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Abstract 
 

There is growing recognition that Transformational Leadership (TFL; Bass & Riggio, 2006) may 

hold significant potential for exploring coaches’ influence on athlete development (Vella, et al., 

2013a).  Although previous research demonstrates that transformational coaching behaviours 

may have important implications for athlete outcomes (Arthur et al., 2011; Charbonneau, et al., 

2001), studies examining how these behaviours can be developed through coach education 

programs are limited.  Recent reviews on coaching education reveal that there is need for 

programs that (a) focus on coaches’ interpersonal knowledge/behaviours (Lefebvre et al., 2016), 

(b) integrate behaviour change theories into their design (Allan et al., 2017), and (c) are 

systematically designed and evaluated (Evans et al., 2015).  To address these limitations, the 

purpose of this study was two-fold: First, to explore the factors that influence coaches’ 

perceptions of their capability, opportunity, and motivation to execute TFL behaviours (COM-B 

model; Michie et al., 2014), and second, to obtain recommendations from coaches, using the RE-

AIM framework, for a future interpersonal coach education program.  The goal of this study was 

to provide pragmatic results to aid in the development of an interpersonal focused coach 

development program grounded in TFL theory.  Using a mixed methods design, one-on-one 

interviews were conducted with 20 youth sport coaches.  Coaches’ perceptions of their 

capability, opportunity, and motivation to perform TFL behaviours were assessed using both 

Likert-scale and open-ended questions.  Results indicated that coaches perceived opportunity as 

the most noteworthy barrier to executing TFL behaviours, followed by capability, F(1, 18) = 

18.55, p < 0.05, and motivation, F(1, 18) = 18.55, p < 0.01.  Thematic analysis of the open-ended 

questions revealed a myriad of enablers and barriers to the execution of TFL behaviours such as 

time, (opportunity), experience (capability), and coaches’ roles (motivation).  Lastly, coaches
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recommendations for a future workshop revealed themes that were mapped onto the domains of 

the RE-AIM framework.  Recommendations included using reputable sources (reach), adopting a 

person-centered approach (effectiveness), establishing credibility (adoption), using qualified 

educators (implementation), and creating sustainable connections (maintenance).  These findings 

offer insight into youth sport coaches’ use of TFL and provide practical recommendations for 

future interpersonal coach education programs.  
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Chapter 1 

Introduction 

 Sport can serve as a valuable avenue for fostering positive youth development (Fraser-

Thomas et al., 2005).  Previous research, however, indicates that sport does not inevitably lead to 

positive outcomes (Colburn, 1986; Fraser-Thomas & Côté, 2009; Martens, 1993).  As such, it is 

important to gain a better understanding of the features of the sport environment that can 

facilitate positive experiences for youth in sport.  A considerable body of literature highlights the 

quality of coach-athlete relationships as an important determinant of youth’s positive 

engagement (Jowett & Chaundy, 2004; Vella, Oades, & Crowe, 2013a).  Indeed, there is an 

extensive line of research demonstrating how coaches’ behaviours can influence the outcomes 

that youth derive from their sport participation (e.g. Coatsworth & Conroy, 2006; Eccles & 

Barber, 1999; Fraser-Thomas, Côté, & Deakin, 2008).  Accordingly, a key focus of the coaching 

literature has been the development and evaluation of coach education programs, which aim to 

improve the quality of coaches’ behaviours, and ultimately youth’s developmental outcomes 

(Duda, 2013; Evans, McGuckin, Gainforth, Bruner, & Côté, 2015; Lefebvre, Evans, Turnnidge, 

Gainforth, & Côté, 2016; Smoll, Smith, Barnett, & Everett, 1993).   

The goal of this study was to provide recommendations for a future coach education 

program targeting interpersonal knowledge and behaviours.  To ensure that the knowledge 

gained from this study can be translated into practice, appropriate evidence-informed measures 

such as using the knowledge-to-action framework, the COM-B model (i.e., capability, 

opportunity, and motivation as factors contributing to behaviour change), Transformational 

Leadership (TFL), and the RE-AIM (reach, effectiveness, adoption, implementation, and 

maintenance) framework, were used.  First, a theoretical framework known as the knowledge-to-
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action framework (Graham et al., 2006) was employed as an overarching framework to guide the 

design of the study.  The knowledge-to-action framework was designed for the purpose of 

helping researchers disseminate and translate their research into practice.  The knowledge-to-

action framework consists of steps to ensure the research process, and the products of any 

research are valuable, relevant, and useful for the target audience (Graham et al., 2006).  By 

following the steps of the knowledge-to-action framework, this study uses an integrated 

knowledge translation approach to guide the development of a coach education program. 

 Second, it is important to ensure that coach education programs are evidence-informed 

and can effectively change coaches’ behaviours (Allan, Vierimaa, Gainforth, & Côté, 2017). 

Previous research consistently highlights the importance of using behaviour change theories for 

designing evidence-informed interventions that promote behaviour change (Craig et al., 2008; 

Michie, Atkins, & West, 2014).  Given that behaviour change theories are infrequently used in 

existing coach education programs (Allan et al., 2017), incorporating behaviour change theories 

into the design of future programs may enhance their relevance and application.  One behaviour 

change framework that may hold significant potential for designing a coach education program is 

the theoretical domains framework.  The theoretical domains framework is a comprehensive 

model that was developed from a variety of behaviour change theories to aid in implementation 

practices (Francis, O’Connor, & Curran, 2011; French et al., 2012).  From the theoretical 

domains framework, a condensed behaviour change model known as the COM-B model was 

developed (Michie et al.,2013).  As a result, the COM-B model is an inclusive, simple, and ideal 

behaviour change theory that can aid in the design of a coach education program.   

 Furthermore, a recent comprehensive review of coach education programs indicates that 

the majority of training programs focus on developing coaches’ professional knowledge and 
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behaviours (Lefebvre et al., 2016).  More specifically, Lefebvre and colleagues noted that 

relatively few coach education programs focus on helping coaches develop their interpersonal 

knowledge and behaviours.  Expanding the emphasis of coach education beyond teaching 

professional knowledge is underscored by the fact that coaches who have a supportive 

relationship and exemplary interpersonal behaviours with athletes can promote positive 

outcomes including increased self-esteem, reduced school dropout, and decreased delinquent 

behaviours (Coatsworth & Conroy, 2006; Eccles & Barber,1999; Fraser-Thomas et al., 2005; 

Smoll et al., 1993).  Hence, there is a critical need to develop evidence-informed coach education 

programs that focus on teaching interpersonal knowledge and behaviours.  

One framework that may offer a valuable theoretical basis for interpersonal coach 

education program is TFL, a component of the full-range leadership model (Barling 2014; Bass 

& Riggio, 2006).  TFL is a person-centred approach to leadership that focuses on helping 

followers reach their full potential (Bass & Avolio, 1990).  Studies examining the applicability of 

this framework in sport and physical education indicate that TFL-based education programs can 

enhance the quality of coaches’ (Vella et al., 2013a) and teachers’ (Beauchamp & Morton, 2011) 

interpersonal behaviours, and ultimately, improve youth’s developmental outcomes.  Therefore, 

TFL can be a salient framework for designing an evidence-informed coach education program 

that focuses on teaching interpersonal knowledge and behaviours. 

In sum, previous research demonstrates the need for coach education that is guided by 

theories of interpersonal knowledge/behaviours and behaviour change.  In an effort to design 

evidence-informed programs that are relevant for real-world settings, the knowledge-to-action 

framework highlights the importance of two key steps: (a) assessing barriers to knowledge use, 

and (b) selecting, tailoring, and implementing an intervention (Graham et al., 2006).  Thus, the 
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purpose of this study is to provide recommendations for a coach education programs around 

teaching interpersonal knowledge.  To achieve this purpose, the first objective of this study was 

to use the COM-B model to examine enablers and barriers that influence youth sport coaches’ 

TFL behaviours.  Understanding coaches’ capability, opportunity, and motivation to use TFL 

behaviours can provide researchers with practical and effective recommendations for designing a 

coach education program that integrates behaviour change theory into coach education and also 

teaches interpersonal knowledge.  A secondary aim of this study was to select, tailor, and 

implement an intervention by exploring coaches’ perceptions of previous coach education 

programs and provide recommendations for a future program.  Furthermore, mapping coaches’ 

recommendations onto the RE-AIM framework, a framework created to help design and evaluate 

evidence-based practices (Glasgow, Vogt, & Boles, 1999), will help with the uptake of a future 

interpersonal coach education program.  Hence, the second aim of this study was necessary to 

help ensure a future evidence-informed coach education program grounded in TFL theory is 

systematically designed, tailored, and relevant for coaches.  
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Chapter 2 

Literature Review 

 The purpose of the literature review is to (a) discuss the limitations of traditional coach 

education programs, (b) present the knowledge-to-action framework as an effective guide for the 

design, implementation, and evaluation of evidence-informed coach education programs, (c) 

illustrate how evidence-informed practices, such as the COM-B model and the RE-AIM 

framework, can be effectively integrated into coach education programs, and (d) introduce TFL 

theory as a valuable foundation for  interpersonal coach education programs. 

Coach Education 

 

 Coach education represents a valuable avenue for improving the quality of coaching 

(Mallett, Trudel, Lyle, & Rynne, 2009).  Coach education can be formal, non-formal, or informal 

(Coombs & Ahmed, 1974).  Formal coach education refers to learning through standardized 

programs to achieve certification (e.g., Canada’s National Coaching Certification Program).  

Non-formal education is similar, except that certification is not achieved (e.g., coaching 

conferences) and is usually focused on a specific topic of interest.  Lastly, informal education 

relates to a form of self-directed learning that is achieved through daily experiences (Nelson, 

Cushion, & Potrac, 2006).  In order to further improve upon the types of learning opportunities 

afforded by these types of coach education, the quality and effectiveness of coach education 

programs need to be addressed.  Therefore, is it important to have a thorough understanding of 

the strengths and limitations of existing programs.   

One of the limitations of existing formal coach education programs is that coaches often 

report that they dislike formal coach education and perceive them to be ineffective (Piggott, 

2012).  More specifically, coaches report concerns regarding the lack of specificity, context, 
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meaning, and individuality of formal coach education programs (Mallett et al., 2009).  If coach 

education programs were to provide information that is seen as more relevant to coaches, then 

coaches may be more willing to adopt the content of these programs and be more satisfied with 

their coach education experiences. 

Coach education can help coaches learn how to promote positive outcomes for athletes 

by advancing their professional (e.g., tactical skills), interpersonal (e.g., building relationships), 

and intrapersonal (e.g., self-reflection) knowledge and behaviours (Côté & Gilbert, 2009).  To 

determine what type of knowledge and behaviours are being taught in different coach education 

contexts, Lefebvre and colleagues (2016) conducted a review of 285 coach education programs.  

Results indicated that 92% of the formal and non-formal coach education programs focused on 

teaching professional knowledge and behaviours, intrapersonal behaviours were taught in 6% of 

programs, while interpersonal knowledge and behaviours were even more underrepresented and 

only taught in 2% of programs.  Hence, one strength of coach education programs is the vast 

number of programs available for improving coaches’ professional knowledge.  Although 

professional knowledge and behaviours are an integral and fundamental aspect of coaching, it is 

essential for coaches to display quality interpersonal behaviours and establish effective 

relationships with their athletes.  Interpersonal knowledge in the coaching context can be defined 

as the ability to create and maintain effective relationships with athletes and other members of 

the sporting community (Côté & Gilbert, 2009).  Interpersonal behaviours have been consistently 

linked with a variety of positive youth development outcomes (Coatsworth & Conroy, 2006; 

Fraser-Thomas et al., 2005; Smoll et al., 1993) and coach leadership effectiveness (Chan & 

Mallett, 2011; Vella, Oades, & Crowe, 2010).  Hence, it is concerning that interpersonal 

knowledge and behaviours are underrepresented in coach education programs. 
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Although interpersonal behaviours remain underemphasized in coach education, 

researchers have made significant efforts over the last four decades to address this issue.  One of 

the most influential lines of research examining coaches’ interpersonal knowledge and 

behaviours centres on the work of Smith, Smoll, and colleagues (Smith & Smoll 1997; Smith, 

Smoll, & Cummings 2007; Smith, Smoll, & Curtis, 1979; Smoll, Smith, & Cummings, 2007; 

Smoll et al., 1993).  One of the strengths of these programs is that they are guided by theory.  For 

example, Smith and colleagues (1979) developed the Coach Effectiveness Training (CET) 

program which is grounded in a cognitive behavioural approach that focuses on changing one’s 

behaviours by changing one’s thoughts and feelings about a particular behaviour (Bandura, 

1977).  The CET focuses on promoting the use of positive behaviours (e.g., reinforcement, 

mistake-contingent encouragement, corrective instruction, and technical instruction) by using 

techniques such as effective instructional strategies to help coaches change their current 

behaviours.  

In the first study to employ CET, 31 youth sport baseball coaches were trained and 

measures of both coach behaviour and athlete outcomes were compared against a control group 

of untrained coaches.  Coaches were observed at different times during the season using the 

Coaching Behaviour Assessment System (CBAS), and athletes’ perceptions of coaches’ 

behaviours were obtained at the end of the season (Smith et al., 1979).  Of the observed coaching 

behaviours, there was only a significant increase in reinforcement behaviours for the trained 

versus untrained coaches.  In addition, the coaches trained through the CET were associated with 

the development of more positive outcomes in athletes such as increase in enjoyment, self-

esteem, and sport participation (Smith et al., 1979; Smoll et al., 1993).   
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Research using the CET was used to develop the Mastery Approach to Coaching (MAC) 

intervention (Smoll et al., 2007).  In addition to using the CET behavioural guidelines and the 

cognitive behavioural approach, the MAC was also informed by achievement goal theory 

(Nicholls, 1984).  Achievement goal theory can be used to explain ones’ motivation for a task, 

and includes two orientations: mastery (i.e., mastering a skill or task) and ego (i.e., becoming 

better than someone else).  The MAC is an intervention that focuses on helping coaches increase 

their interpersonal knowledge through changing the motivational climate of the sport 

environment.  For example, Smith and colleagues (2007) delivered the MAC to 20 youth 

basketball coaches and compared the responses of their athletes to athletes of coaches who had 

not received the training.  Athletes completed questionnaires to assess both motivational climate 

and athlete anxiety before and after the coaches received training.  The results showed lower 

levels of anxiety and increases in perceptions of a mastery-oriented motivational climate among 

athletes of coaches who attended the MAC intervention.  Taken together, the work of Smith, 

Smoll, and colleagues illustrates that evidence-informed interpersonal interventions can 

positively influence coach behaviours and ultimately athlete outcomes.   

Similarly, Duda (2013) used motivational theories to develop a coach education program 

entitled Empowering Coaching©.  Empowering Coaching© is an interpersonal intervention that 

teaches coaches to create a mastery-oriented motivational climate for their athletes.  Empowering 

Coaching© is informed by achievement goal theory (Nicholls, 1984) and self-determination 

theory (Deci & Ryan, 1985).  Self-determination theory posits that competence, autonomy, and 

relatedness are three psychological needs that need to be fulfilled for an individual to experience 

optimal growth (Deci & Ryan, 1985).  The purpose of the Empowering Coaching© program was 

to educate coaches on the processes and consequences of motivation (Duda 2013).  Empowering 
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Coaching© was created as part of a larger project for Promoting Adolescent Physical Activity 

(PAPA Project) by improving the environment in which youth participate in sport.  Work on 

Empowering Coaching© is on-going, but the future results will be informative to advancing 

coach education research. 

The CET, MAC, and Empowering Coaching© have all demonstrated how interpersonal 

knowledge and skills can be successfully incorporated into coaching interventions, particularly 

when grounded in established theoretical frameworks.  Nonetheless, it is important to 

acknowledge the limitations of these programs.  One limitation is that no explicit behaviour 

change techniques were described in the interventions, which aligns with a review by Allan and 

colleagues (2017) that found that the use of behaviour change theories and techniques has been 

relatively inconsistent and limited in coach education programs.  Furthermore, the CET, MAC, 

and Empowering Coaching© largely focus on motivation as the primary construct used to help 

coaches change their behaviour, and thus athlete outcomes.  A more encompassing behaviour 

change framework (e.g., COM-B model) may help to increase the impact and effectiveness of 

the design and implementation of coach education programs (Allan et al., 2017). 

Another limitation of existing interpersonal developmental programs for coaches is that 

they were only evaluated for effectiveness (Evans, et al., 2015).  Only evaluating programs for 

effectiveness can be problematic since effectiveness only assesses internal validity of programs 

and not external validity (generalized on a broader scaled).  One tool designed to determine both 

the internal and external validity of evidence-based programs is the RE-AIM framework 

(Glasgow, et al., 1999).  This framework evaluates programs based on five dimensions: Reach, 

Effectiveness, Adoption, Implementation, and Maintenance.  Evans and colleagues (2015) 

conducted a review of the impact of interpersonal coach education programs as conceptualized in 
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the RE-AIM framework.  The results indicated that programs such as the CET, MAC, and 

Empowering Coaching© scored moderate to low for reporting on all dimensions of the 

framework.  In addition, these programs mostly reported on the effectiveness and 

implementation dimensions (Evans, et al., 2015).  Hence, evaluation of interpersonal training 

interventions could be improved by systematically using frameworks such as the RE-AIM 

framework for designing coach education programs.  

