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Abstract 

The social environments in sport play an important role in determining whether 

participants realize the various individual and group outcomes associated with sport participation 

(Eys et al., 2019). Indeed, sport researchers have increasingly turned to the social identity 

approach (SIA; Tajfel & Turner, 1979; Turner et al., 1987) for theoretical explanations 

pertaining to how intragroup and intergroup factors contribute to optimal team environments 

(e.g., Rees et al., 2015). Two important limitations pertaining to the body of literature are that it 

has (a) been largely limited to athletes’ perceptions (e.g., an absence of behavioural measures 

and/or perceptions from social agents such as coaches and parents/guardians) and (b) primarily 

involved the exploration of perceptions as they relate to the immediate sport activity. This 

dissertation aims to address these gaps in three studies that introduce the Electronically Activated 

Recorder (EAR; Mehl et al., 2001) and a sport adapted EAR methodology that enables the 

exploration of intragroup and intergroup interactions in the sports’ broader social environments 

(e.g., in the locker room, on the car ride to/from sport, at the dinner table). 

 Study 1 provided a comprehensive overview of traditional and innovative approaches to 

examining sports’ broader social environments before introducing a sport-adapted EAR 

methodology as a novel approach to assessing intragroup and intergroup behaviours. Study 2 

applied these methodological advancements to explore the interactions between members of 

youth ice hockey teams during a three-day competitive tournament. The findings showed that 

youth athletes were more likely to engage in behaviours indicative of ingroup affect and 

cognitive centrality on days when they received more of the same behaviours from teammates, 

coaches, and parents. Study 3 investigated identity leadership in the daily interactions and 

behaviours of competitive youth coaches during the three-day tournament. Coaches’ observed 
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interactions were found to be representative of the four dimensions of identity leadership (i.e., 

identity prototypicality, advancement, entrepreneurship, and impresarioship), which were used in 

both positive and negative ways. Overall, the dissertation advanced the sport-adapted EAR 

methodology as an innovative approach for investigating social identification processes in the 

everyday interactions between members of youth sport teams.  

 



 

 

iv 

Co-Authorship 

The studies presented in this dissertation represent the work of Jordan D. Herbison. As 

dissertation co-supervisors, Drs. Luc Martin (Queen’s University) and Mark Bruner (Nipissing 

University) are co-authors on all three studies. Further, an international group of collaborators 

are also co-authors on all three studies: Dr. Alex Benson (Western University), Dr. Ian Boardley 

(University of Birmingham), Dr. Jean Côté (Queen’s University), Dr. Colin McLaren (Nipissing 

University), Dr. Richard Slatcher (University of Georgia), and Jordan Sutcliffe (University of 

Wollongong). Additionally, Dr. Justin Carré (Nipissing University) is a co-author on Studies 1 

and 2, and Jennifer Coletti is a co-author on Study 1. This research was supported by a Social 

Sciences and Humanities Research Council of Canada (SSHRC) Insight Grant (Bruner). On all 

three manuscripts, Jordan D. Herbison had primary responsibility for the conception and study 

design, data collection, analysis and interpretation of the data, and the writing and revision of the 

three manuscripts. 

 Study 1. The Electronically Activated Recorder (EAR): A novel approach for examining 

social environments in sport. This study was published in the International Review of Sport and 

Exercise Psychology and is presented according to the journal’s guidelines. The study’s 

conception originated from one of Jordan D. Herbison’s comprehensive examination questions 

that was provided by Dr. Slatcher. Drs. Bruner, Martin, and Slatcher provided feedback on the 

manuscript’s conception, pilot data collection, coding instrument development, pilot data 

interpretation, and editorial feedback. Drs. Boardley, Benson, McLaren, Carré, Côté, and Jordan 

Sutcliffe provided editorial feedback. Jordan Sutcliffe and Jennifer Coletti assisted with pilot 

data collection, transcription, and coding. 



 

 

v 

 Study 2. “Beyond the rink”: A multilevel analysis of social identity behaviours captured 

using the Electronically Activated Recorder (EAR). This study has received a revise and 

resubmit from the Journal of Sport & Exercise Psychology and is presented according to the 

journal’s guidelines. Drs. Bruner, Martin, Benson, and McLaren provided input regarding the 

study’s design, statistical analyses, interpretation of data, and editorial feedback on the 

manuscript. Drs. Slatcher, Boardley, Côté, Carré, and Jordan Sutcliffe have also provided 

editorial feedback on the manuscript. 

 Study 3. Capturing moments of identity leadership during a sport tournament. This 

manuscript is currently in preparation for submission to Psychology of Sport and Exercise and is 

presented according to the journal’s guidelines. Drs. Bruner and Martin provided input regarding 

the study’s design, data analyses, interpretation of results, and editorial feedback on the 

manuscript. Drs. Côté, Benson, McLaren, Slatcher, Boardley and Jordan Sutcliffe have also 

provided editorial feedback on the manuscript. 

 



 

 

vi 

Acknowledgements 

I’d like to begin my acknowledgements by thanking my supervisors, Drs. Mark Bruner 

and Luc Martin for their mentorship over these last 4+ years. When I reflect on who I was at the 

beginning of the journey to the person I am today, I’ve come a long way as a scholar and (more 

importantly) as a person. Much of this development is attributable to our conversations and the 

examples each of you set in the way you carry yourselves. For what it’s worth, I’d like you to 

know that I think you struck the right balance of challenge, without making me doubt that I could 

rise to the occasion. I can’t thank you enough for the opportunity and support over these last few 

years. 

 I would also like to thank a special collection of academics who have had a positive 

impact on my development because they generously shared their time and knowledge. This 

includes Drs. Mary Louise Adams, Veronica Allan, Mark Beauchamp, Alex Benson, Ian 

Boardley, Justin Carré, Jean Côté, Wendy Craig, Karl Erickson, Angela Fong, Kate Harkness, 

Adam Kelly, Jean Lemoyne, Colin McLaren, Elaine Powers, Richard Slatcher, Shane Sweet, 

Jennifer Turnnidge, and Matt Vierimaa.  

 Next, I’d like to thank my PLAYS and G4YD lab-mates for your friendship and support. 

What I’ve missed most in the academic dimension of my life during the pandemic has been our 

ability to connect in-person. I’d like to extend a special thank you to Jennifer Coletti and Jordan 

Sutcliffe for your selflessness in helping me with data collection and analyses for I don’t know 

how many hundreds of hours. This project would not have been possible without your input and 

effort. 



 

 

vii 

 It is also important to me that I acknowledge and thank all of the participants who 

provided access to their experiences for this research. The important contributions of the social 

sciences are not made possible without your trust and cooperation. 

 To my family, this accomplishment would not have been remotely possible if not for 

your unconditional love and support through everything that we’ve endured over the years. 

Mom, you are the most resilient person I’ve ever met and the best mother I could have asked for. 

You’ve always encouraged me to pursue my dreams and modelled the work ethic that I needed 

to make them real. From the bottom of my heart, thank you. Joey and Lydia, I want you to know 

how much you both inspire me. I love that our bond continues to grow stronger even as our lives 

diverge and I’m excited for the many milestones we’ll share together. Dad, I’m amazed at how 

your wisdom continues to steer me in the right direction. I feel like I know how you would 

respond to me reaching this point and in that sense, we still get to celebrate this together. I miss 

you every day. 

 Last, but certainly not least. Allie, I don’t know how or why I got so lucky, but thank you 

for being exactly who you are. I wake up each day grateful that no matter what challenge lies 

ahead, we get to face it together. Your patience and love have made me the best version of 

myself, and the only version that would have been able to get to this point. Also, I want you to 

know how much our conversations about psychology have enriched my thinking and approach. I 

learn so much from you in so many ways and I cherish every day that you’re by my side. The 

best adventure of them all is the one I’m on with you. 

 



 

 

viii 

Table of Contents 

Abstract ..................................................................................................................................... ii 

Co-Authorship ........................................................................................................................... iv 

Acknowledgements .................................................................................................................... vi 

List of Tables ............................................................................................................................. xi 

List of Abbreviations ................................................................................................................xii 

Chapter 1 Introduction ................................................................................................................ 1 

1.1 Overview and Background Information ............................................................................. 1 

1.2 Objective and Overview of the Dissertation ....................................................................... 3 

References .................................................................................................................................. 6 

Chapter 2 Literature Review ....................................................................................................... 9 

2.1 Introduction ....................................................................................................................... 9 

2.2 The Potential (Benefits and Harms) of Youth Sport ........................................................... 9 

2.3 The Nature and Importance of Social Groups ................................................................... 11 

2.4 The Conceptual Framework for Sport Teams ................................................................... 13 

2.5 The Social Identity Approach .......................................................................................... 14 

2.6 The Study of Social Identity in Youth and Amateur Sport Environments ......................... 18 

2.7 Social Identity Leadership in Youth and Amateur Sport ................................................... 23 

2.8 Methodological Considerations ........................................................................................ 26 

2.9 Context of the Dissertation .............................................................................................. 27 

Chapter 3 The Electronically Activated Recorder (EAR): A Novel Approach For Examining 

Social Environments in Sport .................................................................................................... 41 

Abstract ................................................................................................................................. 42 

Introduction ........................................................................................................................... 43 

Investigating Sports’ Broader Social Environments Using Behavioural Observation ............. 48 

A Novel Approach to Assessing Social Processes in Sports’ Broader Social Environments ... 50 

Development of the Audio Coding System for Social Environments in Sport (ACSSES) ....... 51 

Overview of Coder Training Protocol and Reliability Assessment ......................................... 58 

ACSSES coder training. ..................................................................................................... 59 

Legal and Ethical Considerations for Adopting the EAR Methodology .................................. 60 



 

 

ix 

Limitations of the EAR Methodology .................................................................................... 63 

Future Application of the EAR Methodology in Sport ........................................................... 64 

References ............................................................................................................................. 67 

Chapter 4  “Beyond the Rink”: A Multilevel Analysis of Social Identity Behaviours Captured 

Using the Electronically Activated Recorder (EAR) .................................................................. 76 

Abstract ................................................................................................................................. 77 

Introduction ........................................................................................................................... 78 

Purpose and Hypotheses ........................................................................................................ 81 

Method .................................................................................................................................. 82 

Participants ............................................................................................................................ 82 

Procedure .............................................................................................................................. 83 

Measures ............................................................................................................................... 84 

EAR Protocol ..................................................................................................................... 84 

Daily Self-reported Social Identity Perceptions .................................................................. 86 

Multilevel Analytic Strategy .................................................................................................. 86 

Results .................................................................................................................................. 88 

Preliminary Findings ............................................................................................................. 88 

Main Findings ....................................................................................................................... 90 

Discussion ............................................................................................................................. 92 

Limitations ............................................................................................................................ 94 

Future Directions ................................................................................................................... 95 

Conclusion ............................................................................................................................ 95 

References ............................................................................................................................. 97 

