently often do more harm than good because, at best, they provide episodic

improvement followed by frustrated or despondent dependency’.
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Despite, however, Kotter's warning over a ‘top-down’ approach to leadership, he did
not appear to fully embrace the notion that leadership takes place at every level of the
organisation. Kotter proposed that change must be lead by a ‘powerful coalition that
can act as a team’ (1996, p.56), and argued that members of such teams should
posses the four characteristics of position power, expertise, credibility, and leadership
(ibid. p.57). Kotter believed that these four characteristics were necessary as leaders
required a certain level of influence and authority within an organisation for change to

be managed and sustained.

With a completely contrasting perspective, Meyerson (2001, p.13) argued that change
agents are ‘not just those characterised by bold visions and strategic savvy, but also
those characterised by patience, persistence and resourcefulness’. She also identified
change agents as ‘sensitive improvisers who are able to recognise and act on
opportunities as they arise’. By adopting the term ‘tempered radical’, Meyerson
described how such individuals are often not the Chief Executive, president or senior
manager of an organisation, (ibid. p.16), rather the ‘everyday leader’, (ibid. p.17), who
makes a significant contribution to organisational change despite their lack of authority
or power. The tempered radical always pursues change in line with their own values
and beliefs on an everyday basis, and whenever an opportunity may present itself.
They also consistently act in line with their own values and beliefs, particularly when

they feel these are being questioned or under pressure.
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The Meyerson view of the change agent appeared particularly relevant to this study as
a number of the participants engaged in the research were not Chief Executives or
senior managers, yet were consistently able to initiate and sustain change. Whilst
major strategic change is often perceived as led by those in senior positions with
authority and power, it can be argued that tangible change is only embedded when
embraced by those within the inner depths of the organisation. For example, tempered
radicals actively challenge conventional practice and push others to do the same in
order to embed what they believe to be right into organisational culture (Meyerson,
2001). This contrasts to the view that change agents within an organisation usually
operate in line with the vision of the organisation, as opposed to being driven by their
own values. However, if individual beliefs are aligned with strategic change then this
could be a powerful driver of change; questions will arise, though, if the tempered
radical is pursuing an agenda that does not fit within the broader culture of that
organisation. This is again an interesting and important perspective to note for the
context of this study; particularly when exploring the identified theme of courage in the

discussion section.

It is apparent from the literature reviewed thus far that there are many differing views
of leadership and the role of the leader in initiating and sustaining change. Bennis
(2007, p.2) reflected that ‘it is almost a cliché of the leadership literature that a single
definition of leadership is lacking’ and O’Connell (2014, p.183) recognised that ‘the
quest to explain leadership as a concept and practice has generated a complex web

of theories and frameworks’.
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Dinh et al (2014, p.36) noted that ‘scholarly research on the topic of leadership has
witnessed a dramatic increase over the last decade, resulting in the development of
diverse leadership theories’. However, despite the lack of a singular definition, there
does at least appear to be agreement amongst scholars that effective leadership is a
common factor within successful organisational change. In their extensive review on
leadership theory, Dinh et al (ibid.) provided an overview of developing leadership
trends and identified that whilst interest in some established theories was waning,
other, more emergent theories, were gaining in popularity (ibid. p.42). One such theory
that emerged from their study was Authentic Leadership; the perspective that now
provides a frame within which to consider the role of the effective leader in this

particular study.
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2.7 Authentic Leadership

2.7.1 Construct definitions

Conceptions of authenticity in the leadership literature began appearing in the 1960s
within the fields of sociology and education (Avolio and Gardner, 2005, p.320). Interest
in the construct of authentic leadership surged at the turn of the 21% century with a
demand ‘for more positive, genuine and value-based forms of leadership’ (Chaudhary
and Panda, 2018, p.2071) to counter the ‘corporate scandals and management
malfeasance’ (Cooper et al, 2005, p.475). Avolio and Gardner (2005, p.315) proposed
that ‘leadership has always been more difficult in challenging times, but the unique
stressors facing organisations throughout the world today call for a renewed focus on
what constitutes genuine leadership’, with various articles (Luthans and Avolio, 2003;
Avolio et al, 2004; Avolio and Gardner, 2005; Gardner et al, 2005) arguing strongly
that ‘existing frameworks are not sufficient for developing leaders for the future’

(Cooper et al, 2005, p.476). Hence growing interest in authentic leadership.

Although ‘the concept of authentic leadership has attracted considerable attention in
both leadership research and practice’ (Weiss et al, 2018, p.309), there is much debate
over the validity of the ‘root construct’ (Iszatt-White and Kempster, 2018, p.1) and the
potential ‘theoretical confusion and empirical overlap’ with other forms of moral-based
leadership (Lemoine et al 2019, p.148). There is also uncertainty over ‘how the
construct is understood and measured’ (Sidani and Rowe, 2018, p.623) and debate
over whether ‘the emergence of multiple practitioner and scholarly conceptions of
authentic leadership has created ambiguity about what does and does not constitute

authentic leadership’ (Gardner et al, 2011, p.1120).
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This study accepts these ongoing challenges and acknowledges that there are still
areas of the concept requiring further consideration. Yet given the increasing
academic and practitioner attention, there is an acceptance that the construct is valid
and has much to offer the leadership theorist and practitioner. With the growing range
of studies in the field, it is deemed that the level of support for this approach provides
sufficient evidence of viability. Thus, this study adopts the perspective recognised by
proponents of authentic leadership that is has the potential to reinstate ‘confidence,
trust, hope, resilience and optimism amongst stakeholders’ (Chaudhary and Panda,

2018, p.2071).

Although several definitions for authentic leadership have been offered within the
literature over the past twenty years, the ‘most generally accepted definition of
authentic leadership’ (Banks et al, 2016, p.635) is the definition offered by Walumbwa
et al (2008, p.94). They defined authentic leadership as ‘a pattern of leader behaviour
that draws upon and promotes both positive psychological capacities and a positive
ethical climate, to foster greater self-awareness, an internalised moral perspective,
balanced processing of information, and relational transparency on the part of leaders
working with followers, fostering positive self-development’. Banks et al (ibid.) noted
this definition as having particular value as it built on original work, encompassed a
wide range of pre-existing literature and offered appropriate refinements to relevant

perspectives. It therefore feels apt that this definition provides a basis for this study.
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2.7.2 Characterising an authentic leader

Shamir and Eilam (2005, p.396) proposed that ‘any concept of authentic leadership
has to include an authentic leader as one of its components’ yet recognised that ‘“all
definitions are arbitrary, reflect choices and cannot be proved or validated’. Whilst
definitions for authentic leaders are, again, many and varied, there is a general
consensus that authentic leaders are built upon an awareness of their ‘self-concept;
his or her self-knowledge, self-clarity, self-concordance, and person-role merger, and
on the extent to which the leader’s self-concept is expressed in his or her behaviour’
(ibid., p.395). Gardner et al (2005, p.347) shared this approach and suggested that
‘by learning who they really are and what they value, authentic leaders build an
understanding and a sense of self that provides a firm anchor for their decisions and

actions, and we would argue a more authentic self’.

Of particular significance for this study is the need to differentiate between the terms
‘authentic leader’ and ‘authentic leadership’ because, as Shamir and Eilam (2005,
p.400) identified, ‘leadership is always a relationship between leader and followers’
(p-400/401). The need for such differentiation is reinforced by authors such as Day
(2000), Ardichvili and Manderscheid (2008) and Day et al (2014) who advocate that ‘it
is important to distinguish between the terms leader development and leadership
development’ (Ardichvili et al, 2016, p.276). The rationale for this is perhaps best
described by Day et al (2014, p.64) who identified that ‘leader development focuses
on developing individual leaders whereas leadership development focuses on a

process of development that inherently involves multiple individuals’.
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It is interesting to reflect on these definitions and characterisations in terms of the
relational nature of sport coaching (Jowett and Shanmugam, 2016; Jowett, 2017;
Edwards and Jones, 2018; Jones and Ronglan, 2018). Such authors posit that sport
coaching success and effectiveness are inherently influenced by the quality of the
relationship between coach and athlete (Jowett, 2017, p.154) and others within the
social system of coaching (Cronin and Armour, 2015). Jones and Ronglan (2018)
referenced earlier work from Jones and Wallace (2005; 2006) and argued that coaches
are ‘prominent contextual figures who...are continually engaged in ‘steering’ or
orchestrating practice towards desired goals’ (Jones and Ronglan, 2018, p.905). This
notion of ‘orchestration’ could arguably be applied to the construct of authentic
leadership, whereby the authentic leader plays a similar role within their particular

environment.

2.7.3 Authentic leadership development

Despite the recognition that ‘leaders are central to fostering the development of healthy
work culture’ (Ardichvili et al, 2016, p.276) there remains ‘a lack of interventions
actually based on a theory-led process’ (Fusco et al, 2015, p.133). Avolio et al (2009,
p.722) argued that ‘the way we are currently developing leaders in most organisations
is typically accidental, by luck and happenstance’ and concluded that whilst this was a
challenge for the field, it also presented ‘a huge opportunity for creating and validating
what we have called authentic leadership development models and methods’ (ibid.).
This is echoed by Ardichvili et al (2016, p.275) who argued that the apparent research
void resulted in many organisations ‘experimenting with new approaches to leadership

development in search for better solutions’.
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In the past ten years there has been an increase in investment into leadership
development programmes (Loew and O’Leonard, 2014; Fusco et al, 2015; Ardichvili
et al, 2016). However, as Ardichvili et al (2016, p.275) reported, ‘in many cases,
organisations are dissatisfied with the outcomes and impact of their leadership
development efforts’ and a significant number of current programmes fail to achieve
their aims (Kasier and Curphy, 2013; Gurdjian et al, 2014). Work is still required by
the leadership research community because ‘little is known empirically about the
longitudinal process of leader development’ (Day and Sin, 2011, p.545). Interestingly,
there are similar criticisms that current sport coach education practices deliver ‘very
limited impact on coaches’ actions and behaviours’ (Morgan et al, 2013, p.486), with
such programmes ‘criticised for being divorced from the knotty reality of practice and

not developing new, progressive knowledge’ (Jones et al, 2011, p.1).

There are also calls within the literature for theoretical developments within authentic
leadership development to ‘constructively reflect on the progress made to date and
offer ideas for how to further stimulate advancements’ (Day and Dragoni, 2015, p.134).
The outputs and learning from this study are therefore intended to contribute to both
the academic and applied fields of authentic leadership development on the basis that,
as Fusco et al (2015, p.133) concluded, ‘leadership development interventions based
on well-validated models and methods will provide a more authentic basis for
developing authentic leaders’. Given the articulated challenges and gaps, and in order
to effectively position this study, it is helpful to further explore the construct of authentic
leadership and also the critical components of an effective authentic leadership

development programme that acknowledges both leader and follower dimensions.
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The following paragraphs do not offer a prescriptive, step-by-step approach to
developing authentic leaders and leadership, rather they summarise the core concepts
and approaches that arise from existing literature and have relevance for this study.
This reflects the arguments summarised by Ardichvili at al (2016, p.278) that ‘one size
does not fit all in leadership development’ and that development as a leader is subject
to situational and contextual influence (Sosik and Cameron, 2010), thus any
development programmes need to be cognisant of the environments in which the

developing leaders will operate.

The areas identified from the authentic leader and leadership development literature

as particularly relevant for this study are:

1. Leader identity
2. Life stories for development
3. Awareness of self and others

4. Learning environment and support

53



2.7.4 Leader identity

Day and Harrison (2007, p.365) proposed that leader identity should be considered as
a critical component of leader development as ‘how one thinks of oneself as a leader’
is crucial. Van Knippenberg et al (2004), Day et al (2009) and Day and Dragoni (2015)
also recognised the ‘important role that identity processes play in motivating and
supporting leaders’ personal growth’ (Miscenko at al, 2017, p.617). However,
Miscenko (ibid. p. 605) argued that ‘the development of leader identity over time and
its association with leadership skills have not been addressed in any detail in the
empirical literature’. Yet the idea that one is able to view or define oneself as a leader
rather than waiting for leadership to be assigned is certainly interesting to consider
against the notion of ‘top down’ leadership reported within the previous section. Leader
identity therefore appears far more aligned with the shared power approach of Greiner
(1967), the Fullan (1993, p.21) belief that ‘every person is a change agent’, and the
Meyerson (2001) theory of tempered radicals, whereby every individual has the

potential to create change.

Of notable interest is the proposition made by Day and Sin (2011, p.547) that ‘if one
does not think of oneself as a leader, or aspire to lead, then there is little motivation to
develop or serve as a leader’. This perspective was further supported by Day and
Dragoni (2015, p.139) who stressed that whilst ‘leader identity can be formed through
social and/or personal factors, [a critical] facet is that pertaining to how and to what
extent a person views him — or herself - as a leader’. Arguably, therefore, the first step
in becoming an authentic leader is to view oneself as such, or at the very least as

someone with the potential to lead.
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This point feels significant for sport coaching systems in the UK as currently there
remains an unwritten perception that leadership comes from the top; particularly in
terms of policy and strategy (Sport England, 2004, p.5). There is also a cultural
acceptance that those with ‘power’ are the Chief Executives, senior managers and
executive officers within the system, which reflects the observation by Byrne et al
(2018, p.272) that ‘individuals develop preconceived ideas about what a typical leader
should look like’; ideas that are shaped by personal experiences and the pervading

culture.

However, as is demonstrated by the leaders participating in this study, it does not
always follow that leadership is connected with position or perceived power. For
example, Crossnan et al (2013, p.291) proposed that ‘our view of leadership is not
focused on power or position, but rather on the capacity of individuals to bring the best
of themselves to support and enable others, ensure the organisations they work with
achieve at the highest level, and in doing so, contribute to society’. Therefore, as Byrne
et al further proposed, (ibid. p.271) there arguably needs to be a ‘different
conceptualisation of leadership’ for leadership within coaching systems in the UK to
progress. This shift needs to begin by changing how leadership is viewed; by both
existing leaders and those who have aspirations and potential to effectively lead in

future — whatever their level.
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2.7.5 Life stories for development

Studies using life-history or narrative based methodologies for authentic leader
development have featured regularly in the literature over the past twenty years (Rae
and Carswell, 2000; Gardner et al, 2005; Shamir and Eilam, 2005; Day and Dragoni,
2015). Such methodological choices appear logical given that identity ‘is a story
created, told, revised and retold throughout life’ (Shamir and Eilam, 2005, p.402), and
it is through the telling of stories that individuals ‘shape one’s identity as one seeks to
answer the question, “who am 1?”’ (Gardner et al, 2005, p.348). Stories, or narratives,
are also viewed as a powerful mechanism by which individuals can discover their

values and self-concept; both important components of authentic leadership.

For example, Rae and Carswell (2000, p.225) concluded that using individual
biographies to support learning enabled individuals to ‘reflect on their life stories in a
structured way, helping them to value their learning from their experiences and
broadening their understanding of their personal resources’. Furthermore, Shamir and
Eilam (2005, p.402) identified that ‘the life-story provides the authentic leader with a
‘meaning system’, from which to feel, think, and act’; whereas Sosik and Cameron
(2010, p.261) proposed that life experiences ‘provide important information regarding
self-knowledge, self-identity, and self-standards for leaders to better understand who
they are’. It is also crucial to note that ‘narrating an identity is a continuous work of
configuring the past, the present and the future’ (Nyberg and Sveningsson, 2014,
p.441) and the leader development is ‘a dynamic process in which identity is subject

to ongoing changes’ (Day and Sin, 2011, p.547).
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Day and Sin (2011, p.548) acknowledged the link between authentic leader
development and overall adult development in that ‘developing leaders are also
developing adults’. This perspective is significant for this study, and authentic leader
development, in that leader identity is something that evolves and develops over time
as ones’ life experience progresses. Nyberg and Sveningsson (2014, p.441) concisely
summarised that ‘identity construction is an ongoing process of making sense of ‘who
| am’, both lived and living’. It is therefore plausible to propose that authentic leader
development programmes embrace the value of life history and view any intervention

as requiring a longer-term approach if individuals are genuinely to grow as a leader.

Fusco et al (2015, p.139) made an interesting point in that ‘identity is often considered
to be something that we find reflected back to us from others, or that we find in
comparison and contrast to others’. Their study involved participants sharing their life
stories and key moments with others during their authentic leader development in a
group setting. With participants in the study reporting such reflections as ‘you learn
about yourself from others’ and ‘others made me believe | was worthy as a leader’
(ibid. p.142), Fusco et al proposed that ‘the effectiveness of the group coaching
approach to authentic leader development is due in large part, to the opportunity it
affords participants to work on the development of the authentic self within a social
context’ (ibid.). Other studies also recognised the value in collaborative and social
learning for authentic leadership development (Gardner et al, 2005; Shamir and Eilam,
2005); Day and Sin, 2011; DeRue et al, 2012), with Shamir and Eilam (2005, p.410)
concluding that ‘one of the major ways to assist people to develop their potential to

become authentic leaders is through a guided reflection process’.
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The prevalent use of narratives and stories in sport coaching is also interesting to note
for this study (Jones et al, 2004; Toner et al, 2012; Carless and Douglas, 2013;
Gilbourne et al, 2014; Hemmestad and Jones, 2019). Carless and Douglas (2011, p.3)
advocated the use of storytelling in coaching and coach education as it provided ‘an
explicit link between the theoretical/abstract level and the practical level of individual
lived experience; [and] allowing coaches the opportunity to reflect on and learn from
events or moments in their own and each other’s histories’. Ultilising this methodology
within an authentic leadership development programme would arguably add

significantly to the framework of any such intervention.

2.7.6 Awareness of self and others

The theme of self-awareness is prevalent throughout the authentic leader(ship)
literature, with authors such as Shamir and Eilam (2005), Gatling et al (2013), Day and
Dragoni (2015) and Miscenko et al (2017) all emphasising that ‘authentic leaders
experience high levels of self-awareness’ (Gardner et al, 2005, p.349). Self-
awareness is considered ‘an emerging process where one continually comes to
understand his or her unique talents, strengths, sense of purpose, core values, beliefs
and desires’ (ibid.), and also concerns ‘the degree to which one is aware of...one’s
impact on other people’ (Chaudhary and Panda, 2018, p.2071). With much of the
literature advocating self-awareness as the basis of authentic leadership, it is critical
to understand why self-awareness is so fundamental. Fusco et al (2015, p.140)
proposed that that greater understanding of cognitive, emotional and motivational
awareness supports the ‘gaining of greater insight into established behaviour patterns

or potential alternatives’.
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Baron and Parent (2015, p.41) emphasised this connection between self-awareness
and behaviour and reported that ‘identifying and trying out a new way of behaving can
help deepen and strengthen the individual’s new awareness or insight, and thus modify
the subsequent steps in an ongoing loop’. In simple terms, self-awareness means
having a conscious appreciation of ones’ values, beliefs and drivers and understanding

how these impact and influence thinking, behaviour and choice.