Overall, the limitations of current coach education programs can be summarized into four 

key points.  First, coaches are not satisfied with current coach education programs and find them 

to lack specificity, context, and meaning (Mallett et al., 2009; Piggott, 2012).  Second, there is a 

limited amount of coach education programs that focus on teaching interpersonal knowledge and 

behaviours.  Third, interpersonal coach education programs do not explicitly and consistently use 

behaviour change theories to design and implement programs.  Lastly, interpersonal coach 

education programs are not systematically designed or evaluated.  In order to address these 

limitations, appropriate evidence-informed practices should be used to develop, implement, and 

sustain quality interpersonal interventions for coaches.  

Evidence-Informed Practices 

To design more effective, evidence-informed coach education programs, appropriate 

tools must be utilized.  One such tool is the knowledge-to-action framework, designed by 

Graham and colleagues (2006).  The purpose of the framework is to help with the mobilization 

of knowledge between researchers and stakeholders to create effective evidence-informed 

interventions.  Knowledge mobilization refers to the relationship between researchers and 

knowledge users to move research findings into the hand of the user for the purpose of advancing 

and informing practices to create a positive impact for the target audience (Levin 2008).  By 

using the knowledge-to-action framework, researchers can help to ensure that their findings can 
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be effectively applied to real-world settings.  Furthermore, the knowledge-to-action framework 

can provide an overall guide for the creation, implementation, and evaluation of evidence-

informed coach education programs.  

Knowledge-to-action framework. Knowledge mobilization research offers a pragmatic 

approach to ensuring that research can be translated into practice.  The knowledge-to-action 

framework (Figure 1) was designed to help bridge the gap between research and practice 

(Graham et al., 2006). 

 

 

 

 

 

  

 

 

 

 

 

 

Figure 1. Knowledge-to-action Framework. Diagram includes the knowledge creation triangle at 

the center and the 7 steps of the action cycle on the outside. 

 

The knowledge-to-action framework has been successfully implemented in a variety of domains.  

For example, when trying to help consumers make important health decisions, the knowledge-to-

action framework was used to transfer research knowledge into useable information for 

consumers (Tugwell, Santesso, O’Connor, & Wilson, 2007).  Additionally, the knowledge-to-
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action framework was used to design, implement, and evaluate a knowledge translation 

intervention for physiotherapists to use more evidence-informed pediatric measurement tools 

(Russell et al., 2010).  Pre-and post-results found that the physiotherapists who took the 

intervention were able to interpret and use more evidence-based measurement tools even a year 

after implementation.   

 Within the sport domain, the knowledge-to-action framework has been used to help with 

concussion education and designing effective protocols for return to play after a concussion 

(Provvidenza et al., 2013).  The aforementioned research demonstrates that the knowledge-to-

action framework can be a valuable framework that can be applied in sport research 

(Provvidenza et al., 2013; Russell et al., 2010; Tugwell et al., 2007).  Therefore, the knowledge-

to-action framework will be used as a guide for this study with the intention of transferring 

research knowledge into the design of an effective interpersonal coach education program.  

Accordingly, it is important to outline the steps of the knowledge-to-action framework as it 

applies to the current study. 

 The knowledge-to-action framework consists of two fluid cycles, first, knowledge 

creation and second, the action cycle.  Knowledge creation is the first cycle of the knowledge-to-

action framework and is the triangle portion of Figure 1.  Knowledge creation involves taking 

copious amounts of knowledge (knowledge inquiry; e.g., primary studies) and synthesizing it 

into relevant information (knowledge synthesis; e.g., systematic reviews, meta-analyses) so that 

it can be used to create tools that can facilitate the application of knowledge (knowledge tools 

and products).  Once the knowledge is synthesized and the tools have been identified, the action 

cycle can begin.    
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 The action cycle is a seven-step process.  To start the action cycle, a problem first must 

be identified, and the knowledge reviewed.  Within the coach education literature, problems can 

include: (a) programs are not being adopted by coaches (Piggott, 2012), (b) programs 

inconsistently use behaviour change theories and techniques (Allan et al., 2017), (c) programs 

are not systematically evaluated (Evans et al., 2015), and (d) programs primarily focus on 

professional knowledge and behaviours (Lefebvre et al., 2016).  Considering the literature 

reviewed above, three frameworks have been selected to address these limitations in the present 

study: the COM-B model, RE-AIM framework, and TFL theory. 

 The seven steps of the action cycle cover numerous aspects of intervention development, 

implementation, and maintenance.  Since this study focuses on developing a program, only the 

first three steps of the cycle were relevant to program design.  These steps include the first three 

components of the action cycle: (a) adapting knowledge to local context, (b) assessing barriers to 

knowledge use, and (c) selecting, tailoring, and implementing an intervention (Graham et al., 

2006).  Using the steps of the knowledge-to-action framework, this project will help ensure that 

the problems identified with existing coach education programs are effectively addressed.  

 First, including coaches in the development of an interpersonal intervention will help to 

adapt the knowledge to local context.  Adapting knowledge to the local context (i.e., youth sport 

coaches) addresses the limitation that coach education programs are not relevant to the needs of 

current coaches.  Second, using the COM-B model to ask coaches about the factors (capability, 

opportunity, and motivation) that influence their interpersonal behaviours can help to assess 

barriers (and enablers) to knowledge use.  Using a behaviour change theory to address barriers to 

knowledge use ensures that behaviour change theories are explicitly and effectively used in the 

design and implementation of a coach education program.  Lastly, asking coaches for their 
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recommendations and mapping the recommendations onto the RE-AIM framework can help to 

appropriately select, tailor, and implement an effective coach education program that is relevant 

for coaches, systematically designed, and eventually, systematically evaluated.  Hence, the 

knowledge-to-action framework provides a useful guideline for addressing the current limitations 

of existing coach interpersonal interventions.  

 Behaviour change theory. In order to ensure that behaviour change theories are 

explicitly used when designing an intervention, it is important to utilize the most appropriate 

theories and techniques of behaviour change (Craig et al., 2008).  Michie and colleagues (2014) 

outlined a three-step process for developing behaviour change interventions (see Figure 2).   

 

 

 

 

 

 

 

Figure 2. The three stages outlined by Michie and colleagues (2014) for developing and 

implementing a behaviour change intervention  

 

 According to this process, the first step to designing an intervention is to understand the 

behaviour by (a) defining the problem in behavioural terms, (b) selecting the target behaviour, 

(c) specifying the target behaviour, and (d) identifying what needs to change.  Therefore, in 

accordance with the knowledge-to-action framework, obtaining coaches’ perceptions of the 

barriers and enablers that influence their behaviours is a crucial component of creating an 

effective coach education program that can successfully change coaches’ behaviours.  Coaches’ 
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perceptions prior to developing an intervention can help to specify the target behaviour and 

identify what behaviours need to change.  

In terms of current coach education, the use of behaviour change theories and techniques 

has been relatively inconsistent (Allan et al., 2017).  Furthermore, coach education programs that 

are not theory-informed tend to focus on the capability dimension of behaviour change, while 

theory-informed programs often focus on the motivational dimension to promote change.  It is 

unclear why these dimensions were targeted, or why there are differences in programs that are 

theory-informed and those that are not (Allan et al., 2017).  By gaining a rich and comprehensive 

understanding of the factors (i.e., capability, opportunity, and motivation) that influence the 

target population before creating a coach education program, researchers can ensure appropriate 

techniques are being applied to address the desired behaviours (Michie et al., 2014).    

 Understanding the factors that influence youth sport coaches interpersonal behaviours 

prior to designing an intervention complements a bottom up approach to developing 

interventions.  A bottom up approach suggests addressing the target population (i.e., coaches) 

prior to designing an intervention to determine which behaviour change techniques are the most 

appropriate for the population.  A bottom up approach also aligns with the knowledge-to-action 

framework by ensuring that knowledge is being adapted to the local context.  For the present 

study, determining the barriers and enablers to performing interpersonal behaviours can help 

determine which behaviour change theories and techniques are most suitable in a coach 

education program. 

 Many behaviour change theories exist, and several of these theories have similar 

overlapping concepts.  Thus, choosing the best theory for an intervention can be difficult.  In an 

effort to address this issue, Michie and colleagues (2005) developed the theoretical domains 
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framework.  The theoretical domains framework consists of 14 domains, which represent a 

synthesis of constructs from across 33 psychological theories with the purpose of aiding in the 

design, implementation, and evaluation of evidence-informed practices.  The 14 domains of this 

framework, including examples of constructs within each domain, are depicted in Table 1 

(adapted from Atkins et al., 2017).  These domains offer a useful guide for determining factors 

that influence a person’s behaviours.  For example, the knowledge domain refers to awareness 

and facts needed to perform a behaviour, while the skills domain refers to an individual’s ability 

to perform a behaviour (Michie et al., 2014).  
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Table 1  

The Domains and Constructs of the Theoretical Domains Framework 

Domain Construct 

1. Knowledge Procedural knowledge 

2. Skills Interpersonal skills 

3. Social/professional role and identity Professional identity & Professional role 

4. Beliefs about capabilities Self-esteem 

5. Optimism Unrealistic optimism 

6. Beliefs about consequences Outcome expectancies 

7. Reinforcement Rewards & Incentives 

8. Intentions Stability of intentions 

9. Goals Goal/target setting 

10. Memory, attention and decision 

processes 

Cognitive overload/tiredness 

11. Environmental context and resources Resources/material resources 

12. Social influences Social pressure & Social norms 

13. Emotion Positive/negative affect 

14. Behavioural regulation Self-monitoring 

 

 While the theoretical domains framework provides a comprehensive behaviour change 

framework, it has been further condensed into three constructs: capability, opportunity, and 

motivation.  These constructs make up the COM-B model – a simplified tool for which to assess 

barriers and enablers to performing behaviours (Michie et al., 2014). 
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 COM-B model. The COM-B model has three broad constructs that affect the occurrence 

of a behaviour: capability, opportunity, and motivation.  First, capability refers to the physical 

and psychological capacity that one needs to perform a specific behaviour.  Second, opportunity 

refers to the external factors that prompt an individual to perform a behaviour.  Opportunity can 

come in the form of physical opportunities (i.e., time, resources, and access) and/or social 

opportunities (i.e., cultural environment).  Third, motivation relates to the conscious or habitual 

internal response involved in decision making when performing a behaviour.  Motivation is then 

further divided into automatic and reflective motivation.  Automatic motivation is the innate 

emotions and/or impulses to perform a behaviour, while reflective motivation requires evaluation 

and plans to perform a behaviour. 

The COM-B model sits at the hub of the behaviour change wheel.  The behaviour change 

wheel is a tool created to help researchers and practitioners design and evaluate behaviour 

change interventions (Michie et al., 2014).  The COM-B model is the first dimension of the 

behaviour change wheel, which conceptualizes sources of behaviour.  The remaining two 

dimensions of the wheel are intervention functions and policy categories and are used to design 

an intervention based on the COM-B analysis (Michie et al., 2014).  Intervention functions are 

elements that can be included in an intervention based on COM-B analysis (e.g., education and 

persuasion) and policy categories (e.g., guidelines and regulations) to further achieve the desired 

outcomes of an intervention.  Figure 3 shows the different dimensions of the wheel. 
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Figure 3.  The Behaviour Change Wheel. The behaviour change wheel has three dimensions 

source of behaviour, intervention functions, and policy categories (Michie et al., 2014). 

 

The COM-B model has yet to be used to design impactful interventions in sport, but 

research suggests that it could be beneficial.  For example, McCallister, Blinde, and Weiss 

(2000) showed that while some coaches are highly motivated to teach youth athletes life skills, 

they do not know how to implement these behaviours into their coaching practice.  This 

particular study demonstrates how some coaches may be motivated but lack the capability and/or 

opportunity to teach life skills.  More generally, coaches may be aware of their responsibility to 

promote positive outcomes, but they are sometimes unsure about how to translate this awareness 

into behaviours that then in turn positively affect athletes’ development (Vella et al., 2010).  

These studies exemplify the importance of identifying barriers and enablers, in terms of the 

COM-B model, of why coaches do not display certain behaviours before implementing an 

intervention.  By adapting the behaviour change techniques used in a future intervention to the 

local context (Graham et al., 2006), this can aid in the uptake of the intervention by coaches.   

In the health care domain, the COM-B model has allowed researchers to identify the 

barriers and enablers that health care professionals experience when providing appropriate health 

care services.  For instance, Alexander Brijnath, and Mazza (2014) found that the barriers health 
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care professionals cited when conducting healthy kid checks (HKC) are limited skills and 

knowledge (capability), lack of support for HKC (opportunity), and uncertainty of the 

importance of HKC (motivation).  The results from this study indicate factors that could be 

addressed in a future evidence-based intervention to promote HKC.  Similarly, research 

conducted on smoking cessation counselling for hospitalized patients found that lack of 

knowledge and skills (capability), busy hospital wards (opportunity), perceived lack of 

importance, and adverse reactions from patients (motivation) were major barriers for 

implementing smoking cessation counselling for their patients (Raupach et al., 2014).  As a final 

example, researchers have also used the COM-B model to create a behaviour change intervention 

to increase upper limb exercises in stroke rehabilitation units after finding that the issues 

therapists reported most frequently were associated with their physical and social opportunities 

to perform upper limb exercises for their patients (Connell, McMahon, Redfern, Watkins, & Eng, 

2015).  Hence, an intervention was developed to address these issues and was then refined with 

the help of the therapists to ensure the success of the intervention.    

Altogether, the COM-B model has been an effective tool for developing evidence-

informed interventions in the health care context and holds significant potential for the 

development of coach education programs to help youth sport coaches adopt effective 

interpersonal behaviours.  Knowledge mobilization research and the COM-B model of behaviour 

change offers a pragmatic approach to ensure that the barriers and enablers coaches cite to 

performing interpersonal behaviours can be translated into an effective coach education program. 

That being said, the use of appropriate frameworks to systematically design and evaluate such 

programs has yet to be addressed.  In agreement with the knowledge-to-action framework, it is 

important to select, tailor, and implement an impactful coach education program.  One 
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framework that can help ensure a program is tailored and implemented effectively is the RE-

AIM framework.  

 RE-AIM framework. To ensure an evidence-informed program is designed and 

implemented successfully, it is important to obtain coaches’ recommendations and to use 

appropriate frameworks.  The RE-AIM framework is a tool created to help design and evaluate 

evidence-based practices (Glasgow, et al., 1999).  There are five dimensions of the framework 

that can be adapted to measure the impact of a coach intervention.  The first is reach, which 

refers to the proportion of sport organizations and/or coaches that a coach education program 

reaches.  Second, effectiveness refers to the degree to which the outcomes of a coach education 

program are successfully produced.  Third, adoption refers to the proportion of sport 

organizations and/or coaches that adopt a program.  Fourth, implementation refers to how a 

coach education program is being delivered.  Lastly, maintenance refers to the sustainability of a 

coach education program over time (Glasgow et al., 1999).  The dimensions of the RE-AIM 

framework can be assessed on two different levels, at the individual level (i.e., coaches) or at the 

institutional level (i.e., sport organizations).  In this case the RE-AIM framework is used at the 

individual level to provide as a theoretical tool to help contextualize coaches’ recommendations 

in the design, implementation, and evaluation of an evidence-based coach education program.  

By obtaining coaches’ recommendations and using the RE-AIM framework, researchers can 

include coaches in the development process, which, in turn, tailors the program to the local 

context.  

 Intervention research indicates that studies using the RE-AIM rarely report all 

dimensions of the framework (Kessler et al., 2013).  More specifically, only 9.5% of studies fully 

report using all the RE-AIM dimensions in health interventions (Kessler et al., 2013).  In sport, 
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Evans and colleagues (2015) found that interpersonal coach education programs report most of 

their RE-AIM indicators for the implementation and effectiveness dimensions and seldom report 

using indicators for the reach, adoption, and maintenance dimensions.  Therefore, by using the 

RE-AIM framework as a development tool, the recommendations that coaches highlight in this 

study can ensure that a program incorporates all dimensions of the framework.  Furthermore, 

including coaches in the development of an intervention and using their recommendations can 

ensure that a program is more effective, meaningful, and contextual for youth sport coaches.  

 Evidence-informed practices such as the knowledge-to-action framework, COM-B 

model, and RE-AIM framework provide valuable tools to address the issues with current 

interventions designed to get coaches to adopt positive interpersonal behaviours.  Collectively, 

these frameworks can help to ensure that coach education programs are designed to be relevant 

to youth sport coaches, explicitly use behaviour change theories, and are systematically designed 

and evaluated in a sustainable manner.  The last issue that needs to be addressed with coach 

education is the lack of interpersonal behaviours being taught in programs.  Therefore, the 

content of a future evidence-informed program needs to be theoretically grounded.  One widely 

acknowledged theory that has been the focus of many interpersonal based training programs is 

Transformational Leadership theory (TFL; Barling, Weber, & Kelloway, 1996; Beauchamp & 

Morton, 2011; & Vella et al., 2013a).  TFL theory uses interpersonal knowledge and behaviours 

to promote positive outcomes for its followers (Burns, 1978). 