Chapter 5 Capturing Moments of Identity Leadership During a Youth Sport Tournament ....... 103 

Abstract ............................................................................................................................... 104 

Introduction ......................................................................................................................... 105 

Methods .............................................................................................................................. 108 

Qualitative Orientation ........................................................................................................ 108 

Case Study and Participants ................................................................................................. 109 

Procedures ........................................................................................................................... 109 

Measures ............................................................................................................................. 110 



 

 

x 

EAR Devices and Measures ............................................................................................. 110 

Data Analysis ...................................................................................................................... 111 

Results ................................................................................................................................ 113 

Being One of ‘Us’: Identity Prototypicality ......................................................................... 113 

Championing ‘Us’: Identity Advancement ........................................................................... 115 

Acting to Prevent Group Failure ...................................................................................... 115 

Reflection on Team Success and Areas for Improvement .................................................. 117 

Crafting a Sense of ‘Us’: Identity Entrepreneurship ............................................................. 118 

Reinforcing Team Norms ................................................................................................. 118 

Helping People Feel Part of the Team ............................................................................. 122 

Embedding a Sense of ‘Us’: Identity Impresarioship ........................................................... 125 

Discussion ........................................................................................................................... 126 

Limitations and Future Directions........................................................................................ 129 

Conclusion .......................................................................................................................... 130 

References ........................................................................................................................... 132 

Chapter 6 General Discussion ................................................................................................. 139 

6.1 Overview of the Findings ............................................................................................... 139 

6.2 Strengths and Limitations .............................................................................................. 141 

6.3 Future Directions ........................................................................................................... 145 

6.4 Implications of the Dissertation ..................................................................................... 146 

6.5 Conclusion .................................................................................................................... 148 

References ........................................................................................................................... 150 

Appendix A Thesis Proposal Amendment ............................................................................... 153 

Appendix B Nipissing University Ethics Approval Letter........................................................ 155 

Appendix C Study 2 & 3: Parental Permission/Research Informed Consent ............................ 157 

Appendix D Study 2 & 3: Coach Letter of Information and Consent ....................................... 166 

Appendix E Study 2: Athlete Daily Diary Questionnaire ......................................................... 175 

Appendix F Study 3: Coach Daily Diary Questionnaire ........................................................... 202 

Appendix G ACSSES Coding Manual .................................................................................... 214 

Appendix H ACSSES Coder Training Manual ........................................................................ 246 
  



 

 

xi 

List of Tables 

Table 1. Dimensions of the Audio Coding System for Social Environments in Sport................................ 57 
Table 2. Descriptive statistics ................................................................................................................ 89 
Table 3. Full Linear mixed-level models predicting athletes’ behaviours ................................................ 91 
 



 

 

xii 

List of Abbreviations 

 

CC:   Cognitive Centrality 

EAR:   Electronically Activated Recorder 

EMA:   Ecological Momentary Assessment 

ESM:   Experiential Sampling Methods 

IGA:   Ingroup Affect 

IGT:   Ingroup Ties 

SCT:   Self-Categorization Theory 

SIA:   Social Identity Approach 

SIT:   Social Identity Theory 

  



 1 

Chapter 1 

Introduction 

1.1 Overview and Background Information 

Sport participation can provide youth with opportunities to establish meaningful 

connections with peers and adults (e.g., coaches, teammates’ parents; e.g., Ullrich-French & 

Smith, 2006). The relationships developed through sport not only shape youth participants’ 

immediate sport experiences, but their overall development (e.g., Fraser-Thomas & Côté, 2009; 

Ullrich-French & Smith, 2006). Further, the popularity and potential benefits associated with 

prolonged sport participation has led some researchers to argue that sport teams are among 

children’s and adolescents’ most influential social groups (e.g., Canadian Fitness and Lifestyle 

Research Institute, 2016; Eime et al., 2013; Eys et al., 2020). Despite the understood value of 

youth sport, recent research illustrates a need to disentangle the influence of various factors in 

sports’ complex social environments (Eys et al., 2019). Accordingly, targeted investigation of 

psychosocial factors that contribute to positive and effective team environments represents an 

important research venture. 

One theoretical framework that helps us understand social influence and group behaviour 

in sport teams is the social identity approach (SIA; Haslam et al., 2020). The SIA explains that 

important social groups, as determined by contexts and processes that influence the group’s 

salience among its members, shape members’ engagement in intra- and intergroup behaviour 

(e.g., Ellemers, 2012; Tajfel & Turner, 1979; Turner et al., 1987). In particular, when individuals 

base their self-concept on the values, morals, and norms of a group to whom they belong and 

value, they are likely to align their thinking, emotions, and behaviours with standards of the 

group (Haslam et al., 2009). In other words, when an individual defines themselves as ‘we’ or 
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‘us’ versus ‘I’ and ‘me’, they are motivated to change their perceptions and behaviours to 

enhance or maintain their self-image through their contributions to the group (Haslam et al., 

2020).   

A key construct discussed in the SIA that helps us understand when and why people 

think, feel, and behave as group members rather than individuals is social identity (Tajfel & 

Turner, 1979). Social identity is defined as “that part of an individual’s self-concept which 

derives from their knowledge of their membership of a social group (or groups) together with the 

value and emotional significance attached to that membership” (Tajfel, 1981, p. 255). Further, 

social identity is conceptualized as a multidimensional construct comprised of three dimensions: 

ingroup ties (i.e., perceptions of similarity and belonging derived from group membership), 

cognitive centrality (i.e., the meaning and purpose derived from group membership), and ingroup 

affect (i.e., the positive feelings derived from group membership; Cameron, 2004). In the context 

of sport, social identification has important implications for teams, where the task and social 

interdependence required leads to coordination of athletes’ perceptions and behaviours (Evans et 

al., 2012). 

 Researchers seeking to better understand the social environments in sport have 

increasingly turned to exploring the influence of social identity on team (e.g., behavioural norms; 

Benson el al., 2017) and individual (e.g., self-worth; Martin et al., 2017) outcomes. For instance, 

previous research has shown positive associations between ingroup affect and athletes’ 

engagement in prosocial behaviours towards teammates (e.g., Bruner et al., 2014). Further, 

Bruner and colleagues (2018) conducted a multilevel analysis of individual and group level 

assessments of social identity and moral behaviour. Results identified ingroup ties and cognitive 

centrality as predictors of prosocial behaviour towards teammates (individual-level), and 



 3 

perceptions of cognitive centrality as a predictor of antisocial behaviour directed towards both 

opponents and teammates (team-level). Moreover, researchers have examined how sport leaders’ 

(e.g., coaches, athlete-leaders) use of social identity leadership influences outcomes such as 

participation in training (e.g., Stevens et al., 2020) and burnout (e.g., Fransen et al., 2020) among 

team members. As can be seen by this brief overview, the SIA has garnered research interest in 

the sport context, covering a range of topics relevant to understanding participant experiences 

and motives for continued participation. 

Two important considerations pertaining to the body of literature examining social 

identity’s relationship to particular outcomes in sport are that it has (a) been largely limited to 

athletes’ perceptions (e.g., an absence of behavioural measures and/or perceptions from social 

agents such as coaches and parents/guardians) and (b) primarily involved the exploration of 

perceptions as they relate to the immediate sport environment (i.e., during training or 

competition). Recently, researchers have identified the importance of social interactions that 

occur outside of the immediate sport activity (e.g., locker room, car ride to/from sport) for athlete 

experiences, and have advocated for research efforts that explore the broader social 

environments (e.g., Tamminen et al., 2017). Evidently, collecting ecologically rich data from 

youth athletes as they go about their daily lives could provide new insights pertaining to the 

manifestation of social identities and more generally with overall sport experiences. 

1.2 Objective and Overview of the Dissertation 

The purpose of this dissertation was to explore social identification processes in the real-

world behaviours and interactions of relevant social agents (i.e., athletes, coaches, 

parents/guardians) that occur both during the immediate sport activity and across the broader 

social environments (e.g., locker room, car ride to/from sport). This dissertation introduces an 
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innovative ecological momentary assessment method known as the Electronically Activated 

Recorder (EAR; Mehl et al., 2001) to explore youth athletes’ interactions with key social agents 

outside of the immediate sport activity and youth coaches’ engagement in identity leadership 

behaviour with their competitive youth sports teams. Overall, the main objective of this 

dissertation was to advance our understanding of the complex and nuanced social identification 

processes and how they relate to intragroup behaviour in youth sport teams. 

The dissertation is organized in a manuscript format which includes a literature review 

(Chapter 2), three manuscripts (Chapters 3-5), and a general discussion (Chapter 6). Chapter 2 

presents a review of the theoretical background and current literature examining social identity in 

youth and amateur sport. The first study of the dissertation (Chapter 3) addressed current 

methodological limitations pertaining to the assessment of experiences outside of the immediate 

sport activity (i.e., beyond training or competition sessions) and social identification processes in 

participants’ actual behaviour. Further, Study 1 introduced the sport-adapted EAR method and 

the development of a valid and reliable coding system as one approach for addressing the 

aforementioned methodological limitations. The second study of the dissertation (Chapter 4) 

extended from Study 1 to examine social identification processes in the intragroup behaviour of 

youth ice hockey teams during a three-day competitive tournament. Specifically, within Study 2 

we examined interactions between youth athletes and key social agents (i.e., coaches, teammates, 

parents) to assess relationships between participants’ experiences receiving and engaging in 

behaviours that were indicative of social identity. Last, using a case study design, Study 3 

(Chapter 5) explored social identity leadership in competitive youth ice hockey coaches’ daily 

behaviours and interactions with members of their teams (i.e., athletes, assistant coaches, 

athletes’ parents). The final chapter of the dissertation (Chapter 6) includes a general discussion 
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pertaining to the key findings, strengths and limitations of the research, implications, and future 

directions. 
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Chapter 2 

Literature Review 

2.1 Introduction 

This chapter reviews the current and relevant literature involving social identity in youth 

and amateur sport environments. Section 2.2 will orient the reader to the potential benefits and 

harms of youth sport. Next, within section 2.3, I define social groups, describe their importance 

to our psychological well-being, and highlight their relevance to sport. In section 2.4, I introduce 

the conceptual framework for sports teams as an organizing framework from the subsequent 

review of the research examining social identity in youth sport environments. In sections 2.5, I 

introduce the SIA as the theoretical lens adopted to examine group behaviour in this dissertation. 

Next, within sections 2.6 (intragroup and intergroup behaviour) and 2.7 (leadership), I review the 

current literature that tests SIA theorizing in youth and amateur sport environments. Finally, the 

methodological considerations for examining SIA theorizing in youth sport environments are 

discussed in section 2.8, before concluding with a summary and brief discussion of the context of 

the dissertation (section 2.9). 