Gardner et al (2005, p.352) acknowledged that ‘knowing oneself is more than simple
awareness of one’s thoughts, values and motives...self-knowledge also encompasses
awareness of one’s emotions’, thus introducing the concept of emotional intelligence.
Authentic leadership ‘is co-created through a series of interactions among actors in
which communication becomes the means through which leadership is socially
constructed within a particular context’ (Day and Dragoni, 2015, p.146); which again
emphasised the relational aspect and the need for authentic leaders to be emotionally
intelligent. Of significance for this study, and for leadership development programmes
per se, is the proposal from Miscenko et al (2017, p.608) that ‘participants’ engagement
with the development of interpersonal leadership skills in a leader development
programme will strengthen their self-perception (i.e. identity) as leaders’. Building on
the previous two sections, it is therefore proposed that an effective authentic leadership
development programme will support individuals to develop an acute and conscious
understanding of their own self and how they are able to interact with others in an
emotionally intelligent way. This requires enhanced self-awareness and the ability to
openly reflect on their identity and stories; thus connecting this section with the

previous two on identity and life history.
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2.7.7 Learning environment and support

One of the core challenges for an authentic leadership development programme is to
address the issues identified by authors such as Kippenberger, 1998b, Nelson et al,
2011, Gurdjian et al, 2014 around translating learning from a training environment into
the ‘real’ world of work. One part of any solution must surely therefore be to create a
learning environment that supports individuals to effectively test, apply and evolve their
newly learned behaviours in their workplace or everyday world. A growing number of
studies within the field have explored how such an environment might be structured to
best support leader learning (Kets De Vries and Korotov, 2007; DeRue et al, 2012;

Baron and Parent, 2015; Fusco et al, 2015; Kiersch and Peters, 2017).

What becomes apparent from such literature is the variety of approaches being
adopted to the structuring of authentic leadership programmes, with differing views on
what an effective programme, learning environment and support should entail. This is
not surprising given the complexities of authentic leader and leadership development,
and the relatively nascent stage of theory and practice in the field (Chaudhary and
Panda, 2018, p.2072). It is possible, however, to draw a number of commonalities
from the literature around learning environment that provide a helpful reference point
for future programme development. It is still crucial to acknowledge that there is not a
‘one size fits all approach’ because ‘every individual will begin their development
journey from a different starting point given their unique personal histories’ (Gardner
etal, 2005, p.347). The following paragraphs provide an insight to three commonalities

identified as particularly relevant for this study.
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Firstly, the value of group learning is recognised by Kets De Vries (2007), Baron and
Parent (2015), Fusco et al (2015) and Kiersch and Peters (2017). As Baron and Parent
(2015, p.39) proposed, ‘the empathy, support, and encouragement of others all play
key roles in the participants’ enjoyment of experimentation and their eventual
integration of new behaviours’. Equally, Kiersch and Peters (2017, p.152)
acknowledged the importance of a ‘supportive community’ in aiding ‘positive and
lasting leadership growth’. Indeed, given that leadership inherently encompasses
relationships between leaders and followers, it logically follows that group learning
would be included in authentic leadership programmes as it enables ‘the participants
to work at both the intra and inter personal levels of experience, exploring and

developing their self concept in the social context’ (Fusco et al, 2015, p.146).

There is also recognition in the literature that individuals need to feel ‘psychologically
safe or interpersonally comfortable’ (Day and Dragoni, 2015, p.147) for the group
experience to be positive. Baron and Parent (2015, p.46) identified that effective
programmes created a ‘safety-net effect whereby participants believed ‘the
programme offered a protected environment [that] fostered participants openness to
the activities and led many to give themselves over to the process to a greater degree’.
This notion of psychological safety reflects the work of Edmondson (1999, 2019) in
recognising that when team members trust each other, they feel more comfortable
taking interpersonal risks. Baron and Parent (2015, p.46) emphasised the value for
participants of feeling that they belong to a ‘learning community’ so ‘participants assist
each other in their development’ and appreciated that the mutual support created a

beneficial ‘context of transparency and influence’ that provided motivation to learn.
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This point feels particularly relevant for the coaching sector in the UK where pressure
to embrace technology and online learning as a cost-effective solution to coach
education is ever growing. Given the evidence advocating the value of group learning,
it may be wise to keep hold of the benefits of ‘face-to-face’ learning interventions,
particularly because leadership fundamentally involves the development of
relationships with followers (and similarly coaching with athletes and others). It is
arguably obvious that any authentic leadership development intervention should
recognise the value of social learning and provide environments which enable
participants to work on their own self-identity whilst also exploring how they interact

and work with others in safe and supported environment (Fusco et al, 2015).

The second area of commonality in the literature is in relation to the positive impact of
mentors, coaches and managers on the long-term development of an authentic leader.
Gardner et al (2005, p.358) summarised that ‘one of the primary mechanisms whereby
authentic leaders influence the development of followers is through the modelling of
positive values psychological states, behaviours and self-development, which they
oftentimes learn vicariously through observations of other leaders.’ If, as Gardner et
al suggest, followers learn their behaviours through observing their leaders, it follows
that aspiring leaders learn by observing the leaders with whom they work. This
perspective is supported by Dragoni et al (2014) and Day and Dragoni (2015, p.141)
who recognised that ‘transitioning leaders who have a current supervisor who models
effective leadership and provides information about the leader’s new job accumulate
an understanding of the role at a faster rate and allocate more time toward motivating

and inspiring others’.
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It is interesting to reflect at this point on the work of Avolio and Gardner (2005) and
llies et al (2005) around self-determination in leadership development. Such authors
proposed that creating environments where individuals had autonomy for their actions
and where relationships were built on trust and mutual respect, maximised the
motivation and potential of individuals to progress as either leaders or followers.
Perhaps, therefore, authentic leader role models are not only providing the positive
modelling advocated by Gardner et al (2005), but are also creating environments that
enable followers and developing leaders to take responsibility for their own
progression? This is particularly relevant for this study and is explored further in

Chapter 7 (section 7.3 and 7.4).

There is also recognition from DeRue et al (2012), Gatling et al (2013) and Day and
Dragoni (2015) of the significant impact of ongoing support through coaching,
mentoring or structured reflection for developing leaders. DeRue et al (2012) reported
positive value in using structured reflection following a development intervention,
particularly when individuals ‘are conscientious, open to experience, and emotionally
stable and have a rich base of prior developmental experiences’ (p.997). In a similar
vein, Gatling et al (2013, p.338) advocated the positive impact of coaching for authentic
leader development because it provided a solution-focused environment and a coach
who consistently role-modelled the authentic behaviours they sought to embed.
Regardless of the mechanism, there is overall recognition in the literature for the
‘importance of providing support to developing leaders during critical experiences’ (Day

and Dragoni, 2015, p.141).
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Perhaps the choice of precise intervention will ultimately depend on factors such as
the relative experience of the individual and their willingness to engage in the process?
Again, this reflects that there is not one way to develop and deliver authentic leadership
programmes, rather a need to adapt the final choice to the needs and relative

positioning of the participants.

Finally, there is significant evidence from the literature to suggest that the development
of authentic leaders and leadership is an ongoing process that ‘by its very nature
involves a process of change that unfolds over time’ (Day and Dragoni, 2015, p.150).
However, as Day and Sin (2011, p.548) acknowledged, ‘there has been little or no
attention paid either theoretically or practically in the leader development field to the
importance of time or the proper specification of the timing of when things happen’. So
whilst there is no consensus on just how long an authentic leadership development
programme should be, the following words from Day and Sin (ibid.) provide a helpful
basis from which to consider the question of length for such a programme: ‘...the
question is how long is long enough? The present results do not provide any clear-cut
answers but suggest that 13 weeks may not be long enough to bring about overall
positive change in leader effectiveness’. This is worth noting for any future coaching
systems leader(ship) development programmes, as the key point is that leader
development takes time and individuals need time, and space and support, to learn to
lead authentically. In an environment where personal development of coaching
systems personnel is rarely prioritised, and when it is, interventions are often delivered
over days rather than months, the need for effective leadership development

programmes to be longer in length, is crucial.
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2.8 Chapter summary

The intention of this chapter was to establish the foundations for this study in terms of
the environment for change and the role of effective leadership in creating and
sustaining change in the volatile, uncertain, complex and ambiguous (VUCA)
landscape of the 21 Century. The literature reviewed in this chapter also provides a
basis from which sub-research questions 1a and 1b may be answered. This chapter
has explored a number of the classic models for change from the academic and
practitioner perspectives, noting their commonalities and contrasts; then delved more
deeply into the notion of leadership built from the context of these models. In places,
connections have been made to the sport coaching sector and the context for this
research. The ideas and themes introduced in this chapter will be further explored in
the remainder of this thesis, as stories of effective change leadership within sport

coaching systems in the UK are examined and investigated.

As a final point, there appears to be much synergy between the construct of authentic
leadership and the discussions of the role of the coach within a ‘complex social system’
(Jones and Ronglan, 2018, p.905). A number of connections have been highlighted in
the above paragraphs to provide insights into the links, yet there are many more links
that became ever more evident to the researcher as this study progressed. These
parallels are revisited in later chapters (Chapters 7, 8 and 9 in particular), but at this
stage the reader is invited to note this overarching connection and keep it in mind as

this study evolves.
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CHAPTER 3: THE CONTEXT FOR SPORT COACHING IN THE UK

3.1 Chapter introduction

Whilst the previous chapter established a grounding for this study within change and
leadership, the following chapter sets the context from a UK sport coaching
perspective. This chapter will explore how the landscape for sport and coaching has
evolved since the 1960s and examine the significant policy and practice changes that
have occurred during this time. This chapter will also touch briefly on the growing
research interest in sport coaching in the UK. With an absence of literature directly
relating to the role of leaders within sport coaching systems in the UK, it has been
necessary to draw on this wider field of sport policy and coaching in order to effectively

position this study.
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3.2 The UK sporting context

3.2.1 Setting the scene

Sport in the UK exists within a ‘complicated landscape of reserved and devolved
powers’ (HM Government, 2015, p.14). Whilst the nineteenth century witnessed early
regulation of sport and the emergence of national governing bodies (Tacon, 2018,
p.61); the 1960s brought ‘systematic central government interest in sport’ (Coalter,
2007, p.9); the 1980s saw the cementing of relationships between sport and
government (Houlihan, 1991, p.262); and the twenty-first century signalled the drive
for the modernisation of sport, particularly amongst public bodies (Houlihan and Green,
2009, p.678). ltis interesting to reflect on an observation made by Hargreaves (1986)
that sport policy over the years has witnessed a number of key ‘turning points’, or
‘moment(s) in history when its movement takes a shift in direction’ (ibid. p.7).
Hargreaves also commented that ‘change is continuous’ and ‘if the onset of each
phase is compared with the end of the period...transformation can be observed to have

taken place’ (ibid. p.8).

With continual shifts in sport/sport coaching policy and practice appearing evident
throughout the decades, the context is arguably one where ‘change is not an exception
but an ongoing process’ (Nordin and Deros, 2017, p.310). The intention for this chapter
is therefore to reflect on how the nature and structure of the sport/sport coaching
landscape has changed in the UK since the early 1960s and to consider what the

implications may be for the coaching sector or profession (sub-research question 2a).
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3.2.2 Establishing the UK context

Whilst it is not the intention of this chapter to provide a detailed commentary on the
history of sport in the UK, it is helpful to reflect upon some of the most significant
‘turning points’ during that time (Hargreaves, 1986, p.7). Accepting Tacon’s
perspective (2018, p.61) that ‘government involvement in sport was extremely rare’
prior to the 1960s, this review begins at the point of the Wolfenden report of 1960 (The
Wolfenden Committee on Sport, 1960). This report has frequently been referenced
within the sport policy and management literature as a significant influence in the way
sport in the UK is governed and managed, (Hargreaves, 1986; Houlihan, 1991; Geen,
2006; Jeffreys, 2016; Tacon, 2018), and therefore provides an appropriate basis from

which to build this chapter.

The Wolfenden Report (1960) covered wide areas of the sporting landscape including
facilities, the influence of the press, coaching, organisation and administration.
Focussing on these latter elements, it is interesting to note the observation that ‘the
first thing that strikes the inquirer into the way in which sport is organised in this country
is the complex and variegated pattern it presents’ (ibid. p.52). Having identified that
two hundred bodies had affiliation to the Central Council of Physical Recreation
(CCPR) and a similar number to the Scottish equivalent organisation, the Wolfenden
Committee questioned ‘whether all of such rich and varied resources are used to the

maximum of their individual and collective effectiveness?’ (ibid., p.53).
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This question led the report to call for ‘greater integration in the sense of making
Britain’s pattern of sport more of a unity’ (ibid.). Interestingly, the report also identified
that despite many variations in how sport was organised and administered across the
home countries, ‘the essential factors affecting the development of sport are the same
in all four countries’ (ibid., p.89). This recommendation for ‘greater co-operation and
integration’ (ibid. p.109) between the bodies responsible for sport in the UK has
arguably remained a challenge in the intervening years. For example, Houlihan (1991,
p.263) identified that ‘the foremost problem is the degree of rivalry and fragmentation
among the major national sports organisations’, with Green (2004, p.369) later
acknowledging the ‘continuing fragmentation and disharmony between the various
bodies involved in lobbying for sports’ interests’. Similarly, when reviewing
collaborative sport governance, Shilbury et al (2016, p.482) mused that ‘therein lies
the greatest challenge; how to harness the intellectual capital, energy and focus of
each individual association into one cohesive direction for a sport’. It thus appears that
the call for greater collaboration from the 1960 Wolfenden Committee Report for Sport

has yet to be fully realised.

A major recommendation from the Wolfenden Report was the formation of an
independent Sports Council to distribute grant funding to sports bodies and be
established ‘at the centre of a web of information and consequent action, with a chance
of taking a view at once synoptic and objective which no existing body is able to take’
(ibid. p.103). This was a key part of the aforementioned attempt to better co-ordinate

sport across the UK; a core strand that remains in evidence today.
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Despite a change in government, the Advisory Sports Council was introduced in 1965
and ‘quickly became regarded as a dynamic force, building a sense that sport was
being taken seriously in government circles for the first time’ (Jeffreys, 2016, p.77).
Again it is interesting to note the question raised around the devolved nature of sport
in the UK and the question of whether ‘there should be separate Councils for Scotland
and Northern Ireland?’ (Wolfenden Committee on Sport, 1960, p.104). The solution
was that the main Council had a British remit, whilst Regional sub-councils were
established for Scotland and Wales to allow for some co-ordination across the UK, but

to also recognise the need for regional variation (ibid.).

Sport in the UK experienced another ‘turning point’ (Hargreaves, 1986, p.7) in 1970
with yet another change in government (Jeffreys, 2016, p.77). Recognising the already
positive impact of the Advisory Sports Council (ibid. p.78), the new administration
quickly restructured the advisory body and subsequently granted it executive powers
through a Royal Charter (Green, 2004, p.367). This resulted in the formal constitution
of the GB Sports Council in 1972, along with the Scottish Sports Council and the Sports
Council for Wales (also 1972). This was followed by the Sports Council for Northern
Ireland in 1973. In principle, this shift to executive bodies meant that the new GB (and
Home Country Sports Councils) ‘would be free unlike its predecessor to deploy the
annual grant made available to it by parliament as it deemed best, rather than under

the shadow of ministerial guidance’ (Jeffreys, 2016, p.78).
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3.2.3 The changing landscape?

It is apparent from reviewing the literature (Green, 2004, 2006; Houlihan and Green,
2009; Jeffreys, 2016 and Tacon, 2018) that developments from the 1970s significantly
influenced the shape of sport in the UK. The events of the 1980s then played a ‘vital
role in paving the way for change’ (Houlihan, 1991, p.95). The emphasis on ‘Sport for
All' in the 1980s (Jeffreys, 2016, p.79) gave way to ‘Sport in the Community’ in the
1990s (Green, 2004, p.370), the modernisation agenda in the 2000s (Houlihan and
Green, 2009) and the call for ‘An Active Nation’ in 2015 (HM Government, 2015).
There were also re-branding interventions for the four Home Country Sports Councils
adopting new trading names (Sport England, Sport NI, sportscotland and Sport Wales)
around the time of the Millennium. It is striking to note that Sport England and UK
Sport ‘have been reviewed at least seven times in the last two decades’ (Houlihan and

Green, 2009, p.678).

Despite the evident changes in UK sport policy over the years, there is arguably much
that remains constant. Sport remains largely funded through government money;
governing bodies remain responsible for the development of their particular sport;
Local Authorities maintain their roles in providing local facilities for participation; and
organisations like the British Olympic Association continue to deliver their role in elite
sport. However, perhaps less obvious, are consistencies in priorities and challenges
for sport in the UK from the 1960s to date. There are a number of core themes that
pervade the strategies throughout the decades; which raises the question as to how

much progress, or change, has really been made within the sport sector in the UK?
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For example, the Wolfenden Report (1960, p.25) introduced ‘the gap’ in sport,
identified as the ‘sense of inadequacy of the provision made for post-school sport and
the weakness of the links between schools and adult clubs’. Albeit using varying
language, focus on youth sport, schools and education has since been included in the
1995 Conservative Government policy statement ‘Sport: Raising the Game’ (DNoH),
the Labour Government’s Strategy for Sport ‘A Sporting Future for All' (DCMS, 2000),
and the HM Government plan for sport, ‘Sporting Future: A new strategy for an active
nation’ (2015). On one hand this consistency could be viewed as positive recognition
of the importance of engaging children and young people in sport throughout their lives;
an alternative perspective could argue that these issues remain because solutions to

date have not been fully effective.

It is possible to trace consistencies in other areas, for example the desire to create a
more active nation, the drive to engage people from under-represented groups in the
community, the need to stimulate greater co-operation and collaboration between the
bodies involved in the governance of sport, and the recognition of coaching as a critical
influence in sporting participation. Whilst emphasis on such objectives arguably
provides a degree of consistency in an otherwise complex and ambiguous world (Saleh
and Watson (2017), it is reasonable to ponder whether the current sporting system is
effectively equipped to deliver on such repeating goals? Perhaps it is time to consider
alternative interventions in order to create the change required at individual,

organisational and systemic level to deliver on these persistent objectives?
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3.2.4 A focus on England

Whilst it is recognised that sport is a devolved responsibility and each of the Home
Countries adopts their own approach to sport policy and development, ‘the essential
factors affecting the development of sport are the same in all four countries’
(Wolfenden Report, 1960, p.89). Each Home Country has taken a different approach
to strategising and investing in sport over the years, however, the essence of what
each country has sought to achieve has arguably been consistent, with objectives often
aligned. Thus focussing on development in England since the early 2000s is intended
as an example of the scale and pace of change within sport as directed by policy, in

order to demonstrate how the sporting landscape continues to change.

The New Labour Government strategy for sport, ‘A Sporting Future for All' (DCMS,
2000), outlined a vision for widening participation in sport and greater success for
English sports teams at the highest level. It also highlighted the need to address the
fragmented organisation and management of sport within England with
‘modernisation’; that is the need for ‘radical change’ in relationships between the
Government and National Governing Bodies, (ibid. p.47). In 2001, the ‘Government’s
Plan for Sport’ (DCMS, 2001) re-affirmed the need for strong partnerships between
these bodies but also referenced the need for a greater sharing of power from UK Sport
and Sport England to the Governing Bodies in order to support the required
modernisation of structures, management and communication. This devolution of
power marked a shift in roles for the agencies concerned, with UK Sport and Sport
England becoming more strategic in focus and NGB'’s focussing on the delivery of sport

targets and programmes, (Houlihan and Green, 2009).
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The need for organisational reform was further emphasised in the 2002 ‘Game Plan’
strategy (DCMS/Strategy Unit, 2002) with a call for change to the overly complex and
highly traditional governance structure of English sport (ibid. p.162). interestingly for
this study, this plan also included recognition that ‘the potential of staff at all levels is
not being maximised’ (ibid. p.165). There was the suggestion that ‘many staff do not
possess the right skills...neither are staff developed or trained to have the capacity to
lead sport at local level’ (ibid. p.166). Most notably was the recognition that ‘there is
not a professional qualification system for sports administrators and volunteers’ and
‘overall the sports ‘industry’ is not training its future leaders to run and manage a
system containing large amounts of public and private money’ (ibid.). Such statements
suggested that investment into developing the workforce might follow. However, a
glance at the ‘First Game Plan Delivery Report: April 2004 (DCMS)’ indicates that this
broader investment did not come to fruition. This interim report referenced funding of
the National Association for Sport Development (NASD) in support of ‘entry level
workshops for new Sports Development Officers, national and regional conferences,
and the drive to revise the national qualification in Sports Development’ (DCMS, 2004,

p.16); however, this is the extent of the progress.