Transformational Leadership and the Full Range Model  

Coaches can display different leadership styles when interacting with athletes.  The full-

range leadership model identifies three main leadership styles: laissez-faire, transactional, and 

TFL, and range from ineffective to effective, respectively (Bass & Riggio, 2006).  According to 
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the full range leadership model, TFL is the most effective leadership style and focuses on using 

interpersonal behaviours to help followers reach their full potential (Bass & Avolio, 1990).  One 

of the underlying tenets of TFL relates to the idea that leaders can inspire and develop the next 

generation of leaders, which is referred to as the cascade effect (Bass 1985).  The cascade effect 

asserts that leaders who use TFL behaviours foster the use of TFL behaviours among their 

followers (Tucker, Turner, Barling, & McEvoy, 2010; Zacharatos, Barling, & Kelloway, 2000). 

While TFL interventions have shown their effectiveness in several domains including banking, 

military, and education, TFL interventions have been rarely applied in sport.  A recent systematic 

review by Turnnidge and Côté (2016) highlighted how TFL can provide a valuable theoretical 

lens through which to promote coaches’ knowledge and interpersonal behaviours in order to 

optimize athletes’ psychosocial outcomes.  

One of the most dominant conceptualizations of TFL is comprised of four dimensions: 

idealized influence, inspirational motivation, intellectual stimulation, and individualized 

consideration (4I’s; Avolio, 1999; Bass, 1996).  Idealized influence represents behaviours the 

leader uses to serve as a good role model for their followers.  In a coaching context, this can 

include a coach who displays respect to referees, opponents, and parents because the coach wants 

to instill respect in his or her athletes through leading by example.  Inspirational motivation 

describes the behaviours the leader uses to motivate and inspire their followers.  This can include 

a coach who is optimistic and enthusiastic.  A coach who uses motivating behaviours sees the 

potential of his or her athletes and uses these behaviours to help athletes accomplish their goals.  

Intellectual stimulation represents behaviours the leader uses to challenge followers to be 

creative and innovative.  For example, this can include a coach who provides athletes with the 

opportunity to challenge themselves by trying new things or asking questions.  This coach 
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understands that making mistakes is a fundamental part of the learning process and allows 

athletes to challenge themselves and make mistakes.  Lastly, individualized consideration refers 

to the behaviours the leader uses to give the appropriate amount of positive attention to each 

follower, adapt to their individual needs, recognize their accomplishments and contributions, and 

be genuinely concerned for their needs.  This can be done in coaching contexts by providing 

individual attention to each athlete and by making efforts to understand athletes’ thoughts, 

feelings, perspectives, and concerns.  

Previous studies consistently demonstrate that TFL is associated with positive outcomes 

for followers in a variety of contexts.  Business research has shown TFL to be associated with 

outcomes such as increased sales performance and employee satisfaction (e.g., Arnold, Turner, 

Barling, Kelloway, & McKee 2007; Barling, et al., 1996; Grant, 2012; & Nielsen, Randall, 

Yarker, & Brenner, 2008).  Similarly, education research has found TFL to increase teachers’ 

work satisfaction and student motivation (e.g., Beauchamp & Morton, 2011; Griffith, 2004; & 

Koh, Steers, & Terborg, 1995).  Furthermore, military research has associated TFL with an 

increase in group cohesion and performance (e.g., Bass, Avolio, Jung, & Berson, 2003; & 

Yammarino, Spangler, & Bass, 1993).  These studies demonstrate that TFL can be effectively 

incorporated into a variety of domains.  Recently, there has been a surge of research studying the 

effects of TFL within the sport context.  

 Transformational leadership in sport.  Although intervention studies have been 

limited, questionnaire research using TFL has become increasingly popular in sport.  For 

example, when comparing effective coaching and different types of leadership styles 

(transformational, transactional, and laissez-faire) among martial arts coaches (sensei’s), it was 

found that TFL was positively related to athlete satisfaction, extra effort by coaches, and coach 
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effectiveness (Rowold, 2006).  In this study, effective coaching was defined by four 

characteristics: meeting organizational requirements, continuously adapting performance efforts, 

continued athlete participation, and a higher quality of life for athletes.  Alternatively, Callow, 

Smith, Hardy, Arthur, and Hardy (2009) found that on competitive ultimate frisbee teams, 

captains’ TFL behaviours contributed to positive outcomes for athletes such as accepting group 

goals and promoting teamwork.  It was also found that the individualized consideration 

component of TFL was successful in predicting task cohesion and social cohesion among 

athletes.  Additionally, coaches’ TFL behaviours have been found to successfully promote 

personal growth, task cohesion, and need satisfaction for university athletes (Charbonneau, 

Barling, & Kelloway, 2001) and intrinsic motivation among youth sport athletes (Vella et al., 

2013a).  These results indicate that coaches who use TFL behaviours promote positive outcomes 

for their athletes and help athletes to become leaders themselves (e.g., cascade effect).  As such, 

there is a need to understand how we can encourage coaches to use TFL behaviours more 

consistently.  

 Additional research on TFL in youth sport has outlined what TFL behaviours look like in 

a youth sport context.  Turnnidge and Côté (2016) used the Coach Leadership Assessment 

System (CLAS), a systematic observation instrument, to examine the full range leadership 

model, including transformational coaching behaviours, in the youth sport context.  This is of 

particular importance since a major limitation of TFL research is the lack of attention paid to the 

context and setting of TFL behaviours with youth (Arthur, Woodman, Ong, Hardy, & Ntoumanis 

2011; Avolio, 2007).  By providing context for the use of TFL behaviours in sport, we can help 

to address these limitations.  The 17 behaviours of the CLAS were developed through an 

iterative process of qualitative interviews with coaches, literature review, and informal 
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observation that cover various leadership styles including 11 TFL behaviours.  The 11 TFL 

behaviours of the CLAS focus on effective interpersonal behaviours and provide evidence-based 

content for designing interpersonal coach education programs.  Table 2 shows each of the 

CLAS’ 11 behaviours categorized within the 4I’s of TFL.   

Table 2   

Transformational Coaching Behaviours by Categories   

Leadership Category Leadership Behaviour  

Idealized Influence (TFL) 

1 –Discussing/modelling pro-social values or behaviours 

2- Showing vulnerability/humility 

 

Inspirational Motivation (TFL) 

3- Discussing goals/expectations 

4- Expressing confidence in athlete(s) potential 

5- Promoting team concept 

6- Providing rationales/explanations 

 

Intellectual Stimulation (TFL) 

7- Eliciting athlete input 

8- Sharing decision making/leadership responsibilities 

9- Emphasizing learning/process 

 

Individualized Consideration (TFL) 

10- Showing interest in athletes’ 

feelings/perspectives/concerns 

11- Recognizing athlete roles/contributions 

 

One avenue to teach coaches TFL behaviours is through interventions.  In fact, TFL 

research has demonstrated that TFL behaviours can be learned through specific intervention 

strategies (Barling, 2014; Beauchamp & Morton 2011).  These findings are especially important 

since they reveal that effective leadership behaviours can be taught.  Therefore, not only can TFL 

have positive outcomes for athletes, but TFL can also be taught to coaches in a coach education 

program.    

 Transformational leadership interventions. Since it is known that TFL behaviours can 

lead to positive outcomes, more understanding relating to how we can ensure the consistent 
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application of these behaviours is needed.  In an effort to explore this issue, Barling and 

colleagues (1996) conducted a randomized control trial with 20 bank managers (nine in the 

experimental group and 11 in the control group).  The experimental group received a one-day 

group training session followed by four individual booster sessions to increase their TFL 

behaviours.  Employees completed the Multifactor Leadership Questionnaire (MLQ) which 

measured their perception of the managers’ TFL behaviours.  Results showed that employees of 

managers in the intervention group perceived their managers to have more intellectual 

stimulation, charisma, and individualized consideration compared to the managers who did not 

take part in the training.  Employees of trained managers also improved in organizational 

commitment and sales compared to the employees whose managers did not take the course.   

Building upon these findings, Duygulu and Kublay (2011) implemented a TFL 

intervention with unit charge nurses and found that after the intervention there was a significant 

increase in observed and self-assessed TFL practices for unit charge nurses.  These practices 

included mentoring, inspiring a shared vision, challenging the process, and enabling others to 

act.  In turn, the TFL practices of the nurses after the intervention were positively associated with 

the outcomes of patient safety and productivity.  While these studies have demonstrated the 

effectiveness of TFL interventions, they are limited to adult populations and its application to 

youth contexts is unclear.  More research with youth populations is needed to determine if TFL 

interventions can help to instill TFL behaviours in leaders that are interacting with young people. 

 The research that has been conducted in youth contexts has shown similar results to those 

found with adult followers.  In physical education, Beauchamp and Morton (2011) conducted a 

randomized control trial that provided physical education teachers with transformational 

workshops while the control group received no training.  The grade nine students then completed 
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the Transformational Teaching Questionnaire (TTQ).  The teachers who participated in the 

workshops had significantly increased levels of perceived TFL behaviours compared to teachers 

who did not participate in the workshops.  The students who were taught by the teachers in the 

workshops reported significantly increased levels of self-determined motivation, self-efficacy, 

and their intentions to be physically active outside of school compared to students in the control 

group.  This study shows that TFL behaviours can be taught through workshops and can 

consequently influence young followers not only within the classroom but also in their everyday 

lives.   

 To date, there has been only one study that conducted a TFL intervention in a youth sport 

context (Vella et al., 2013a).  This was a pilot intervention that used coaches from two soccer 

clubs with athletes ranging in age from 12 to 18 years old.  The coaches of one club were the 

active group (with 116 athletes) and received a TFL-based workshop while the coaches from the 

other club acted as the control group (with 127 athletes) and received no training.  The training 

was adapted from the MAC coach effectiveness training (Smoll & Smith, 2009) and discussed 

how TFL behaviours can affect athlete outcomes (e.g. competence, confidence, connection, and 

character), how to incorporate TFL in common coaching scenarios, goal setting, and increasing 

coaches’ awareness of their coaching behaviours.  After the workshop, researchers followed up 

with coaches several times over the phone to evaluate their continued use and implementation of 

TFL behaviours.  This study took place over the course of two seasons.  Using the differentiated 

Transformational Leadership Inventory for Youth Sport (DTLI-YS), the findings show that 

coaches in the active group had significantly higher levels of perceived TFL behaviours (e.g., 

appropriate role modelling, fostering acceptance of group goals, intellectual stimulation, and 

overall TFL behaviours) than the control group.  Furthermore, using the Youth Experience 
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Survey for Sport (YES-S) athletes in the active group rated their developmental experiences, as 

significantly higher than the control group.  Specifically, athletes rated higher personal, social, 

and cognitive skills, goal setting, and overall developmental experiences when compared to the 

control group.   

 The results from this study demonstrate a promising start for future TFL interventions in 

sport.  However, the recent emergence of the 11 transformational coaching behaviours as 

identified by Turnnidge and Côté (2016) can serve as the foundation for a more targeted 

interpersonal coach education program.  The transformational coaching behaviours may provide 

as the behavioural outcomes needed for successfully incorporating and evaluating behaviour 

change theory in an evidence-informed transformational coaching workshop.  Additionally, 

obtaining coaches perceptions of the barriers and enablers to performing the 11 TFL behaviours 

prior to the development of a workshop can provide essential insights into the behaviour change 

techniques needed to be included in an interpersonal workshop that are most relevant to coaches.  

Purpose of the Study 

 

The purpose of this study was twofold.  First, this study used behaviour change theory to 

explore coaches’ perceptions of their capability, opportunity, and motivation (COM-B model) to 

perform transformational coaching behaviours within the youth sport context.  The COM-B 

constructs determined the barriers and enablers that influence coaches’ ability to perform 

transformational coaching behaviours.  Secondly, this study aimed to gain a deeper 

understanding of coaches’ previous coach education experiences, as well as their 

recommendations for the content and structure of a future transformational coaching workshop 

using RE-AIM as a guiding framework.   
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Chapter 3 

Method 

Research Paradigm   

 

 This study used a postpositivist paradigm.  Postpositivists believe that reality exists 

independently of the research.  Therefore, interpretations are fallible and need to be subject to 

critical examination (Guba & Lincoln, 2005).  As such, this study was underpinned ontologically 

by critical realism and epistemologically by modified dualism.  Researchers employing the 

critical realist approach acknowledge that reality is multidimensional and can exist 

independently of our perspective or knowledge (Archer, Bhaskar, Collier, Lawson, & Norrie, 

2013).  In this view, there are three ontological domains: (a) the empirical domain, which relates 

to events that are directly or indirectly observed; (b) the actual domain, which refers to events 

that happen whether they are observed or not; and (c) the real domain, which focuses on the 

underlying causal mechanisms of the events (McEvoy & Richards, 2006).  Critical realists 

emphasize that while some aspects of reality can be observed, there are unobservable aspects that 

need to be analyzed to get a better explanation and understanding of reality.  Furthermore, 

critical realists understand that a person’s reality is subjective, but this does not discount their 

credibility.  An individual’s version of reality, whether researcher or participant, will still have a 

causal effect on the empirical reality.  As such, critical realism accepts researchers’ biases and 

uses that to help uncover underlying causal mechanisms.   

 Modified dualism is an epistemological approach that recognizes that the researcher 

cannot remain completely objective from what is being researched (Guba & Lincoln, 2005), thus 

pairing well with critical realism.  When using appropriate measures, modified dualists believe 

that biases can be eliminated or reduced.  Modified dualism uses modified experimental 
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methodologies, which can include both quantitative and qualitative methods to collect data in 

natural settings (Guba & Lincoln, 1994).  The importance of using modified methodologies for 

the present study is underscored by the fact that the ultimate goal of this research was to produce 

pragmatic knowledge with practical applications for knowledge users.  By gaining a deeper 

understanding of coaches’ transformational coaching behaviours, human experiences were 

emphasized for the purpose of practical applications (Gutek, 2014).  In employing this approach, 

this study used methods that ensured the research findings had real world applications (Creswell, 

2014).  Since the purpose of this study was to aid in the design of an interpersonal coach 

education program, it was important to remain pragmatic.  This approach allowed for the 

dissemination of knowledge to community partners and stakeholders so that an interpersonal 

coach education program can be delivered in a feasible and effective manner on a larger scale.   

Methodology 

 

A mixed methods design was used so that the strengths of the different qualitative and 

quantitative methods captured the complexity of human behaviour, which was an important 

component of the study’s research questions (Sandelowski, 2000).  More specifically, a mixed 

methods approach enabled a comprehensive understanding of the transformational coaching 

behaviours that youth sport coaches use.  In addition, this method helped identify the specific 

facilitators and barriers coached cited when employing transformational coaching behaviours.  

The mixed methods design encompassed two phases.  In the first phase, both quantitative and 

qualitative data were collected during one-on-one sessions throughout which coaches were asked 

to complete a structured questionnaire and semi-structured interview regarding their 

transformational coaching behaviours.  Secondly, during the semi-structured interviews, coaches 

were asked to expand upon their experiences with coach education and provide 
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recommendations for a future transformational coaching workshop.  A convergent mixed 

methods design was used to cross validate the findings, which means that the qualitative and 

quantitative data were gathered independently of each other and were analyzed separately.  

Afterwards, the results were merged together, and the findings were compared in an attempt to 

corroborate the results (Creswell, Plano Clark, Gutmann, & Hanson, 2003).   

A mixed methods design was employed for two reasons.  First, by using mixed methods, 

the practical applications of the research were strengthened (Creswell, 2014).  For instance, a 

mixed methods approach, along with the use of the knowledge-to-action framework, ensured that 

the results obtained can be easily disseminated into a coach education program using both 

quantified data and more subjective interpretations.  Secondly, a mixed methods design ensured 

that coaches’ needs and preferences in terms of how they perceive TFL and coach education can 

be integrated into the design of a coach education program. 

Recruitment and Participants 

 

 Participants were recruited by contacting administrators of youth sport leagues or 

organizations.  Coaches were also recruited by posters and word of mouth.  Participants who 

expressed an interest in the study were given a letter of information providing them with a 

detailed outline of the study and the processes involved in participating.  Coaches were recruited 

from a variety of sport types (i.e., individual and team) and contexts (i.e., recreational and 

competitive) to ensure a diverse range of perspectives were heard.  Eligibility criteria for the 

participants included that they (a) were the head coach of a sport for the current season (during 

the session), (b) currently coached youth ages 11-17, and (c) had a minimum of three years of 

coaching experience.  Criterion (b) was included since this age range represents an important 

period of choices and transition for young athletes to remain in sport at a recreational level or 
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become more competitive (Côté, Baker, & Abernethy, 2007; Fraser-Thomas, et al., 2008).  

Additionally, studies indicate that youth between ages 11-17 are more likely to drop out of sport 

because of an increase in pressure to perform, increase in training time, and less individualized 

coaching (Fraser-Thomas, et al., 2008).  Criterion (c) was included as this helped to ensure that 

coaches had sufficient experiences to discuss a variety of leadership behaviours.   

In total, 20 head coaches of youth sport teams were recruited for participation in this study.  

Participants consisted of male and female coaches from Eastern Canada.  Table 3 outlines the 

characteristics of the participants, including gender, age, coaching experience, and hours per 

week spent coaching.  One coach did not provide this information and two coaches only filled 

out part of the questionnaire.  