2.2 The Potential (Benefits and Harms) of Youth Sport 

Across western societies, youth sport is one of the most popular activities among children 

and adolescents. In Canada, over 75% of youth between 5- and 19-years of age participate in 

organized sport (Canadian Fitness & Lifestyle Research Institute, 2016). Among youth in the 

United Kingdom, between 42-68% report participating in team sport (i.e., ages 5-7 years = 42%; 

ages 7-11 years = 68%; ages 11-16 years = 64%) and 25-46% report participating in running, 

athletics, or multi-sports (i.e., ages 5-7 years = 25%; ages 7-11 years = 46%; ages 11-16 years = 

32%; Sport England, 2019). In the United States, 38% of youth between the ages of 6-12 years 
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reported playing an individual or team sport on a regular basis in 2018 (Aspen Institute, 2019). 

Clearly, sport participation is widespread, so understanding experiences and consequences of 

involvement represent worthwhile endeavors.  

It is well documented that long-term sport participation can help youth realize a range of 

physical, social, and psychological health benefits (e.g., Eccles, 2005; Eime et al., 2013; Holt et 

al., 2011). For instance, regular participation contributes to the attainment of prescribed physical 

activity levels, which in turn, improves cardiorespiratory and muscular fitness, bone health, and 

cardiometabolic disease risk profiles (Office of Disease Prevention and Health Promotion, 2018). 

A number of social and psychological benefits have also been linked to sport participation, 

including enhanced self-confidence, emotional regulation, quality relationships, social skills, and 

sportspersonship (Eime et al., 2013; Holt et al., 2011; Zarrett et al., 2009). Over the long-term, a 

28-year longitudinal study demonstrated that people are almost twice as likely to engage in 

healthy behaviours if they started playing sports as children (Moeijes et al., 2019).  

Despite evidence supporting the benefits of youth sport, it is important to recognize the 

evidence associated with potential harms. For example, sport participation may expose youth to 

inappropriate adult behaviour (e.g., Hansen et al., 2003), increase alcohol or illegal drug use 

(e.g., O’Brien et al., 2005; Peretti-Watel et al., 2003), and lead to their engagement in antisocial 

behaviours (e.g., hazing; Hamilton et al., 2016). An over emphasis on competition and 

achievement commonly seen and heard in today’s youth sport environments may also counteract 

the potential benefits of participation (e.g., Rudd, 2005). Accordingly, a key objective of youth 

sport researchers is to understand the psychosocial factors that increase the likelihood of positive 

outcomes through participation such as engagement, long-term participation, and overall healthy 

development.  
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2.3 The Nature and Importance of Social Groups 

Anthropological evidence dating back to our earliest ancestors suggests that humans, by 

nature, are inherently social beings (e.g., Pennisi, 2011). Indeed, groups form the basis of 

everyday social life (e.g., classmates), governments (e.g., political party affiliations), and global 

economies (e.g., multinational corporations). Importantly, groups have properties (e.g., goals, 

character, personality) that are measurable and that make them distinct from the properties found 

in a collection of individuals (Campbell, 1958). For instance, what influences one group member 

also influences other group members (i.e., common fate; Carron & Eys, 2012). Members of true 

groups also perceive their memberships to be individually rewarding (i.e., mutual benefit; Carron 

& Eys, 2012). Groups also possess roles and norms that are understood by members and that 

differentiate them from a random collection of individuals (i.e., social structure; Carron & Eys, 

2012). The interactions between group members occur directly and regularly over a period of 

time, and demonstrate some degree of influence between those involved (i.e., quality 

interactions; Carron & Eys, 2012). Finally, individual members self-identify as group members 

(i.e., self-categorize; Carron & Eys, 2012). Understanding what defines a social group provides a 

foundation from where researchers can explore their function and influence on individual and 

group outcomes. 

Members of social groups have influence over each other’s thoughts, emotions, and 

behaviours in both positive (e.g., psychological well-being; Baumeister & Leary, 1995) and 

negative ways (e.g., engagement in risky behaviours; Graupensperger et al., 2018). Despite the 

potential negative outcomes, group memberships are considered inevitable based on a 

fundamental human need for belonging (i.e., feelings of acceptance and inclusion). Drawing on 

empirical evidence from across psychology, Baumeister and Leary (1995) argued that the need 
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for belonging meets specific conditions that constitute a fundamental human need. Specifically, 

the need for belonging (a) is present in all humans across a variety of contexts and situations; (b) 

influences our thoughts and emotions; (c) if unmet, can foster adjustment and/or health 

problems, (d) influences us to behave in useful (e.g., teamwork; McEwan & Beauchamp, 2014) 

or harmful ways (e.g., hazing; Hamilton et al., 2016) to establish or maintain our social 

connections, and; (e) is a specific need and not the product of other motivations (e.g., a need for 

safety; Baumeister & Leary, 1995).  

Importantly, Baumeister and Leary (1995) suggested that the fundamental need for 

belonging cannot be satisfied through random interactions with strangers. Rather it is frequent, 

repeated interactions and a stable, durable, and caring interpersonal bond with others that leads to 

the feelings of acceptance and inclusion (Baumeister & Leary, 1995). Youth sport provides 

participants with a fertile environment for developing meaningful relationships with peers and 

adults (e.g., Fraser-Thomas & Côté, 2009; Smith, 2003), and the opportunities to interact and 

develop relationship with others through sport can help satisfy the fundamental social need for 

belonging (Allen, 2003, 2006). 

Sport is considered an inherently social activity that brings people together for a variety 

of motives (e.g., performance, connection, health), making groups an important topic for sport 

researchers, practitioners (e.g., coaches, administrators), and participants alike to understand 

(Carron & Eys, 2012; Widmeyer et al., 1992). Further, sport features many of the properties of 

other social groups such as selection processes (e.g., Brown & Potrac, 2009), team objectives 

(e.g., Carron, 1982), and group boundaries (e.g., Zucchermaglio, 2005), meaning that sport 

psychology researchers can both learn from and contribute to the study of groups in the broader 

psychology literature (e.g., social psychology). Group processes and behaviour are key to 
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performance and individual well-being in sport (e.g., Fransen et al., 2020), and researchers can 

examine such constructs in a more condensed period (e.g., a season or game) compared to other 

contexts (e.g., business organizations; Van Raalte et al., 2019). Therefore, we are able to 

examine the dynamics and interrelatedness of inputs (i.e., antecedents), throughputs (i.e., states 

and processes), and outcomes (i.e., group and/or individual outcomes) in a relatively efficient 

manner. 

2.4 The Conceptual Framework for Sport Teams 

Building upon established frameworks for examining group processes and effectiveness 

(e.g., Mathieu et al., 2008; Marks et al., 2001; McEwan & Beauchamp, 2014), Eys and 

colleagues (2020) recently introduced the conceptual framework for sport teams. Their 

framework is not only useful for understanding group dynamics in sport teams, but also for 

identifying the gaps in the literature that this dissertation seeks to address. The framework 

consists of three categories (i.e., inputs, throughputs, outcomes) that intricately describe 

individual involvement and experiences, as well as a team’s functioning. Inputs refer to the 

individual group members’ attributes (e.g., personalities, attitudes, competencies) and the nature 

of the group environment (e.g., team size, task interdependence, training practices). The 

throughputs refer to a group’s structure, processes, and emergent states. A group’s structure 

consists of the norms, roles, and leadership structure established through behavioural 

expectations and interactions among group members. Group processes refer to how team 

members interact and convert inputs, group structure, and emergent states into outcomes (e.g., 

quality interactions, intra-team communication). Emergent states are measurable constructs that 

stem from shared team experiences that are both influenced by and subsequently affect inputs, 

throughputs, and outcomes (e.g., group cohesion, social identity). Finally, outcomes refer to the 
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individual (e.g., performance, well-being) and group outcomes (e.g., team outcomes, group 

stability).  Considering that sport teams are the focus of this dissertation, this conceptual 

framework can help to organize the description of relevant research. 

2.5 The Social Identity Approach 

Sport teams are more than a social context where people come together and engage in 

their individual behaviour. Whether participating in what are traditionally referred to as team or 

individual sport, training, competition, and socializing around these activities occur in group 

environments (Evans et al., 2012). When people see themselves as a member of a social group 

(i.e., a team), they tend to align their thoughts, emotions, and behaviours with those of fellow 

group members (Turner, 1991). Further, people become more susceptible to the influence of 

other people with whom they share a group membership (Turner, 1991). Therefore, to properly 

understand the psychology of sport, it is helpful to adopt a theoretical framework that accounts 

for the influence of group (i.e., team) membership. The social identity approach (SIA) is one 

such theoretical framework (Haslam et al., 2020a).  

The SIA is comprised of two related theories, Social Identity Theory (SIT; Tajfel & 

Turner, 1979) and Self-Categorization Theory (SCT; Turner et al., 1987). Separately, the two 

theories provide a thorough explanation and rigorously tested understanding of social identity’s 

influence on intergroup (SIT) and intragroup (SCT) experiences in group contexts. SIT helps us 

understand social identity’s influence on social behaviour in intergroup contexts whereas SCT 

explains the intragroup processes underlying peoples’ social identification along with its 

behavioural consequences (Tajfel & Turner, 1979; Turner et al., 1987). Together, the SIA offers 

an integrated overarching perspective for investigating social contexts and the impact of social 

identity on both individual and group outcomes.    
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The featured construct of the SIA, social identity, represents the sense of self that people 

derive from their membership in social groups, along with the purpose or meaning and emotional 

significance that they attach to that membership (Tajfel, 1981). In other words, social identity is 

a construct that helps us understand when and why people think, feel, and behave as group 

members rather than as individuals (i.e., personal identity; Tajfel & Turner, 1979). Further, 

research has demonstrated social identity’s associations with a variety of outcomes (e.g., moral 

behaviour; Bruner et al., 2014; Fransen et al., 2020) and throughputs (e.g., group cohesion; De 

Backer et al., 2011) within the conceptual framework of sport teams, which will be discussed in 

greater detail in the next section. First, an overview social identity’s role in both SIT and SCT 

are presented below. 

2.5.1. SIT. Seminal research pertaining to SIT involved a series of experiments known as 

the minimal group studies (e.g., Tajfel & Billig, 1974; Tajfel et al., 1971). These studies showed 

that assigning participants to groups based on trivial criteria (e.g., the flip of a coin, preference 

for abstract painting) was sufficient to influence intragroup and intergroup behaviour (Tajfel & 

Billig, 1974; Tajfel et al., 1971). For example, under seemingly meaningless assignment to a 

group, participants would consistently act in a way that showed ingroup favouritism (e.g., 

distributing reward to ingroup, penalizing outgroup; Tajfel et al., 1971). Conceptually, the 

minimal group studies contributed a fundamental premise of SIT, being that once individuals are 

categorized as a group member and define their self-concept based on that membership, they are 

motivated to positively distinguish their ingroup from outgroups (Tajfel, 1981). In other words, 

when an individual aligns ‘I’ or ‘me’ with ‘we’ or ‘us’, that person is motivated to differentiate 

their ingroup from relevant outgroups in a positive way to enhance or maintain a positive self-

concept (Haslam, 2001). 
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Conditions that facilitate social comparison (e.g., competition) and provide the context 

for people to define themselves by their social identities promote ingroup favouritism (Turner, 

1975). Social identities influence these types of responses based on several factors: (a) the extent 

to which individuals identify and internalize the relevant group membership as an aspect of their 

self-concept; (b) the degree of social comparison in a given social environment, and; (c) the 

relevance of the outgroup to the ingroup’s goal achievement and/or status (Tajfel & Turner, 

1979). As such, group members are likely to demonstrate ingroup favouritism when their social 

identity is important and an outcome of some type of social comparison (e.g., competition) is 

relevant to the achievement or maintenance of their positive sense of self (Jetten et al., 2009). 