In 2004, Sport England published their ‘Framework for Sport in England: A vision for
2020’ as a direct response to the ‘Game Plan’ agenda. This framework outlined Sport
England’s vision for England to become the ‘most active and the most successful
sporting nation in the world’ (Sport England, 2004, p.4) and introduced the concept of
a ‘single system for sport’ that would provide a more co-ordinated approach to the

development of sport in England.
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Notably, the singular reference to leadership within this new system was that Sport
England would ‘provide strategic leadership for sport in England’ (Sport England, 2004,
p.5). Beyond this, the only other reference to workforce was for the coaching and
volunteering requirements of implementing the various programmes in place at that
time (for example the DfES/DCMS PESSCL programme), (ibid., p.24). So, despite the
apparent acknowledgement in the Governments ‘Game Plan for Sport’ of the need to
invest in the administrative staff and leadership within sport (DCMS/Strategy Unit,

2002), this appeared largely forgotten in the ‘Framework for Sport in England’ (2004).

Since the publication of the ‘Framework for Sport in England’ (2004), the following

strategic documents and plans have been published by Sport England:

Sport England Strategy: 2008 to 2011

* Sport England Strategy: A Sporting Habit for Life (2012 to 2017)

* Sporting Future: A New Strategy for an Active Nation (HM Government; 2015)
* Sport England: Towards and Active Nation Strategy (2016 to 2021)

* Volunteering in an Active Nation: 2017 to 2021

* Coaching in an Active Nation: The Coaching Plan for England. 2017 to 2021

* The Talent Plan for England (2018)

* Working in an Active Nation: The Professional Workforce Strategy for England

(2018)
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The themes of children and young people, community sport, transition from school to
club, and the need to address the governance of sport are recurring areas of focus
throughout the above listed document. What is striking is the absence of focus on
leadership or the development of leaders in sport until the most recent strategy (Sport
England, 2016a). Even then, only two commitments in this strategy (from a total of
over sixty) referenced leadership, despite acknowledgement that ‘leadership remains
essential’ (Sport England, 2016a, p.36). The two stated commitments were very
specific in terms of developing ‘future’ leaders (also referenced in DCMS/Strategy unit,
2002) and seeking to address the need for greater diversity in the leadership

workforce.

3.2.5 The leadership ‘gap’

Given the significance of leadership for effective change, it is surprising that recognition
for, and investment into, leadership in sport has not featured more prominently in UK
policies and strategies. It is also noticeable that the few references to leadership are
in line with the more traditional ‘top-down’ approach to leadership. For example, whilst
there is recognition that ‘leadership takes place at all levels in the workplace, not just
at the senior executive level’ (Sport England, 2018b, p.15), the associated key actions
refer to ‘leaders and managers’ through actions such as ‘implement a cutting-edge

programme of support for leaders and managers in prioritised organisations’ (ibid.).
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As identified in the above paragraph, leadership does take place at every level of an
organisation, and such leadership is arguably necessary for organisations to thrive in
times of change (Saleh and Watson, 2017). This study argues that change and
leadership in sport in the UK need to be viewed through an alternative perspective in
order to create the behavioural, cultural and organisational changes that are being

demanded by shifting policy and investment focus.

There is also a strong indication that the positioning of leadership development will be
within less traditional organisations whose focus is on physical activity rather than sport
per se. None of the eight case studies presented in the Workforce Plan (Sport
England, 2018b) represent a National Governing Body perspective, rather the
emphasis is on ‘sport for confidence’, commercial sector developments, and a charity
partnership. The exclusion of more traditional organisations within sport is reflective
of the general Sport England approach to seeking alternative solutions to the broader
Government agenda of tackling inactivity. This shifting focus is potentially concerning
from a ‘sport’ view where National Governing Bodies and clubs remain major
components of the system. For sport to thrive and evolve in the ever-changing political,
social and economic environment, there is arguably still a need to support leadership

within all areas of the system, including governing bodies of sport.
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3.3 The landscape for sport coaching

3.3.1 Evolution of sport coaching policy in the UK: 1960 to 2000

Having established the wider context for changing sport policy in the UK, the following
paragraphs focus on specific changes within the sport coaching landscape. This
section will not reference every coaching related government or home country strategy;
instead it is focused on publications and policies that are most relevant to the
development of coaching systems in the UK. The intention of the ensuing sections is
to build a picture of how change in sport coaching systems has been approached over
the decades, which primarily has been through a ‘top-down’ approach of policy and/or
strategy leading practice. The following paragraphs provide the basis for answering

sub-research question 2b.

The Wolfenden Report (1960) again provided a logical starting point, as prior to 1960
sport coaching policy was primarily free from government intervention (Taylor and
Garratt, 2008). Coaching featured heavily in the Wolfenden Report, with a detailed
review of the state of coaching leading to a number of recommendations for future
development. The report reflected on a range of coaching issues, including the
definition of ‘coaching’, the role of governing bodies in leading coaching development,
the characteristics of a good coaching scheme and the need for certificated coaching

awards (The Wolfenden Committee for Sport, 1960, p.50).
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As recommended by the Wolfenden Report (1960, p.46-47), subsequent investment
into coaching was directed towards governing bodies to support the employment of
sports coaches delivering quality coaching schemes. Coghlan and Webb (1990, p.5)
noted that this style of investment set the pattern for funding into coaching for the
ensuing two decades and highlighted the continued presence of central funding to
employ sports coaches up to the time of their publication in 1990. Sixty years later,
evidence of this approach remains with sport and physical activity organisations still in
receipt of government funding to deliver coaching schemes; albeit with focus shifting
towards investment into less traditional organisations such as those referenced in the

‘Working in an Active Nation’ document (Sport England, 2018b).

Coaching slowly gained significance in the sporting context from the 1980s onwards,
with the publication of ‘Sport in the Community: The Next Ten Years’ (Sports Council,
1982) highlighting the need for improved coaching and administration to enhance sport
performance. The strategy mid-term review (Sports Council, 1987) expanded the
emphasis on coaching and made additional commitment for better coaching and
support for performance and elite athletes. A major development during this period
was the establishment of the National Coaching Foundation in 1983 (DaCosta and
Miragaya, 2002) with a primary function to lead the development of sports coaching
across the UK and to ‘professionalise the amateur game’ (ibid. p.500). It is interesting
to note the apparent worldwide admiration for the early work of the National Coaching
Foundation (bid.), as their work in more recent years around the professionalisation of

coaching has often been questioned (Taylor and Garratt, 2010).
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In 1989, the then UK Sports Minister, Hon Colin Moynihan, instigated a review of
coaching in the United Kingdom and tasked the National Coaching Foundation and
British Association of National Coaches to collaborate and consider the future of
coaching. The resultant publication was ‘Coaching Matters’ (Sports Council, 1991).
This document again highlighted the key challenge for sport in the UK as the
complexities of the governance system, which was described as ‘fiendishly hard for
anyone...to understand’ (ibid. p.5). The report also emphasised the need for better co-
ordination between regional and national frameworks for coaching and recognised that
‘while the value of coaching is increasingly being appreciated, many initiatives at local
and national level remain largely unstructured. Their innate value has been reduced
by the lack or paucity of any generally accepted policy for the identification, training,

employment and deployment of coaches’ (ibid.).

With a focus on promoting the value of coaching to a wider audience, the Coaching
Matters report concluded that the ‘actual and potential contribution of coaching to the
development of sport at all levels has often been overlooked and underestimated’
(p-45). A total of 68 report recommendations for the way forward made a clear
statement of intent about the future of coaching within the UK, with seven fundamental

recommendations:

1. The need for improved forward planning
2. Increased awareness of the role of the coach
3. Improved coach training

4. Improved deployment practices, including initial and in-service training
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5. The development of consistent accreditation procedures for coach education

6. The creation of one strong, central organisation overseeing improved coach
education and coaching

7. A closer working relationship among all organisations with an interest in

coaching

It is useful to reflect on the parallels between these recommendations and the criteria
suggested by Lyle (2002) as defining a coaching ‘profession’. Lyle argued that for
sports coaching to fulfil its ambition to become a full ‘profession’, it required a number
of elements, including professional education, clarity and definition of roles and remits,
and opportunities for continued professional development. There are interesting
connections between the Coaching Matters recommendations, Lyle’s criteria and
earlier documents such as the Wolfenden Report. For example, the consistent call for
improved education, deployment, ongoing training and clarity of role. Given that these

themes pervade the literature they are arguably core issues that remain relevant.

However, whilst the Coaching Matters report discussed the ‘Professional Coach’ it did
not make any overt reference to developing coaching as a recognised profession. It
instead emphasised the importance of voluntary coaches and their pivotal role in
supporting British Sport (Sports Council, 1991, p.18). However, it could be argued that
‘Coaching Matters’ took the first step in the process of professionalisation for sports
coaches, particularly in terms of raising the profile of the coach and increasing

understanding of both role and position of coaches in UK sport.
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3.3.2 Coaching into the new millennium

In 1998, UK Sport established a review group to reflect on progress from ‘Coaching
Matters’ (Sports Council, 1991). The subsequent document, ‘The UK Vision for
Coaching’ (UK Sport, 2001), argued that while a great deal had been achieved since
1991, there remained a number of critical areas for development. The Vision also
referenced the dramatic changes that had been experienced by sport since the
publication of Coaching Matters. Specific recognition was given to the introduction of
Lottery Funding and UK Sports Institutes (UK Sport, 2001, p.2). However, the UK
Vision for Coaching recognised that ‘whatever else changes, coaches and coaching

will remain at the heart of every sporting performance at every level’ (ibid.).

The ‘Vision for Coaching’ (UK Sport, 2001) stated that:

* By 2012 the practice of coaching in the UK will be elevated to a profession
acknowledged as central to the development of sport and the fulfilment of

individual potential.

In addition, the Vision articulated that going forward, coaching would have:
* Professional and ethical values and inclusive and equitable practice
* Agreed national standards of competence as a benchmark at all levels
* Aregulated and licensed structure
* Recognition, value and appropriate funding and reward
* A culture and structure of innovation, constant renewal and continuous
professional development.
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There were clear connections between ‘Coaching Matters’ and the more focussed ‘UK
Vision for Coaching’. Previously vague objectives, such as ‘improved coach training’
(Sports Council, 1991), were replaced with stronger, more measurable targets such as
‘agreed national standards of competence as a benchmark at all levels’ (UK Sport,
2001). Of noticeable difference was that whilst The Vision also articulated a significant
number of objectives (59), each objective was assigned to the inter-agency
contributors responsible for activating the objective. The number of inter-agency
contributors remained high, though, and as Peter Radford reminded the sector in 1991,
‘no-one, surely, would ever plan a system that had so many administrative variants
and such a complex regional and national framework?’. It is reasonable to question
whether the lack of accountability within ‘Coaching Matters’ contributed to the lack of

reported coaching change?

Equally, whilst both the 1991 and 2001 documents focused on the ‘outputs’ of coaching
and what would be delivered, neither gave any consideration to the underlying
systems, or people within those systems who would be required to deliver the plans.
As noted in the opening chapters of this thesis, change requires effective leaders(hip)
to initiate and sustain it for the long term, therefore it is reasonable to also question
whether the reported lack of obvious progress could be attributed to the absence of
investment in the people within the system who would ultimately lead and deliver the

required changes.
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The Government’s Plan for Sport (DCMS, 2001) continued to recognise the importance
of coaching and coach education and noted that ‘without them [coaches] there would
be no medals and most performers, whatever their ability, would fail to reach their
potential’ (ibid., p.31). This formal recognition of the connection between coaching and
wider sports development (echoed by authors such as Cote et al, 1995; North, 2007;
Piggott, 2015) demonstrated a significant step forward for the strategic development
of coaching systems. It could also be suggested that this recognition_escalated the
urgency for the coaching sector to collectively consider the large-scale changes

necessary for the ‘professionalisation of coaching’.

The key coaching recommendation from the government’s plan was the establishment
of a ‘Coaching Task Force’ to examine strategic development for coaching and
consider specific proposals relating to the ‘development of a high quality professional
structure for coaching’, (DCMS, 2001, p31). As Taylor and Garratt, (2010, p123)
noted, the establishment of this ‘Coaching Task Force’ group was the first time that the
‘need to recognise coaching as a profession, with accredited qualifications and a real
career development structure’ had been articulated. The final Coaching Task Force
report, (DCMS, 2002, p4), identified the two priority areas of coach development (initial
education, training, CPD, assessment and qualification) and coach
employment/deployment. It also highlighted the lack of ‘equivalence’ of coach
education programmes across sports, inconsistencies in assessment procedures,
absence of a ‘recognisable professional framework (for coaching) and ‘poor public

recognition of coaches and coaching’ as key matters for concern (ibid, p.5).
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It is interesting to reflect on the recurrence of themes first raised in the Wolfenden
Report (1960). However, as the ‘Coaching Task Force’ (DCMS, 2002, p.5) concluded
that previous developments had ‘resulted in an inconsistent coach education and
qualification programme that is confusing to coaches, employers and customers’, it is

questionable as to how much progress had actually been made over the years.

Overall, the ‘Coaching Task Force’ report made a number of significant
recommendations for the development of coaching (DCMS, 2002. p.9-15), yet
arguably the most important recommendations came under the heading of ‘Funding
and Phasing of Proposals’ (ibid., p.16-17). For the first time within a coaching related
strategy or publication, commitment was made for significant investment into coaching
in order to implement the identified proposals. Over £60million was identified as the
likely investment required to bring about the required ‘step-change in coaching’, (ibid.,
p.17), with justification for such additional investment made by emphasising the link
between coaching, sports participation and the impact of sport on other Government

policy objectives such as health, youth engagement and regeneration, (ibid.).

In the drive to establish ‘coaching as an acknowledged profession’ (DCMS, 2002,
p.18), the ‘Coaching Task Force’ recognised the need for specific investment and
declared that ‘for the first time we will have in place the right kind of resources to
effectively identify, nurture and develop talent’ (ibid., p.18). Acknowledging that little
progress in coaching had been demonstrated in the decade since publication of
Coaching Matters (ibid., p.5), perhaps it was perceived that the key ingredient required

to transform the coaching system in the UK was dedicated investment.
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Taylor and Garratt (2010) acknowledged the impact of ‘increased accountability to
central Government’ (p.123) in the drive to establish coaching as a profession and
suggested that the increased accountability associated with central investment could
lead to more effective implementation of coaching strategy. For the context of this
study it is again interesting to note that it was investment in the functions of coaching,
rather than investment in leadership in the wider system, that was perceived to have

the most influence on progress.

Following the publication of the ‘Coaching Task Force’ in 2002, sports coach UK
(formerly the National Coaching Foundation) were tasked with strategically leading the
development of coaching and coach education across the UK, and with being the
‘enabler’ and ‘facilitator’ for other agencies rather than a ‘direct deliverer’, (DCMS,
2002, p.15). Leading on from the successful implementation of the UK Coaching
Certificate in the mid-2000s (recommended in the Coaching Task Force), sports coach
UK was mandated by key partners across the UK (including home country sports
councils and national governing bodies) with the development of a consistent
framework for coaching across the UK. The outcome of this work was the UK
Coaching Framework; an industry wide, collectively agreed, vision for coaching in the

UK Coaching Framework (sports coach UK, 2008, p.11), which was to:

‘Create a cohesive, ethical, inclusive and valued coaching system where skilled
coaches support children, players and athletes at all stages of their development that
would become world number one by 2016’.
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This vision was built on the belief that effective sports coaching was central to the
development of sustained participation and performance within sport (North, 2007).
Five strategic action areas were identified as critical to the success of delivering the

vision (sports coach UK, 2008, p.26):

1. The UK Coaching System

2. Front-line Coaching

3. Support for Coaches

4. A Professionally Regulated Vocation

5. Research and Development

Again it is interesting to note the consistencies between the UK Coaching Framework
and the previous coaching related reports and policies/strategies. Areas of coach
recruitment, coach training and coach retention are particularly noticeable as common
themes across the years. Thus it is again relevant to question the relative overall
progress in achieving the collective aim summarised under the term the
‘professionalisation of coaching’, particularly reflecting on the overall aim of the UK

Vision for Coaching (UK Sport, 2001) (see page 71 above).
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3.3.3 The shifting nature of coaching

The UK Coaching Framework emphasised the need to ‘build, deliver and transform the
coaching system’, (sports coach UK, 2008, p.18-22) and, for the first time, there was
a sense that a coaching publication recognised the need for change to be facilitated
on a longer-term basis. This approach suggested, at least, that the process of change
was understood and future actions were intended to create and sustain the required
change. ltis relevant to note that during the lifespan of the UK Coaching Framework
(2006 to 2016), no further strategic coaching documents were published, although the
home countries did all publish their own strategic interpretations of the UK Coaching
Framework during this time to direct coaching within their areas of devolved
responsibility. Even so, this was a relatively stable period for sport coaching in the UK.
Whilst there were some minor shifts in how the framework was explained and
communicated, generally speaking, the UK Coaching Framework provided a clear

reference point for the full eleven years of its timeframe.

Yet commitment does not necessarily equate with success. For example, Nash and
Sproule (2011) argued that the modernisation agenda for coaching in the UK remained
significantly behind schedule, whilst Taylor and Garratt (2010, p.136) attributed this
lack of progress to ‘resistance from local stakeholders’. Reflecting on the impact of the
UK Coaching Framework, Bolton and Smith (2013) noted the increased pressure that
the new developments had placed on lead coaching officers (Coaching Systems
Managers) within National Governing Bodies of Sport. Bolton and Smith (ibid.) argued
that the expectation for lead officers to ‘deliver’ on the UK Coaching Framework

actually resulted in increased stress and reduced collaboration between sports.
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This acknowledgment is interesting for this study as it recognised the importance of
the people within the ‘system’ to create and deliver change. Bolton and Smith (ibid.)
reflected that individuals (Coaching Systems Managers) were once again required to
work to new and different targets and were being held accountable for very different
objectives, yet did not receive any specific support to develop the skills necessary to
facilitate these new ways of working. It feels somewhat ironic that individuals tasked
with developing coaching and coach education were not themselves being provided
with education or development that helped them to become more effective in their

work.

What was evident during this period was a noticeable growth in the number of
academic studies exploring the process and impact of effective coaching (Griffo et al,
2019) with enhanced interest in the coaching field providing the profession with
valuable insight (ibid., p.211). However, there is also recognition that whilst ‘coaches
have received growing attention in the sport literature’ (Allan et al, 2018, p.47), ‘coach
education research remains remarkably coach centric with little attention paid to the
coach educator or the broader role of the socio-cultural context that frames the learning
process’ (Cushion et al, 2017, p.1). An important point, not just for coach education,
but for the individuals who are tasked with developing coaching and coach education

in line with the agendas set in publications such as the UK Coaching Framework.
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Of similar significance is the acknowledgement that, perhaps due to the significant
increase in sport coaching related literature since 2005 (Griffo et al, 2019), ‘coaching
has been increasingly recognised as a social non-linear process characterised by
complexity and ambiguity’ (Jones and Thomas, 2015, p.65). It is perhaps no surprise
that there remains ‘no clear consensus about the nature of coaching itself’ (Cushion et
al, 2006, p.84) and that ‘there are no cohesive definitions of effective coaching or
coaching expertise’ (Coté and Gilbert, 2009, p.308). This ambiguity around the
definition of coaching is also reflected within the practitioner landscape, as the way
coaching is defined seems to be growing wider and arguably more complex as time

progresses.