 

Table 3 

Participants Demographic Information 

Variable   N    Percentage  

Gender 

 Female  8    40 

 Male  12    60 

Variable  N  Mean  Standard Deviation 

Age   17  38.50  14.13 

 

Coaching  18  12.42  8.47 

experience (years)  

 

Hours spent  17  8.29  5.76 

coaching (per week)  
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Measures 

 

 Figure 4 shows the sequence of the data collection and the measures used in each section.  

The measures are presented in the same sequential order in which they were collected: (a) 

demographics, (b) transformational coaching behaviours, and (c) coaches’ recommendations for 

program design. 

 

 

 

Figure 4.  The sequence of data collection and measures.  

 

 Demographics. The demographic questionnaire (see Appendix A) assessed several 

variables regarding coaches’ personal and sport-related characteristics, including gender, age, 

coaching experience, and hours spent coaching.  The demographic information was collected to 

provide further insight into the underlying causal mechanisms (Zachariadis, Scott, & Barrett, 

2013) of using transformational coaching behaviours.   

COM-B questionnaire. Coaches completed a questionnaire (see Appendix D) that 

assessed their capability, opportunity, and motivation to perform 11 transformational coaching 
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behaviours outlined by Turnnidge and Côté (2016).  The questionnaire was used to contextualize 

the barriers and enablers coaches discussed during the open-ended questions.  Participants rated 

their responses on a 7-point Likert-type scale with anchors of 1 = strongly disagree, 4 = neither 

agree nor disagree, and 7 = strongly agree.  The scale was designed such that the higher scores 

represented higher perceptions of capability, opportunity, and/or motivation to perform 

transformational coaching behaviours.  Participants were also encouraged to elaborate on their 

rationale for giving their specific number score.  A sample question from this questionnaire is: “I 

know when to discuss/model pro-social values or behaviours with my athletes.”  

Although broad guidance for creating COM-B measures has been put forth by Michie 

and colleagues (2014), a formal questionnaire with valid and reliable psychometric data has yet 

to be published.  To address this limitation and develop the present questionnaire, two sources 

were primarily used to guide item development: (a) Michie and colleagues’ (2014) 

recommendations for creating COM-B measures; and (b) Huijg, Gebhardt, Crone, Dusseldorp, 

and Presseau (2014) theoretical domains framework questionnaire for evidence-informed 

research.  To assist with developing the items assessing reflective motivation, Ajzen’s (2002) 

guide for constructing a theory of planned behaviour questionnaire was used.  Appendix C 

provides an outline of the different sources that informed the development of each item.   

 Open-ended questions. During the one-on-one session, coaches were asked the same 

series of open-ended questions about 11 transformational coaching behaviours (Turnnidge & 

Côté, 2016) for the purpose of eliciting detailed accounts of how, if at all, coaches used each 

behaviour.  Using the 11 behaviours instead of the 4I’s of TFL was important because (a) they 

eliminated the need to teach coaches about the principles of TFL since these behaviours are more 

relatable and easily understood in terms of coaching practice and (b) they provided target 
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behaviours that can be addressed when using the behaviour change research outlined by Michie 

and colleagues (2014).  Sample questions included: “Can you describe how, if at all, you display 

this behaviour when coaching?”  This was followed by more detailed probes such as “Are there 

any factors that interfere with you doing this behaviour when coaching?” and “Can you please 

describe these factors?”  The probes were used to gain a richer understanding of the factors that 

inhibit or promote the use of transformational coaching behaviours in a youth sport setting.  By 

obtaining input from real world coaches through the use of one-on-one sessions, the researcher 

was able to obtain in-depth knowledge of transformational coaching behaviours to design an 

evidence-informed interpersonal coach education program.  See Appendix B for the interview 

guide.  

 Coaches’ recommendations. Finally, in phase two, open-ended questions were used to 

explore coaches’ perceptions of their experiences with previous coach education programs and 

their recommendations for a future interpersonal coach education program grounded in TFL 

theory (see Appendix B).  More specifically, coaches were asked to reflect on their previous 

experiences with coach education programs, as well as the key features that contributed to the 

effectiveness of these programs.  For example, coaches were asked: “Can you please give me an 

overview of the coaching training/certifications/workshops that you have completed?”  Followed 

by probes such as: “What was the key thing you liked or disliked about them?”  These probes 

were used to gain a richer understanding of coaches’ responses, including participants’ feelings, 

perceptions, and opinions of their experiences (Patton, 2003).   

 Coaches were then asked about their preferences for a future evidence-informed coaching 

workshop informed by TFL, designed to enhance coaches’ interpersonal knowledge and 

behaviours.  Coaches were asked to provide recommendations for both the structure and content 
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of the workshop.  Sample questions included: “Broadly speaking, what would you want the 

workshop to look like?” “What time in the season would be most ideal?” and “What type of 

activities would you want to include?”  These questions were particularly important as they 

related back to Michie and colleagues (2014) guide for designing an intervention.  Coaches’ 

perceptions of key aspects such as the ideal structure (e.g., length, time, and delivery) and 

content (e.g., activities, and resources) of a coach education program are important for the 

identification of behaviour change techniques targeting audience’s needs, which is a critical 

stage in the intervention design process.  This line of questions were structured around the 

knowledge to action framework (Graham et al., 2006) and the RE-AIM framework (Evans et al., 

2015) since the questions allowed the researchers to: (a) adapt knowledge to local context, (b) 

tailor, select, and implement appropriate interventions, and (c) systematically evaluate the 

workshop. 

Procedure 

 

 Ethical approval was attained from the lead author’s ethics review board.  Prior to 

beginning data collection, informed consent was obtained from coaches, and a demographic 

questionnaire was completed.  Coaches, then, participated in a one-on-one session that was 

conducted in-person (N= 16) or via Skype (N= 4) at a location and time that was convenient for 

the participant such as the university or sport facility.  Sessions ranged from 54.06 minutes to 

156.55 minutes in length (M = 95.49, SD = 28.40).  The interviews were conducted and analyzed 

by the main researcher and a research assistant.  Additional research assistants helped transcribe 

the interviews verbatim for a total of 625 single spaced pages of transcripts (M = 31.25, SD = 

10.56).   
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 The one-on-one sessions of data collection consisted of two phases.  Phase one of the 

session assessed transformational coaching behaviours using a mixed methods design.  

Qualitative data were gathered using open-ended questions relating to transformational coaching 

behaviours and quantitative data were gathered using the COM-B questionnaire.  Coaches were 

asked a series of questions relating to the 11 transformational coaching behaviours (Turnnidge & 

Côté, 2016).  Throughout the session, probes were used to help facilitate discussion and 

understanding of each behaviour.  After discussing each behaviour, the participant completed the 

relevant section of the questionnaire.  The researcher helped participants complete the 

questionnaire by reading out questions and clarifying questions if needed.  The questionnaire was 

used to understand coaches’ capability, opportunity, and motivation to perform each behaviour.  

This process continued until all 11 behaviours were discussed and the questionnaire was fully 

completed.   

 The second phase of the session also used open-ended questions relating to coaches’ 

experiences with coach education programs.  Questions centered on coaches’ perceptions of the 

strengths and weakness of existing programs, as well as their preferences regarding the content 

and structure of a future interpersonal coach education program based on the 11 transformational 

coaching behaviours.  Once the session was complete, participants were thanked for their time.  

Data Analysis 

 

Transformational coaching behaviours. The COM-B questionnaire data informed 

researchers about how coaches rate their use of the transformational coaching behaviours.  A 

repeated measures ANOVA was used to assess coaches’ perceptions of capability, opportunity, 

and motivation across the different dimensions of TFL (4Is).  More specifically, pairwise 

comparisons were used to determine which COM-B constructs and TFL dimensions were rated 
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highest and lowest by coaches.  Due to the small sample size, Shapiro-Wilk test for normality 

was used (Fields, 2013).  The results of this test indicated that no assumptions were violated, and 

that the data were normally distributed, p >.05. 

 The open-ended questions provided a more in-depth understanding of the factors 

influencing coaches’ use of transformational coaching behaviours (e.g., how and why these 

behaviours are used).  The open-ended questions for each behaviour were analyzed using 

thematic analysis.  Emerging themes, patterns, and clusters were interpreted to create higher 

order themes (Ritchie, Lewis, McNaughton Nicholls, & Ormston, 2014).  The thematic analysis 

was performed in accordance with guidelines laid out by Braun, Clarke, and Weate (2017).  

Phases one and two of the thematic analysis involved familiarization and coding of data.  

During these phases, the researcher and research assistants transcribed and re-read interviews 

while taking notes to familiarize themselves with the data and to generate ideas for initial codes. 

The researcher first reviewed the data.  To help establish codes and themes, data were read by 

searching for meaning units.  Meaning units referred to segments of text that contain one piece of 

information, or meaning (Côté, Salmela, Baria, & Russell, 1993).  The next phase involved 

theme development and organizing codes and coded data into similar themes.  Once initial codes 

were established, the researcher looked through these codes inductively for emerging themes 

within each of the pre-existing categories of the COM-B model (Hsieh & Shannon, 2005).  The 

fourth phase consisted of reviewing and revising themes.  The researcher went back to the data 

and reviewed the themes to ensure that the themes accurately represented the data.  The 

researcher also checked to see if the themes were relevant to the research question.  Once the 

researcher finished reviewing and revising the themes, the researcher moved onto the fifth phase, 

which included refining and naming the themes.  Themes were given appropriate names and 
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finalized with the other members of the research team.  Additionally, these final themes were 

then situated within the domains of the theoretical domains framework.  The sixth phase 

included the write up.  During this phase, the researcher went through the data to find extracts 

that best represented the data and to highlight important features of the data for analytical 

writing.   

 Coaches’ recommendations. The second phase of the one-on-one session involved 

discussing coaches’ recommendations for a future transformational coaching workshop.  This 

phase was solely qualitative and was analyzed using thematic analysis (Braun et al., 2017).  The 

same six phases were used to guide the analysis; however, unlike the analysis of coaches’ TFL 

behaviours, codes were generated inductively before a deductive framework was applied.  

During this phase of the project, the researcher recognized that the inductive themes could be 

analyzed using the dimensions of the RE-AIM framework.  Therefore, after the analysis was 

completed, the researcher met with the research team to discuss the codes and the data were 

recoded and deductively mapped onto the dimensions of the RE-AIM framework.  For this study, 

the definition for each dimension of the RE-AIM framework was adapted from previous work by 

Evans and colleagues (2015) that assessed which dimensions of the RE-AIM framework are 

reported by current interpersonal coach education programs.  In addition, the dimensions were 

adapted to fit the context of planning a program (e.g., how to reach coaches) instead of 

evaluating a program (e.g., how many coaches were reached).  Finally, themes were finalized 

with the research team and appropriate names were given to each theme. 

Methodological Rigour  

 

 Quantitative data. While the quantitative data were used as an additional source to 

corroborate the qualitative data, measures were taken to ensure the reliability and validity of the 
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quantitative data.  The data set was checked to ensure no assumptions were violated and that the 

data were normally distributed.  To further ensure the rigour of the data, tests were done to 

ensure that the COM-B questionnaire was reliable and valid.  

 Cronbach’s Alpha (Gilem & Gilem, 2003; Santos, 1999) was used to determine the 

internal consistency of the COM-B questionnaire.  Cronbach’s alpha measures the internal 

consistency or reliability of questions related to a particular construct in a scale or questionnaire.  

An acceptable Cronbach’s alpha of  > .70, > .80 is considered good and > .90 is excellent (Gilem 

& Gilem, 2003).  For the current COM-B questionnaire, Cronbach’s alpha was used to measure 

the internal consistency of all items related to capability, opportunity, and motivation.  

Cronbach’s alpha for the 55 items related to capability was α = .96.  For the 22 items related to 

opportunity Cronbach’s alpha was α = .92.  Finally, for the 44 items related to motivation 

Cronbach’s alpha was α = .92.  Thus, the internal consistency of all constructs on the COM-B 

questionnaire was considered excellent.  

 The COM-B questions were adapted from a previously validated instrument.  More 

specifically, the COM-B questionnaire used in the present study was an adapted version of Huijg 

and colleagues’ (2014) questionnaire originally designed to assess positive behaviours in 

healthcare professionals.  Therefore, questions were adapted to fit the coaching context.  For 

example, a question used to measure motivation was, “as a coach, it is part of my role to 

discuss/model TFL behaviours with athletes.”  Other sources, including Michie and colleagues’ 

(2014) recommendations for creating COM-B measures and Ajzen’s (2002) guide for 

constructing a theory of planned behaviour questionnaire, were used to help with the credibility 

of the COM-B items. 
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 Qualitative data. Establishing rigour for qualitative data is a complex and fluid process 

since the assumptions used by researchers influence the data (Sparkes & Smith, 2013).  

Researchers such as Burke (2016), Chenail (2010), Guba and Lincoln (2005), Sparkes and Smith 

(2008), and Wolcott (1994), have developed and highlighted lists for judging the quality of 

qualitative research which makes it difficult to determine which criteria to use.  One approach to 

evaluating the rigour of qualitative data is a relativist approach (Burke, 2016) which, align with 

the ontological and epistemological approaches used in this study.  A relativists approach posits 

that criteria for evaluating data is study specific and dependent on the research purpose (Burke 

2016).  The criteria most relevant for this research include: credibility, coherence, and 

transparency and were used as the criteria to measure the trustworthiness of the qualitative data 

in this study.  

 Some techniques used to ensure that data were credible included prolonged engagement 

with participants, meeting with the research team, and triangulation of data (Burke, 2016).  In 

terms of prolonged engagement, one-on-one sessions with coaches lasted on average 95 minutes.  

These prolonged sessions provided ample time from each of the coaches to provide information 

and ensured saturation was met.  During data collection, the researcher consistently met with 

other members of the research team to reflect on the research progress and make any changes if 

necessary.  The research team included the main researcher, the supervisor and a post-doctoral 

fellow.  Finally, triangulation of the data were established by using different methods.  The 

quantitative data from this research was used as an additional source to help cross check or 

corroborate the qualitative findings.  

 The second criterion was coherence, which refers to the complete and meaningful picture 

of the data and how it fits together and against other theories (Burke, 2016).  Elements of 
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coherence were achieved by using a variety of frameworks to guide the research, having 

participants from a variety of sports, and using a mixed methods design.  Therefore, the results 

from this study can be considered coherent considering that findings were obtained from diverse 

participants, methodologies, and paired with existing theories. 

 The last criteria was transparency which means that researchers were transparent in how 

the data were collected (Burke, 2016).  One technique that was used to help establish 

transparency was an audit trail.  NVivo software was used during the analysis.  NVivo is a 

commonly used and accepted software used in qualitative research (Ritchie et al., 2014).  NVivo 

aided in the construction of an audit trail by keeping a clear organization of the analyses process.  

Furthermore, as previously mentioned, meetings with the research team not only helped with 

credibility but it also helped to ensure transparency during data collection.   
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Chapter 4 
 

Results 

The results are presented in two parts.  First, quantitative and qualitative results 

pertaining to coaches’ capability, opportunity, and motivation to perform transformational 

coaching behaviours are discussed.  The results from this section focus on coaches’ perceived 

barriers and enablers to using transformational coaching behaviours in youth sport.  Second, 

coaches’ recommendations for a future transformational coaching workshop are described.   

Transformational Coaching Behaviours 

 

 COM-B questionnaire. A repeated measures ANOVA was used to examine potential 

differences between coaches’ ratings of capability, opportunity, and motivation to engage in the 

11 transformational coaching behaviours.  Mauchly’s test of sphericity indicated that the 

assumption of sphericity had not been violated, χ2 (2) = 1.74, p = .420.  Results indicated that 

there was a significant difference between the capability, opportunity, and motivation constructs, 

F(1.82, 32.82) = 18.55, p < 0.01.  Pairwise comparisons were subsequently performed and 

showed that coaches reported significantly higher levels of motivation to engage in 

transformational coaching behaviours (M = 6.49, SD = .48) in comparison to both opportunity 

(M = 5.85, SD = .78), and capability (M = 6.11, SD = .61), p < .01.  Additionally, coaches rated 

capability significantly higher than opportunity, p < .01.  In summary, coaches’ ratings of 11 

transformational coaching behaviours revealed that opportunity was perceived to be the largest 

barrier to performing transformational coach behaviours, followed by capability and, lastly, by 

motivation.  Conversely, coaches reported that motivation was the least problematic barrier to 

performing such behaviours.  
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 In a second analysis, the 11 behaviours were collapsed into the 4I’s (i.e., idealized 

influence, inspirational motivation, intellectual stimulation, and individualized consideration) of 

TFL.  Collapsing the behaviours across the 4I’s of TFL was done to examine potential 

differences in coaches’ overall ratings to engage in the 4I’s of TFL.  A repeated measures 

ANOVA was used and Mauchly’s test of sphericity indicated a violation of the assumption of 

sphericity χ2(5) = 22.13, p < .001.  Therefore, a Greenhouse-Geisser correction was used.  

Results indicated that there was a significance between the 4I’s of TFL, F(1.60, 28.83) = 7.58, p 

< 0.05.  Pairwise comparisons were performed, and results indicated that idealized influence (M 

= 5.86, SD = .78) was rated significantly lower than inspirational motivation (M = 6.31, SD = 

.57) and individualized consideration (M = 6.32, SD = .51), p < .05.  No significant difference 

was found between intellectual stimulation (M = 6.20, SD = .60) and any other TFL dimension.  