Often, the motivation to achieve a positive social identity through competition is not 

successful because there is typically only one winner. For example, competition in sport usually 

results in one team at the top of the league standings and everyone else somewhere below. Under 

these circumstances, the SIT can help explain different ways that a positive self-concept can still 

be attained by finding different ways of distinguishing the ingroup (Tajfel & Turner, 1979). For 

instance, if a member of a low status group does not identify strongly with their ingroup and 

perceives the boundaries of outgroups to be permeable, they may try to exit and join another 

group (i.e., personal mobility; Tajfel, 1975). However, if group members hold stronger identity 

beliefs, they view outgroup boundaries as impermeable (i.e., unconcerned with personal 

mobility), and they feel that intergroup relations are insecure (e.g., an outgroups higher ranking 

as illegitimate and unstable), they will mobilize their collective effort to challenge the outgroup 

(Tajfel & Turner, 1979; Ellemers, 1993; Ellemers & Haslam, 2012). A third, intermediary 

outcome is that if a low-status group feels that intergroup relations are secure (i.e., legitimate and 

stable; e.g., an opponent is more talented), they may change the terms of the social comparison to 
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achieve a sense of positive ingroup distinctiveness (Tajfel & Turner, 1979; Ellemers, 1993; 

Ellemers & Haslam, 2012). The SIT’s explanation of when and why (i.e., mechanisms) 

intergroup contexts influence individuals’ behaviour as members of a group lends itself well to 

sport, where social comparison (i.e., competition) is a salient feature of the environment.  

2.5.2. SCT. One important limitation of SIT is that it does not explain the cognitive 

processes whereby people distinguish themselves as group members and adopt the associated 

behaviours (Haslam, 2001). SCT refined and built-upon SIT by explaining when people defined 

themselves based on their social identities and the implications of these social categorizations 

(Turner et al., 1987). Specifically, Turner and colleagues (1987) argue that the self comes to be 

defined by a group membership through the process of depersonalization.  

The SCT explains the conditions of depersonalization in terms of how a particular social 

identity becomes salient. Social identity salience comes down to an individual’s internal 

readiness to self-categorize with a particular social identity, and how well the social identity fits 

with the situation at hand (Oakes et al., 1991; Turner, 1985). First, if a person has a history of 

self-identification with a social group in a particular context, they will be prepared to enact that 

identity in the future (e.g., Hornby, 1992). Second, the self-categorization needs to make sense 

for the given situation for there to be a high degree of fit. Levine and colleagues (2005) 

demonstrated this point in their experimental study where university students who identified as 

fans of a particular sports team were more likely to stop and help another person in need when 

the individual identified as a fellow member of the ingroup (e.g., by wearing the particular 

team’s shirt), rather than a relevant outgroup (e.g., the shirt of a rival team). This process of 

seeing the self as ‘we’ rather that ‘I’ makes the individual more susceptible to the perspectives of 

fellow members, and makes them more likely to coordinate their behaviours in accordance with 
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expected norms and standards of the group (e.g., providing support to a fellow ingroup member; 

Haslam et al., 2009; Turner, 1991). These premises have important implications for sports teams 

because the collective performance and subsequent success of a team is dependent on their social 

and task interdependence, which is born out of the coordination of teammates’ perceptions and 

behaviours (Evans et al., 2012). 

2.6 The Study of Social Identity in Youth and Amateur Sport Environments 

Social identity is the basis of people’s self-awareness of their team memberships in sport 

(Rees et al., 2015). In recent years, calls for sport psychology researchers to investigate social 

identity have advanced our understanding of the construct’s influence in sport environments 

(e.g., Martin et al., 2014; Rees et al., 2015). These studies have focused on a range of topics 

within the conceptual framework of sport teams, including social identity’s associations with 

group structure (e.g., conformity to team norms; Graupensperger et al., 2018), group processes 

(e.g., social support; Bruner et al., 2020), other emergent states (e.g., group cohesion; De Backer 

et al., 2011), and group and individual outcomes (e.g., moral behaviour; Bruner et al., 2018). 

This section will review the research examining SIA theorizing among youth and amateur sport 

participants. 

Given the SIA’s focus on intragroup and intergroup behaviour, it is not surprising that the 

studies in youth sport environments have focused on the moral behaviours that youth athletes 

direct towards and receive from others (i.e., individual and team outcomes). Bruner and 

colleagues (2014) were the first to test the SIA’s theorizing on intragroup and intergroup 

behaviour in a youth sport environment by examining social identity’s association with an 

important individual outcome, moral behaviour. They adopted Cameron’s (2004) 

multidimensional conceptualization of social identity that includes ingroup ties (i.e., perceptions 
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of similarity, bonding, and belongingness), cognitive centrality (i.e., importance of being a group 

member), and ingroup affect (i.e., positive feelings associated with group membership; Bruner et 

al., 2014). Their findings demonstrated that youth athletes’ ingroup affect had a positive effect 

on the prosocial behaviours they directed towards their teammates (Bruner et al., 2014). Further 

exploration accounting for the nested data structure of participants recruited from different 

teams, examined social identity’s relationship with moral behaviour at the individual and team 

level (Bruner et al., 2018). The results of the analysis showed that at the individual level, ingroup 

ties and cognitive centrality were positively associated with the prosocial behaviours that youth 

directed towards teammates (Bruner et al., 2018). At the team level, cognitive centrality was 

positively associated with antisocial behaviour towards both opponents and teammates, which 

provided partial evidence of ingroup favouritism in a youth sport setting (Bruner et al., 2018). 

Importantly, these studies demonstrated social identity’s influence on moral behaviour, which 

has important implications for youth athletes’ sport experiences and long-term participation (e.g., 

Kavusannu & Boardley, 2009). 

Youth sport researchers have also employed innovative research methods to examine 

how moral behaviours (i.e., outcome) can shape youth athletes’ social identity perceptions (i.e., 

an emergent state). For instance, Bruner and colleagues (2017a) adopted a stimulated recall 

approach where recorded video clips of participant training sessions were used to prompt 

questions about the moral behaviour-social identity relationship. Thematic analysis illuminated 

that perceived prosocial behaviour strengthened youth athletes’ social identity perceptions, 

whereas antisocial behaviours had an undermining effect (Bruner et al., 2017a). Bruner and 

colleagues (2017b) also asked youth sport participants about their team environments more 

generally (Bruner et al., 2017b). Through narrative analysis, they revealed three team narratives: 
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family-oriented, performance-oriented, and dominance-oriented. Teams with a family-oriented 

narrative were characterized by a more supportive team environment involving prosocial 

behaviours and stronger social identities. The performance-oriented narrative teams were 

focused on competition, leading prosocial behaviours and stronger social identity perceptions to 

be contingent on winning. The third team narrative, dominance-oriented, was characterized by 

competition and traditional masculinity where antisocial behaviour led to more negative social 

identity.  

Research in youth sport settings has also examined the dynamic nature of the moral 

behaviour-social identity relationship using experiential sampling methods. Benson and Bruner 

(2018) used daily diary questionnaires to assess whether youth athletes’ perceptions of social 

identity varied over time and in response to their experiences of receiving moral behaviours from 

others. Their findings showed that indeed, youth athletes’ social identities were dynamic and that 

their perceptions of each dimension (i.e., ingroup ties, cognitive centrality, and ingroup affect) 

were higher on days when they reported receiving more prosocial behaviour from teammates. 

Researchers in sport have also noted associations with social identity and other structural, 

process, and emergent state topics. Given the historical prominence of cohesion in the study of 

groups (e.g., Carron et al., 1985) and their shared classification as emergent states (e.g., Eys et 

al., 2019), it is unsurprising that its relationship with social identity has been examined in sport. 

For instance, De Backer and colleagues (2011) found that team identification positively 

predicted participants’ task and social cohesion in a sample of recreational adult athletes. 

Cohesion has also been shown to mediate the relationship between social identity and moral 

behaviour (e.g., Bruner et al., 2014; Fransen et al., 2016). Specifically, task cohesion was found 

to mediate a positive effect of ingroup ties on prosocial teammate behaviour, and negative effects 
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of ingroup ties and ingroup affect on antisocial behaviour towards both teammates and 

opponents (Bruner et al., 2014). In the same study, Bruner and colleagues (2014) also found that 

social cohesion mediated a positive effect of ingroup ties on antisocial behaviour towards 

opponents. Together, these studies provide a preliminary understanding of the social identity-

cohesion relationship, while providing evidence that emergent states in team environments can 

influence one another. 

Research from youth and amateur sport environments have also examined the effects that 

team structure components and social identity can have on one another. Examining the 

behavioural norms of female flag football teams, Benson and colleagues (2017) found that 

heightened social identity perceptions mediated a positive relationship between antisocial norms 

and ingroup antisocial behaviour. The stronger that members identified with their teams, the 

more likely they were to engage in antisocial behaviour when that was the expected norm. 

Bruner and colleagues (2018) also reported that perceived norms for prosocial teammate 

behaviour moderated the relationships between social identity’s three dimensions (i.e., ingroup 

ties, cognitive centrality, and ingroup affect) and prosocial teammate behaviour. When youth 

athletes demonstrated stronger identification with their teams, established prosocial norms were 

likely to have a positive effect on the prosocial behaviours that group members directed towards 

their teammates. Moreover, in a sample of recreational college athletes, social identity positively 

predicted participants’ conformity to forms of risky behaviour (e.g., concealing a concussion) 

and prosocial acts (e.g., volunteering; Graupensperger et al., 2018). Within the college sample 

the findings illustrated two primary motives for conformity among the participants: a drive for 

social approval and a desire to behave in accordance with what was expected (Graupensperger et 
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al., 2018). These findings demonstrate how social identity can act as a conduit for intragroup 

behaviour. 