Sport coaching in the UK is now no longer being considered by organisations such as
UK Coaching and the Home Country Sports Councils as ‘a process of guided
improvement and development in a single sport at identifiable stages of athlete
development’ (ICCE, 2012, p.10). Rather, it is being defined in much broader terms.
In their most recent strategy (2017 to 2021), UK Coaching declared that ‘we don’t mind

whether you call yourself a coach, activator, facilitator, instructor, leader, teacher or

trainer. Whatever the label, the end result is always the same: By coaching, you are
inspiring others and making a positive difference’ (UK Coaching, 2017, ‘Our Purpose’
section). Equally, Sport England now consider that there is a ‘growing coaching family’
and define coaching as ‘improving a person’s experience of sport and physical activity
by providing specialised support and guidance aligned to their individual needs and

aspirations’ (Sport England, 2016b, p.6).
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As the definition of coaching continues to evolve and reflect the wider participation
agenda of UK government, the pressure on existing coaching systems to evolve
increases. There is an expectation that coaching systems will be able to quickly adapt
to meet these newly defined constructs. Without support to change, or the
development of leaders who are capable, competent and confident to operate in these
increasingly complex environments, it is doubtful whether effective change can ever
be embedded and sustained. This study, therefore, argues that there is a need to
focus on authentic leadership development within coaching systems if these various

strategic ambitions for sport coaching in the UK are to be realised.
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3.4 Chapter summary

The intention of this chapter has been to reflect on the changing sporting landscape
and political influences for coaching in the UK since the 1960s. The aim was not to
provide a detailed, step-by-step guide to the evolution of policy, rather to note a number
of key publications, reflect on significant ‘turning points’ (Hargreaves, 1986, p.7) during
this period of time, and to identify issues pertinent to the context of this study. Primarily
these issues are linked to the recognition that ‘change is continuous’ and determined
by ‘forces propelling change...by resistance to change and by struggle’ (Hargreaves,
1986, p.8), but that the desire for change in sport coaching has not been accompanied
by investment in leaders who can effectively and efficiently navigate such continuous
change. ltis, in fact, only in the most recent of years that any sports related policy or
strategy has acknowledged the need to invest in developing leaders within sport (HM
Government, 2015; Sport England, 2018). Even then, the recognition for leadership is
limited and arguably focuses on a ‘top-down’ approach as reference is consistently

made to ‘leaders and managers’ within both the aforementioned documents.

Indeed, even with the rapid increase in sport coaching related publications since 2005,
there remain significant ‘gaps in the coaching profession literature’ (Griffo et al, 2019,
p.206). For example, Abraham et al (2013, p.175) argued that ‘there is virtually no
research examining the coach developer/educator’, whilst Griffo et al (2019, p.205)
reported that ‘although there have been several systematic analyses of the research

literature in physical education, no evaluation of sport coaching has occurred’.
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More significantly for this study, there is a dearth of research into the role of individuals
within Governing Bodies of Sport (Coaching Systems Managers) who are responsible
for developing, delivering and implementing the changes required for coaching to
evolve as a profession. In trawling the literature for this study, for example, only two
papers were uncovered that made reference to the role of the ‘coaching systems
manager’, or equivalent. Taylor and McEwan (2012, p.39) briefly considered ‘the
possibilities for inter and trans-professional workings for coaching systems and
individual practitioners within the UK’, whereas Griffiths et al (2018, p.288) paid
attention to the role played by such individuals in terms of the way in which they
‘conceptualised, legitimised and communicated’ coach education programme

knowledge.
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3.5 Literature review — concluding remarks

Reflecting on the nature of change within sport and sport coaching in the UK since the
1960s it appears that much has changed. The Wolfenden Report (1960) signalled the
beginning of greater government involvement in sport, with a number of government
sport policy documents being published in the decades since. There have also been
numerous strategies and plans produced by the various Sports Councils and UK
Coaching (in its various guises) during this time. As Hargreaves (1986, p.8) reflected

‘change is continuous’ and it must be assumed that this pace of change will continue.

However, whilst much has changed in the landscape, in terms of the priorities and
areas of focus for sport and coaching, much remains constant. For example, the need
for quality coach education and development is still recognised, as is the central role
of the coach in initiating and sustaining participation in sport. Equally, the desire to
‘professionalise’ coaching first appeared loosely in ‘Coaching Matters’ (Sports Council,
1991), was explicitly prioritised in “The UK Vision for Coaching’ (Sports Council, 2001)
and was reinforced in the ‘UK Coaching Framework’ (sports coach UK, 2008). Yet,
progress towards this aim is questionable, particularly with the most recent coaching
strategies (Sport England, 2016b; UK Coaching, 2017) deliberately removing the term

‘professionally regulated vocation’ (or equivalent) from their content.

A clear consistency since the 1960s has been the call for the governance structures of
sport to ‘modernise’ (DCMS, 2000) and change the culture of how sport is managed.
With this drive still visibly present in recent government policy (HM Government, 2015),

progress is again questionable.

94



It is also notable that little attention has been paid over the years to the individuals
within the sporting bodies who have consistently been expected to transform National
policy into practical activities (Piggott, 2015, p.294). There has been a lack of support
for, or investment in, the individuals tasked with this interpretation, translation and
implementation. From a sport coaching perspective, it is the ‘Coaching Systems
Managers’ who are responsible for translating coaching policy into action, and, given
the complexities of this landscape in the UK, there is a need for these individuals to be
provided with the space and time (and development) (Singh et al, 2013, p.478) they

need to be able to develop their skills as effective leaders in change.

This study begins to address the current literature gap in relation to the development
of Coaching Systems Managers. By presenting critical insights from the experiences
of effective leaders of change within current coaching systems in the UK, the intention
is to provide a starting point from which an alternative approach to managing change
in coaching systems in the UK can be considered. The opening two chapters in this
thesis have established a foundation from which the research outputs from this study

can be positioned and considered going forward.
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CHAPTER 4: METHODOLOGY

4.1 Chapter introduction

The methodological options for a qualitative researcher are wide-ranging as the field
of qualitative research is dynamic, ever changing, and ‘the faster we put a period at
the end of some substantive proposal, the faster the text moves beyond all punctuation
more swiftly than we can print it’ (Lincoln, 2010, p.5). With no singular methodological
practice favoured over another because qualitative research has ‘no theory or
paradigm that is distinctly its own’ (Denzin and Lincoln (2011, p.6), the opportunities
for the qualitative researcher are arguably endless. Kahlke (2014, p.13), for example,
reasoned that ‘the need for innovation and adaptation in methodologies to fit the
researcher, the discipline, and the questions posed outweighs the difficulties in

conducting generic studies’.

All qualitative researchers, however, ‘have a clear responsibility to ensure that
research is undertaken rigorously, using the most appropriate design, methods,
analysis, reporting and dissemination strategies’ (Armour and Macdonald, 2012, p.5).
All qualitative research must also comply with ‘increasingly exacting ethical standards’
(Armour and Macdonald, ibid.) and thus it is essential that the qualitative researcher
has a sound understanding of the broader issues and influences surrounding their field.
It is through developing this understanding that the qualitative researcher is able to
effectively describe the framework, or paradigm, within which the particular research

is conducted, and then make appropriate research design choices.
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4.2 Framing the research approach

4.2.1 Research paradigm

The ontological and epistemological beliefs of a researcher ‘shape how the qualitative
researcher sees the world and acts in it' (Denzin and Lincoln, 2011, p.13). These
beliefs subsequently influence the type of questions a researcher asks, the approaches
they adopt to pursue a particular project, and the framework, or paradigm, within which
a piece of research is positioned. Research is evolutionary, with new findings meaning
that ‘one conceptual world view is replaced by another’ (Kuhn, 1970, p.10). It is this
continual evolution to which Kuhn referred as ‘paradigm shift. Guba (1990, p.17)
acknowledged the importance of a research paradigm but suggested that whilst the
looseness of Kuhn’s definition did have some ‘intellectual usefulness’, the more
generic definition of a paradigm as ‘a basic set of beliefs that guides action’ was a more

useful starting point for all.

Barker (1992, p.32) described a paradigm as ‘a set of rules and regulations’ that
establish or define boundaries and provide guidance on how to behave successfully
inside such boundaries. Tinning and Fitzpatrick (2012. p.55) noted paradigms as
‘frameworks that orient and represent particular ways of thinking...grounded in certain
assumptions about nature and reality.” Whilst each definition varies slightly, there is a
consistent understanding that every research paradigm is shaped and influenced by
the way in which the researcher views the world and considers their place within that
frame. As Carter et al (2014, p.13) acknowledged, ‘the interpretive nature of qualitative
research places researchers in a space where their own social and historical position

is a vital element in the study process’.
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Guba (1990, p.18) proposed that research paradigms are framed by simple questions
relating to ontology, epistemology and methodology, and it is through answering these
questions that a researcher is able to identify the most appropriate ‘paradigm’ for their
study. As Guba (ibid., p.19) acknowledged, there are many different ways to answer
such questions and it is also not possible to prove, or disprove, any particular paradigm
as fundamentally they are ‘human constructions’. However, the lack of ‘right or wrong’
in terms of a research paradigm does not mean that the researcher is able to take
short-cuts when identifying their particular research framework. As Tinning and
Fitzpatrick (2012, p.64) concluded ‘even if you are not aware of it, you already have
views of the world...[and] attempting to excavate or expose those assumptions and

challenge your thinking is the first step’.
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4.2.2 A Constructivist-Interpretive Approach

A constructivist approach assumes a ‘relativist ontology’ that perceives multiple
realities, and a subjectivist epistemology where the ‘knower’ and the ‘respondent’ co-
create understandings and a ‘naturalistic’ methodology that exists in the ‘real world’
(Denzin and Lincoln, 2011, p.13). More simply, constructivism stems from a belief that
there are multiple possibilities within every context, (Gratton and Jones, 2004).
Constructivism acknowledges that humans construct knowledge and meaning from
their experiences, thus the constructivist researcher adopts methodological processes
that aim to understand knowledge and experience within the relevant setting.
Constructivists seek to develop authentic and credible ‘reconstructed understandings
of the social world’ (Denzin and Lincoln, 2011, p.92). Importantly, researchers
operating within a constructivist paradigm appreciate that there may be multiple
interpretations of any single experience (the relativist ontology) and therefore
understand that broad and sweeping generalisations cannot be made from their

findings.

A subjectivist epistemology and relativist ontology present a number of challenges for
the qualitative researcher who is continually conscious of this need for care when
drawing conclusions from their work. The qualitative researcher is also acutely aware
that ‘subjectivity guides everything from the choice of topic that one studies, to
formulating hypotheses, to selecting methodologies, and interpreting data’ (Ratner,
2002, paragraph 1). Within a qualitative research paradigm, it is therefore necessary
to find ways of developing an acceptable level of agreement (or objectivity) in order for

the research to have meaning beyond the individual case or study in question.
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There are a number of ways to address the issue of subjectivity (for example, Bavelas,
1995; Matusov, 1996; Drapeau, 2002; Ratner, 2002). Drapeau (ibid., p.3) identified
the importance of the researcher ‘owning’ their own subjectivity and highlighted a
number of difficulties that may arise in the research process if the researcher does not
recognise the extent of their own internal influences. Simply acknowledging personal
perspective, epistemology and ontology, however, does not directly lead to a more
objective way of knowing because, as Ratner (2002, paragraph 5) identified, all
viewpoints are simply another way of approaching a thing...but none of them delivers
any information about the thing itself’. The qualitative researcher must therefore take

further steps to address the multiple realities that exist within a relativist ontology.

A useful way of working within multiple realities is to develop a shared understanding
of an experience or situation through the use of ‘intersubjective agreements’. Bavelas
(1995, p.52, emphasis in original) proposed that ‘the best working definition of objective
is intersubjective agreement and argued that reliability of knowledge was closely
connected to the degree to which agreement between differing viewpoints could be
made. Matusov (1996, p.25) challenged the more traditional view of intersubjectivity
(that he identified as ‘a state of overlap of individual understandings’) and argued that
intersubjectivity could be better considered as ‘a process of a co-ordination of
participants’ contributions in joint activity’. This view was helpful for this study as it
viewed intersubjectivity in a dynamic manner that involved both researcher and
participant working together in pursuit of an accepted version of the ‘truth’. The
ongoing dialogue and co-construction of the narratives (Chapter 6, p.168) allowed time

and space for such agreements to be reached throughout the research process.
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A constructivist researcher employs an interpretive methodology to explore their
particular area of interest. Using appropriate methods, a constructivist-interpretive
researcher attempts to uncover meanings, values and explanations from their studies.
They seek to understand emotions, feelings and experiences from the ‘inside’ in order
to make sense of situations or studies. The role of the interpretive researcher is not
‘merely to celebrate the story or narrative’ (Gabriel, 2008, p.165), but rather to reflect
upon experiences in order to establish a real understanding of the issues, problems

and outcomes of a situation or context.

Elliot (2005 p.18 and p.19) noted that constructivist researchers seek primarily to
understand ‘how a sense of social order is created through talk and interaction’ (ibid.,
p.18). Elliot (ibid. emphasis in original) also highlighted the that ‘the social world is
constantly in the making and therefore the emphasis is on understanding the
production of that social world’. Itis for these reasons that the constructivist researcher
is mainly concerned with ‘how’ questions that ‘identify meaning making practices’ (ibid,
p.19) and help develop an understanding of how individuals participate in, and
construct, their own lives and realities. In this study, the intention was for the retelling
and analysis of stories of those effectively leading change within coaching systems to
generate critical insights into how and why effective change has been initiated and
sustained. As explained by Gratton and Jones, (2004, p.20), ‘the rich description and
interpretation of experiences [is] more informative than simply measuring and

statistically analysing variables’.
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4.3 Narrative Inquiry

4.3.1 Setting the context

The research questions (Chapter 1, section 1.4) and the constructivist-interpretivist
paradigm for this study provided a strong guide to research design choice. The final
framework needed to provide a means of mapping and analysing each participant’s
journey, in order to illustrate ways in which individual and professional landscape
knowledge interacted and led to change. Research design also had to ensure that it
was possible to compare and contrast each story, and to ultimately explain and
communicate relevant findings and outcomes to the reader. As O’Sullivan (2007,
p.250) suggested, reflecting on the research questions provided an effective guide as
to choices regarding data collection and analysis. Given that the research questions
for this study centred on what could be learned from the stories of effective coaching
systems leaders, a narrative form of inquiry appeared to be a logical choice for framing

and structuring the research.

Narrative research is essentially a literary form of qualitative research that focuses on
the uncovering and re-telling of individual stories (Creswell, 2015, p.502). Proponents
of narrative inquiry (for example Clandinin and Connelly, 1996; Riessman, 1993;
Lieblich et al, 1998) recognised the prevalence of stories in everyday life and
suggested that ‘if we understand the world narratively, as we do, then it makes sense
for us to study the world narratively’ (Clandinin and Connelly, 2000, p.17). Or, as Smith
(2010, p.88) more recently identified, narrative inquiry has a place within the qualitative
research landscape because ‘stories are a key means by which we know and

understand the world’.
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Despite this seemingly straightforward rationale, however, narrative inquiry has often
been considered difficult to define (Hall and Gray, 2016, p.368). In part this can be
explained by the adoption of narrative research approaches across such broad
disciplines as literature, history, anthropology, sociology, socio-linguistics and
education (Creswell, 2015, p.502). Equally, however, confusion sometimes arises
around narrative research because, as Clandinin and Connelly (2000, p.18)
recognised, ‘narrative is both the phenomenon and the method of the social sciences’.
In other words, it is possible to define narrative research in terms of ‘the overall design
(e.g. narrative inquiry), a means for collecting data (e.g. asking participants to share
stories), or a platform for disseminating the findings (e.g. presenting the findings as

narratives)’ (Hoeber and Shaw, 2017, p.5).

It is important to note that for this study, the term ‘narrative’ encompassed the full range
of terms explained by Hoeber and Shaw (ibid.). The overall study was designed within
a narrative inquiry frame (see section 4.3.3 — Narrative design, p.107), participants
were invited to share their stories through a series of interviews and ongoing
communication (see section 4.6 — The research plan, p.124), and the findings were
presented in the form of participant narratives (chapter 6). It is also crucial to note that
the participant narratives presented in Chapter 6 were created through co-construction
between research and each participant. This reflects a key characteristic of the
working definition of narrative inquiry offered by Clandinin and Connelly (2000, p.20)
in that ‘it is a collaboration between researcher and participants, over time, in a place

or series of places, and in social interaction with milieus’.
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4.3.2 The value of narratives and stories

The value of narrative as a methodological approach has been widely recognised
across a range of subjects and professions. For example, Green (2013 p. 62)
highlighted that ‘narratives have always been a path to knowledge’ within nursing, and
Elliot (2005 p.5) identified the use of narrative within the fields of health and
criminology. Since the turn of the twenty-first century, the use of narrative-based
research in sport, exercise sciences and coaching has become increasingly popular
with authors such as Jones et al (2004), Jones (2006; 2009), Smith and Sparkes
(2009), Smith (2010), Toner et al (2012), Carless and Douglas (2008; 2013), Gilbourne
et al (2014), Hall and Gray (2016) and Hemmestad and Jones (2019) all turning to

narrative inquiry in varying forms.

Researchers such as Donnelly et al (2013. p.6) discussed the use of narratives in
organisational research and, significantly for this study, highlighted that ‘there is much
to learn from our tales of the field’ and great value in sharing experiences and stories
of ‘real-life’. They argued that through ‘a reflexive and critical stance’ (ibid.), stories
can be presented in a meaningful way that enables readers to engage with, as well as
learn from, them. Equally, as was established in section 2.6.5 of the literature review,
the use of narrative and life-history based methodologies frequent the authentic
leadership literature as a they are believed to offer a powerful mechanism by which
individuals can discover and express their self-concept and approach (Rae and

Carswell, 2000; Gardner et al, 2005; Shamir and Eilam, 2005; Day and Dragoni, 2015).
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Early authors in the narrative field (such as Mishler, 1986; Denzin, 1989; Riessman,
1993), viewed story and narrative as the way that ‘social actors’ produce, represent
and contextualise their experience and personal knowledge. In more recent years,
authors such as Creswell (2015) reported that telling stories is a natural part of life and
hence provided a relevant choice for studies that seek to understand the experiences
of research participants in a given context. Creswell noted that procedures of narrative
design are still developing and highlighted that there remains relatively little mention of
narrative methodology in the literature. An observation that arguably allows the
narrative researcher a good deal of creativity and flexibility. Holloway and Jefferson
(2013, p.29) explained that the narrative approach to research centres on the
researcher’s responsibility to be ‘a good listener’ and that the ‘interviewee is a story-
teller rather than a respondent’. The intention of this research study was to do just
this; to explore and report on the experiences of a number of effective leaders within
the coaching systems landscape and to uncover what had enabled them to lead in
such a way. As Holloway and Jefferson (ibid.) identified, ‘in the narrative approach,
the agenda is open to development and change depending on the narrator’s

experiences’.