A lower rating indicated lower overall perceptions of coaches’ capability, opportunity, and 

motivation to perform behaviours under that dimension of TFL.  Hence, coaches’ overall 

perceptions were lowest for idealized influence followed by intellectual stimulation, inspirational 

motivation, and individualized consideration.  

 Open-ended questions. Using a thematic analysis, nine themes were identified that 

coaches considered to be barriers or enablers to performing transformational coaching 

behaviours.  Table 4 provides an overview of each of these themes, illustrating how each theme 

aligns with both the COM-B constructs and the domains of the theoretical domains framework.   
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Table 4 

Barriers and Enablers to Performing Transformational Coaching Behaviours 

Theme                                               COM-B Construct      Theoretical Domains 

Framework 

 

Organization & Structure 

 

 

Time 

 

 

Social Support 

 

 

Opportunity 

(Social) 

 

Opportunity 

(Physical) 

 

Opportunity  

(Social) 

 

 

 

Environmental Contexts & 

Resources 

 

Environmental Contexts & 

Resources  

 

Social Influences 

Experience 

 

 

 

Recognizing the Teachable 

Moments 

 

 

Self-Regulation  

 

Capability 

(Psychological) 

 

 

Capability  

(Psychological) 

 

 

Capability 

(Psychological) 

 

Knowledge 

 

 

 

Skills (Cognitive & 

Interpersonal) 

 

 

Behavioural Regulation  

 

 

 

Coaches’ Role 

 

 

 

Athletes’ Attitudes 

 

 

 

Coaches’ Values 

 

 

Motivation 

(Reflective) 

 

 

Motivation 

(Automatic) 

 

 

Motivation 

(Reflective) 

 

Professional Role & Identity 

 

 

 

Reinforcement 

 

 

 

Goals 

 

Each of the themes, with the exception of coaches’ values, were considered both barriers 

and enablers to performing transformational coaching behaviours.  These nine themes, and how 

they were viewed as either barriers or enablers, are described in detail below.  Specifically, 
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results are presented in order of the largest perceived barriers to the largest perceived enablers 

(i.e., opportunity, capability, and finally, motivation). 

Opportunity.  Three factors were considered to influence coaches’ opportunity to perform 

transformational coaching behaviours: (a) organization and structure, (b) time, and (c) social 

support.  Each theme is discussed first as a barrier then as an enabler. 

Organization and structure as a barrier.  The first factor discussed by coaches was 

organization and structure.  Organization and structure relates to coaches’ social opportunity and 

fits under the environmental contexts and resources domain of the theoretical domains 

framework and, refers to how an environment can impede or enable coaches when performing 

behaviours (Michie et al., 2014).  Coaches discussed structure at both the organizational (e.g., 

club’s philosophy and rules) and individual (e.g., coach’s practice plan) levels.  Often coaches 

identified how organization and sport structure can discourage coaches’ use of transformational 

coaching behaviours.  For example, coaches described how regulations and rules in competition 

can interfere with these behaviours.  This sentiment is captured in the following quote:  

I find competition is hard because the coaches aren’t allowed to talk to the kids, which I 

absolutely hate and don’t understand it! Sometimes a kid does something awesome and 

they just need a high five.  But we get referees that come over and yell at us.  

(Synchronized swimming; Coach 15) 

At the individual level, being unorganized or not having a practice plan was considered a barrier 

to using transformational coaching behaviours.  One coach expressed how hard it can be to be 

prepared and organized for training sessions.  Despite this being a barrier for this coach, he also 

discussed strategies for overcoming this barrier “I have my coaching bag in my truck, and I have 

a meeting that will run until four, but then I have my coaching clothes, so I will go to my last 
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meeting in track pants and running shoes” (Hockey; Coach 19).  Whereas coaches felt that being 

organized on an individual level was a factor that coaches could easily change, coaches 

perceived that they had less control over factors at the organizational level. 

Organization and structure as an enabler. At the organizational level, the philosophies 

and standards (e.g., teamwork, respect, equality, and fun) that a club implements in their 

organization could be considered an enabler for coaches.  Clubs who consistently promoted their 

values (e.g., posters and resources) helped to create a social norm for using transformational 

coaching behaviours within the club.  This theme is illustrated by the following extract: “Having 

club standards.  To see those focuses up on our wall is a big thing, to see those words so it wasn’t 

just a verbal [cue] it was also the visual aspect of it” (Synchronized swimming; Coach 15).  This 

quote demonstrates how important environmental contexts can provide concrete examples of 

how a club’s environment can promote transformational coaching behaviours.  At the individual 

level, it was considered important for coaches to be prepared and organized when coaching their 

athletes.  For example, one coach stated: “That’s an organizational thing.  It’s just us getting 

ourselves ready to do that [promote pro-social values] and making sure the boys stick around for 

a few minutes after training so that we can talk to them like that” (Soccer; Coach 12).  Overall, 

coaches emphasized that it was important to be organized and plan ahead so that there was 

sufficient time to prioritize these behaviours.  

Time as a barrier. The second factor influencing coaches’ physical opportunity to 

perform transformational coaching behaviours was time.  Time is also situated within the 

environmental contexts and resources domain of the theoretical domains framework (Michie et 

al., 2014).  Time can refer to factors such as how many practices a coach has a week, how long 

the practices are, and time management.  Time was cited by coaches most often as a barrier for 
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performing transformational coaching behaviours.  Coaches expressed concern that 

transformational coaching behaviours interfered with teaching professional knowledge (e.g., 

tactical skills).  Transformational coaching behaviours were perceived as extra behaviours that 

were considered time consuming and difficult to perform.  One example of this is from a coach 

when the behaviour of “discussing goals and expectations:” 

Just time.  We only practice twice a week, so to cut into our practice time on the court to 

learn our skills, we're giving some of that up for us to do goal-setting, and in order for us 

to do goal-setting, it's taking away from that time.  So, it's a time management thing. 

(Soccer; Coach 17) 

Coaches felt that transformational coaching behaviours take up a lot of time which would cut 

into limited practice time.  Transformational coaching behaviours were more often perceived by 

coaches as extra behaviours that take time away from teaching sport specific skills rather than 

being perceived as an avenue to facilitate teaching sport specific skills.     

Time as an enabler. Interestingly, some of the coaches in this study viewed time as an 

asset rather than an issue.  For example, some coaches felt that transformational coaching 

behaviours did not take much time to perform and that it would be easy to incorporate these 

behaviours into practice.  Additionally, coaches felt that transformational coaching behaviours 

were important and were worthwhile to spend time on or to make the time to perform these 

behaviours.  One quote that exemplifies this is: 

If I have to take 5 minutes out of practice and we don’t get to do all the preparation that 

we need to at a competition, but that they feel cared for and that they’re well-being is my 

priority, then I am okay with that. (Synchronized swimming; Coach 15)  
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 By purposely scheduling in time to perform transformational coaching behaviours, coaches were 

able to create opportunities for themselves to perform the behaviours.    

Social support as a barrier.  Lastly, social support was a factor that influenced coaches’ 

social opportunity to perform transformational coaching behaviours.  Social support fits under 

the social influences domain of the theoretical domains framework.  Social influences include 

interpersonal processes such as social norms and social pressure, which can influence a person’s 

behaviour (Michie et al., 2014).  Support systems included sports clubs at the organizational 

level as well as other coaches at the relational level, both of which influenced coaches’ social 

opportunity to perform these behaviours.  Not having support or having social pressure was 

considered a barrier for coaches.  Some coaches did not feel supported when performing 

transformational coaching behaviours.  As a result, coaches were less likely to perform these 

behaviours if they felt there was pressure from their peers (e.g., the club and other coaches) not 

to perform transformational coaching behaviours.  For example, one coach believed that 

‘eliciting athlete input’ was an important behaviour, but the other coaches in the club did not: 

It is a point of contention because again they [other coaches] say, “We feel like we have 

to do it and it is not our job to do that”, and I’m like, “It is not my job, but I want to do it 

because I think it is important.” And so that is the biggest thing is that resistance from the  

other club members that feel like I shouldn’t be doing it. (Synchronized swimming; 

Coach 15) 

Coaches also discussed how opposing coaching philosophies can create tension between 

coaches.  This pressure can be a deterrent for performing transformational behaviours.  Indeed, 

coaches expressed concern that using behaviours that are less acceptable could lead to being 

ostracized by the club, coaches, and parents.    
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Social support as an enabler.  Coaches perceived that transformational coaching 

behaviours were easier to perform when their peers also performed these behaviours.  With 

regards to their peers, coaches highlighted the importance of having assistant coaches who hold 

similar beliefs regarding interpersonal behaviours.  In the words of one coach: “I have a good 

relationship with my co-coaches, so we all are kind of on the same page with how we want 

attitudes [pro-social behaviours] to be in the dressing room” (Hockey; Coach 18).   

Coaches also discussed how important it was to have social support from their club or 

organization.  One coach stated: “And even with the school level where I am coaching Grade 6, 

the principal who is the main person, all three of us [coach and assistant coaches] make sure that 

she [the principal] knows what our beliefs are” (Basketball; Coach 20).  In this instance, the 

coach was responsible for a school team; therefore, having the support to perform these 

behaviours from the principal acted as an enabler.  Coaches often stressed how important it was 

to have the necessary social support to perform transformational coaching behaviours.   

 Capability. Together, three factors influenced coaches’ capability to perform 

transformational coaching behaviours: (a) experience, (b) recognizing the teachable moments, 

and (c) self-regulation.  Continuing with the same format, capability themes are described first as 

barriers, then as enablers. 

Experience as a barrier. Experience was considered to be a key factor influencing the use 

of transformational coaching behaviours.  Experience is situated within the knowledge domain of 

the theoretical domains framework (Michie et al., 2014).  Coaches discussed how a lack of 

experience with interpersonal behaviours can be a barrier to performing transformational 

coaching behaviours.  Notably, many coaches referred to the concept that novice coaches may 

find transformational coaching behaviours difficult to perform because they do not have the 
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knowledge that more experienced coaches would have.  For example, one coach commented on 

how novice coaches may find it difficult to ‘discuss and model pro-social values’ with their 

athletes because “they’re [new coaches] more focused on skill.  A new coach will be like ‘I need 

to make sure they know how to do this’ and the other things will kind of slip” (Gymnastics; 

Coach 1).  Coaches discussed how professional knowledge was easier for coaches to perform 

than interpersonal knowledge.  Thus, novice coaches may find it difficult to negotiate a balance 

between professional coaching behaviours and interpersonal behaviours.  Therefore, coaches 

discussed how providing novice coaches with more interpersonal experiences earlier in the 

coaching process may help address this barrier.  For example, providing interpersonal coach 

education or mentors for novice coaches could help enhance novice coaches’ perceptions of their 

capability to perform interpersonal behaviours. 

Experience as an enabler. Conversely, some coaches reflected on experiences in various 

contexts (e.g., sport, work, education) when describing how they acquired the knowledge 

necessary to perform transformational coaching behaviours.  One key source of relevant 

knowledge was previous experience as both a coach and an athlete (e.g., learning by doing, trial 

and error).  Coaches also elaborated on how their life experiences outside of coaching (e.g., work 

and education) provided experiential and reflective opportunities to obtain knowledge that 

enabled them to perform transformational coaching behaviours.  For example, one coach 

reflected on his experience as a business owner: “In my own business, a team works better than 

three individuals.  And the same thing in a sport, I want to send that message that we will be 

more successful as a team than we will be as individuals” (Volleyball; Coach 7).  Therefore, it 

was important for coaches to have experience and to make connections between their 

experiences and the transferability into a coaching context.  
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Teachable moments as a barrier.  The second theme under capability related to coaches’ 

ability to recognize the teachable moments for performing transformational coaching behaviours.  

Coaches conceptualized teachable moments as unplanned opportunities for learning.  This theme 

aligned with the skills domain of the theoretical domains framework (Michie et al., 2014).  A key 

aspect of this theme was whether coaches believed they were capable of recognizing the 

teachable moments.  The coaches in this study discussed recognizing the teachable moments as a 

two-step process.  Step one referred to recognizing the moments and step two related to teaching 

during those moments.  Some coaches were unable to recognize the teachable moments and 

discussed how difficult that process can be without the necessary interpersonal skills.  For 

instance, when building up athletes’ confidence, one coach said “Sometimes you may miss some 

opportunities.  You have to be able to recognize when, probably, an athlete needs it, and 

sometimes it's difficult to pick those signs up, you know?” (Coach 7; Volleyball).  Furthermore, 

coaches also expressed difficulty with the second step of how to teach during these key 

moments.  Coaches frequently discussed having trouble building relationships with all their 

athletes and how this could lead to “recognizing one athlete over another” (Swimming; Coach 3).  

This was especially true in relation to the behaviours under the individualized consideration 

dimension of TFL, which requires interpersonal knowledge of each individual athlete.  Overall, 

coaches discussed the difficulties with recognizing the teachable moments within the sport 

environment and how improving on this skill can help coaches’ to consistently use 

transformational coaching behaviours.  

Teachable moments as an enabler. Conversely, an example of step one as an enabler was 

captured in one participant’s description of the cues they used when implementing the behaviour 

‘expressing confidence in athletes’ potential’.  The coach stated, “you can almost read it in their 
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face sometimes in a game that they need that positivity, and I will notice that and try to do it” 

(Basketball; Coach 20).  The second step involved coaches building relationships with their 

athletes to have the necessary knowledge to be capable of recognizing how to teach each athlete. 

For example, one coach explained how to promote team concept with different athletes: 

“Definitely to those quieter players that aren’t always speaking up to the whole team, it might be 

approaching them, kind of individually, or encouraging them” (Hockey; Coach 18).  These 

quotes illustrate the importance of having interpersonal knowledge of one’s athletes to have the 

capability to recognize and provide the best teaching opportunities for each individual athlete. 

Self-regulation as a barrier.  Lastly, coaches felt that self-regulation was a factor 

influencing their capability to perform transformational coaching behaviours.  Self-regulation is 

situated within the behavioural regulation domain of the theoretical domains framework (Michie 

et al., 2014).  Coaches had difficulty self-regulating their emotions, which interfered with their 

capability to perform transformational behaviours.  For instance, coaches reflected on how the 

intensity of competition made it difficult for coaches to self-regulate their emotions.  An example 

of this is described in the following quote: “Getting in the heat of the moment of the game and 

wanting to win and you want them to feel good about themselves and you have to take a step 

back and realize oh, I shouldn’t be doing this” (Basketball; Coach 20).  As a result, lack of self-

regulation can inhibit coaches’ capability to perform transformational coaching behaviours.  

Self-regulation as an enabler. Some coaches discussed how their ability to self-regulate 

their thoughts and emotions enabled them to perform transformational coaching behaviours.  

This is illustrated in the following extract: “Almost like putting my emotions to the side because 

I am feeling upset. . .  and I still have to be positive just to give them that positive reinforcement” 

(Basketball; Coach 20).  For coaches, being able to perform transformational behaviours was 
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contingent on their capability to manage their emotions while coaching despite the difficulties 

coaches may face in and out of the sport environment.    

Motivation.  Three themes were considered to influence coaches’ motivation to perform 

transformational coaching behaviours: (a) coaches’ role, (b) athletes’ attitudes, and (c) coaches’ 

values.  Coaches’ values were not considered a barrier; this was the only theme that was solely 

considered as an enabler by coaches.  Themes will be discussed first as barriers (when 

applicable) and second as enablers.  

Coaches’ role as a barrier. In relation to motivation, the first theme discussed by 

participants was coaches’ role.  Reflective motivation refers to the evaluation and planning 

involved in performing a behaviour and fits under the professional role and identity domain of 

the theoretical domains framework (Michie et al., 2014).  Coaches’ perception of their role as a 

coach influenced their reflective motivation to perform transformational coaching behaviours.  

For coaches, motivation to perform transformational coaching behaviours was associated with 

whether coaches considered these behaviours to be part of their coaching role or identity.  Some 

coaches felt that performing transformational coaching behaviours was outside the scope of their 

role as a coach, and therefore, they were less motivated to perform these behaviours.  When 

discussing ‘expressing confidence in athletes’ potential,’ some coaches questioned, “if I’m the 

right person to be doing this because I’m just a volunteer coach” (Soccer; Coach 12).  Others did 

not think it was in their job description: “In some cases, it's not either important or it's not my 

role” (Swimming; Coach 3).  Some coaches felt that as a volunteer coach, the impact they had on 

athletes was minimal.  Coaches tended to focus more on doing the tactical work required to be a 

coach instead of trying to foster personal development.  These quotes illustrate how coaches’ 

perceptions of their role as a coach can influence their motivation to perform transformational 
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behaviours.  Therefore, highlighting the impact coaches can have on their athletes can help to 

ensure that coaches understand the value of transformational coaching behaviours. 

Coaches’ role as an enabler. Conversely, when some coaches reflected on their role as a 

coach, they often described it as being more than just teaching skills but also being a role model 

for their athletes.  Coaches often compared their role as a coach to that of a teacher or social 

worker.  Coaches made this comparison to represent the complexity of a coach’s role and the 

importance for coaches to build relationships with their athletes.  One example of this comes 

from a coach who highlighted the importance of ‘showing vulnerability and humility’: “I think 

that there are more kids that are vulnerable from broken homes or. . . a tough world and coaches 

are now more than coaches, they are also social workers, if they take it seriously” (Hockey; 

Coach 6).  These coaches were motivated to use transformational coaching behaviours because 

they felt that as a coach they had the potential to influence athletes’ personal development both 

in and out of sport. 