A shared team identity has been shown to be related to team processes (e.g., social 

support, friendship strength, time spent with teammates) in sport environments as well. Social 

support refers to “the perceived comfort, caring, assistance, and information that a person 

receives from others” (Lox et al., 2010, p. 102). Bruner and colleagues (2020) sought to assess 

whether the social support that youth athletes received from coaches, family, and friends was 

associated with the degree to which participants identified with their sports teams. Profile 

analysis resulted in four groups based on the perceived amount of social support participants 

received: highest, average, diminished, and lowest social support (Bruner et al., 2020). What 

researchers found was that youth sport participants who reported receiving the highest perceived 

social support tended to identify strongest with their respective teams (Bruner et al., 2020). In 

another example, Graupensperger and colleagues (2020) examined the relationships between 

recreational college athletes’ social ties and social identity. Participants’ social ties were assessed 

along two dimensions: time spent with each teammate outside of team functions and the strength 

of each friendship. The findings showed that participants incoming nominations (i.e., teammates 

reported social ties to the participant) of friendship was positively associated with ingroup ties 

and incoming nominations of social interaction was positively associated with cognitive 

centrality and ingroup affect. Outgoing nominations (i.e., participants reported social ties to each 

teammate) of friendship were positively associated with all three dimensions of social identity 

and outgoing nominations of interaction were positively associated with ingroup ties. Overall, 

the study of social identity in youth and amateur sport has utilized a range of traditional and 
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innovative methods to reveal the construct’s relationships with various throughputs and 

outcomes identified in the conceptual model of sport teams.  

2.7 Social Identity Leadership in Youth and Amateur Sport 

Leadership is defined as a leader’s ability to motivate group members in ways that 

encourage them to contribute to shared goals (House et al., 2001). A key feature of the SIA’s 

explanation of leadership is a focus on the psychology of leaders and followers as members of 

the same group (Haslam et al., 2020a). Specifically, the SIA proposes that identity leadership is a 

group-based social influence process where effective leadership is based on leaders’ ability to 

create, represent, and garner support as a means to enhance the salience of a shared social 

identity among those whom they seek to energize and lead (Ellemers et al., 2004; Hogg, 2001; 

Steffens et al., 2014). The inevitability of group formation and the content that comes to define a 

group has been discussed previously, but leaders play a key role in bringing individual group 

members together under the shared identity. 

Leaders are integral to the development of a shared team identity in several ways. 

According to the SIA, members of a group look to other ingroup members as a source of 

information and influence regarding what it means to be a member of the ingroup and how they 

can contribute to the advancement of their ingroup’s goals (i.e., an ingroup prototype; Chrobot-

Mason et al., 2016). In the context of identity leadership theorizing, researchers argue that 

followers’ motivations and capacity for work towards the goals of the group are dependent upon 

their leaders’ capacity to create, embody, advance, and embed a shared group identity (Haslam et 

al., 2020b; Steffens et al., 2014). These characteristics are represented in the four-component 

model of identity leadership, which includes identity prototypicality, identity advancement, 

identity entrepreneurship, and identity impresarioship (Haslam et al., 2020b). Identity 



 24 

prototypicality represents a leader’s ability to embody the characteristics that define what it 

means to be a group member, while also being viewed as a central influence in the group by 

followers (Hogg, 2001; Platow & van Knippenberg, 2001). Identity advancement represents a 

leader’s capacity to be seen as putting the group’s interests ahead of their own or those of 

outgroups through the promotion of group goals and decision-making that reflects the group’s 

interests coming first (Haslam & Platow, 2001; van Knippenberg & van Knippenberg, 2005). 

Identity entrepreneurship represents a leader’s ability to create a sense of a shared social identity 

among group members (rather than dividing the group) and clarify what being a group member 

is or is not (Reicher et al., 2005; Reicher & Hopkins, 2001). Finally, identity impresarioship 

represents a leader’s ability to develop structures, activities, and events that reinforce the 

characteristics of the group by providing followers with the opportunity to demonstrate their 

shared identity (Haslam et al., 2020b). 

Research examining identity leadership in youth and amateur sport has demonstrated that 

not only does the leadership approach benefit individual and team functioning, but it can 

improve team members’ health and well-being. A foundational piece of individual and team 

functioning is getting members to show up and engage with the group. Two separate studies 

(Stevens et al., 2018; Stevens et al., 2020) explored the effects of identity leadership on sport and 

exercise group members’ identification and attendance at training sessions. Stevens and 

colleagues (2018), found that group members’ perceptions of their leader’s engagement in 

identity leadership enhanced their own perceptions of group identification. Further, the results 

showed that group identification mediated a positive relationship between leaders’ identity 

leadership and group members’ attendance at training (Stevens et al., 2018). Stevens and 

colleagues (2020) conducted a follow-up study to further examine these relationships over time 
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and found that the dimensions of ingroup prototypicality, advancement, and entrepreneurship 

were indirectly and positively associated in group members’ attendance at a later date through 

their group identification, while controlling for initial scores for both variables.  

From a health and well-being perspective, Fransen et al. (2020) recently examined the 

role of psychological safety in relationships between identity leadership on both team-oriented 

variables (i.e., teamwork, team resilience, and satisfaction with team performance) and 

individual-oriented variables (i.e., burnout, health) in sport teams. Identity leadership had both a 

direct (i.e., coaches’ identity leadership) and indirect (i.e., identity leadership strengthened social 

identity, which enhanced participants’ psychological safety, and negatively influenced burnout) 

negative effect on athletes’ burnout (i.e., buffered against burnout; Fransen et al., 2020). The 

study illustrated that identity leadership can enhance the salience of teams’ shared social identity 

and lead to positive individual and team outcomes. Overall, these examinations of the effects of 

identity leadership on athletes’ functioning and well-being provide valuable preliminary insights 

into the role of this identity leadership in youth and amateur sport. 

A subset of research in sport has also examined the effects of identity leadership in 

environments with shared leadership structures (i.e., coach and athlete-leaders). This line of 

inquiry is consistent with the SIA’s proposition leadership as group-based social influence: 

multiple people can move the group in the same direction when the group’s identity is clear. 

Fransen and colleagues (2015) were the first to examine shared leadership in sport through an 

identity lens, examining whether leaders (coaches and athletes) could transfer their confidence to 

other team members and what effect it may have on team performance. Their results revealed 

that leaders who expressed a higher level of confidence in their team’s likely success were more 

likely to instill confidence in fellow group members, and that the relationship was mediated by 
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team members’ increased team identification and collective efficacy (i.e., process-oriented 

collective efficacy; Fransen et al., 2015). Further, the additional positive impact upon team 

member’s psychological states (i.e., social identification, collective efficacy, team outcome 

confidence) resulted in better performance (Fransen et al., 2015). 

Fransen and colleagues (2016) aimed to further advance our understanding of shared 

leadership’s influence on team identification, team confidence, and team cohesion, as a means to 

explain the mechanisms through which leaders’ impact occurs. Their findings showed that both 

coaches’ and athlete-leaders’ leadership quality significantly predicted athletes’ team 

identification. Some notable differences were observed based on the different leaders. For 

example, coach leadership quality was more predictive of team members’ perceived task and 

social cohesion (Fransen et al., 2016). Team identification fully-mediated the relationships 

between both coaches’ and athlete-leaders’ leadership quality and task and social cohesion. 

Coach leadership quality was also more predictive of team members’ confidence in future 

success (i.e., team outcome confidence), whereas athlete-leaders’ leadership quality was more 

predictive of team members’ collective efficacy (Fransen et al., 2016). 

2.8 Methodological Considerations 

Two important methodological considerations about our current understanding of social 

identity in youth sport environments factor into the planning and subsequent execution of the 

research for this dissertation. First, our understanding of how the theory and relevant constructs 

apply to this setting was largely limited to perceptions (i.e., youth athletes’ and coaches’ self-

reporting). Haslam (2001) pointed out that to better understand group behaviour and test SIA 

theorizing, researchers should investigate individuals’ perceptions and behaviours related to 

social identity during social interactions. Second, social identity studies in sport settings have 
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focused on participants’ behaviours and interactions during the immediate sport activity (i.e., 

during training or competition). The interactions that youth athletes have with key social agents 

in sports’ broader social environments also contribute to their overall sport experiences (e.g., 

Tamminen et al., 2017). The ability to collect and analyze ecological data from participants in 

sports broader social environments represents a novel approach to assessing the SIA specifically, 

and youth sport experiences more generally. 

Researchers’ predominate focus on participants’ perceptions is not exclusive to sport 

psychology research and is also common in the broader psychological literature. For example, 

Baumeister and colleagues (2007) reviewed 304 studies published in the Journal of Personality 

and Social Psychology between 1966 and 2006, and found that the study of actual human 

behaviour had dropped more than 60% over that period of time. A similar decline in the study of 

actual behaviour has been found in sport and exercise psychology research. Meredith et al. 

(2017) examined over 1,300 studies published in four prominent journals (Journal of Applied 

Sport Psychology, Journal of Sport and Exercise Psychology, Psychology of Sport and Exercise, 

and The Sport Psychologist) from 1979 to 2013, and found that approximately 69% of studies 

relied on self-report measures, while only about 8% observed participants’ actual behaviours in 

everyday settings. Considering the applied and practical implications of understanding the 

bidirectional influence of psychosocial constructs and behaviour, the ability to collect and assess 

objective and ecological data from members of a youth sports team as they go about their day-to-

day lives could provide new insights about social identity for athletes 

2.9 Context of the Dissertation 

Despite the growth in sport psychology research examining social identity in youth sport, 

there is a need to better understand how the actual interactions that youth athletes are having with 
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key social agents before, during, and after their sport activities align with SIA theorizing. 

Teammates, coaches, and parents have been identified as key figures in shaping youth athletes’ 

sport experiences (e.g., Ullrich-French & Smith, 2006); however, there is limited understanding 

of how athletes’ interactions with these agents shape perceptions of social identity. In addition, 

sport psychology researchers recognize that important social interactions occur outside of the 

immediate sport activity and contribute to athletes’ overall sport experiences (e.g., Tamminen et 

al., 2017). Addressing these areas requires the development of an innovative research 

methodology that can access sports’ broader social environments (e.g., dressing rooms, car rides 

to/from competition) to explore the contributions that social interactions have in relation to social 

identity development, and by extension, individual and team outcomes. 

 My dissertation addressed the previously described issues through a three-study research 

program. Study 1 involved the introduction and rationale for the application of the EAR 

methodology to sport psychology research along with the development of a valid and reliable 

coding system that allows for this application. Study 2 used the sport-adapted EAR methodology 

and developed coding system to assess potential relationships between youth athletes’ 

experiences receiving and engaging in behaviours that include indicators of social identification 

during interactions with fellow ingroup members (i.e., teammates, coaches, parents). Finally, 

Study 3 involved a case study design to investigate whether youth sport coaches’ behaviours (as 

captured through real-time interactions with other team members) aligned with identity 

leadership during a three-day ice hockey tournament. Together, the overarching objective of this 

research program was to enhance our understanding of complex and nuanced social 

identification processes and how they relate to intragroup behaviour in youth sport environments. 
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Abstract 

The interactions between athletes, parents, and coaches outside of the immediate training 

and competition environments can shape sport participants’ overall experiences. Accordingly, 

researchers have explored novel approaches that enable the investigation of experiences that 

occur beyond the sport activity itself. Technological innovations, combined with careful ethical 

considerations, have led to the development of research methods that can be used to assess 

participant conversations in their natural sport and social environments. This article introduces 

sport researchers to the Electronically Activated Recorder (EAR), an ambulatory ecological 

assessment method that provides access to daily social interactions among athletes, parents, and 

coaches within and beyond the immediate sport activity (e.g., commute to/from activity, locker 

rooms, hotels). The EAR software is embedded within a portable device (e.g., Android device) 

and is programmed to record brief segments of audio from participants’ daily lives. In addition to 

discussing the utility of this approach for sport contexts, we introduce the Audio Coding System 

for Social Environments in Sport (ACSSES), which was developed to assess the interactions 

captured from athletes’ natural sport and social environments using the EAR. Evidence for the 

reliability and validity of the ACSSES, the associated coder training protocol, and proposed 

implications for research are discussed. 