Each of the arguments advocating for the use of a narrative approach to research
highlighted in the above section have, to some extent, been recognised within the
wider field of sport, sport management and sport coaching in recent years. For
example, Hoeber and Shaw (2017, p.5) acknowledged that ‘storytelling is an engaging
communication tool and makes is easier to connect and share research with different

audiences’.
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Stride et al (2017) explored this further and proposed that ‘adopting narrative inquiry,
and more specifically stories as a medium to represent research findings’ could have
significant benefits for developing research in sport management. Earlier publications
such as Jones et al (2004) established a basis from which future narrative-based
studies such as these could develop, and also began a discussion around for the
‘potential of ‘life-story’ research into coaching, both in its practical application and its
potential for further inquiry’ (p.3). More recent studies such as Hall and Gray (2016)
and Allana et al (2018) provide positive examples of how narrative inquiry is continuing

to be explored within the field of sport coaching.

In drawing on the early work of Jones et al (2004), this study sought to apply a narrative
inquiry approach in order to elicit and present the individual stories of the selected
coaching systems leaders and to then critically analyse each story in order to develop
common and/or contrasting themes across each story. Just as Jones at al (ibid.)
sought to achieve through the exploration of coach life stories, this study aimed to
communicate the data in a way that will “allow us to characterise the processes that
experts use in their performances’, in order to ‘gain a deeper understanding and
description of complex interactions’ (Strean, 1998, p.446). The intention for this study
was then to consider how these deeper insights could be applied to future leadership

development in the sector.
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4.3.3 Narrative design

In terms of design, the structure for the data collection phase of this study largely
followed Creswell’'s seven steps to ‘doing narrative research’ (2015, p.516). These
steps, which are outlined below, provided a thread from which the specific research

plan (detailed in section 4.6) was built.

1. Identify a phenomenon to explore that addresses a problem; the research
questions (Chapter 1, section 1.4);

2. Purposefully select an individual from whom you can learn about the
phenomenon; selecting the cases and identifying the research participants
(sections 4.6.1)

3. Collect stories from that individual that reflect personal and social experiences;
life history interviews (section 4.6.2)

4. Re-story or tell the individual story; transcribe the interviews and share (section
4.6.2)

5. Collaborate with the participant storyteller in all places of the research; co-
construction of narratives (section 4.6.3)

6. Write a story about the participants personal and social experience; the final
narratives (Chapter 6)

7. Validate the accuracy of the report; participant reflection on transcripts and

narrative at all stages (section 4.6.3)
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In further exploring ways in which narrative-based studies can be devised and
conducted, Clandinin and Connelly (2000), Riessman (2008) and Creswell (2015)
made a number of additional points that were considered when devising and
conducting this study. These included noting the need to provide a rationale for the
selection of particular case studies, and the importance of acknowledging the active
collaboration between researcher and participant in shaping the final narratives.
Interestingly, they also each suggested that stories should be presented in a

chronological order, regardless of how stories were told.

For this study, however, less attention was paid to this point of chronology. Whilst the
order of a story does clearly have some relevance, for example when noting that
decisions today are influenced by past experiences, there are times in this study where
the message or theme of a story took precedence over the specific timing. These are
choices of presentation and whilst each participant had opportunities to amend and
influence how their story was told, structuring the narrative by theme rather than
chronology often appeared to be more effective in telling a particular story. As Magill
et al (2017, p.220) reinforced, ‘the ultimate concern of the stories was the explication
of meaning making and social process, as opposed to a “factually correct’ re-telling of

any experience’.
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4.4 The case study

4.4.1 The value of a case

The case study was defined by Yin (1994, p.13) as ‘an empirical inquiry that
investigates contemporary phenomenon within its real-life context’, with Flyvberg
(2011, p.301) noting ‘the decisive factor in defining a study as a case study is the
choice of the individual unit of study and the setting of its boundaries’. Case studies,
by definition, therefore require a clear demarcation of the ‘unit’ of study and must be
intensive in terms of detail, richness and depth of study. They also typically evolve
over a period of time and have a connection to the environment, or context, in which
they take place (ibid.). The case study most certainly has value as a research choice
and allows the researcher to ‘describe and analyse deeply’ then explain the choices
made, (Ellis, 2004, p.92). Case studies also provide the basis from which theory can

be refined, further studies identified and options reviewed.

Stake (2000, p.443) pondered the question of ‘what can be learned from the single
case’ and proposed that is was possible to consider a number of case studies
alongside one another in the collective case study approach. In this approach a
number of individual cases are considered under the umbrella of one research project
in order to analyse both general and specific elements (Denzin and Lincoln, 2011,
p.245). In a collective case study model, the ability to consistently define each
individual case within the study is important if valid analysis is to be carried out, either
on a specific or general basis. The research questions (Chapter 1, section 1.4)
provided a strong guide that this research would ultimately be conducted within a

collective case study approach as described by Stake (ibid.).
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As with all qualitative research, questions arise regarding the reliability, objectivity and
generalisability of the case study as a methodological choice (Armour and Griffiths,
2012). It is important that a collective case study approach recognises that data
gathered from one case can only be attributed to that particular study and that each
case is unique. Flyvberg (2011, p,302) recognised that whilst case study research is
often held in low regard, if a researcher properly understands case study methodology,
it does provide a valid research choice. The case study enables the researcher to gain
an ‘holistic understanding of a set of issues’ to describe and explain a particular case
or situation, (Gratton and Jones, 2004, p.97). ltis crucial, though, that the case study
researcher avoids temptation to generalise in pursuit of common theory as this may

detract from the overall value of the study (Flyvberg, 2011).

Smith (2018) explored broader issues of generalisability in qualitative research in sport
and exercise sciences and argued that ‘it is a misunderstanding to claim that qualitative
research lacks generalisability’ (p.137) and a mistake to presume ‘that a weakness or
limitation of qualitative work is lack of generalisability’ (p.146). Smith encouraged
researchers to ‘be aware and respectful of the differences in underlying
epistemologies, ontologies, approaches and methods that inform research when
dealing with generalisability’ (ibid.). It is therefore essential for the qualitative
researcher to maintain a clear methodological paradigm for their research and
understand the perspective from which their research is presented. It is also important
to take care in defining and selecting cases for inclusion in a study, identifying an
appropriate research protocol, and effectively analysing and reporting the findings

(Armour and Griffiths, 2012, p.209-211).
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4.4.2 Defining the case(s)

As identified in the preceding section, it is important to define the case study unit of
analysis and to recognise the contexts within which they exist, (Yin, 2004; Flyvberg,
2011; Armour and Griffiths, 2012). For this study, it was evident that the unit of analysis
was the individual leader with whom personal life story narratives would be constructed
and the context was the environment in which each leader positioned their own story.
In the broadest sense this was the coaching system within which each were acting as
a leader, however, as the case study included a life history, each story inevitably
referenced other environments in which the individual operated. Whilst these may not
have been directly related to ‘work’, they remained relevant to this study in that they

formed part of the personal experience of the individual in question.

In terms of selecting the specific cases to be examined, Armour and Giriffiths (2012,
p.210) recognised that this choice is often challenging for researchers. Stake (2005,
p.451) suggested that case studies should be chosen for their ‘opportunities to learn’,
with Denzin and Lincoln (2011, p.245) encouraging constructivist researchers to ‘seek
out groups, settings, and individuals where (and for whom) the processes being
studied are most likely to occur’. In considering how to identify the particular cases for
this research, the work of Heath and Heath (2010) provided strong insight and
direction. Heath and Heath (ibid., p.27) discussed the notion of ‘finding the bright spots’
as an important approach for any programme that seeks to create behavioural change.
They described ‘bright spots’ as ‘successful efforts worth emulating (p.28) and framed
the pursuit of ‘bright spots’ (p.45) as an approach that considers the question of ‘what’s

working, and how can we do more of it?’
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Heath and Heath also recognised the important role of the leader in any change effort
and recognised that in order ‘for individuals' behaviour to change, [leaders must]
influence not only their environment, but their hearts and minds’ (ibid. p.4). The desire
to understand ‘what worked’ within successful coaching systems in the UK, with a
particular focus on the skills of the successful change leader, was at the heart of this
study. The ‘bright spots’ approach therefore provided an appropriate and effective
guide to the identification of relevant case studies; cases that that all offered
‘opportunities to learn’ (Stake, 2000) and could ultimately help answer the research

questions.

4.4.3 Identifying the cases (research participants)

The initial intention for this study was to recruit research participants by working closely
with ‘sports coach UK'. The plan was to use the ‘Coaching Scorecard’ tool (that
captured progress against the UK Coaching Framework; sports coach UK, 2008) to
highlight a number of organisations within which coaching system change was
occurring. The second step would then be to identify the individual(s) within each
organisation who were leading work on coaching. Individuals from this group would
be invited to participate, with final participants selected from this wider ‘pool’. Care
would be taken to manage the confidentiality of each research participant so that
anonymity was retained within the final study (hence, all names used within this paper
are pseudonyms). ‘Sports coach UK’ would not know the identity of the finally selected
research participants; but participants would be free to disclose their participation

should they wish.
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During the period of study for this research, ‘sports coach UK’ underwent a restructure
programme and subsequent rebranding exercise. In 2017 they became known as UK
Coaching and experienced a shift in focus that is highlighted in the coaching definition
change in section 3.3.3 above. Preceding this change was a gradual reduction in focus
on the UK Coaching Framework and associated ‘Coaching Scorecard’ tool. Therefore,
efforts to identify thriving coaching systems within the governing body infrastructure
became more challenging as there was less pressure on organisations to fully engage

with scorecard reviews.

An altered approach to identifying relevant ‘cases’ for this study was therefore adopted.
Personal knowledge of the industry was utilised to identify areas where positive change
was occurring (researcher positioning is considered in section 4.5.3 below), with key
individuals behind these changes identified and invited to participate. Whilst deviating
from the original plan, this approach actually enabled the prospective pool of research
participants to be widened as it was no longer restricted to sports or organisations who
had signed up to the UK Coaching Framework. The breadth of participants in the
research arguably ended up better reflecting the broader definition of coaching as
described in section 3.3.3, with some research participants coming from less traditional
areas of the sport coaching system now being acknowledged as central to coaching
development by UK Coaching and Sport England (UK Coaching, 2017; Sport England,

2018b).
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4.5 Strategies for enquiry

4.5.1 Establishing the base

All research should be designed to directly answer the respective research questions,
and for case study research ‘the questions...should determine both the initial selection
of a case study approach and the specific methods used to investigate the case’
(O’Sullivan, 2007, p.250). With clear research questions in place for this study, it was
a relatively straightforward process to identify specific methods that would be
employed to effectively implement the research plan. For example, in terms of
gathering life story narratives, tools such such as life history grids (Elliot, 2005, p.31)
became meaningful, whilst in order to gather the overall narrative data, the use of
interviews became a core consideration with Denzin and Lincoln (2011, p.246)
recognising that the case study ‘relies on interviewing, observing and document

analysis’.

The decision was made that the interview, specifically the life story interview, would be
utilised as the primary tool with which to gather data for this study. However, as
Lambotte and Meunier (2013, p. 88) stated, ‘a biographic interview produces the
narrative, but it cannot be reduced to it...narrating is a retrospective sense-making
exercise’. The decision was therefore taken to present the output of each interview in
the form of a co-constructed narrative. Narratives that were created by researcher and
research participant working together to construct a story with which the participant
was comfortable and for which they felt a sense of ownership. Each narrative then
provided a base from which themes could be developed and compared/contrasted

during the analysis phase.
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4.5.2 The life story interview

‘| interview because | am interested in other people’s stories’” Seidman (1998, p.1), or
because there is ‘an interest in understanding the experience of other people and the
meaning they make of that experience’, (ibid. p.3). For the qualitative researcher, the
interview is a method through which information can be collected about an individual’s
life and experiences as relates to the specific focus of the study. Elliot, (2005, p.22)
defined the interview as a ‘site for the production of data and an opportunity to explore
the meaning of the research topic for the respondent’. With a key aim of this research
to uncover and construct narratives from identified individuals, the life story interview
became a logical choice of method as it provided a ‘method for understanding
individual lives and really connecting with another’s experience, there may be no equal

to the life story interview’ (Atkinson, 1998, p.24).

It is also important to note that the qualitative interview is ‘an active process in which
participants and researchers take part in a situated co-construction of meanings and
memories’ (Gemignani, 2014, p.127). This connects back to the notion of participative
reflexivity as introduced in section 4.2.3, in that it emphasises that the relationship
between participant and researcher is meaningful in a qualitative research process
(Mahadevan (2011, p.150). This relationship, and the relative position of the
researcher, will be further explored in section 4.5.3 below, as an important

consideration for this study.
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Having identified the use of life-history interviews as an appropriate method to
generate data for a qualitative research study, focus then turned to the process by
which the interviews would be conducted, recorded and analysed. There are varying
views as to the degree of ‘structure’ required for an effective interview. At one end of
the spectrum is the view that narratives will naturally emerge during in-depth
interviews, with the other end arguing that even with a detailed interview structure, it is
possible that some interviews would never reveal the stories or detail that is sought by

the interviewer (Elliot, 2005, p.29-30).

Atkinson (1998, p. 26) proposed a simple, yet robust, guide to developing an effective
interview protocol involving the three steps of planning, interviewing and
transcribing/interpreting. However, with the complexities of employing the in-depth
interview as a primary method of data collection, it was also helpful to reflect on further
guidance developed by Dolbeare and Schuman (Schuman, 1982; Seidman, 2006,
p.17), who each recommended using a series of three interviews within an overall data-
collection process. Elliot (2005, p.32) also supported this structure as a practical way
of organising and implementing an interview framework, which comprised a series of
three connected interviews. The first interview focused on establishing the life-history
of the participant, the second interview took a closer look at the participant’s current
experiences, and the third interview provided a space for the participant to reflect on

the research findings that had been constructed through the first two interviews.

116



Seidman (2006, p.19) stressed the importance of adhering to the planned structure
within the series of the three interviews and challenged the researcher to maintain the
required focus of each interview. However, given the recognition that, in telling their
stories, it was highly likely that the participant could wander away from the core focus
at any time, it appeared challenging to adhere so rigidly to a set structure. Validity of
the interviews is therefore a key concern, and Seidman argued that the structure of the
three series interview would allow the researcher to check emerging themes and

stories throughout the interview process.

In contrast, Elliot (2005, p.31) argued that ‘if the primary aim of carrying out qualitative
biographical interviews is to obtain individual's own accounts of their lives, it is clearly
important not to impose a rigid structure on the interview’. However, Elliot also
recognised that some individuals could find it ‘very difficult to respond if simply asked
to produce an account of their life’. One way to mitigate against such challenges is to
use a ‘life history grid’ (Parry et al, 1999). Since its’ first use in 1988, the life history
grid has been developed into a respected methodological tool for the collection of
retrospective data. Berney and Blane (2003, p.18) highlighted that ‘the life grid method
has been shown to enhance recall with a wide range of subjects and on a broad range

of topics’.

A life-history grid can help individuals recount the story of their lives, starting from
whichever point is most appropriate for the purposes of the research. Equally, the grid
can enable researcher and participant to work together to construct a ‘guide’ to provide

a reference point as the participant recounts their story (Elliot, 2005).
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Richardson et al (2009, p.1) proposed that a life-history grid could be used in the
interview process to help explore particular events and experiences in order to elicit
meaning and influence for the context of a study. Richardson et al also acknowledged
that the use of life history grids helped the researcher to see the individual stories in a

‘clear temporal order...and into the story they [the research participant] tell of their life’.

There are many noted advantages to the use of the life history grid as a tool for
collecting data, as well as a number of acknowledged challenges. For example, they
are reported to alleviate the influence of ‘recall bias’ or memory fade during the
recounting of stories (Parry et al 1999; Berney and Blane, 2003). They also offer a
solution to the problem of timing in the collation of retrospective data as the life history
grid is a visual tool that provides an interactive and engaging method of collecting data.
Richardson et al (2009, p.2) recognised that the use of life-history grids can potentially
relieve the pressure of participants feeling that they have of ‘to tell their story
chronologically’. It is important for the retrospective researcher to acknowledge that
‘although the story itself will be chronological, it does not necessarily have to be told
that way’ (ibid.). The life history grid allows flexibility for the research participant to
recall information and experiences in any order, but to present them in a logical manner

that can then further explored through the ongoing interview and research process.

Arguably, the most interesting advantage of the life history grid method is that it offers

a means of stimulating discussion between interviewer and interviewee in an often

informal manner.
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Parry et al (1999, section 4.3) found that ‘because the grid involved the co-operation
of respondents who collaborated in the reconstruction of their biographies, a high level
of respondent engagement was necessitated’; a potentially significant benefit for the
constructivist-interpretive researcher. The completion of a life history grid also offers
an immediately visible output from early research conversations. Parry et al (ibid.)
acknowledged that the completion of a life history grid ‘could be rewarding for
respondents because, although at times the task was quite difficult, the completed grid
became evidence of successful joint accomplishment’. As Berney and Blane (2003,
p.19) concluded, the life history tool can contribute to the development of positive
rapport between the interviewer and interviewee which can help to establish a sound

base for the ongoing research relationship.

4.5.3 The researcher/participant relationship

Kral (2014, p.144) recognised that ‘the relationship between researchers and the
researched is at the centre of qualitative research’ with Rossi and Tan (2012, p.257)
arguing that ‘building rapport...is important in order to establish the trust and
understanding required’. Roulston (2014, p.278) recognised that ‘both successes and
failures in generating rich and detailed reports from interviewees are commonly
understood as prompted by the interviewer’s actions’. Gemignani (2014, p.128/129)
acknowledged that ‘the openness and possibilities related to the rapport between
researcher and researched can be a rich source of information, reflexivity and even
personal growth for both parties’ because the qualitative interview ‘extends beyond
data collection to allow the possibilities of the telling, the told, and the understood’

(Gemignani, ibid. p.131).
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Lippke and Tanggaard (2014) focussed on the complexities of the
researcher/participant relationship during the interview process. They acknowledged
that whilst the ‘mud’ that sometimes resulted from the interactional tensions in a
research interview could be problematic; embracing it can equally ‘serve as an
analytical tool generating knowledge and insights that would not otherwise emerge’
(p.142). However, Gemignani (2011, p.703) argued, ‘when contexts, data, and
experiences of a study become increasingly meaningful for the researcher, they
influence the ways in which she situates, interprets, and experiences herself as subject
of her own practice’. It is interesting to reflect on the recognition and acceptance of
the ‘mud’ described by Lippke and Tanggaard (2014) alongside the discomfort of
Seidman (1998, p.80) who argued that the development of a full relationship can result

in the research process being ‘critically confounded’.

Seidman also recommended ‘erring on the side of formality rather than familiarity’ in a
research relationship and emphasised the importance of controlling the level of
‘rapport’” within the interviewer/interviewee relationship and argued that ‘too much or
too little can lead to distortion of what the participant reconstructs in the interview’
(p.81). This approach, which Seidman likened to the teacher/pupil relationship in that
it can be ‘friendly but not a friendship’ (ibid.), appears in complete contrast to the open
admission of ‘a desire to care’ for her research participant reported by Lippke during

her research study, (Lippke and Tanggaard, 2014, p.141).
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These different views on the ‘correct’ role of the interviewer lead to further questions
around the relative position of a researcher and highlight the importance of reflexivity
for qualitative researchers. Berger (2015a, p.220) identified that ‘questions about
reflexivity are part of a broader debate about ontological, epistemological and
axiological components of the self, inter-subjectivity and the colonization of
knowledge’. He also suggested that this debate has taken a more prevalent place in
the literature in recent years as ‘employment of communication research methods
continues to evolve and the use of the self expands in a diverse plethora of research
strategies’.  Perhaps then, the researcher/participant relationship is rarely as

straightforward to manage as Seidman (1998) proposed.