Athletes’ attitudes as a barrier. A second factor influencing coaches’ motivation to 

perform transformational coaching behaviours was athletes' attitudes.  More specifically, 

athletes’ attitudes relate to coaches’ automatic motivation (emotions and impulses involved in 

performing a behaviour) and maps onto the reinforcement domain of the theoretical domains 

framework Michie et al., 2014).  The likelihood of performing transformational coaching 

behaviours can be reinforced by athletes’ receptiveness to these behaviours.  For instance, 

negative attitudes from the athletes often discouraged coaches from performing transformational 

coaching behaviours.  Some coaches reflect on how coaching youth athletes can be difficult 

because athletes are going through developmental changes.  For instance, one coach stated: “It is 

kind of hard, if players have really bad attitudes and don’t believe anything you are saying.  So, I 
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guess that is a big barrier” (Soccer; Coach 17).  This extract highlights how athletes’ negative 

behaviours may deter coaches’ use of transformational coaching behaviours.  

Athletes’ attitudes as an enabler. Conversely, when athletes responded well to coaches 

use of transformational coaching behaviours, it further propagated the use of these behaviours. 

For example, one coach mentioned that when ‘expressing confidence in athletes’ potential’, 

athletes’ receptiveness encouraged the behaviour: 

So I mean that [listening] is a positive factor when you notice that because you are saying 

something to a player, in a positive way and they are receptive to that, and they are 

actually doing what you ask them to do, that is a positive factor.  (Basketball; Coach 20) 

It was motivating for coaches to continue using transformational coaching behaviours if athletes 

reacted well to these behaviours.  Hence, coaches’ experiences with athletes can motivate 

coaches to use and continuing using transformational coaching behaviours. 

Coaches’ values as an enabler.  The last theme representing coaches’ reflective 

motivation to perform transformational coaching behaviours was coaches’ values.  This theme is 

situated under the goals domain of the theoretical domains framework and refers to outcomes 

that one wants to achieve that influence behaviours (Michie et al., 2014).  Transformational 

coaching behaviours were considered behaviours that could help coaches reach their goal of 

athlete development.  Hence, it was the coaches’ own values that motivated coaches to perform 

these behaviours.  Overall, coaches saw the value of transformational behaviours, therefore, 

when coaches discussed their values, it was only ever considered an enabler by coaches.  Despite 

the barriers coaches face when performing transformational behaviours, coaches understood the 

value of these behaviours and were highly motivated to perform them.  As one coach 

highlighted:  
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I think the biggest thing for me is my philosophy… And the fact being that I want them 

to enjoy practice, I want them to like to come to synchro, I want them to want to come 

back.  And so knowing that, giving them that kind of input and making them feel like 

they are really important is the important factors, that is probably the biggest one that 

encourages it and facilitates it.  (Synchronized swimming; Coach 15) 

All the coaches in this study mentioned some beliefs or values that they followed.  There were 

parts of these values that aligned with the principles of TFL and therefore, motivated these 

coaches to perform transformational behaviours.   

Coaches’ Recommendations 

 

In the final portion of the interview, coaches were asked to provide recommendations 

concerning the development of a transformational coaching workshop.  In total, eight themes 

were identified and mapped onto the dimensions of the RE-AIM framework.  Table 5 provides 

an overview of the eight themes and how they align with the five dimensions of the RE-AIM 

framework. 
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Table 5 

Coaches’ Recommendations Mapped onto the RE-AIM Framework 

RE-AIM Dimension Theme 

 

Reach 

 

 

Reputable sources 

Effectiveness Adopting a person-centered approach 

Facilitating participant engagement 

 

Adoption Establishing the workshop’s credibility 

Providing incentives 

 

Implementation Enhancing the workshop’s accessibility 

Using qualified educators  

  

Maintenance Creating sustainable connections 

 

 Reach. In the context of this study, reach refers to how coaches may be contacted about a 

coaching course.  Coaches acknowledged that they would prefer to be contacted by reputable 

sources (i.e., respected members of authority in the sporting community) to participate in a 

workshop.  Examples of such authority figures include staff in provincial/territorial sport 

organizations (PTSOs), national sport organizations (NSOs), local sport organizations (LSOs), 

and the school systems.  Coaches reflected on the importance of sport organizations supporting 

coaches’ participation in coach education programs.  Additionally, coaches discussed the 

importance of reaching coaches through sources that were proximal, accessible, and relevant to 

coaches.  In the words of one coach:  

You still have a lot of coaches who coach in the high school or even at Little League, 

who aren't part of any association and wouldn't get that information.  But a lot of them 
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are teachers, a lot of them are parents.  So, somehow getting it through the school system, 

through the sport-specific association, and through the coaching association probably 

would be the best, from my perspective, to get that information out.   

(Volleyball; Coach 7) 

An integral first step of a successful workshop was reaching coaches through reputable sources 

to get them interested in taking the program.  Coaches discussed that if a program comes through 

important and relevant organizations, then the course would be considered a worthwhile 

investment. 

Effectiveness. Effectiveness refers to the positive and negative outcomes of a coach 

education program.  For this study, effectiveness was assessed based on coaches’ perceptions of 

the aspects they liked (effective) and disliked (ineffective) about coach education programs.  

Two themes that emerged from this line of questioning were (a) adopting a person-centered 

approach and (b) facilitating participant engagement.  First, coaches perceived that using a 

person-centered approach in a workshop meant that coaches’ needs and wants are the primary 

focus.  Coaches felt that the most effective aspects of programs were when they focused on the 

coaches who were participating.  By tailoring a workshop to suit the needs and wants of the 

coaches, coaches felt that such practice would increase its effectiveness.  One coach exemplified 

this in the following excerpt: 

I am thinking of my level 3 multisport one [course].  They did try to tailor it to the group 

of coaches that they were working with.  So, what kinds of problems were we facing? 

How have other clubs or coaches’ kind of solved those problems? . . . We kind of 

deviated from the actual lesson plan.  I liked the fact that we deviated from the lesson 

plan.  (Synchronize swimming; Coach 15) 
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Second, facilitating participant engagement meant having coaches actively participate in 

a workshop.  Coaches felt that they learned more when they were involved in the discussion and 

expressed a dislike for lecture-style workshops.  In the words of one coach: “I like the 

interpersonal aspect of some of these courses, because you had other people you could talk to 

about your experiences.  You had other people you could talk their experiences, so that could 

help” (Volleyball; Coach 7).  Coaches highlighted how interactive discussion, was the most 

effective strategy for learning.  To facilitate coaches’ wants and needs, participants felt that is it 

was important for them to be engaged with the workshop.  Thus, adopting a person-centered 

approach and facilitating participant engagement can be viewed as interrelated themes.   

Adoption. Adoption refers to the willingness of coaches to participate in a program.  The 

themes that were revealed from the coaches were: (a) establishing the workshop’s credibility and 

(b) providing incentives.  First, establishing course credibility was important for adoption as it 

meant that the course had integrity.  For these coaches, a workshop that had important 

affiliations attached to it (e.g., a notable sport organization or university) gave it credibility.  

Coaches already expressed the importance of being reached through credible sources, but the 

course itself must also be credible.  Thus, coaches were more likely to participate in a workshop 

that has credibility built within the program.  For example, some coaches suggested including 

researchers in the development process to provide support for the value of the program.  One 

quote that best demonstrates this is: 

How do you get them there in the first place? I think attaching a name to something.  

Whether it be a sporting degree or attaching a university so if you were to say it’s 

[developed] by a university, it would convince more people to come.  (Soccer; Coach 10) 
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By attaching a university to the program, coaches perceive a workshop to be reliable since it was 

developed or supported by a relevant organization.  Thus, making it more likely for coaches to 

adopt the course and the outcomes of the course.   

  The second theme was providing incentives.  For coaches, a motivating factor for 

adopting a workshop was providing incentives to attend.  For coaches, incentives included 

refreshments, resources, certification, and impact of the program.  To demonstrate, coaches 

emphasized the importance of resources.  Coaches discussed that they would be motivated to 

attend a workshop that could offer them with useful resources to take with them.  For instance, 

one coach suggested: 

You need to give them something besides what you’re teaching them.  I don’t know what 

the perks would be, something that they could use when they go to coach maybe like a 

blackboard, a magnetic blackboard, something to hand out like thanks for coming, use 

this.  (Baseball; Coach 4) 

Therefore, incentives such as resources were factors that could increase coaches’ willingness to 

adopt a workshop.  Therefore, when reaching out to coaches about a workshop it would be 

important to emphasize incentives, such as the resources the program could offer.   

 Implementation. Implementation refers to the delivery of a workshop and what coaches 

perceive to be the best way to implement a workshop.  Two themes that fell under 

implementation were (a) enhancing the workshop’s accessibility and (b) using qualified 

educators.  Enhancing the workshop’s accessibility meant that coaches could easily access the 

course.  Some examples of accessibility that the coaches discussed were that the workshop (a) 

was delivered at an ideal time for coaches, (b) has both an in-person and online option, and (c) is 

an appropriate length.  Coaches thought that near the beginning of the season would be the best 
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time to take a course before the busy sport season began.  Furthermore, coaches highlighted the 

importance of an interpersonal program being taught in person since an online option felt less 

personable.  However, many coaches understood that it may be difficult for coaches to attend an 

in-person session due to restrictions on transportation and time.  Therefore, coaches suggested 

having both modes of delivery so that the course could be accessible to most coaches.  For 

example, one coach stated: “I would say, either or, because one looking for the time concept if it 

is online people can do it from their homes which can be convenient” (Basketball; Coach 20).  

Finally, in terms of length, coaches highlighted the importance of having a program that was 

concise.  An ideal length that the coaches in this study reported was a few hours to a full day 

(e.g., 3 or 5 hours).  Coaches felt that programs that were more than a day long took up too much 

time and many coaches may not be able to afford taking that much time off.  Altogether, having 

a short workshop delivered at the beginning of the season through various modes of delivery 

may be the best way to enhance a program’s accessibility.   

 The second theme for implementation was having qualified educators.  Coaches 

frequently discussed the importance of a workshop being taught by experienced individuals.  

Coaches discussed how having a qualified educator who has first hand knowledge and 

experience in the field would provide valuable insights for a program.  In addition to coaches, 

researchers were also seen as qualified educators.  Coaches felt that by having multiple speakers 

from different areas would help to ensure a workshop was effective and engaging.  This is 

illustrated by one coach who said: 

Obviously, you want somebody who’s got an incredible base of knowledge cause you’re 

there to learn.  If you have a really high-level coach coming in, can bring in both the 

high-level theory plus the practical application side.  Having said that, if the prof 
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[researcher] is an expert in the area but also again has a sport understanding background, 

then that could be hugely beneficial as well.  (Shotput; Coach 8) 

Coaches felt that coaches and researchers would be ideal candidates to deliver a workshop 

because they were considered by coaches to be experts in their fields.  In addition, coaches felt 

that the coaches did not necessarily have to be from the same sport.  For example, one coach 

believed: “Having coaches from different sports because, I think leadership and interpersonal 

skills kind of go across all sports.  It could be from hockey or maybe other sports might have 

different ways of doing it, which soccer can learn from” (Shotput; Coach 8).  Thus, multisport 

educators may provide coaches with new modes and applications of learning.  Overall, coaches 

felt that by implementing workshops that were accessible and used qualified educators was a key 

aspect in ensuring they are effectively taught.   

Maintenance. Maintenance refers to the continued use of the workshop and its outcomes 

(e.g., using the behaviours throughout the season).  One theme emerged for this dimension: 

Creating sustainable connections.  Coaches often mentioned that the best follow-up option would 

be to remain connected with the educators through emails, resources, and programs.  Coaches 

felt that by having these connections it would help them sustain the outcomes of the program.  

Coaches believed that emails from the program would act as a good reminder and resource after 

the program.  One coach reported, “I was going to say even keep an email list and just not 

necessarily a check in but just like hey here’s a new resource we got about learning behaviours” 

(Gymnastics; Coach 1).  In addition, coaches felt it would be beneficial to have a follow up 

discussion to help coaches work through the outcomes of the course.  One coach summarized:    
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I think a follow-up thing would be good… If you follow up after like half way through or 

something you can kind of talk about how it is working and what you can fix kind of 

thing.  So I guess halfway through the season have like a follow-up.  (Soccer; Coach 17) 

Coaches felt that programs with no follow-up material or courses were ineffective.  Program 

follow-up can ensure that coaches are maintaining the outcomes of the program long term and 

help coaches work through any issues that may arise.   

 The results from the coaches’ recommendations addressed a variety of issues with coach 

education programs.  As a result, these recommendations provided insights into how to design 

future workshops that are relevant to the needs and wants of youth sport coaches.  In addition, 

mapping these results onto the RE-AIM framework demonstrated how evidence-based 

frameworks can be used in the development process of coach education programs.  
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Chapter 5 
 

Discussion 

 This study used a mixed methods approach to gain a deeper understanding of 

transformational coaching behaviours in the youth sport context.  Specifically, the primary 

objective was to explore coaches’ perceptions of their capability, opportunity, and motivation to 

display transformational coaching behaviours.  A secondary aim was to obtain coaches’ 

recommendations regarding the content and structure of a transformational coaching workshop. 

The knowledge-to-action framework was used as a guiding theory to provide recommendations 

for an evidence-informed workshop for youth sport coaches.  Couched within the knowledge-to-

action framework, three additional frameworks were used as a means of guiding and interpreting 

the findings: TFL (i.e., identification of target behaviours), COM-B (i.e., factors that facilitate or 

impede target behaviours), and RE-AIM (i.e., recommendations for ensuring comprehensive 

impact).   

 The discussion is organized into two sections aligning with the main findings of the 

study: (a) the factors (COM-B model) that influence coaches’ use of transformational coaching 

behaviours and (b) coaches’ recommendations, based on the RE-AIM framework, for the 

content, structure, and evaluation of a transformational coaching workshop.  

Transformational Coaching Behaviours  

 Quantitative. Of the 11 transformational coaching behaviours outlined by Turnnidge and 

Côté (2017), the coaches reported, on a Likert scale, that behaviours under the umbrella of 

idealized influence and intellectual stimulation were perceived as the most difficult behaviours to 

display on a regular basis.  Past studies from a variety of domains support the finding that 
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intellectual stimulation and idealized influence are the least frequently used TFL behaviours.  For 

example, in the business setting managers were asked to assess how often they performed TFL 

behaviours, and it was found that intellectual stimulation and idealized influences were rated the 

lowest (Barling, Slater, & Kelloway, 2000).  Furthermore, in a youth population, student 

interviews identified intellectual stimulation and idealized influence as the least used behaviours 

by physical education teachers (Morton, Keith, & Beauchamp, 2010).  Lastly, observational 

research found that intellectual stimulation and idealized influence were the least observed 

behaviours (Lefebvre, 2016) used by youth sport coaches.  It is concerning that intellectual 

stimulation and idealized influence are the least used and most difficult TFL behaviours to 

perform since these behaviours are also considered by youth sport coaches to be the most 

influential leadership behaviours in promoting positive athlete outcomes (Vella, Oades, & 

Crowe, 2013b).   

 Overall, coaches and leaders appear to struggle to use a leadership style that requires 

modeling positive behaviours (e.g., idealized influence) and engaging followers in the coaching 

process (e.g., intellectual stimulation).  More particularly, coaches in this study associated 

themselves less with transformational coaching behaviours that focus on the influence they 

project on their athletes or with behaviours that give more autonomy to athletes such as asking 

athletes questions, challenging athletes, and including them in the decision-making process.  

Since interpersonal connections can promote positive athlete outcomes (i.e., competence, 

confidence, connection, and character) and are established through the quality of the coach-

athlete relationship (Erickson & Côté, 2016; Lafrenière, Jowett, Vallerand, & Carbonneau, 

2011), it is important for coach education programs to have training modules that explicitly show 
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how coaches’ own behaviours affect athletes’ outcomes and demonstrate to coaches how to 

incorporate athletes’ input into their coaching style. 

 Qualitative. The quantitative results offered valuable insights related to what leadership 

behaviours coaches used (or did not use).  The next section expands on the quantitative ratings 

by providing in-depth insights into the factors (opportunity, capability, motivation) influencing 

why the behaviours may or may not be used.  

Opportunity. Factors related to coaches’ opportunity were the biggest barrier for 

performing transformational coaching behaviours.  More specifically, coaches identified 

difficulty with social support, organization and structure (social opportunity), and not enough 

time (physical opportunity) as impediments to building quality relationships with their athletes.  

Similarly, factors in the literature related to coaches’ opportunity to connect with athletes are 

repeatedly mentioned as barriers to effective coaching.  For instance, in terms of both 

organization and structure as well as social support, elite and collegiate coaches cited that a lack 

of social support from assistant coaches and the values of their organization were important 

stressors that decreased their capacity to interact effectively with athletes (Rhind, Scott, & 

Fletcher, 2013; Thelwell, Weston, & Greenlees, 2010).  The discrepancy between how coaches 

want to run their program and how a sport organization or director wants the program to be run 

are sometimes conflictual (Olusoga et al., 2009).  Consequently, this situation may not provide 

coaches with the liberty to focus their programs on areas of athletes’ development that are 

outside of the sport specific competences that sport organizations value.  Hence, although studies 

have highlighted the social and organizational stressors associated with being an elite level 

coach, the present results extend the literature by indicating similar problems among youth sport 
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coaches, more particularly in terms of how the social opportunity afforded by the youth sport 

structure can limit coaches’ opportunities to use transformational coaching behaviours. 