 

Keywords: behavioural observation, coding system, social identity, moral behaviour, youth sport 
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Introduction 

Youth sport provides participants with unique opportunities to establish meaningful 

relationships with peers and adults (e.g., Fraser-Thomas & Côté, 2009; Smith, 2003). 

Importantly, although the sport activity in and of itself features prominently with regard to 

teammate and coach-athlete interactions, sports’ broader social environments pertaining to 

before and after an activity, as well as travel and social functions (e.g., team meals, fundraising 

events, overnight stays at tournaments) cannot be overlooked. It is within these broader social 

environments that youth are able to voluntarily and purposefully seek interactions with 

teammates, parents, and coaches, while learning to navigate the complex social realities of team 

membership (e.g., social hierarchies, interpersonal conflict, acceptance). Accordingly, youth 

sport incorporates several social settings that represent fertile platforms to investigate an array of 

factors relevant to social groups and youth development. 

Opportunities to interact and develop relationships with peers who share interest in sport 

can help satisfy fundamental social needs of belongingness (i.e., feelings of acceptance and 

inclusion; Baumeister & Leary, 1995) and motivations for status (i.e., feelings of respect and 

admiration; Anderson et al., 2015). Indeed, sport provides a rich context for individuals to learn 

about group processes and moral interpersonal behaviours (Eys et al., 2019; McEwan & 

Beauchamp, 2018). Although this relates to athletes across the age spectrum, it is particularly 

relevant for children and adolescents. Several developmental frameworks specific to sport (e.g., 

Côté et al., 2014; Holt et al., 2017) have drawn from social-ecological perspectives and 

developmental systems theory (Bronfenbrenner, 1999; Overton, 2015) to support this position. 

For instance, Côté et al. (2014) and Holt et al. (2017) highlight the importance of considering 

athletes’ interactions with salient social agents (e.g., coaches, parents, and teammates) when 
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evaluating how sport involvement contributes to youth development. However, despite evidence 

supporting the impact that social agents have on athletes while they engage in sport (e.g., 

Erickson & Côté, 2016; Erikstad et al., 2018), less is known about how daily interactions outside 

of the immediate sport environment (e.g., dressing rooms, car rides, team hotels) shape athletes’ 

sport experiences (e.g., Tamminen et al., 2017).  

A significant barrier to understanding what constitutes an adaptive and enriching sport 

milieu is the complexity of sports’ broader social environments. For instance, no two sport teams 

are identical—they are collections of idiosyncratic individuals who interact in unique ways 

(Carron & Eys, 2012). Accordingly, researchers are tasked with exploring particular 

features/situations expected to influence the sport experience (e.g., selection processes for new 

members; Benson et al., 2016; normative intergroup behaviours; Bruner et al., 2014b). Further, 

although researchers can adopt a range of research methods to address their questions, the 

majority of studies have relied on participants’ self-reports (~69%), with only ~20% of studies 

being conducted in natural sport environments (e.g., ~8% of studies involve observation of 

individual in everyday settings; Meredith et al., 2017). In addition to what happens during 

training and competition, researchers must also consider how to assess athlete experiences that 

extend beyond the sport activity and which methodologies are ideally suited to achieving this 

objective. For instance, consider the following anecdote of a youth athlete’s sport experience: 

Lydia is a 13-year-old ice hockey player involved in her first season playing at a 

competitive level. She practices twice per week and competes in regular season games 

and tournaments during the weekends. Although she finds the increased time commitment 

challenging, she enjoys the opportunity to spend time with teammates before and after 

hockey. The team travels to most tournaments by bus, which means there are many 
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opportunities to socialize with teammates in the hotel, at restaurants, and during travel to 

and from the arenas. Further, Lydia and her parents also spend more time together 

because of the additional travel. 

Reflecting on Lydia’s situation, youth sport involves a range of interactions occurring across 

various settings that accumulate to shape the overall sport experience. Accordingly, exposure to 

the range of interactions that occur and inevitably shape an athlete’s experiences represents an 

exciting avenue for researchers interested in youth development. The purpose of this article was 

to describe a range of quantitative and qualitative approaches1 that have been employed to 

measure and/or describe sport experiences, with the overarching objective of introducing a 

complementary and innovative method of exploring athlete experiences in naturalistic settings. 

Investigating Sports’ Broader Social Environments Using Retrospective Self-Reports 

 Self-report measures (e.g., questionnaires, interviews) represent the most frequently used 

approach for assessing participants’ perceptions, motivations, cognitions, emotions, and 

behaviours in sport (Meredith et al., 2017). Indeed, sport and exercise psychology researchers 

have traditionally used questionnaires and interviews to assess variables associated with athlete, 

coach, and parent experiences during training and competition, and efforts have increasingly 

been made to investigate the broader social environment surrounding sport participation (e.g., 

Tamminen et al., 2017; Van Hoye et al., 2016). For example, Van Hoye and colleagues (2016) 

assessed whether coaches’ engagement in health promotion activities (e.g., discussing the 

hazards of doping; discussing the impact of sleep on performance) contributed to improved sport 

experience and healthy living for youth athletes. Coaches who demonstrated respect for 

                                                   
1 A comprehensive discussion differentiating quantitative and qualitative methods is a complex 
issue and is beyond the scope of this article (for a review see Creswell & Creswell, 2018). 
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themselves and others also had athletes who enjoyed sport, were less likely to drop out, and felt 

better about themselves (Van Hoye et al., 2016). In a qualitative inquiry, Tamminen and 

colleagues (2017) conducted semi-structured interviews with athletes and their parents who both 

described the car ride home as something to either enjoy or endure. Specifically, family dyads 

described the car ride as a valuable opportunity to discuss sport as long as the athlete viewed the 

timing and nature of the feedback as appropriate and that the power dynamic during these 

conversations was considered (Tamminen et al., 2017). As technological advancements have led 

to innovations in research methodology, new approaches to self-report that aim to elicit timely 

and accurate information have been developed. 

Sport psychology researchers have adopted the use of photos (i.e., photovoice) and 

videos (i.e., stimulated recall) to elicit richer and more contextually specific responses during 

interviews with coaches and athletes (e.g., Bruner et al., 2017; McCalpin et al., 2017). Sport 

studies utilizing photovoice have participants document their sport experiences through 

photography, which subsequently informs interviews or focus groups to explore the meanings 

attached to the photos (e.g., McCalpin et al., 2017). Similarly, video footage via stimulated recall 

has been used to elicit thought processes and memories about sport experiences. For example, 

Bruner and colleagues (2017) utilized stimulated recall during interviews with male and female 

competitive youth ice hockey players to examine the relationship between social identity and 

intrateam moral behaviour. Their analysis revealed that regardless of the reported frequency of 

intrateam antisocial behaviour, athletes attributed stronger social identities to the prosocial 

interactions they shared with teammates. Findings also indicated that antisocial teammate 

behaviour undermined social identity in teams that reported low to median frequencies of such 

behaviour, whereas athletes reporting higher frequencies of antisocial behaviour did not perceive 
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this effect (Bruner et al. 2017). The adaptation of photovoice and stimulated recall to sport 

psychology research illustrates how technological integration can aid participants’ self-reports, 

yet these methods do not negate the effects of retrospection altogether. 

Experiential sampling methods (ESM) represent a range of modern-day research tools for 

assessing participants’ patterns of behaviour across experiences or situations in real time (Conner 

et al., 2009; Reis & Gosling, 2010). ESM enables researchers to generate insights regarding 

intra-individual variation (and stability), how processes unfold over time, and how situational 

occurrences connect to patterns of thought, affect, and motivation. Daily diaries are one example 

of an ESM that is becoming more widely used in sport psychology research (e.g., Benson & 

Bruner, 2018). Daily diary approaches prompt participants to use a range of technologies (e.g., 

paper-and-pencil questionnaires, electronic devices) to self-report experiences as they unfold in 

their daily lives (Bolger et al., 2003; Reis & Gosling, 2010). Participants may report based on a 

pre-determined schedule (i.e., interval-contingent sampling), specific events (i.e., event-

contingent sampling), or whenever prompted from a researcher (i.e., signal-contingent sampling; 

Bolger et al., 2003; Conner et al., 2009; Reis & Gosling, 2010). Benson and Bruner (2018) 

utilized a daily diary approach to assess how athletes’ social identities were predicted by moral 

behaviours. They found that athletes reported stronger perceptions of social identity with their 

teams on days when they experienced higher-than-average prosocial behaviours from teammates, 

and weaker perceptions of social identity on days when they experienced higher-than-average 

antisocial behaviours from teammates. Although ESM overcome some issues related to 

participants’ recollection of sport experiences, certain limitations with self-report approaches 

persist that can be addressed by alternative methods. 
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Concerns regarding the use of participants’ self-reporting are generally reflective of 

human retrospection. Notably, humans are susceptible to memory issues that may cause them to 

mischaracterize experiences in several ways (e.g., transience, absent-mindedness, misattribution, 

suggestibility, bias; Schacter, 1999). That is not to say that participants’ perceptions should be 

assumed to be inaccurate, but that it is a fundamental goal of research to aggregate different 

accounts and information over time to provide consumers of knowledge with a holistic 

understanding of a topic. For example, social interactions between Lydia and her parents may be 

interpreted differently by each party involved (for an example, see Babkes & Weiss, 1999). A 

researcher’s ability to capture—as objectively as possible—such interactions while triangulating 

the experiences with perceptions from Lydia and her parents creates a more comprehensive 

understanding of the experience than individual perceptions alone. In this way, methods that 

allow researchers to access participants’ actual behaviours can mitigate issues related to memory 

and biases. Such methods also provide the opportunity to explore issues around when and why 

perceptions of past behaviour might diverge from the actual behaviours that were documented. 

Generally, research methods that involve observation of participant behaviour shift the burden to 

researchers who manage the materials and collection of pertinent information (e.g., video, 

audio). 

Investigating Sports’ Broader Social Environments Using Behavioural Observation 

Behavioural observation provides valuable, naturalistic information about team dynamics 

and individual behaviour (Jonsson et al., 2006). Although there are numerous methods for 

observing participants, the term ‘behavioural observation’ refers to seeing and/or hearing and 

then systematically recording and analyzing the behaviour(s) of interest (Heyman et al., 2014). 