As has been noted repeatedly in this chapter, it is essential for the researcher to
acknowledge that any research process is ‘shaped by one’s personal history,
biography, gender, social class, race and ethnicity and those of the people in the
setting’, (Denzin and Lincoln, 2011, p.5). Berger (2015a, p.220) also argued that
‘researchers need to increasingly focus on self-knowledge and sensitivity; better
understand the role of the self in the creation of knowledge; carefully self monitor the
impact of their biases, beliefs, and personal experiences on their research; and
maintain the balance between the personal and the universal’. Collins and Cooper
(2014) took this concept further and explored the notion of emotional intelligence and
the researcher. They argued that ‘emotional intelligence can strengthen the ability to
connect with participants, skilfully listen during the interview process, and more clearly

understand the life-worlds participants articulate’ (p.88).
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Arguably the ‘tension’ reported by Lippke and Tanggaard (2014) demonstrated a
strong awareness of self in the position of researcher. Lippke (ibid. p.136) described
how she ‘became aware of struggling to manage my identity as a psychologist and
align it with my present position as a qualitative researcher’ and concluded that ‘this
approach contributes to transparency in qualitative research, opens up the data in a
new way and generates insights and results that would not otherwise emerge’. Leigh
(2014, p.429) described a similar position in her social work study and noted that she
researched from an ‘assumed position of knowing’ and ‘was convinced that my status
would enable me to generate data that would be rich and original’. The position that
Lippke and Leigh adopted in their respective studies is best described by the term

‘insider’, although there are different levels to which ‘insider’ knowledge extends.

There is much debate on researcher positioning and the merits and issues arising from
both ‘insider’ and ‘outsider’ perspectives. Southgate and Shying (2014, p.225)
reflected that the insider/outsider debate focused on ‘the relationship between these
categories; epistemic privilege in terms of access to and interpretation of knowledge;
and the ethics and politics of representation’. Brannick and Coghlan (2007, p. 59)
offered a definition of insider research as ‘research by complete members of
organisational systems and communities in and on their own organisations’, which they
contrasted with a description of ‘outsider’ research as ‘organisational research that is
conducted by researchers who temporarily join the organisation for the purposes and
duration of the research’. Southgate and Shying (2014, p.225) proposed that insider
researchers ‘are simultaneously the subject and object of study’, whereas ‘outsider

researchers are those who are not personally connected to their field of research’.
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It is evident that this study was conducted from an ‘insider’ perspective within a system
in which the researcher had significant professional knowledge and experience (Lippke
and Tanggaard, 2014). The research was approached from an ‘assumed position of
knowing’ as described by Leigh (2014, p.429). Kacen and Chaitin (2006, p.212)
argued that there are both advantages and disadvantages to being part of the field in
which the study is conducted and offered a number of insights into the opportunities
and potential pitfalls. For example, for this study it was acknowledged that an acute
awareness of the language and culture of the sport coaching world resulted in the in-
depth ‘position of knowing’ that Leigh (2014, p.429) described. Kacen and Chaitin
(ibid.) proposed that this might prevent ‘the researcher from being able to look at the
context with fresh eyes, as it were, in order to gain new insights concerning what might
still be hidden from understanding, yet needs to be uncovered’. Thus it is possible that
researching from a ‘position of knowing’ may result in cultural acceptance that ‘this is

just how things are’ rather than adopting a more objective, questioning view.

Berger (2015a, p.231) advocated that insider research is valid providing the researcher
understands the ‘potential ramifications of (their) position on their research’ and
appreciates that the insider researcher must strive to ‘continually ask themselves
where they are at any given moment in relation to what they study’. Yelland (2013,
p.138) advocated the need for continual reflexivity throughout the qualitative research
process and concluded that ‘I have interpreted this in my career to being reflective and
reflexive about where | have come from’. Being an insider researcher is an acceptable
position, provided that the researcher acknowledges this perspective, is reflexive and

consciously aware of their position relative to the participants and the environment.
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4.6 The research plan

4.6.1 Participants

Following the initial interview with research participant number one, it was agreed that
six research participants would be sought for this study. The level of depth required
for each interview was believed to be such that 6 participants would provide rigour,
integrity and validity. This final number presented a small enough cohort to be
manageable in a narrative methodology, yet broad enough to provide sufficient

opportunity for cross-case analysis. The final case study participants included:

Two individuals engaged in National Governing Body coaching systems at a

strategic level

* One individual strategically responsible for coaching systems in a non-
governing body context

* Two individuals involved in shaping coaching systems at an operational level

* One individual who had been involved in UK coaching systems at a variety of

levels and now working on an international level

Each series of interviews occurred over an eighteen-month period with an ongoing
dialogue maintained throughout (email, telephone and face-to-face contact) in order to
allow the researcher/participants to continually reflect on the emerging stories over
time. Recognising the opportunities and challenges around the researcher/participant
relationship (section 4.5.3), the ongoing researcher/participant dialogue was a critical
part of the research process as researcher and participant worked together to construct

a personal story that could be shared within the final study.
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Significantly, the ongoing researcher/participant dialogue was critical in providing rich,
reflective detail that, at times, was surprisingly insightful. Whilst not originally a formal
part of the research plan, the opportunity for researcher and participant to engage in
meaningful conversation in a less formal structure was invaluable. Providing space to
reflect on transcripts and the early narrative drafts allowed participants to take their
time to reflect on how they had described particular events and to consider whether
their meaning had been interpreted in an appropriate and acceptable manner. The
level of interaction between interviews varied between participants, with the majority
of such communication occurring through email exchange. There were, however,
additional phone conversations and ‘in person’ informal discussions on occasions
when researcher and participant met in non-research related (‘day job’) circumstances,

for example coaching conferences, workshops or meetings.

Whilst these informal exchanges were not always fully documented, recorded or
transcribed verbatim, the researcher sought to record field notes after each ‘in person’
conversation to capture a reflection of what had been said or discussed. Any email
correspondence was treated in the same level of confidence as the transcribed
interviews and individual emails were saved securely alongside other participant data.
Ethical approval was granted for both the formal interview and ongoing
researcher/participant dialogue, therefore all communication was treated as participant
data and collectively considered within the construction of the narratives and the
subsequent analysis processes. In essence, the co-construction of each narrative took
around eighteen months and could be considered as an ongoing conversation

punctuated by three formal interviews that provided a consistent research structure.
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The ‘between-interview’ communication initially served as a mechanism to confirm
agreement between researcher and participant on interpretation and written
perspective. To view this process in this limited way would, however, not fully reflect
the significance of these ongoing dialogues. For example, it was in an informal
conversation that one of the participants expressed surprise over the amount of times
they used ‘er’ or ‘um’ in their interviews. Quotes used within the initial draft narratives
were taken from original interview transcriptions and thus included such ‘stumblings’,
and this participant was concerned that these verbatim quotes made them sound
hesitant and unsure, which they did not like. As a result of this conversation, quotes
within their narrative were edited to remove the unwanted ‘ers’ or ‘ums’. Equally there
were times when whole paragraphs were amended or deleted based on email
feedback from participants, and several micro-adjustments of the themes within each

narrative right up to the final ‘check-in’ (post Interview IlI).

As will be explored further in section 5.3 (p.136) and section 5.8 (ethics, p.159),
managing the researcher/participant relationship did, at times, prove challenging,
particularly given the ‘in-depth’ nature of the conversations. It was essential for the
researcher to continually reflect back on the research purpose and methodology
throughout the study in order to ‘check’ that the research process was robust and
trustworthy. Ongoing researcher reflexivity around personal positioning, perspective
and relationship with participants was a key part of maintaining robust data collection.
This reflexivity extended to participants, particularly in the ‘between interview’
communication, with the ongoing researcher/participant collaboration (as described

above) helping to secure appropriate intersubjective agreement within each narrative.
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4.6.2 Structure

The original plan was to apply the following basic framework for each case study:

1.

2.

Initial meeting - completion of a life history grid
Research interview | — “The here and now’; current experiences and actions
Research interview || — Reflection on personal progression

Research interview Il — Agreement of ‘the story’

However, following completion of the initial interview with participant number one, the

actual framework employed was:

1.

Research interview | — completion of a life history grid and exploration of life
experiences, learning and development
Research interview Il — Reflection on interview [; current context/here and now

Research interview Il — Agreement of ‘the story’

Research interview I — introduced the rationale for the research and the reasons for

gaining an overview of the participants’ life history. The primary purpose was to

encourage participants to share stories from their life that they viewed as important

and/or relevant to their current work role. This interview had a loosely structured

approach with the only set question being the opening prompt of ‘tell me about your

life’ (in the context of the explanation of the research purpose). A similar structure was

followed for each case study, but the exact final detail for each depended on the

specifics arising from each conversation. The interview evolved as the participant

dictated the final direction with their story.
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This revised interview and data gathering plan combined the initial meeting with
research interview I. From experience of interview 1 with participant one, using the life
history grid (and giving the participant a choice of whether to complete it themselves,
or for the interviewer to complete) provided a helpful framework for the conversation.
Using the grid as an integral part of the conversation prompted the research participant
to think about, and articulate, different phases of their lives, whilst also providing the

interviewer with a reference point from which to question further.

Having the life history grid appeared to provide a degree of comfort and confidence for
the interviewee. It also helped them feel that it was acceptable to jump back and forth
between different periods of their life. Interestingly all participants elected for this to
be complete by the interviewer whilst they talked. Interview length varied between
participants, from 45 minutes to in excess of 2.5 hours. The interview participant was
given the freedom to talk for as little or as long as they wanted, and they dictated the
terms of the interview and length of conversation. All commented that they found the
process interesting and it provided them with a welcome opportunity to reflect on their
story and development in a way that they rarely experienced. There was an overall
recognition that the reflective process of telling their story was a helpful one personally

as well as for the study.
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Research interview Il — encouraged the participant to reflect back on their life history
(from initial meeting) and consider how their experiences have shaped their current
approach in their work role. This second interview was an opportunity for interviewer
and participant to review the transcript of the initial interview within a contextual frame,
again with final structure and length determined by the participant. The interview
participant was sent the transcript from interview | shortly after the interview had been
completed, and asked to review the content (the audio version was also provided) with

the following in mind:

What in particular strikes you about your life story as you reflect on interview 1?
* Is there anything obvious that you feel you missed in interview 1? If so, what?
* As you reflect on your story shared in interview |, what connections can you
make between your life story and experiences and how you operate in your
current role/context?

* What else came to mind as you reviewed your transcript?

Atkinson (1998, p.57) identified that ‘the next stage in the transcribing process, after
you have reviewed it yourself, is to offer the transcript to the interviewee to look over
himself or herself’. This is because the life story narrative that will eventually be
produced belongs to the interviewee and therefore ‘it is their privilege, even their right’
to review the transcript as essentially it belongs to them (ibid.). This step was not
included in the original structure and thus it felt as if a critical step was being missed.
This also moved the methodological approach further towards meeting the demand for

‘rigour in qualitative research’ as prompted by Smith and McGannon (2018).
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It is also important to note that the original plan following interview | was to produce an
interim research text that identified emerging themes and questions from the initial
conversation. On reflection, this ‘leap’ from interview to narrative was too significant
and missed out a valuable opportunity for the interviewee to review the initial interview
transcription. This added step also provided a period of reflection for both researcher
and participant, and an opportunity for interviewer and interviewee to review the text
together within interview Il. This small, but significant, alternation to the methodology
allowed greater opportunity for the interviewee to engage in their own narrative
construction and for the research process to more effectively capture/identify critical

points and/or perspectives before the co-construction of the final narrative.

Research interview lll — was a final opportunity for the researcher and participant to
jointly reflect on the ‘story’ that had been co-constructed (the narratives — Chapter 6).
The researcher shared with the participant the themes that had been evolved from

their narrative in order to ‘test’ them within the context of the individual case.
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4.6.3 Researcher/participant interaction

After each meeting, the participant was provided with the transcript of their interview,
an audio copy of the recording and a copy of any notes (including life history grid in
interview 1) from the conversation. After the second interview, each participant also
received an initial draft of their reflective narrative (research text). The purpose of
these written accounts between interviews was to stimulate an ongoing dialogue
between researcher and participant that allowed the relationship to continue to
develop, and the participant to continue to ‘tell their story’ between meetings. Ongoing
researcher/participant interaction throughout the duration of this study was a critical
part of the process as effectively this was an ongoing research process, punctuated by
three key, structured interactions as identified in the above framework. Regular
communication allowed ideas to mature and develop over time and ensure that, as
much as possible, the story elicited from each case participant was as ‘true’ to their
intent and meaning as possible. Reflection of both researcher and participant

throughout the research process was an essential component.

Researcher reflections considered the overall research process (is it still effective?
Should it consider other aspects? Does it need to evolve further?), as well as the
evolving discussions/stories within each case. The researcher also reflected upon how
their own perspective may be influencing the research process and findings and
became particularly conscious of the need to avoid unduly influencing any individual
participant. The ongoing dialogue and opportunity to discuss (via email or phone) the
interim research texts provided open opportunities for the participant to challenge or

question researcher interpretation or analysis.
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The researcher encouraged the participant to reflect on their life story between formal
study interactions. The interim research texts (transcripts and subsequent narrative)
provided a formal mechanism to prompt this reflection, with the ongoing dialogue
allowing participants to consider their stories and add to the ‘rich descriptions’ being
co-constructed through this study. Researcher/participant interaction did present a
challenge! There was a real balance needed between curiosity and the ongoing desire
to learn as much as possible about the interview participant and their story, and the
structure needed to maintain a robust research framework. This dilemma caused
much confusion in the early days of the research study; with the revised interview
structure attempting to mitigate against the desire to continue an informal dialogue

outwith the research structure.

4.6.4 Co-constructing the narratives

Research choices on exactly how to portray these individual stories were made as the
stories were constructed. Consideration was given to the professional integrity and
reputations of the individuals involved and decisions on sharing these stories was
made jointly. As Clandinin et al, (2010, p84) recognised, the nature of narrative inquiry
as relational practice means that early field texts are shaped into research texts
through negotiation with research participants, and that the resulting conversations
allow the texts to be shaped and refined as well as opening up new questions for both
the researcher and participant. It is through this process of discussion and negotiation
that decisions were made on exactly how best to ‘tell’ the stories of the individuals

engaged within this research.
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Consideration was also given to the audiences for which this research was intended.
Individuals within the coaching systems landscape often have backgrounds as
coaching practitioners with the value and relevance of narrative and story-telling within
coaching well documented, (for example, Jones et al, 2004; Jones, 2006; Cassidy et
al, 2009; Carless and Douglas, 2011). Choices on the point of view from which this
research was presented, considering elements such as person, omniscience, narrator
reliability, narrative voice and authorial distance (Coulter and Smith, 2009), were made
with due consideration to both the research participants and the intended audiences.
A copy of the detailed research plan is provided at Appendix A1 in this document,
along with copies of the participant information, consent and details form used to

collect permission, and basic participant data.

4.6.5 Reflective note

As | headed from the planning to the ‘doing’ phase of my research, a number of key
concerns remained at the forefront of my mind. The narrative nature of my study
weighed heavily on my mind and | felt a real sense of pressure to ensure that | heeded
all methodological principles around rigour, trustworthiness and validity. | was
conscious of my responsibilities (ethically and morally), and as | began to gather my
data and work with my patrticipants to co-construct their story, | was acutely aware of
the need to ensure we all found ways to reach agreement on our individual
understanding and recollections of particular stories and experiences.  Chapter 5
presents detailed insights into my journey through the data collection and analysis
phases and is intended to provide evidence of the rigorous processes, reflection and

thinking that | undertook throughout these challenging phases of the research.
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CHAPTER 5: DATA ANALYSIS

5.1 Introduction

My writing in this thesis thus far has largely adopted a traditional academic style and
been been communicated using a ‘third person’ approach. This style felt appropriate
for the initial chapters of this study as it sought to position this particular research within
the relevant theoretical and methodological contexts. What makes this research
unique, however, is me and my individual positioning as a researcher. As detailed in
the previous chapter, my work has inevitably been influenced by the experiences,
knowledge and emotions that have shaped me, my perspective, and my
epistemological and ontological standpoints. It therefore felt essential to somehow

bring this more personal lens to my research.

As a result, | have chosen to present this next section in a ‘first person’ account. As |
contemplated the most effective way to articulate and explain the analytical choices |
made along my research path, | was constantly reminded of the deep and often
complex thinking that accompanied my data analysis journey. | recalled the mist and
fog that regularly filled my head when seeking an appropriate, robust and rigorous way
in which | could make sense of the stories and narratives that | had collected through
the lengthy life history interviews. | also remembered the sense of excitement at
reaching a moment of clarity; and equally the feeling of frustration when those

moments slipped away into further confusion.
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5.2  Ethics

| conducted this research within the ethical guidelines suggested by the British
Educational Research Association (BERA, 2011; 2018) and in accordance with the
ethics approval that | received from the University of Birmingham in 2015. | was also
influenced in my thinking on ethics by papers such as Wiles et al (2006), Adams (2008)
and more latterly Reid et al (2018) and McGrath et al (2019). On reflection, it feels
relevant to note that at the time of submitting my ethics approval form and associated
documentation (Appendix A2, p.342), | perhaps naively viewed this as a purely

procedural step that must be completed before progressing with the ‘actual’ research.

As | began to actually conduct my research, talk with participants, transcribe their
interviews and slowly start to analyse my data, the relevance of the ethical framework
within which | was operating became more and more evident. Equally, | developed a
much greater sense of the importance of how | behaved as a researcher and how my
ethical approach and beliefs were an integral and highly significant aspect of my
ongoing research process. | began to fully appreciate that for me and my study, ethics
was about the way in which | heard, translated, understood and then portrayed the
stories that my research participants shared and that | had a ‘duty of care’ to protect
their integrity and rights. Equally, | realised that | needed to ensure that | brought these
stories to life in a way that reflected the ‘human’ behind the narrative, but that | also
needed to take care not to reveal anything overly personal or inappropriate that may
compromise their identities or break our agreed confidentiality. It was a privilege to
share in the rich detail of these stories and | had a moral responsibility to my

participants in re-telling and analysing their words (Adams, 2008).
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From a practical perspective | realised that | needed to constantly consider how | would
demonstrate respect for my participants, understand my responsibilities around
communicating the knowledge | developed through my research, appreciate the ways
in which | showed respect for the field of sport coaching, and considering how | would
protect myself as a researcher (adapted from Wiles et al, 2006, p.284). | equally
became evermore conscious that my ethical framework was not simply providing me
with a step-by-step process that would simply direct my research, rather that | needed
to utilise it as a secure reference point to guide dynamic choices in a balanced and fair
manner. It was at this point that | truly recognised that my initial view of research ethics
had been limited to procedural ethics, that is ‘the formal approvals required for a study
to commence’ (Reid et al, 2018, p.70) rather than appreciating the true meaning of
research ethics as requiring the ongoing application of other areas of ethical

consideration such as situational, relational and after the study (Reid et al, 2018).

Behaving as a reflexive researcher became increasingly meaningful as my study
progressed. | continually needed to be cognisant of my positioning and relationships
with participants. As Wiles et al (2006, p.13) acknowledged, being an ‘insider’ in a
research context may result in increased levels of trust from participant to researcher,
allowing participants to feel more comfortable sharing personal insights and
experiences. | was also aware, however, that my ‘insider’ positioning within sport
coaching could ‘equally bring assumptions and biases which have ethical implications
but which are not commonly made explicit’ (Reid et al, 2008, p.70). | sought to manage
these challenges firstly by regularly reviewing my position and the issues | needed to
consider, and secondly through an ongoing commitment to co-construct each narrative

with as high a level of intersubjectivity as each participant and | could agree.
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5.3 What are my data?