The third and most cited barrier to using transformational coaching behaviours was lack 

of time (physical opportunity).  Similarly, elite coaches have cited that lack of time to do their 

job and sacrificing personal time was a big source of coaching stress and reduced their ability to 

build a positive sport environment (Kelley, Eklund, & Ritter-Taylor, 1999; Rhind et al., 2013).  

In youth sport, Vella, Oades, and Crowe (2011) interviewed coaches about their perceived role in 

facilitating positive developmental outcomes (i.e., goal setting, communication skills, and 

leadership skills) and the results indicated that insufficient time spent with the athletes was a 

constraint in teaching these interpersonal skills.  Furthermore, youth sport coaches who attended 

a TFL training program, felt that they had learned important leadership behaviours, but that 

implementing the behaviours were challenging due to all the tasks that needed to be 

accomplished during practices and games (Vella et al., 2011).   

To conclude, both social and physical opportunity were reported as important barriers in 

determining whether transformational coaching behaviours were likely to be adopted by coaches.  

To help remove these barriers, sport organizations should value and promote any social 

opportunity to reinforce coaching behaviours that help the development of personal assets in 

youth.  In addition, future coaching interventions should focus on creating templates and plans 

that help coaches determine how they use their time better in different sessions with their 

athletes.  This type of social support from organizations and planning exercises will likely impact 

coaches’ use of time and enhance the opportunity for coaches to use transformational coaching 

behaviours.    
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Capability. Capability was rated by coaches as another noteworthy barrier to performing 

transformational coaching behaviours.  The three themes that coaches cited as affecting their 

capability were not having enough experience, not being able to recognize teachable moments, 

and self-regulation.  In terms of experience, a review of 285 coach education programs found 

that over 90% of coach training programs focus on improving coaches’ professional knowledge 

(Lefebvre et al., 2016), as such, it is not surprising that coaches discussed having little 

experience learning about interpersonal knowledge and behaviours.  Moreover, coaches 

highlighted that people with less coaching experience tend to focus on “what” they are going to 

do instead of “how” they are going to address their athletes.  Similarly, in their work with novice 

and elite coaches, Nash, Sproule, and Horton (2008) found that novice coaches relied mostly on 

professional skills (e.g., the “what) and that the use of interpersonal behaviours (the “how” and 

the “why”) increased with coaching experience.  Therefore, increasing the awareness and 

accessibility of coach interpersonal interventions is a critical element of coach training and is 

something that needs to be promoted at all levels of sport.      

Another barrier associated with coaches’ capability was the difficulty that coaches had 

recognizing the timing of an effective intervention (e.g., teachable moments).  Vella and 

colleagues (2013) showed that coaches who participated in interpersonal coaching workshops 

perceived that they did not have enough experience to consistently use the behaviours they 

learned.  Hence, it is concerning to realize that while coaches are seldom being educated on how 

and why to use interpersonal behaviours (Lefebvre et al., 2016), in the rare occasion that they are 

being trained, coaches still feel inadequately prepared to integrate interpersonal behaviours in 

their coaching practice (Vella et al., 2013).  As a result, coach education programs should be 

incorporating more evidence-informed interpersonal programs for novice coaches, using 
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frameworks such as TFL and the COM-B model to focus on specific behaviours that are relevant 

to the context of the coaches being trained.  Ultimately, formal training of interpersonal 

behaviours through interactive activities and based on behaviour change theories would allow 

coaches to better integrate effective leadership behaviours in their coaching practice.  

Lastly, results indicated that coaches’ capability to deliver effective sessions to athletes 

were often hindered by their lack of emotional regulation.  Lack of emotional regulation is a 

deterrent to effective coaching as studies clearly demonstrate that coaches’ controlled emotional 

behaviours are associated with positive outcomes in athletes (Lafrenière et al., 2011) and 

effective coach leadership (Caruso et al., 2002; Hwang, Feltz, & Lee, 2013).  Thus, enhancing 

coaches’ self-regulation through specific training activities in future interventions would help 

increase coaches’ capability to display more effective leadership behaviours and interact with 

athletes in a more positive manner.  Generally, training should focus on helping coaches acquire 

the psychological capability and self-regulation skills to create a culture and a sport environment 

in which athletes do not feel threatened to express their opinions and are presented with 

opportunities to grow as people.  

Motivation. Coaches identified three themes related to their motivation to perform 

transformational coaching behaviours; coaches’ role, coaches’ values, and athletes’ attitudes.   

In other words, coaches believed that both reflective (e.g., coaches’ role and values) and 

automatic (e.g., athletes’ attitudes) motivation played a role in determining the likelihood of 

them displaying more effective interpersonal behaviours in training and competition.  Similarly, 

in a study of youth sport coaches, McCallister and colleagues (2000) showed that coaches were 

driven by a philosophy that focused on teaching assets such as pro-social values, respect, and 

character; however, coaches had a hard time articulating how these values were implemented in 
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sport environments where athletes’ attitudes were often shaped by immediate results and 

performance.  In sum, although youth sport coaches’ reflective motivation involves a philosophy 

that emphasizes the use of interpersonal behaviours to create a positive sport environment, 

coaches rely more on their professional behaviours as “automatic” responses to a youth sport 

system that often value performance and results over personal development (Olusoga et al., 

2009; Robbins, Gilbert, & Clifton, 2015).  

Although motivation is the main conceptual element that has been used in research-based 

interpersonal training for coaches to help them reflect on their practice (Duda, 2103; Smith et al., 

1979; Smith et al., 2007), no behaviour change techniques to address automatic motivation have 

been systematically and explicitly implemented in existing coach training (Allan et al, 2017).  

For instance, Vella and colleagues (2013a) found that after taking a TFL training workshop, 

youth sport coaches were highly inspired (reflective motivation) to focus on athletes’ 

development, but still lacked an appropriate plan to inhibit automatic motivation involving 

impulses and behaviours that focus on athletes’ well-being instead of performance outcomes.  

Hence, Allan and colleagues (2017) suggest that before selecting a behaviour change technique 

to use in a coach education program, researchers and practitioners need a better understanding of 

the factors that influence coaches’ behaviours.  Thus, the present results postulate that coaches’ 

automatic motivation should be one focus of future intervention strategies alongside capability 

and opportunity.  For example, providing coaches with opportunities to plan on how they will 

incorporate effective interpersonal behaviours in training and competition may increase the 

likelihood they will remember how to respond to certain situations that often trigger negative 

automatic responses (Erickson & Côté, 2016).  A plan of action that integrates coaches’ 

interpersonal behaviours in the different components of a session may be helpful as coaches will 
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be less likely to overlook opportunities to connect with athletes for reasons such as time 

constraints.    

Practical Implications of Transformational Coaching Behaviours. 

The COM-B questionnaire offers insight for the first stage of developing an evidence-

informed intervention as outlined by Michie and colleagues (2014).  The first stage for 

developing evidence-informed interventions is understanding the behaviour and identifying what 

needs to change.  In this study, coaches quantitatively rated 11 transformational coaching 

behaviours which aligned with the 4Is of TFL.  The results indicated that coaches had the most 

difficulty performing behaviours under the categories of idealized influence followed by 

intellectual stimulation and suggested that behaviours under the inspirational motivation and 

individualized consideration categories to be easier to perform.  Therefore, these results can be 

important when structuring a coaching intervention.  For example, it may be beneficial to allot 

more time to the behaviours that are considered most influential (i.e., eliciting athlete input) or 

that coaches have the most difficulty with (i.e., showing vulnerability and humility).  Therefore, 

understanding how coaches perceive transformational coaching behaviours is helpful for 

optimizing the structure and content of a transformational coaching workshop in a way that is 

most beneficial for coach education.  For example, it may be beneficial to start an intervention 

with behaviours perceived by coaches as easier to perform (i.e., discussing goals and 

expectations, and providing rationales and explanations), then work towards, and spend more 

time discussing the more difficult behaviours.    

Michie and colleagues’ second stage for developing an evidence-informed intervention 

relates to the identification of appropriate intervention functions and policy categories from the 

behaviour change wheel.  The results from the COM-B analysis and a matrix of the COM-B 
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constructs mapped onto intervention functions (Michie, et al., 2014), helps to determine which 

intervention functions are most relevant to the youth sport context.  Furthermore, the COM-B 

constructs are not mutually exclusive, hence, intervention functions may target more than one 

COM-B construct (Michie et al., 2014).  Some relevant intervention functions include: education 

(psychological capability and reflective motivation) and modelling (social opportunity, physical 

opportunity, and automatic motivation).  Modelling may be particularly useful as it addresses 

opportunity (which was the most noteworthy barrier cited by coaches) as well as automatic 

motivation.  For example, a modelling intervention could include videos of youth sport coaches 

demonstrating when (i.e., opportunity) and how transformational coaching behaviours can be 

performed and their effect on athlete outcomes (i.e., motivation).  The videos could help to 

facilitate interactive discussions about how the behaviours are being used in a variety of contexts 

(e.g., during practices and games) and to help coaches understand how these behaviours can be 

integrated with the behaviours they are already using.  Nevertheless, Michie and colleagues 

(2014) describe the importance of all three COM-B constructs as the active ingredients needed to 

change behaviour.  Therefore, while it may be beneficial to spend more time on one particular 

construct (i.e. coaches’ opportunity), it is important not to exclude any of the other constructs.  

Hence why the mixed methods approach in this study was particularly valuable since the 

quantitative results showed which COM-B construct was the most noteworthy barrier and the 

qualitative results demonstrated that coaches associated barriers with all three COM-B 

constructs, using only one method would not have provided such integrative results.  Therefore, 

interpersonal coach education programs should allocate a substantial amount of time to 

intervention functions associated with increasing coaching opportunity and capability while still 

allocating some time for assessing motivation. 
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It is also important to consider how coaches cited the COM-B factors as enablers since 

these examples can be used during a workshop to promote transformational coaching behaviours.  

For example, some coaches discussed the conscious effort to be organized and to have a practice 

plan established before coaching, which is important since previous coaching research has 

highlighted that the ability to plan proactively and have a formal coaching philosophy are 

considered effective coaching behaviours (Côté & Sedgwick, 2003; Nash, Sproule, & Horton, 

2008).  Hence, the real-world solutions, elicited from youth sport coaches can be incorporated in 

the intervention functions used in a transformational coaching workshop.  For instance, using 

intervention functions such as education and enablement may be used in a workshop to increase 

coaches’ opportunity, capability, and motivation.  Therefore, researchers and practitioners can 

teach coaches to become more organized by providing them with strategies other coaches 

employ to develop a successful coaching philosophy (i.e., education).  Furthermore, coaches 

could be provided with opportunities to develop a practice plan, consult with other coaches 

(social opportunity), and take the time to prepare for how to incorporate transformational 

coaching behaviours into their plans and philosophies (psychological capability).  These 

strategies could be followed up with resources (e.g., articles about organization and practice 

planning) to help coaches’ structure and organize their plans (i.e., enablement).   

Coaches’ Recommendations for a Transformational Coaching Workshop 

 Qualitative interviews with coaches about their recommendations for the design, 

implementation, and evaluation of a transformational coaching workshop revealed eight themes: 

reputable sources, adopting a person-centred approach, facilitating participant engagement, 

establishing the workshop’s credibility, providing incentives, enhancing the workshop’s 

accessibility, using qualified educators, and creating sustainable connections.  Below, themes are 
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discussed in relation to the RE-AIM framework, and existing literature is used to support key 

strategies identified by the coaches for increasing the effectiveness of coach education programs. 

 The eight themes that coaches deemed important aspects of formal coach education 

programs mapped onto all five dimensions of the RE-AIM framework.  The RE-AIM framework 

provides a theoretical framework for evaluating and enhancing the impact of evidence informed 

programs (Glasgow, Vogt, & Boles, 1999).  Recent RE-AIM research with multi-sector 

partnerships (Sweet, Ginis, Estabrooks, & Latimer-Cheung, 2014) and physical activity 

promotion interventions (Blackman et al., 2013) acknowledges the difficulty with translating 

research to practice and recommends using the RE-AIM framework during the planning and 

design of interventions to allow for appropriate data collection and procedures.  Currently, coach 

education programs lack clear procedures for evaluation and score moderate to low on the RE-

AIM dimensions (Evans et al., 2015).  More specifically, the systematic review by Evans and 

colleagues show that most training programs for coaches reported on the implementation and 

effectiveness dimensions of the RE-AIM framework but seldom reported about the reach, 

adoption, and maintenance dimensions.  Hence, the recommendations coaches provided 

concerning the maintenance (i.e., sustainable connections), reach (i.e., reputable sources), and 

adoption (i.e., establishing the workshop’s credibility and providing incentives) dimensions are 

of particular importance because they address the under-reported dimensions of the RE-AIM 

framework in coaching education.  Specifically, researchers can ensure that training programs for 

coaches contain element that focuses on follow-up information, resources, and contact 

information as a way of providing incentives and maintaining connections with the coaches. 

Across the eight themes, coaches highlighted the importance of open dialogue 

(sustainable connections and qualified educators) and interactive activities (participant 
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engagement) to enhance the quality of coach education programs.  This type of learning 

environment is similar to more informal learning sources often preferred by coaches (Erickson, 

Bruner, MacDonald, & Côté, 2008; Stoszowski & Collins, 2016).  In fact, when compared to 

informal training, coaches generally described formal training programs as lacking context, 

meaning, individuality (Mallett, et al., 2009), and time for extended discussions (Piggott, 2012). 

However, coaches consider formal coach education programs to be more effective if they allow 

for more open discussion between coaches (Cassidy et al., 2006; Piggott, 2012).  Furthermore, 

the evaluation of Vella and colleagues’ (2013) TFL program revealed similar concerns.  Coaches 

valued practical demonstrations (participant engagement), discussions where the coach and 

educator work together on how to apply program content (qualified educators), and multiple 

face-to-face follow up sessions (sustained connections) to ensure the outcomes of the program 

(Vella et al., 2013).  Therefore, this study along with previous research helps to shed light on 

practical strategies for researchers and practitioners to improve the quality and relevance of 

formal coach education programs.  All in all, formal education training for coaches should 

implement more cooperative strategies such as open dialogue (e.g., discussions) and interactive 

activities (e.g., role playing scenarios) to make the content more relevant and engaging for 

coaches.  

Practical Implications of Coaches’ Recommendations  

 Coaches’ recommendations were relevant for Michie and colleagues’ (2014) third stage 

of developing an evidence-informed intervention: identifying content and implementation 

options for delivering an intervention.  Several of the coaches’ recommendations could be used 

to inform this stage.  For example, reaching coaches through their national sport organizations, 

(i.e., reputable sources), having an online and in-person option (i.e., increasing accessibility), and 
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giving out resources such as handouts and notepads (i.e., providing incentives) could be used to 

enhance the impact of an interpersonal training workshop.  

 One particular recommendation that coaches highlighted in this study was the importance 

of having an open dialogue with coach educators (i.e., sustainable connections).  Incorporating 

coaches in the implementation and design of a coach education program can ensure a program is 

impactful for the intended audience (Graham et al., 2006) and also help increase maintenance to 

the program (Evans et al., 2015).  Without taking coaches’ recommendations into consideration, 

programs risk losing relevance to coaches.  The needs and wants of coaches may vary between 

programs; therefore, it is important to be able to maintain flexible content and schedule that can 

be adapted to each particular group of coaches.  For example, if coaches felt it would be more 

meaningful to discuss a particular topic in more detail than originally offered in the program, 

then there should be room in the delivery model to allow for that discussion.  Flexibility can 

ensure that the content covered in a program is relevant and more impactful for the target 

audience.  

Strengths, Limitations, and Future Directions 

 

 There are several methodological and theoretical strengths to this study that work to 

address gaps in the coach education literature.  There is growing recognition that the adoption of 

novel methodologies that focus on the perspective of the leaders may enhance our understanding 

of the processes underpinning effective interpersonal interactions in sport and more particularly 

the use of TFL behaviours.  For instance, Morton and colleagues (2010) employed focus groups 

and one-on-one interviews to explore students’ perceptions of physical education teachers’ TFL 

behaviours.  Although Morton and colleagues demonstrated how qualitative methods can provide 

valuable insights for TFL research, they focused only on students’ perceptions of their teachers’ 
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TFL behaviours.  Morton and colleagues did not provide any indication of why teachers use or 

do not use particular TFL behaviours.  Alternatively, the present study provides a more nuanced 

and contextualized picture of transformational coaching behaviours in the sport context by 

interviewing leaders instead of followers.  Coaches were able to highlight a diverse array of 

examples for how and why they used each of the 11 transformational coaching behaviours, as 

well as outline factors that either enabled or hindered the consistent display of effective 

interpersonal behaviours.   