The objective of behavioural observation is to capture and translate actions, interactions, and 
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emotions into an understanding of the topic (Sparkes & Smith, 2014) that can then provide an 

ecologically rich representation of behaviour in real-time (Smith et al., 1977). Such methods 

provide contextually specific data while also enabling researchers to collect simultaneous 

accounts of both the physical and social interactions with little burden to participants (e.g., 

Erickson et al., 2011; Mckenzie & Mars, 2015). In relation to the aforementioned youth-sport 

example, filming and analyzing video taken from one of Lydia’s team practices could provide 

insightful takeaways about coach leadership or peer interactions during training in a competitive 

female ice hockey environment. 

Approaches to systematic observation in youth sport research have evolved from real-

time field observations (e.g., Smith et al., 1977) to behavioural assessment using video 

recordings of practice or competition (e.g., Erickson et al., 2011; Vierimaa & Côté, 2016). 

Prominent behavioural assessment systems used in youth sport have been developed to assess 

coach behaviours (Coaching Behaviour Assessment System [CBAS]; Smith et al., 1977), coach 

emotions (Assessment of Coach Emotions [ACE]; Allan et al., 2016), coach-athlete interactions 

(e.g., Coach-Athlete Interaction Coding System [CAICS], Erickson et al., 2011), and athlete-

athlete interactions (Athlete Behaviour Coding System [ABCS]; Vierimaa & Côté, 2016). 

Collectively, behavioural observation systems specifically developed for sport have contributed 

to our understanding of the behaviours that occur in immediate sport environments and how they 

relate to important athlete perceptions (for a review, see Vierimaa et al., 2016). 

Behavioural observation is not without its limitations. First, the interactions and 

behaviours that are able to be reliably assessed may be incomplete because participants’ verbal 

behaviours may be missed. Second, the presence of researchers may influence participant 

behaviours as a result of their awareness of observation (i.e., Hawthorne Effect; Sedgwick & 
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Greenwood, 2015). For instance, if a researcher were to follow, observe, and record a participant 

as they went about their daily life, the researcher’s presence could become invasive and lead to 

inauthentic participant behaviours. A key to advancing our understanding of sport experiences, 

then, lies in the ability to reliably access ecological information that is expected to be regulated 

by morals, values, and norms rather than team structure or the presence of others. 

A Novel Approach to Assessing Social Processes in Sports’ Broader Social Environments  

Innovations in technology and careful considerations of legal and ethical concerns have 

provided new opportunities for researchers to observe participants’ behaviours outside of 

controlled environments (Mehl, 2017). First introduced by Mehl and colleagues (2001), the 

Electronically Activated Recorder (EAR) is a portable device (e.g., an Android phone/tablet) 

enabled by specialized software (i.e., EAR Android app) that functions as an ambulatory 

ecological assessment tool programmed to sample brief audio recordings from participants 

(Kaplan et al., 2020; Mehl, 2017)2. Typically, the audio recordings are limited to durations of 30 

to 50 seconds, occurring every 9 to 12.5 minutes (i.e., interval-contingent sampling; Mehl & 

Conner, 2012). The data collected using the EAR provide researchers with ecologically valid 

social interaction data from settings that are otherwise difficult to directly observe, while also 

balancing participants’ and surrounding others’ confidentiality considerations (Mehl & Conner, 

2012; Mehl et al., 2012). Evidence supporting the EAR’s reliability when assessing a range of 

daily behaviours and its convergent validity with theoretically related measures (e.g., Big Five 

personality traits; Mehl et al., 2006) can be found elsewhere (see Mehl, 2017). 

                                                   
2 EAR software for Apple’s operating system (iOS) has been discontinued. Our research team 
has used an adapted version of iOS-based EAR software developed at Wayne State University 
(i.e., SlatchEAR). 
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The EAR method offers sport and exercise psychology researchers with a novel tool to 

assess relationships between participants’ daily social behaviour outside of the immediate sport 

activity (i.e., during training, competition) and important outcomes related to sport experiences. 

Unlike other research methods, the EAR enables the assessment of daily behaviour independent 

of self-report (e.g., acoustic observation of teammate interactions), examination of subtle and 

habitual behaviour that occurs at thresholds below conscious awareness (e.g., participant active 

listening during conversations with coaches), and/or the calibration of psychosocial metrics to 

actual behaviour (e.g., congruence between actual and perceived conflict; Mehl, 2017). Notably, 

the EAR method does not interrupt participants’ daily activities to collect information about 

experiences—participants wear the device and are only required to recharge the battery 

overnight. Multiple studies report low perceptions of obtrusiveness and non-compliance with 

EAR protocols (e.g., Manson & Robbins, 2017; Mehl & Holleran, 2007). Participants habituate 

to the presence of the EAR relatively quickly (i.e., approximately two hours), which addresses 

concerns about limitations from other behavioural observation approaches (e.g., Hawthorne 

Effect; Mehl & Holleran, 2007; Sedgwick & Greenwood, 2015). The EAR method offers 

researchers a glimpse into the daily activities and interactions that influence participants’ 

experiences unlike other currently available methods. 

Development of the Audio Coding System for Social Environments in Sport (ACSSES) 

 Within sport, the EAR method affords researchers opportunities to document the 

interplay between interactions that occur outside the immediate sport activity and participants’ 

motivational, cognitive, and behavioural processes and outcomes. For instance, a glimpse into 

Lydia’s conversations with her parents and/or teammates while travelling for competitions could 

provide new insights in relation to these interactions and recent sport performances. Although 
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audio coding systems used for the analysis of EAR data exist (e.g., Everyday Child Home 

Observation [ECHO] coding system, Slatcher & Tobin, 2011; Social Environment Coding of 

Sound Inventory [SECSI], Mehl & Pennebaker, 2003), the development of a valid and reliable 

coding system was needed to accurately assess relevant social actors (i.e., coaches, teammates, 

parents, opponents) and types of interactions (e.g., technical instruction, positive encouragement) 

that occur in sports’ broader social environments (e.g., the car ride home).  

The development of the ACSSES followed a five-step process for developing systematic 

coding instruments (Brewer & Jones, 2002) and was further informed by theorizing from the 

Social Identity Approach (SIA; Haslam, 2001). The first step was to explore the need for a new 

context specific coding instrument. This process resulted in a three-fold rationale: (a) adopting 

the EAR method for use in sport would allow investigators to obtain observational and 

behavioural data from athletes, coaches, referees, spectators, and parents that occur in sports’ 

broader social environments and that would otherwise be inaccessible; (b) there are no existing 

coding instruments designed to assess content and contexts using audio data from sport 

environments using the EAR method, and; (c) there are no existing coding instruments designed 

to assess social identification processes observed in social interactions among athletes and key 

social agents (i.e., teammates, coaches, and parents).  

The second step involved a literature review aimed at informing the general structure and 

content of the ACSSES. The literature review also served to familiarize the research team with 

available methods of conducting behavioural and observational assessments. Initially, the review 

focused on systematic coding instruments used to assess audio data collected using the EAR (i.e., 

ECHO coding system, Slatcher & Tobin, 2011; SECSI, Mehl & Pennebaker, 2003). Key features 

of these coding systems were adapted for the ACSSES. The SECSI and ECHO coding systems 
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are organized into category clusters, or groups of coding variables, based on grouping by a 

participant’s (a) location (e.g., at home, in school, in transit); (b) activity (e.g., engaging in 

physical activity/sport, watching TV, on the computer), and; (c) interactions (e.g., talking, on the 

phone, conflict with mother/guardian). The ECHO coding system contains a fourth category 

cluster pertaining to child and/or parent overall affect (e.g., happy, angry; Slatcher & Tobin, 

2011). The category cluster format was adopted for the ACSSES because it provides a 

standardized and repeatable approach to coding. While listening to the audio file and reading the 

associated transcript concurrently, coders begin by assessing context (i.e., location and activity), 

followed by specific behaviours related to the recorded social interaction (e.g., “Positive 

Evaluation of Team from Coach”), and finally, affect, based on the target athlete’s and/or head 

coach’s recorded behaviour (e.g., slamming of a door) or the emotional tone of their voice.  

A template of the ACSSES was built within a Microsoft Excel spreadsheet, with each 

row of the spreadsheet representing a single EAR audio recording and each column represents a 

coding variable. When a participant’s audio recordings are transcribed and entered into the 

ACSSES template, the document is saved as a dedicated ACSSES coding sheet for that 

participant separate from other participants’ coding documents. The ACSSES incorporates two 

coding approaches to extracting information from EAR-derived audio recordings that were 

adapted from the ECHO coding system. When evaluating evidence within specific contexts (e.g., 

locations, activities) or behaviours (e.g., “Positive Evaluation of Coach from Target Athlete”), 

the ACSSES uses a binary or “molecular” coding approach to indicate the presence or absence of 

the narrowly defined coding variable (Kaplan et al., 2020; Mehl & Pennebaker, 2003; Slatcher & 

Tobin, 2011). The molecular approach permits behaviour-frequency analysis (i.e., estimated 

percentage of waking time spent engaged in different behaviours) and enables the calculation of 
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what may be viewed as abstract effect sizes (i.e., number of audio data samples; Mehl, 2017). 

When evaluating a participant’s overall affect, the ACSSES uses a three-point Likert-type or 

“molar” coding approach to rate the degree of feelings or emotions in the behaviours or tone of a 

participant’s voice including 1 (no emotion present), 2 (moderate emotion), and 3 (extreme 

emotion; e.g., Kaplan et al., 2020; Slatcher & Tobin, 2011). To date, the overall affect codes 

have been used as evidence to support emotion-based behaviour categories within the ACSSES 

(e.g., “Emotional Disclosure from Target Athlete”; “General Negative (comment) from Target 

Athlete”). Adapting these key features from the SECSI and ECHO coding system were deemed 

important for the ACSSES because they form a well-organized and coherent coding process, 

which has led to an established record of reliable and valid analysis of the EAR-derived data (for 

a review, see Mehl, 2017).  

The literature review also targeted systematic behavioural observation coding instruments 

used to assess videos recorded within sport settings (e.g., Allan et al., 2016; Erickson et al., 

2011; Turnnidge & Côté, 2019; Turnnidge et al., 2014; Vierimaa & Côté, 2016). Specifically, the 

CAICS, Para-CAICS, and ABCS informed the development of what would become categories 

within the behaviour dimension relevant to ingroup behaviour (i.e., teammate interactions, 

coach-athlete interactions). For instance, the ACSSES categories that assess technical support, 

positive reinforcement/encouragement, and intra/interpersonal support were based on categories 

used in the CAICS and Para-CAICS (Erickson et al., 2011; Turnnidge et al., 2014). Additionally, 

Vierimaa and Côté’s (2016) ABCS categories identifying prosocial and antisocial behaviour 

were adapted to the ACSSES to inform categories pertaining to positive and negative evaluations 

of individual team members and the broader team. Notably, the development of existing coding 

instruments included the evaluation of actual behaviours that occurred in youth-sport settings 
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(Allan et al., 2016; Erickson et al., 2011; Turnnidge & Côté, 2019; Turnnidge et al., 2014; 

Vierimaa & Côté, 2016). Further, the first authors of each of the aforementioned video coding 

systems were consulted throughout the coding system development and coder training process. 