It became apparent as | began to explore the ‘how’ and ‘what’ of my study, that my
‘data’ would be words, sentences, paragraphs, with my raw ‘data’ being the life history
interview transcriptions and narratives that were co-constructed along the way. 1 did,
however, initially find it really difficult to view these stories simply as ‘data’ which |
needed to analyse and interpret. Throughout the various interview phases | felt
privileged to be hearing powerful tales of challenge and hardship; of failure and
success; of growth and deeply personal development. To class these recollections
and reflections under the single term ‘data’ felt far too simplistic; almost like | was doing

the storytellers a great injustice.

It subsequently took a great deal of time during the research process to become
comfortable viewing the detailed insights and experiences of my research participants
as my research data! | cannot, however, pinpoint the precise moment when | began
to refer to the interview transcripts and growing narratives as data, or the catalyst that
created this shift in my thinking. It feels more like a gradual realisation that | needed
to view these raw stories from a more removed perspective if | was to be able to
analyse them in a robust, systematic way. | think that living with the research over a
period of months and years gave me the time and space | needed to understand theory
and process, and also enabled me to find my own ways of making sense of what | was

finding.
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5.4 My positioning

As | commenced the interview process, | found myself wrestling with the complexities
of the researcher/participant relationship in ways described by authors such as
Gemignani (2014), Lippke and Tanggaard (2014) Milligan (2016), O'Boyle (2018) and
Hemmestad and Jones (2019). Listening to the stories that were being shared with
me with an openness and honesty that | did not initially imagine, | became caught up
in the desire to know and understand more...and more...and more. | began to think
that my initial plan for three interviews with each participant would not be enough, and
that | needed to allow the conversation to evolve much more freely in the form of an
ongoing conversation from which meaning and reflection could continuously be drawn.
| recall spending hours wrestling with my desire to find a way to capture the intricacies
of an ongoing conversation that might potentially take place over a number of weeks,

months and even years.

During this time the research felt all-consuming. | already knew at the start of the
process that the subject was very personal to me and that | cared deeply about what |
had chosen to study; this feeling just seemed to grow as | ventured further into the
research process. When it then came to finalising my data analysis plan, | became
increasingly conscious of my responsibility to produce a piece of work that was
meaningful and robust, despite my ‘insider’ position. Knowing that the stories | was
uncovering would be constructed within the frame of my own personal experience and
reference added to the pressure | felt to ensure that my data analysis choices had
academic rigour and could be viewed as ‘valid’ in the traditional sense (this is explored

further in section 5.4 below).
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| regularly reminded myself that my position as a researcher in this area could never
be ‘neutral’ as | was an ‘insider’ in the research | was undertaking (Chapter 4, section
4.5.3). So whilst this research was chosen, influenced, designed, studied and
analysed by me, and this thesis is presented as an expression of the particular version
of the ‘truth’ that | uncovered and interpreted at this particular time and in my particular
context; | needed to ensure that | made sense of the data within a robust framework.
The next paragraphs detail the methodological choices | made, research principles |

applied and analytical framework that | adopted to make my sense of the data.

5.5 Developing my framework for narrative analysis

As | navigated my way through various literature on narrative analysis and enquiry, |
found myself contemplating seemingly endless dilemmas on how | should make sense
of my data. | pondered whether my unit of analysis would be categorical or holistic
(Earthy and Cronin, 2008); whether the focus of my analysis would be content or form
(ibid.); whether my research questions were ‘small q’ or big Q' (Kidder and Fine, 1987);
whether my research paradigm was feminist, post-positivist, reflexive, constructivist,
post-modern, or something else entirely. For a while | lived in a murky, grey fog that
got thicker as | read and learned more, and which, every so often, would clear to reveal

an onward path as | thought | had gained an understanding.
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On several occasions, this lighter patch quickly returned to misty cloud as | reached
another insight or theory that lured me towards a slightly different path of enquiry, or |
hit a dead end that forced me backwards with an abruptness that | hadn’t imagined
possible. Yet, as | trawled through more and more literature and spent time
familiarising myself with my data, | slowly and surely uncovered a path that felt both

appropriate and exciting.

As Leech and Onwuegbuzie (2007, p.557) emphasised, ‘one of the most important
steps in the qualitative research process is analysis of data’, where the process can
simply be thought of as the ‘systemic search for meaning’ (Hatch, 2002, p.148).
Despite this apparent simplicity, however, the choices | faced when contemplating how
to analyse and interpret my data seemed to have become more complex in recent
years with a rapid expansion of the landscape for qualitative research. Particularly, as
in my case, within the field of sport and exercise (Smith and McGannon, 2018). It is,
perhaps, hardly surprising that | found it challenging to know where to start when
looking to develop a relevant and robust approach that delivered the necessary rigour
for quality. Thankfully, with such rapid growth in popularity of qualitative research,
there was no shortage in the existing literature of ‘step-by-step’ guides for analysing

qualitative data (for example, Robson, 2002; Miles et al, 2014; Creswell, 2018).

My first step in developing my analysis framework was to remind myself of the various

aims of qualitative research. This provided me with a checklist to help me keep the

things that | wanted to gain from my research uppermost in my mind.
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My research questions were clearly a crucial guide at this point in time, as was the
summary from Flick (2013, p.5-6) that highlighted three overarching aims of any

qualitative data analysis:

1. Describe a phenomenon in some or greater detail;

2. Compare several cases on what they have in common or on the differences
between them;

3. Develop a theory of the phenomenon under study from the analysis of empirical

material

These three points helped me to create clarity and enabled me to identify the following
three ‘outputs’ from my research. In turn, this clarity also allowed me to make informed

choices on the appropriate method(s) of analysis.

1. 6 ‘case’ narratives telling the individual stories and ‘themes’ for each research
participant (Chapter 6);

2. An overall ‘cross-case’ analysis piece identifying the commonalities and/or
differences across the individual cases (Chapter 7);

3. A tentative and grounded model or approach to understanding and informing

leadership within UK coaching systems (Chapter 8).

At this point (and more recently as | reflected on my research process), | turned to
Creswell (2014; 2018) for guidance on the process of data analysis, with three

particular points drawing me towards his work.
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The first was that he likened the process of making sense of the data to the feeling of
‘peeling back the layers of an onion’ (Creswell and Creswell, 2018, p.191). This
resonated as, with every re-read of a transcript or further interview, | felt like | was
gaining more understanding of, and empathy for, the life histories of my participants. |
also felt that | was growing my levels of research thinking and becoming more

comfortable with the regular uncertainty that | experienced along the way.

The second of Creswell's points that helped me comprehend the process was that
‘data analysis in qualitative research will proceed hand-in-hand with other parts of
developing the qualitative study, namely, the data collection and the write-up of
findings’ (ibid. p.192). This felt significant for me and most definitely helped to allay the
confusion | was feeling about the seemingly ‘haphazard’ nature of my research
process. For example, having initially written my research plan, | had rather naively
assumed that the actual process would be logical and one step would follow another
as | had written on paper. Yet the reality of qualitative research is, as Creswell
emphasised, ‘unlike quantitative research in which the investigator collects the data,

then analyses the information, and finally writes the report’ (ibid.).

Thirdly, | liked Creswell’s observation about the non-linear nature of data analysis.
Whilst he presented a ‘step-by-step’ framework for data analysis (2014; 2018) that
might suggest that the research process should be linear and hierarchical, he stressed
that in reality it is more of an interactive process where ‘the various stages are
interrelated and not always visited in the order presented’ (2018 p.193). This reminded

me of the change models that | had reviewed (Chapter 2).
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Finally, in terms of working out my analysis framework, my attention turned to the issue
of qualitative research validity (Creswell and Miller, 2000; Lincoln et al, 2011; Smith
and McGannon, 2018). | knew that it was essential to address issues around rigour
and credibility as these are discussed at length in the associated literature, particularly
in more recent years (Thorne et al, 2004; Braun et al, 2018; Smith and
McGannon,2018). Given my position as a research ‘insider’ and the ongoing nature
of the relationships between myself and my participants (Chapter 4, section 4.5.3), |
was very aware that | needed to be continually cognisant of the credibility and validity

of my research.

Lincoln et al (2011, p.120) posed a number of questions that were helpful for me to
consider when contemplating validity in my research. These questions challenged me
to consider whether my findings would be sufficiently authentic that ‘I may trust myself
in acting on their implications?’ and also encouraged me to contemplate whether |
would ‘feel sufficiently secure about these findings to construct social policy or
legislation based on them’. In exploring the various approaches to methodological
rigour, Lincoln et al (ibid.) prompted me to question if | was being ‘interpretively
rigorous’ and helped me to continually reflect on whether my ‘co-created constructions
[could be] be trusted to provide some purchase on some important human
phenomenon?’ According to Guba and Lincoln (1989, p.245-251), the ‘hallmarks of
authentic, trustworthy, rigorous, or ‘valid’ constructivist inquiry’ were the five
‘authenticity criteria’ of fairness, ontological authenticity, educative authenticity,
catalytic authenticity and tactical authenticity. These all felt highly relevant to me as |

endeavoured to build a study that could be trusted and viewed as ‘valid’.
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The word ‘trust’ became somewhat of an anchor and provided me with a helpful
reference as | contemplated the quality of my research. | began to appreciate that
credibility and validity were not ‘things’ that would be achieved through simply stating
an approach or citing existing research; rather they would be outcomes | created with
a number of actions. | realised that maintaining the integrity of my research was critical,
not just in ethical terms, but also with regards to how | conducted the entire process
and how | treated my data with fairness and consistency. Levitt et al (2017, p.9)
identified ‘methodological integrity as the basis for trustworthiness in qualitative
research’ and this really helped me to understand that adopting and applying a rigorous
approach throughout my research would, as Levitt at al (ibid.) explained create the

basis from which confidence and research trustworthiness could be built.

| came to believe that a rigorous process would be more likely to equal trustworthiness
in the eyes of the reader, or, as Nowell at el (2017, p.1) concluded, ‘to be accepted as
trustworthy, qualitative researchers must demonstrate that data analysis has been
conducted in a precise, consistent, and exhaustive manner through recording,
systematising, and disclosing the methods of analysis with enough detail to enable the
reader to determine whether the process is credible’. | also concluded, however, that
rather than adopt one perspective on how to develop validity and trustworthiness in my
research, | utilised a combination of techniques to provide this assurance for the
reader. | felt comfortable with this considered, connected approach, particularly when
realising that even approaches that were generally recognised as robust within the
sport and exercise field (for example Smith and McGannon, 2018) still had their

challengers who argued for an alternative view (Ronkainen and Wiltshire, 2019).
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With Creswell’'s words around non-linear progression ringing in my ears, | began to
take stock of where | was in the whole process and reflected on the progress | was
making. | also now noted Smith and Gannon’s (2018, p.118) challenge to qualitative
researchers and reflected on how, throughout my process, | had attempted to better
‘understand the various problems with certain methods and move to other possibilities
to enhance the quality of [my] qualitative research’. As | looked back over my research
plan and progress, | felt comfortable that the processes | had developed provided the
necessary space to continually check for accuracy and also allowed sufficient time for
the relationship between myself and the participants to develop. All of which gave me
confidence in the rigour of my research, but also reinforced the relational aspect of

narrative enquiry (Clandinin and Connelly, 2000).

5.6 Making my choices

The analysis choices available to me were unsurprisingly vast given that ‘qualitative
approaches are incredibly diverse, complex and nuanced’ (Holloway and Todres,
2003). In my journey of exploration through the depths of the literature | encountered
options such as narrative analysis, discourse analysis, framework analysis and
grounded theory. | also considered models offered by authors such as Labov (1972),
Mishler (1986), Riessman (1993) and Cortazzi (1993), all of which | rapidly rejected as
none felt quite ‘right’ in terms of the fit’ for my research. My first serious exploration
into an appropriate method of analysis was to look at Grounded Theory; however, this

was short-lived.
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With my research philosophy firmly rooted in a constructivist-interpretive paradigm,
once | discovered that Charmaz (2005, p.509) described Grounded Theory as a
‘template for doing qualitative research stamped with a positivist approach’, it was
obvious that this was not a method that | could employ. Also, having acknowledged
the significance of my position as an ‘insider’, it felt wrong to adopt a method of analysis
that did not recognise the potential influence of the researcher on data collection and
analysis. | equally realised that as Grounded Theory offered a complete methodology
for qualitative research, and | was now seeking specific methods for data analysis

alone, this was not a valid choice.

Guided by increasing familiarity with my data and my deeper understanding of my
whole research paradigm and approach, | was able to answer the questions that had
been floating round my head. | became more sure that my unit of analysis was holistic
(that was looking at the complete life story and examining the content) and that the
focus of my analysis would be content (Lieblich et al, 1998). | also grew more sure
that my research questions were ‘Big Q' questions that acknowledged contextual
meaning, the existence of multiple realities and the relevance of researcher subjectivity
(Kidder and Fine, 1987). The answers to these questions helped to significantly narrow

the focus of my search.

So, where next? With greater clarity, | reflected on my reading within the broader

narrative analysis field and found myself drawn to the work of Braun and Clarke (2006;

2013) on Thematic Analysis.

146



5.7 Thematic Analysis

There was something about Thematic Analysis (TA) and the approach that it offered
that immediately captured my attention and imagination; | even felt excited to have
opened the door on this method of data analysis. One of the things that initially drew
me towards TA was the notion that this was a method rather than a complete
methodology. It therefore offered me a way to analyse the data | was collecting and
beginning to make sense of, within the parameters of the research plan and
methodology that | had established. Listening to Clarke (2017) discuss the emergence
and rationale for the adoption of TA as a method, and following this up through initial
reading (Braun and Clarke, 2006), | began to see how TA would provide me with the
sensible, logical and robust approach that | sought. By this stage | had already decided
on narratives and a form of narrative analysis, and as | went through the process and
saw the data, | was able to make a more informed choice about the best approach

within the narrative analysis options.

TA offered me a broad approach that enabled me to identify and define themes within
my particular datasets; it is this broadness and flexibility that really captured my
imagination. As Braun and Clarke (ibid. p.77) suggested, TA ‘offers an accessible and
theoretically flexible approach to analysing qualitative data’. | felt equally inspired
when noting the sentiment of Brooks et al (2015, p.206) which expressed that ‘we feel
that it is crucial that researchers are not precious about their ways of working with

thematic analysis’.
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| became confident that TA was the answer to my data analysis questions even though
in the mid 2000s it was an area that Braun and Clarke (2006, p.77) identified as ‘poorly
demarcated and rarely used’. However, given the increasing recognition of Braun and
Clarke (ibid.) and Willig (2013, p.179) for TA becoming ‘recognised as a qualitative
research method in its own right’, this choice of method did not feel like too much of a
risk. | was also able to refer to the growing number of studies using TA as method (for
example Joffe, 2011; Fereday and Muir-Cochrane, 2012; Braun and Clarke, 2006,

2013; Gomes et al, 2018) as exemplars for how the process can be effectively applied.

It did, of course, take time to work through the various forms and approaches available
within the TA literature and to explore the three main schools of TA in the context of
my research. However, it did not take long to identify that my analysis work fell into
the reflexive, or organic, TA approach. | did not believe | was looking at a coding
reliability approach because, although | did have overarching research questions, they
were directing my overall research rather than any specific themes that would be
evolved. Equally, the codebook approach did not provide the extent of the flexibility |

needed when identifying potential themes.

A reflexive approach, on the other hand, offered me an organic and iterative way in
which to code my data and gave me confidence that it was acceptable for my codes
and themes to evolve and change as | became more familiar with my data. The other
key point that resonated with me, was the recognition of the active role of the

researcher in producing knowledge from the emergent data.

148



A reflexive TA approach embraced the idea that it is the researcher who is interpreting
and creating the analysis structure, coding and themes, and also that any interpretation
would be carried out within the lens of the researchers own cultural and contextual
perspectives and philosophies. This felt important for me. It was also very motivating
that reflexive TA is often employed when research seeks to give voice to a group to
contribute to social change (Clarke, 2017). Given the intent of my overall research
question, (to identify what the coaching sector can learn from individuals successfully
operating within existing systems), the lure of a data analysis method recognised as
positioned within a social justice setting, felt impelling. Of real, practical help at this
stage was the stepped approach to TA offered by Braun and Clarke (2006). The
following paragraphs provide a summary of my application of the TA process to my

participant datasets (adapted from the Braun and Clarke guide, ibid.).

Step 1 - Familiarise yourself with the data

This was an ongoing process throughout the entirety of my research study. From the
initial task of transcribing the data, to the final task of producing the themed narrative
report, every aspect of reading, reviewing and re-reading the data was a vital part of
getting to know my data. The time between each interview provided the necessary
space for reflecting on, and becoming more familiar with, the data | was gathering; i.e.
the stories that were being told and the stories | was hearing. The process of co-
constructing the narratives was also critical to gaining a deeper understanding of what
was being said, and perhaps sometimes what was not being said. The longer | spent

with the data, the more | felt | was getting to know my research participants.
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A prime example is the hours that | spent listening and re-listening to each initial
interview as | slowly and painfully transcribed them. In hindsight this was hugely
meaningful in helping me to become ever more familiar with my participants and their
stories. My frustration at the slowness of my transcription was often high; but the
endless hours of ‘play, pause, rewind; play, pause, rewind’, were a significant part of
the research process that provided me with a really strong foundation from which my

later detailed analyses would develop.

Step 2 — Generate initial codes

| began to generate codes at an early stage of the analysis process as | needed to
identify key messages, experiences and stories from the interviews that would become
part of the final narrative. The first phase of code generation happened as | reviewed
the interview transcripts from interviews | and Il and began working towards producing
the first draft of the participant narrative. Coding was basic at this stage, using coloured
highlighting of the text to identify broad areas (codes) within each interview transcript
that | could bring to life in the narrative text. Transcripts and field notes from Interviews
| and Il were slowly coded to produce the initial narrative draft. At the time | did not
necessarily see this as coding, just highlighting core areas of interest, but on reflection

it was a crucial step in coding and segmenting the data.
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Step 3 — Searching for themes

This was an iterative process building on from the codes identified in step 2. Initial
areas of interest that had been highlighted in the first narrative draft, slowly began to
merge into wider themes as the initial narratives came together. It was really important
to note my active role as a researcher in identifying and creating the themes. At this
stage of the process it was me, as a researcher, viewing the data to look for themes
and so it was crucial to recognise that | was viewing the data through my own
epistemological standpoint. Also, | was inevitably being influenced by wider things like
my emotions on that particular day, my relationship with the research participant,
papers | had read in the days/weeks previously or even events happening around me
at that point in time. The search for themes at this stage therefore reflected my
particular positioning at that time, but did not yet encompass or acknowledge the
influence and/or perspective of the research participant in the process. However, |
was very aware that whatever | presented back to the participant in terms of my writing
and theme identification would be likely to create an impact and/or emotional response

from the individual.

Step 4 — Review themes

This step encompassed a lengthy time period, starting when the initial narrative draft
was presented back to the participant after Interview Il, and ending when the final
narrative and thematic map had been shared back with each participant (some time
after Interview Ill). The process of reviewing and agreeing the themes in each dataset

was a collaborative one between myself and the research participant.
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| shared my initial thoughts with the participant, allowed them time to reflect on what
they were reading, and then we came back together to discuss. In reality | had also
started talking about the themes | was seeing during Interview Il as | floated ideas and
verbal summaries with each participant. On reflection, this felt like a first ‘check’ to
hear any initial reactions in a less formal manner. At this stage | needed to
acknowledge that it was not only my perspective influencing the constructing and
shaping of the themes, but also the perspective, epistemological standpoint and reality
of each research participant. Together we agreed the key themes that felt ‘right’ at
that particular point in time; then |, as the researcher, was trusted by each participant

to refine and define the emergent themes in the next step of the process.