  Furthermore, a current gap in the literature is that TFL research lacks contextual 

information related to the leadership environment (Arthur, Woodman, Ong, Hardy, & Ntoumanis 

2011; Avolio, 2007).  For instance, important contextual variables of the leadership environment 

in sport include: type of organization (e.g., competitive versus house league), and social factors 

(e.g., parental and peer pressure) which can greatly impact coaches’ use of transformational 

coaching behaviours.  The mixed methods approach used in the present study allowed for a 

combination of quantitative questionnaire data that assessed what TFL behaviours coaches used 

and qualitative interview data that explored contextual factors that influenced how and why they 

used TFL behaviours – thus providing a subjective assessment of how important and relevant 

TFL behaviours are for youth sport coaches.  Coaches consistently highlighted contextual factors 

that influenced their use of transformational coaching behaviours such as limited time spent with 

athletes, self-regulation (i.e., competitive environment), and lack of social support from their 

peers.  These contextual factors are important elements to consider in any future intervention 

aimed at teaching coaches about TFL behaviours.    

Additionally, to guide and conceptualize the findings of this study, a variety of 

established theoretical frameworks were used (i.e., knowledge-to-action framework, TFL, COM-
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B, RE-AIM).  These frameworks provided the necessary theoretical basis to offer rigorous, 

evidence-informed, and pragmatic recommendations for researchers, stakeholders, and 

practitioners regarding the development of coach leadership programs.  In other words, the use of 

established frameworks provided a structure to address gaps in the literature related to coaches’ 

interpersonal behaviours (Lefebvre et al., 2016) and the use of behaviour change theory and 

techniques in coach education (Allan et al., 2017) while also offering recommendations to 

increase the relevance/impact (e.g., Mallett et al., 2009; Piggott, 2012) and design/evaluation 

(e.g., Evans et al., 2016) of coach education programs. 

Despite these strengths, it is important to acknowledge the limitations of this study.  First, 

the COM-B questionnaire was created with guidance from the work of Michie and colleagues 

(2014) and Huijg and colleagues (2014), which have not been tested extensively for validity and 

reliability.  Although this questionnaire addresses the need for a measurement tool that assesses 

COM-B constructs in the coaching context, future research should explore larger and more 

diverse samples, including participants from different demographics (e.g., elite coaches) and 

different disciplines (e.g., organizational psychology, healthcare) to help improve the validity 

and reliability of the COM-B questionnaire.  Despite this psychometric limitation, the COM-B 

questionnaire allowed coaches to identify important information about the factors that influence 

their leadership behaviours. 

Second, this study was limited to the perspectives of youth sport coaches and may not be 

generalizable to other samples.  Therefore, future research could be conducted with diverse 

samples, including different types of coaches (e.g., elite coaches, novice coaches, parasport 

coaches) and coaches of different genders (e.g., female athletes and female coaches, female 

athletes and male coaches) to explore potential contextual differences.  Nonetheless, it is 
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important to note that the youth sport coaches that participated in this study were from different 

sports, levels of competition, ages, and gender providing a range of perspectives on leadership 

behaviours in sport.   

Third, data collection was performed during a one-time session with coaches to ask about 

transformational coaching behaviours and their recommendations for a future coach education 

program.  Future research could use a longitudinal approach (Balaguer et al., 2012) to examine 

coaching behaviours over time.  For example, multiple interviews with coaches over a season or 

over the course of a coaches’ career (from novice to experienced) can help to provide a more in-

depth analysis of their transformational coaching behaviours.  Moreover, the use of different 

novel methodologies such as observational data could provide unique insights into the actual use 

of coaches’ behaviours rather than self-reported behaviours (Turnnidge, 2017) which could be 

incorporated into a future transformational coaching workshop.   

In summary, the focus of this study was to provide recommendations for the development 

of an evidence-informed coach education program.  Future research should use these 

recommendations during the implementation and evaluation of a transformational coaching 

workshop (Michie et al., 2014).  For instance, this study used both the knowledge-to-action 

framework and RE-AIM framework as developmental tools.  Moving forward, continued use of 

these frameworks during the implementation and evaluation stages of a transformational 

coaching workshop would help sustain the effectiveness and validity of a future program 

(Glasgow, Vogt, & Boles, 1999; Graham et al., 2006).  Focusing specifically on the RE-AIM 

framework, research in other domains has asserted a need for behaviour change programs to 

focus on the external validity (generalized on a broader scale) of the programs (Glasgow, 

Klesges, Dzewaltowski, Bull, & Estabrooks, 2004).  Hence, focusing on providing evidence-
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informed recommendations for developing an intervention provides necessary guidance for 

successfully implementing and evaluating coach education initiatives.
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Chapter 6 

Conclusion 

 This thesis presents recommendations for an evidence-informed coach education that 

focused on teaching transformational coaching behaviours.  The results contribute both 

theoretical and practical recommendations for coach education.  By pulling from domains such 

as leadership, healthcare, and education, this study demonstrates the applicability of evidence-

based practices in the field of coach education.  Collaborating with coaches as a part of the 

development process provides a novel perspective on how to develop effective coach education 

programs.  By using a mixed methods approach and interviewing 20 experienced youth sport 

coaches, an in-depth understanding of coaches’ use of transformational coaching behaviours and 

factors related to their capability, opportunity, and motivation to perform interpersonal 

behaviours was gained.  Additionally, coaches provided their recommendations for the content 

and structure of a transformational coaching program.  

 The use of established evidence-informed tools throughout the study, such as the 

knowledge-to-action framework, COM-B model, RE-AIM framework, and TFL are important 

for the dissemination of knowledge to researchers, practitioners, and stakeholders, which will 

help bridge the gap between research and practice.  Although existing interpersonal coach 

education programs such as the CET, MAC, and Empowering Coaching © (Duda, 2103; Smith 

et al., 1979; Smith et al., 2007) have used theories to guide the development of their programs, 
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this is the first study that uses an integrated knowledge translation approach to guide the 

development of an interpersonal workshop for coaches.  By collecting data prior to the 

development of a coach education workshop ensures that recommendations are evidence-

informed and relevant to coaches which affect the potential impact of the intervention (Craig et 

al., 2008).  It is hoped that the overall content of this thesis can demonstrate the value of using 

evidence-informed practices to raise the standards for the development, implementation, and 

evaluation of current coach education programs.    

 Coaches are role models and leaders for their athletes, and the interpersonal behaviours 

that coaches exhibit when coaching have a great influence on athlete development.  Providing 

coaches with an evidence-informed coach education program that focuses on effective 

interpersonal knowledge and behaviours will improve the quality of coach education.  

Ultimately, the recommendations garnered from coaches in this research has the potential to 

enhance the quality of coach-athlete interactions, and may ultimately, contribute to positive 

athlete development. 
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Appendix A 

 

DEMOGRAPHIC QUESTIONNAIRE 

Title of the study:  Examining Factors that Influence Youth Sport Coaches’ Transformational 

Leadership Behaviours 

 

Questionnaire 

Please answer the following questions to the best of your ability. 

Please do not answer any questions you do not feel comfortable answering. 

 

Name: __________________________ Age: ________ Gender: ________________ 

 

Sport you coach: _________________   Level of Sport: _______________________ 

 

Age of athletes: __________________ Gender of athletes: ____________________ 

 

How long have you been coaching this sport: ___________________________________ 

 

Each week, roughly how many hours do you spend coaching this sport in a formal practice:  

_____________________ 

Each week, roughly how many hours do you spend in coaching this sport in a competition:  

__________________ 

Have you coached any other sports (please include sport, level and how many years you coached 

for)? 

________________________________________________________________________ 
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Appendix B 

 
 

INTERVIEW GUIDE  

 Title of the study:  Examining Factors that Influence Youth Sport Coaches’ Transformational 

Leadership Behaviours 

 

 

[After introducing the study, it’s purpose, and outlining confidentiality/anonymity] 

 

Section A: Introducing the Interview  

 

Now that we’ve had a chance to go through the information letter, I will give you an idea of what 

today’s interview will consist of. I am first going to explain to you 11 different behaviours that 

coaches may or may not use towards their athletes within practices and games. After I explain 

each of the behaviours to you, I will ask you a series of similar questions about your possible 

experience with this behaviour. After a short discussion about the specific behaviour, we will fill 

out a questionnaire about your personal experience with this behaviour. After we have fully 

completed discussing the behaviour, we will move on to the second behaviour and follow a 

similar structure. This process will continue until all 11 behaviours have been discussed. It is 

important to note that you can ask questions at any time, such as clarification, about the 

behaviours or process. It is also is important to mention that I am not suggesting that these 11 

behaviours are all behaviours coaches should be doing, they simply are behaviours that some 

coaches do and some do not. We are just trying to get a better understanding of factors that may 

lead some coaches to use the behaviours and others to not – so please do not feel discouraged by 

any means if you do not incorporate these behaviours into your coaching style.  

 

After discussing the 11 behaviours, we will move into the second portion of this interview. The 

structure of questions for the second portion is based around what you would like out of a future 

coach development program (workshop). As I said earlier, the end result of our current research 

is to develop an intervention (workshop) to further improve coaches’ interpersonal skills with 

their athletes – to successfully do this, we want to gather information from current coaches about 

what they would want this intervention to entail, look like and feature. Your comments and 

feedback are very much appreciated and welcomed.  
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While I have developed the series of questions, I’d like you to know that I may – at any time – 

ask you related questions that are relevant to the interview, and that you may add in any 

information that you think is relevant.  

 

Before we get started, do you have any questions? 

 

Section B: Discussing The 11 Behaviours  

 

The first behaviour we are going to discuss today is discussing/modeling pro-social values or 

behaviours.  

 

In a coaching context, this behaviour:  

▪ Can include general social or moral topics (e.g., displaying respect, supporting others, 

showing empathy/understanding, and so on.). 

▪ It can also include deliberate attempts to instill attitudes, skills, etc. that are conducive to 

positive development (e.g., teaching responsibility, highlighting the importance of assisting 

teammates, and so on). 

▪ This behaviour can also include humour-based behaviours (e.g., humor as an initial ice-

breaking method, a stress-relieving method, a means of motivation, or enjoyment promotion) 

– however, it is important to note that sarcasm or negative humour is not part of this 

category. 

▪ A simple example of something a coach may say to their athletes that would fall under this 

behaviour category would be:  

o “It is really important that we stay friendly and respectful on the court.” 

 

Opening Probes:  

1. First of all, do you have any questions about this behaviour?  

2. Can you describe how, if at all, you display this behaviour when coaching?  If yes, 

when, in practices, games? 

3. Are there any factors that interfere with you doing this behaviour when coaching?  

Can you please describe these factors? 

4. Are there any factors that encourage or help you to do this behaviour when 

coaching? Can you please describe these factors? 
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Questionnaire: 

Great, now that we have a general idea of this behaviour, we will together complete the 

questionnaire.   

[Questionnaire to be complete by interviewer and interviewee]  

 

Closing Remark:  

Before we move on, is there anything else you would like to add about this behaviour? 

 

Section C: Discussing A Future Coach Development Program  

 

We will now move on to the second part of the interview. As I mentioned, this portion is to gain 

a better understanding of what current coaches would want a future coach development program 

to look like and entail. Any contribution is much appreciated.  

 

1. To begin, can you please give me a quick overview of the coaching 

training/certifications/workshops that you have completed?   

2. Based on these prior coach development programs: 

a. What was the key thing you liked about them? 

b. What was the key thing you didn’t like?  

   

So now focus your thoughts on a coach development program in the future, which will be 

providing information to coaches about developing their interpersonal and leadership skills with 

their athletes.   

 

1. Broadly speaking, what would you want the intervention to look like?  

 

2. What time in the season would be most ideal?  

 

3. How long would the workshop be?  
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4. Who would you want to deliver the intervention? (E.g., multiple speakers, only one) 

 

5. How would you want it delivered? (E.g., online, person to person) 

 

6. How big would it be? (E.g., how many people also doing the workshop at the same time) 

 

7. What type of activities would you want it to include? (E.g., role-playing, interactive 

discussion, goal setting, etc.) 

 

8. What content or resources would you want it to cover/include? (E.g., links to websites, 

workbooks, etc.) 

 

9. What do you think would be the best way of contacting the coaches? 

 

10. How do you think coaches could be encouraged to ‘buy in’? 

 

11. What would you want for follow up to the program and when/how often? (E.g., email, 

extra course, online resources, etc.) 

 

Closing:  

Is there anything else you can think of that would help developers of a future coach development 

program?  

 

 

Thank participant for their time and contribution.  
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Appendix C 
 

COM-B Questions with Their Source Components  

Question 

 

Source Component Adapted From 

I have the necessary knowledge and 

understanding to discuss/model TFL 

behaviour with my athletes. 

 

 

COM-B - Capability 

(psychological)theoretic

al domains framework 

domain - Knowledge 

 

 

Michie et al., 2014 

Huijg et al., 2014 

 

I have the interpersonal skills 

necessary to discuss/model TFL 

behaviour towards my athletes. 

 

COM-B - Capability 

(psychological) 

 

theoretical domains 

framework domain - 

Skills 

 

 

Michie et al., 2014 

Huijg et al., 2014 

 

I know when to discuss/model TFL 

behaviour towards my athletes.  

 

 

COM-B – Capability 

(psychological) 

 

theoretical domains 

framework domain – 

Attention, memory and 

decision making 

 

Huijg et al., 2014 

 

During practices, I have the necessary 

resources (i.e. time and equipment) to 

discuss/model TFL behaviour with my 

athletes. 

 

COM-B - Opportunity 

(physical) 

 

theoretical domains 

framework domain – 

Environmental context 

and resources 

 

 

Michie et al., 2014 
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During competition, I have the 

necessary resources (i.e. time and 

equipment) to discuss/model TFL 

behaviour with my athletes. 

 

COM-B - Opportunity 

(physical) 

 

theoretical domains 

framework domain – 

Beliefs about 

capabilities 

 

 

Michie et al., 2014 

During practices, it is easy for me to 

discuss/model TFL behaviour towards 

my athletes. 

 

 

COM- B - Capability 

(psychological) 

 

theoretical domains 

framework domain – 

Beliefs about 

capabilities 

 

 

Huijg et al., 2014 

Ajzen et al., 2002  

During competition, it is easy for me 

to discuss/model TFL behaviour 

towards my athletes. 

 

 

COM-B - Capability 

(psychological) 

 

theoretical domains 

framework domain – 

Beliefs about 

capabilities 

 

 

Huijg et al., 2014 

Ajzen et al., 2002 

During practices, I want to 

discuss/model TFL behaviour towards 

my athletes. 

 

COM-B - Motivation 

(reflective) 

 

theoretical domains 

framework domain - 

Intention 

 

 

Ajzen et al., 2002 

During competition, I want to 

discuss/model TFL behaviour with 

towards athletes. 

 

COM-B - Motivation 

(reflective) 

 

theoretical domains 

framework domain - 

Intention 

Ajzen et al., 2002 
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As a coach, it is part of my role to 

discuss/model TFL behaviour with 

towards athletes. 

 

 

COM-B – Reflective 

motivation 

 

theoretical domains 

framework domain – 

Social/professional role 

and identity. 

Michie et al., 2014 

Huijg et al., 2014 

I believe discussing/modeling TFL or 

behaviour with towards athletes is a 

good thing to do. 

 

 

COM-B - Motivation 

(reflective) 

 

theoretical domains 

framework domain – 

Beliefs about 

consequences  

 

Ajzen et al., 2002 
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Appendix D 

 

 

COACH BEHAVIOUR QUESTIONNAIRE 

 Title of the study:  Examining Factors that Influence Youth Sport Coaches’ Transformational 

Leadership Behaviours 

 

Completed by interviewer and interviewee 

On a seven-point scale, with 1 being strongly disagree, 7 being strongly agree and 4 being 

neither agree nor disagree, please tell me how much you agree or disagree with the 

following statements.  After providing your rating, please feel free to comment or provide 

rationale for your rating.  

 

Behaviour:  discussing/modeling pro-social values or behaviours. 

 

Question 

1. I have the necessary knowledge and understanding to discuss/model pro-social 

values or behaviours with my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

2. I have the interpersonal skills necessary to discuss/model pro-social values or 

behaviours towards my athletes. 
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1 2 3 4 5 6 7 

 

Comments 

 

 

3. I know when to discuss/model pro-social values or behaviours towards my athletes.  

 

1 2 3 4 5 6 7 

 

Comments 

 

 

 

 

4. During practices, I have the necessary resources (i.e. time and equipment) to 

discuss/model pro-social values or behaviours with my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 
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5. During competition, I have the necessary resources (i.e. time and equipment) to 

discuss/model pro-social values or behaviours with my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

 

 

 

6. During practices, it is easy for me to discuss/model pro-social values or behaviours 

towards my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

 

7. During competition, it is easy for me to discuss/model pro-social values or 

behaviours towards my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 
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8. During practices, I want to discuss/model pro-social values or behaviours towards 

my athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

9. During competition, I want to discuss/model pro-social values or behaviours with 

towards athletes. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

 

10.  As a coach, it is part of my role to discuss/model pro-social values or behaviours 

with towards athletes. 

 

 

1 2 3 4 5 6 7 

 

Comments: 
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11.  I believe discussing/modeling pro-social values or behaviours with towards athletes 

is a good thing to do. 

 

1 2 3 4 5 6 7 

 

Comments: 

 

 

 

 

 

 

*Contact author for a full copy of the Questionnaire 

 