Again this step was an iterative process comprising of three main, identifiable elements
all articulated within the initial research plan. First, there was the sharing and reviewing
of the initial narrative draft with each participant; second there was my reflection and
review of the output from Interview |l which gave rise to a second narrative draft, which
was then forwarded to the research participant; finally, there was the thematic mapping
process for each participant/case. For the mapping | used handwritten notes in the
form of a spider-diagram, which | reviewed and refined as many times as necessary to
reach a point whereby | had a clear idea of the themes for each participant, how they
all linked together and how they collectively would tell the stories arising from each
narrative (Braun and Clarke, 2006, p.92). See APPENDIX B (p.347-358) for digital

images of the thematic mapping/reviewing process for each participant.

152



Step 5 — Define and name the themes

Braun and Clarke (2006, p.92) identified that this phase ‘begins when you have a
satisfactory thematic map of your data’ and stressed that this phase involves the need
to go ‘back to collated data extracts for each theme, and [organise] them into a
coherent and internally consistent account with accompanying narrative’. This meant
that | needed to check my themes made sense in the context of the research and |
knew how | would link them to tell the overall story for each participant. This phase
was a lengthy and, at times, painful process, but a very necessary one in ensuring |
produced strong final narratives that enabled the reader to easily follow the main

threads and ‘hear’ the key messages.

In order to achieve this, | revisited the final narratives that | had co-constructed with
each participant. In every case this final narrative was lengthy, contained significant
amounts of ‘commentary’ and generally told their life story in chronological fashion,
albeit structured under the broad individual themes that had been collaboratively
identified. The way | conducted this step was therefore to go through each final
narrative highlighting the key story points from each piece of writing. Next, | mapped
them onto one side of A4 paper and finally reviewed the narrative to highlight the
essential parts of the original writing that would tell the story. | then disregarded any
narrative that was not essential for the final report. | was now in the position whereby
| had clearly named themes, a refined description of each, and the relevant content for

producing the final report.
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Step 6 — Produce the report

This step was simply the output from the work in step 5. Each of the respective
narratives are included in Chapter 6 of this thesis. It is worth highlighting that my view
of what these final reports would look like shifted during the course of conducting this
TA process. My initial thought was that the final reports for each participant would be
the final narratives that | had agreed with each of them after Interview Ill. However,
having reviewed each of these in the ongoing desire to familiarise myself with my data,
and having completed the work under step 5 of this process, | realised that there was
another piece of work to complete. | needed to write a final, and in each case shorter,
version of the narrative that brought to life each theme identified, refined, defined and
named in steps 4 and 5. As Braun and Clarke explained (2006, p.92), | needed to ‘tell
the complicated story of [my] data in a way which convinces the reader of the merit
and validity of my analysis’. Without this step, the reports would remain almost as
interim field texts, rather than a robust and detailed thematic analysis, and | would have

missed a critical part of the interpretive process that is a core element of TA.
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TA Summary

Having applied the TA process to each of my participant datasets, | now found myself
having completed the first ‘output’ from my research plan, and had 6 ‘case’ narratives
telling the individual stories and ‘themes’ for each research participant. This phase
had been lengthy and challenging at times, but still | only had the initial output that |
needed from my research in order to be able to begin to answer my research questions.
My thoughts were now focused on the second and third outputs for my study, which
led me to contemplate how | could best compare and contrast the results and themes
across each of my six cases in order to identify any similarities or marked differences.
| therefore needed to evolve my methods of analysis to allow me to produce the second

and third outputs of my research, that is the production of:

1. An overall ‘cross-case’ analysis piece identifying the commonalities and/or
differences across the individual cases (Chapter 7);
2. A tentative and grounded model or approach to understanding and informing

leadership within UK coaching systems (Chapter 8).
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5.8 Template Analysis

My search for an appropriate method for this next phase brought me to template
analysis (TempA), a relatively recent development. TempA offered a method of
analysis that could be applied to ‘rich, unstructured qualitative data following the
primary data collection phase’ (Waring and Wainwright, 2008, p.85) and is recognised
as a ‘form of thematic analysis which emphasises the use of hierarchical coding but
balances a relatively high degree of structure in the process of analysing textual data
with the flexibility to adapt it to the needs of a particular study’ (Brooks et al, 2015,
p.202). TempA continues to evolve within the UK as a credible method, particularly in

the fields of health and psychology.

As a form of TA not wedded to a particular methodology or epistemological stance,
TempA works well in applied research and is considered useful if you are developing
a model. It evolves by developing an initial template from one dataset and then,
through an iterative process, building and refining the development of the template by
applying it to each ensuing dataset. TempA allows for the use of ‘a priori’ themes in
the initial stage, from which the template can be built, rather than using preliminary
coding and then having to go back to the beginning each time (Waring and Wainwright,
2008; King, 2012; Brooks and King, 2014; Brooks et al, 2015). | knew that |
needed/wanted to find a method that provided me with a structure of ‘how’ to approach
the analysis, but equally | did not want to be constrained by a method that told me
exactly ‘what’ | needed to do. Again, | was able to take reference from a ‘step-by-step’
guide to ‘doing template analysis’ (King, 2012; Brooks et al, 2015), which provided a

helpful framework for my thinking.
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The following paragraphs provide a brief summary of the key phases of TempA as
described by King (2012) and Brooks et al (2015), and highlight the points that | found

particularly interesting and relevant to this phase of my research.

Step 1 - Familiarise yourself with the data

* Read and re-read the data and don’t rush into coding.
* Reflect on what the data is suggesting and consider questions such as ‘what do

| think this means, given this particular context’?

| had already completed this phase with the TA of each of my participant datasets. |
was extremely familiar with each narrative and, through the TA process, had a clear

sense of how |, and my research participants, had interpreted their stories thus far.

Step 2 — Preliminary coding

* Carry out preliminary coding in a practical way on a subset of the data to identify
things that look interesting.
* This phase can include some a priori themes, depending on the approach, and

if this is done it should be acknowledged.

| had again completed this stage through the previous TA work. | had preliminary
codes through the individual narrative themes and therefore considered that | had

some ‘a priori’ themes that had been identified via a robust and methodical process.
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Step 3 — Develop an initial template

* Define an initial template based on a subset of the data, rather than looking at
the whole dataset at this stage.

* Select an initial account to analyse to provide an initial starting point.

Having completed the initial TA process on each participant dataset, | had an obvious
base from which to develop an initial template. The crucial choice | needed to make
was which participant narrative/TA output to use for developing the initial template. |
considered a number of options, for example making a random selection, using the
participant with the least/most number of themes, before opting for the simple option
of using the TA output of my first research participant. Therefore, my initial template

was made up of the themes identified for this participant through the TA process.

Step 4 — Apply and modify template

* Use the initial template to code further data and modify the template where it
‘doesn’t fit'.

* Apply the initial template to subsequent datasets and consider whether any of
the themes are relevant for this next dataset.

*  Where themes do not fit, modify the template to encompass the new dataset.
New themes may be inserted, existing themes refined or redundant themes

deleted.
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| decided to apply the initial template across the remaining datasets in the order in
which | completed the interviews. This felt like an appropriate way to reflect the need
to build a final template, with my decision largely influenced by the belief that as my
knowledge and understanding grew with every new participant, then applying the
template in this same order would reflect the iterative and evolving nature of this
research. | applied the initial template to the second participant themes, then the third
and so forth. | adjusted, amended, deleted and merged themes as necessary as |
worked through the six datasets, and also kept re-applying my adjusted template to
previous datasets to keep checking that the template remained relevant and worked

across each of the six participant narratives/thematic outputs.

Step 5 — Produce the final template

In some respects, there is never a final’ template as the process of reviewing could
continue indefinitely and there will always be refinements that could be made. Equally,
the perspective of the researcher will influence such decisions as TempA, like TA,
recognises the active role of the researcher in creating and defining themes. The
choice of when the template can be considered ‘final’ is completely in the hands of the
researcher and there is no definitive guidance on when this point is reached. However,
Brooks et al (2015, p.204) helped with this decision by suggesting that ‘development
of a template cannot be seen as sufficient if there remain substantial sections of data

clearly relevant to the research question(s) that cannot be coded to it’.
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| reached the point of having a final template after applying the developing template
across all six sets of participant data. With the ongoing cross-checking, | was
comfortable that | now had a template that worked for all six participant narratives and
that no significant chunks of data had been ignored. It was challenging to produce a
final template that could sit across each dataset, and alterations, amendments and
adjustments to theme titles and descriptions were needed on several occasions. The
robust TA process definitely helped at this stage, firstly because | really felt like | ‘knew’
my data and was familiar with each participant; and secondly that | had confidence that

the themes for each participant had been identified using a robust and logical process.

Step 6 — Apply final template to the full dataset

* Use the final template as a kind of ‘map’ to your thinking and to aid the overall
interpretation of the data. It also helps to articulate and identify the important
aspects to the data.

* Note, there may be overlap in some of the themes within the template, and this
step will help to clarify those links and highlight where any connections in the

template occur.

Put simply, the output of this step of the template analysis process is the production of
the overall ‘cross-case’ analysis piece identifying the commonalities and/or differences
across the individual cases (Chapter 7). The final template provided a clear structure
for the writing of this section and also for the recommendation around a future

leadership model for the coaching sector (Chapter 8).
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5.9 Worked example

The tables below provide an example of how | conducted the data collection and
analysis process. The intention of this section is to provide further insight into how
each analysis phase progressed and the timing of the steps detailed in the preceding
sections on Thematic Analysis (section 5.6, p.145) and Template Analysis (section 5.7,
p.154). The data analysis phase was, at times, a complicated process due to the often
non-liner progression through the various steps (Creswell, 2014; 2018) and the
challenge of combining two similar, yet different, analytical techniques for the ‘within
case’ and ‘cross-case’ phases. These tables should be read in conjunction with the
various paragraphs as referenced to help the reader appreciate the full context. Table
4 demonstrates when each phase of analysis occurred and how a single case
progressed, and Table 5 shows the progression of the ‘cross-case’ Template Analysis
processes. The detail of what actually happened and why provided is included in the

specific sections above.

N.B. A copy of the full research plan is included at Appendix 1.

Table 4: Worked case example (Thematic Analysis — single case)

Research participant identification and recruitment
Participant invited to participate and forwarded ‘Participant Information Sheet’ (see
Appendix 2 for copy)
Participant signed ‘Statement of Consent’ and completed ‘Participant Information
Questionnaire’ (see Appendix 2)

Research preparation
Initial ‘face-to-face’ meeting arranged and information sent to participant on
structure of interview, including outline of life-history grid. Participant invited to
begin to think about, or start to complete, grid if they wished (not essential)
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Research phase Thematic Analysis (section 5.6)
(see Appendix Al STEPS
p.340) 1 2 3 4 5 6
p.147 p.148 p.149 p.149 p.151 p.152

Interview 1

Post-interview 1

Interview 1
reflections

Interview I1

Post-interview I1

Interview I1
reflections

Interview III
preparation

Interview III1

Post-interview II1

Final narrative
produced (see
Chapter 6)

Research output = 6 ‘case’ narratives telling the individual stories and
‘themes’ for each research participant (Chapter 6)

Once all six narratives and the thematic analysis phase had been completed, my focus
turned to the template analysis phase. It is important to note that the first two steps of
the TempA process overlapped with the first two steps of the TA process. This is

visually summarised in Table 5 below:
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Table 5:

Worked case example (Template Analysis — cross case)

Research phase
(see Appendix Al -
p.340)

Template Analysis (Section 5.7)

STEPS

p.155

2
p.155

3

p.156

4
p.156

5
p.157

p.158

Interview 1

Post-interview 1

Interview 1
reflections

Interview I1

Post-interview I1

Interview I1
reflections

Interview III1
preparation

Interview III1

Post-interview II1

Final narrative
produced

Initial template
developed

Using narrative 1 -
Grace

Apply & modify
template

...to subsequent
narratives, in
chronological order of
interview; then re-
apply as necessary

Produce final
template

Re-applied & modified
template until no
substantial data
remained ‘uncoded’

Apply final template
to full dataset

Used the final dataset
to interpret the data
and produced the
thematic discussion in
Chapter 7

Research output = An overall ‘cross-case’ analysis piece identifying the
commonalities and/or differences across the individual cases (Chapter 7)
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5.10 In summary

The combination of TA and TempA as methods helped me to make sense of the large
and often messy datasets that | found myself grappling with throughout this process.
Both methods allowed flexibility in how | proceeded at every stage, and ensured that
my position as the researcher was acknowledged and recognised alongside the
involvement of my research participants. | was always clear on my research paradigm
and epistemological stance, and finding analysis methods that aligned with both of
these gave me a real sense of ownership of my study and method. The literature
around both methods, including numerous practical examples of method application,
gave me confidence to explore TA and TempA in the context of my study as |
particularly embraced the notion that TempA ‘may offer a more flexible technique with
fewer specified problems, allowing researchers to tailor the approach to the

requirements of their own project’ (Brooks et al, 2015, p.217).

However, this added flexibility did not come at the expense of rigour and quality. The
logical processes associated with TA and TempA provided a robust way of keeping
track of progress along the way. Equally, both methods encouraged and provided
opportunities for quality checks at every point. Being iterative and constructionist in
nature, each phase builds on the previous, and | used these opportunities to check my
thinking along the way. With the TA process, there was also the added step of
checking the transcripts, narratives and themes being constructed with research
participants along the way. Not that this alone would guarantee validity and rigour

(Smith and McGannon, 2018).
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Interestingly, there was recognition from several of my participants as to the
subjectivity of their accounts. To paraphrase a number of respondents, there was deep
acknowledgement that ‘if we had this conversation on a different day, | would probably
tell you a different story’. At first it surprised me that participants were self-aware
enough to acknowledge this, but as the study progressed, it became more evident that
this level of self-awareness was present in all my participants and ‘knowing who they

are’ became a core element of one of the overall themes.

The remaining sections of this thesis are given over to the reporting of the three outputs

from this research study:

1. 6 ‘case’ narratives telling the individual stories and ‘themes’ for each research
participant (Chapter 6);

2. An overall ‘cross-case’ analysis piece identifying the commonalities and/or
differences across the individual cases (Chapter 7);

3. A tentative and grounded model or approach to understanding and informing

leadership within UK coaching systems (Chapter 8).
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As you read these outputs, | invite you to also acknowledge your perspective and
position in this process. After all, you are the third corner of the research triangle
alongside researcher and participants. | present the following outputs in the
awareness that each has been influenced by my values, beliefs and place in the world.
| do not present these as definitive, nor propose that these themes will always be
present in any situation; rather | suggest that there is something to be learned from
looking at how these six, successful individuals have navigated their way through their
particular contexts. This is one version of the ‘truth’ in a world of multiple realities that
| have developed within this particular reflexive, case study framework. | believe that
there is something for the coaching sector to learn from this research and | now

endeavour to articulate and communicate this learning in the remaining chapters.
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CHAPTER 6: THE NARRATIVES

6.1 Grace

6.1.1 Sport and people...a tale of two passions

Grace is an inspiring leader whose love for sport has guided her throughout her career.
Widely recognised as a coaching innovator across the UK and beyond, Grace’s
passion for supporting people to achieve their dreams has continuously driven her
forward and motivated her to explore new opportunities. Grace believes that she was
‘born to coach’ and her extensive experience as a coach, educator, manager and
pioneer have enabled her to develop a strong reputation as a respected and highly

influential leader. This is Grace’s story.

It was obvious from the start of our conversation that Grace’'s was a story filled with
passion for sport and a fundamental love of learning new skills in the sporting
environment. Her memories were recalled with ease and she instantly engaged me in
her life with boundless enthusiasm and perpetual reference to sport as ‘just something
| love’. Her open body language, constant laughter and the odd glint of mischief in her
eyes captivated me as | listened to her talk expressively about how sport came to play

such a central part in her life. She recalled some of her earliest memories as:
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“...it would have to start when | realised | was PE and Sport mad...in terms of year and
age that would be as far back as my recollections. it’s probably, | don’t know, less than
10, maybe, ‘cos how far back do we remember? Maybe 7, 8, 9, when | was a kid. My
first recollection of, | suppose, organised sport, ‘cos we did everything in the garden,
you know. Or in the countryside or on the beach whatever it was; run, jump, throw,
sail, did everything.”

Grace remembered the informality and fun of early sporting experiences, but also the

very early influence of coaches in her life:

“And where we lived when | was about 8 or 9, there was a couple next door who I really
liked — they were funny — and the guy was, must have been, one of the first coaches,
you know, as a professional. And | remember one day, going off down the road with
him with my sister. And | remember having a sort of lesson, which was great!”

Grace talked at length about how the freedom of childhood merged into more
structured school years, which subsequently opened up a whole new area of
opportunity. She had amazingly clear memories of trying new sports and how helping
her PE teachers gave her a great first taste of teaching and coaching. She also
recalled with hilarity how she would try out her emerging coaching skills on her younger

sister:

“l had a younger sister, who’s 9 years younger than me, and as soon as she was born
| was teaching her to do somersaults or football or something in the garden. And
whatever | learnt at school, | went home and was teaching her to do. Much to my
mum’s dismay, because she often would land on her head when | hadn’t understood
how to catch someone in a backflip. We would be hours and hours in the garden just
hitting balls and...Il remember entering her into a tournament, she’d never been on a
tennis court. So | was whispering through a fence what she had to do. ‘Now, you
serve’...’change ends’...you know, all that stuff.”
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As she recalled further anecdotes about her early ‘coaching’ experiences, she
acknowledged just how big an influence they had on her future career decisions. She
remembered developing a fundamental appreciation of coaching in terms of its
potential to influence individual development and talked of her experiences ‘messing
about in the garden’ as being the start of her long-term coaching apprenticeship. In
particular, she highlighted the importance of the people around her at this early stage

who enabled her develop some basic teaching and coaching skills:

“l was probably born to teach or coach. Because then | never had any other desire to
do anything except to teach and coach. Nothing anyone could even do to persuade
me or suggest otherwise, because | just wanted to learn how to do it better. And |
suppose in those years | was learning about the impact that other people were having
on me. So whether it was that coach or the PE teachers, you know how important they
were - although probably | didn’t understand then. | knew there was a significant other
that was needed to help you improve.”

She also remembered how these early experiences ignited a real passion for helping

other people:

“And | guess that’s where my love of wanting to help people improve and do things in
sport came about.”

Grace recognised too, though, that her sporting goals have never only been about
winning. She recalled her joy at learning how to master a skill and reflected that for

her, being good was never just about being the best:
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“And also in those times, | loved skill. So | wasn'’t the best competitor because | just
wanted to perform rather than compete. But if | could perform, say, the best free-kick
into the top corner of the goal, effectively — whether it was the right shot or not was
irrelevant...l just loved to be able to produce skill. And it was the same in all sports. |
always wanted to learn more about that and then | instinctively translated that to help
other people perform it.”

It was not hugely unsurprising to learn from Grace that her career choice when leaving
school was teaching. With a twinkle in her eye and frequent laughter, she remembered

her time as a PE student with great affection:

“l had the time of my life! You know in those days it was PE college where that was
just all you did. Play. From morning to night.”

But for Grace this period was so much more than just play. She talked with passion
about the relaxed environment created by her college lecturers and how the feeling 