The final areas of literature reviewed in development of the ACSSES were Social 

Identity Theory (SIT; Tajfel & Turner, 1979) and Self-Categorization Theory (SCT; Turner et 

al., 1987), known together as the SIA (Haslam, 2001). According to the SIA, when individuals 

define themselves based on a shared social identity (i.e., as “we” or “us” versus “I” and “me”), 

they are motivated to coordinate their behaviours in accordance with understood norms and 

standards of the group as a means of enhancing or maintaining self-image (Haslam, 2001; 

Haslam et al., 2009). Research has demonstrated the implications that components of SIA have 

for athletes (e.g., moral behaviour, social and task interdependence; Bruner et al., 2014a; Evans 

et al., 2012) and highlights sport as a useful context to study SIA’s implications in the real world. 

The review of the SIA literature informed the development of ACSSES’s behaviour categories 

that affirm the salience of an athlete’s social identity (e.g., “Positive Evaluation of Team 

Membership from Target Athlete”), connection with fellow team members (e.g., “Positive 

Evaluation of Teammate from Target Athlete”), or demonstrate the sharing of information 

relevant to the construction of a shared social identity by athletes or key social agents (e.g., 

“Inter-/Intrapersonal Instruction from Coach”). Together, the three areas of focus in the literature 

review informed the general structure and preliminary list of coding categories of the ACSSES. 

 Third, the newly developed ACSSES and procedures were tested and refined to ensure 

external and face validity. Strategies pertaining to external validity occurred concurrently 

throughout system development. The ACSSES categories were continuously analyzed and 

refined throughout a period of informal observation and test-coding to ensure a comprehensive 
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and clearly defined classification process for all reported behaviours (Allan et al., 2016). A 

collection of pilot audio data using the EAR was undertaken with male and female competitive 

athletes between the ages of 11 and 25 years. These athletes represented seven different single-

gender sports teams (i.e., baseball, basketball, field hockey, ice hockey, soccer, and volleyball). 

These data were used to better understand the range of environments, activities, and interactions 

that athletes experience during a competitive season. Additionally, ACSSES categories were 

submitted to an expert panel of six researchers from the sport and social sub-disciplines of 

psychology to assess the face validity of the instrument. The experts all had doctoral degrees, 

were tenure-stream faculty members at universities in Canada, the United States, or the United 

Kingdom, and had research programs specializing in relevant topics. Ongoing modification of 

the ACSSES occurred over a nine-month period, during which updated drafts of the coding 

system along with detailed rationale for changes were submitted to the expert panel on three 

occasions.  

An overview of the ACSSES can be found in Table 1. In total, the ACSSES contains 185 

categories that fall within four dimensions: (a) audio data (n = 14 categories); (b) context (n = 33 

categories); (c) behaviour (n = 117), and; (d) overall affect (n = 21). The audio data dimension 

contains identifying information for each audio file (e.g., start time of recording) and audio 

quality, and the transcripts of any participant conversation. The context dimension provides 

information about who the participant is interacting with (e.g., coach), the participant’s location 

(e.g., team bus), and the activity that they are engaged in (e.g., post-game debriefs). The 

behaviour dimension details specific interactions between the participant and their parent(s), 

coach(es), and/or teammate(s). Finally, the overall affect dimension identifies feelings and 

emotions exhibited in a participant’s tone of voice or behaviour (e.g., physically slams a door). 
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Table 1. Dimensions of the Audio Coding System for Social Environments in Sport 

Content 
Dimension 

      Content Categories Description 

Audio Data 1. Audio Data (n = 4) 1. Information about each audio file (e.g., 
“Date”, “Start Time”) 

 2. Transcripts (n = 7) 2. Transcript of audio file 
 3. Audio Quality (n = 3) 3. Information regarding the quality of 

audio (e.g., “Problems with the 
Audio”) 

Context 4. Conversation (n = 15) 4. Specifies who the participant is 
engaged in conversation with (e.g., 
“Talking to Mother”) 

 5. Location (n = 11) 5. Specifies the location of the participant 
(e.g., “In Dressing Room”) 

 6. Activity (n = 7) 6. Specifies the activity that the 
participant is currently engaged in 
(e.g., “Socializing”) 

Behaviour 7. General (n = 19) 7. Categories detail interactions and 
behaviours that are applicable to all 
conversations (e.g., “Positive 
Evaluation of Team Membership from 
Target Athlete) 

 8. Athlete-Parent (n = 30) 8. Categories detail interactions and 
behaviours that are applicable to 
Athlete-Parent conversations (e.g., 
“Negative Evaluation of Team from 
Parent”) 

 9. Athlete-Coach (n = 31) 9. Categories detail interactions and 
behaviours that are applicable to 
Athlete-Coach conversations (e.g., 
“Positive 
Reinforcement/Encouragement from 
Coach”) 

 10. Athlete-Teammate (n = 37) 10. *Categories detail interactions and 
behaviours that are applicable to 
Athlete-Teammate conversations (e.g., 
“Positive Evaluation of Teammate 
from Target Athlete”) 

Overall 
Affect 

11. Athlete Affect (n = 9) 
 

11. Categories identify feelings and 
emotions exhibited in a target athlete’s 
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12. Head Coach Affect (n = 12) 

voice or behaviour (e.g., physically 
slams a door) 

12. Categories identify feelings and 
emotions exhibited in a head coach’s 
voice or behaviour (e.g., physically 
slams a door) 

Total categories = 185 
 
Overview of Coder Training Protocol and Reliability Assessment 

The final process pertaining to the ACSSES involved steps four and five—establishing 

inter- and intra-coder reliability of the behavioural classifications using a coder training program. 

An essential part of coding system development involves training individuals who are able to 

accurately and reliably code observational data (i.e., coders). The objective of coder training is to 

familiarize trainees with the coding protocol to enable independent and reliable assessment of the 

behaviours and contexts of interest. The coder training protocol is a resource for teaching 

trainees the transcription and coding procedures, the parameters of the behaviours and contexts 

of interest, and to provide illustrative examples that familiarize them with the quality and content 

they will encounter as trained coders (Heyman et al., 2014)3. 

Inter-coder reliability assesses the extent to which coding instruments can differentiate 

between coders with different ability levels, when coding evaluations are completed by different 

coders (Stolarova et al., 2014). Ideally, different coders can identify the same contexts and 

behaviours with a high degree of accuracy. Coders are trained until they meet 70-90% inter-

coder reliability with a master coder (e.g., Cicchetti, 1994; Erickson et al., 2011; Turnnidge et 

al., 2014). For example, Turnnidge and colleagues (2014) set their reliability standard at an 

agreement of 75% for two 10-minute video segments before progressing to full video coding. 

                                                   
3 The ACSSES Coding Manual is available in Appendix G 
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Continual evaluation of coder reliability is important to ensure that pre-established standards of 

performance are maintained (Heyman et al., 2014). Coder agreement is an important factor to 

consider because it establishes that the codes recorded from an observation reflect a standard 

instead of one single perspective of the observation. It is valuable to obtain coder statistics 

throughout a training program to assess a coder’s progress and identify problematic codes that 

may require greater attention in the training process (Suen, 1988).  

ACSSES coder training. Two coders were recruited to be trained by the first author on 

the use of the ACSSES. Over a four-week training period, the coders were systematically 

introduced to the dimensions of the ACSSES through a combination of discussion, group coding 

practice, and coding assignments that were to be completed between meetings. Over time, the 

training examples used during group coding practices became more complex (i.e., involved a 

wider range of categories), illustrating the capacity of the coding system and facilitating 

discussions to deepen learning. Further, time was allocated during meetings to review the 

previous week’s coding assignment and to discuss sources of disagreement.  

The two coders were each exposed to 225 examples during group coding practice 

(nexamples = 50) and weekly coding assignments (nexamples = 175) over the four-week training 

period. At the conclusion of the training period, each coder was given a final coding assignment 

that included 50 of the 225 examples used during training to determine the effectiveness of the 

coder training protocol. The final coding assignment was compared to coding completed by the 

first author to calculate inter-coder reliability. Intraclass correlation (ICC) estimates and their 

95% confidence intervals were calculated using SPSS statistical package version 22 (IBM corp., 

2013) based on a single-rating, absolute-agreement, 2-way mixed-effects model. The ICCs at the 

conclusion of the coder training indicated good (0.75-0.90) to excellent (> 0.90) inter-coder (i.e., 
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between individual coders and the first author) reliabilities for coded behaviour (Coder 1 = 0.94; 

Coder 2 = 0.87). Further, intra-coder (i.e., within-coder comparison between their coding of files 

during training and the final coding assignment) reliabilities at the conclusion of the coder 

training program indicated good (0.75-0.90) consistency for coded behaviour (Coder 1 = 0.77; 

Coder 2 = 0.72). In light of our decision to use percent agreement, we acknowledge the 

possibility that coders’ scores may be due in part to random guesses (i.e., false agreement; 

McHugh, 2012). For larger data sets, it may be appropriate to use Cohen’s kappa to account for 

the potential of false agreement (McHugh, 2012). 

Legal and Ethical Considerations for Adopting the EAR Methodology 

There are a number of legal and ethical considerations pertaining to the EAR method and 

ACSSES. This section provides an overview of our first-hand experience navigating the legal 

and ethical challenges of the EAR method with support from institutional research boards (IRB). 

Researchers interested in EAR methodology are encouraged to review resources provided by 

fellow EAR researchers (see Robbins, 2017, for a discussion) and familiarize themselves with 

relevant laws in their area of jurisdiction (e.g., municipal, state/province, and country).  

With respect to relevant laws, North American countries provide a valuable illustration. 

For instance, Canadian law states that the recording of a private conversation is legal if one 

person involved in the conversation provides consent (i.e., one-party consent; Criminal Code, 

1985, s 184[2][a]). Comparatively, certain areas of jurisdiction in the United States (e.g., 

California) require that every individual involved in a conversation must provide consent (i.e., 

two-party consent; Robbins, 2017). Therefore, researchers should consider the laws in their 

specific region and engage in a collaborative relationship with their IRB to ensure all ethical 
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concerns are addressed. Below, interested researchers can find some basic components of our 

IRB applications that have led to approvals at two Canadian universities. 

Researchers should begin the recruitment process by hosting information sessions where 

individuals who may be recorded (e.g., athletes, parents, and coaches in a sport setting) are 

provided with an overview of the proposed research and given the opportunity to ask questions. 

The consent forms should introduce the EAR method, explain how it will be implemented in the 

study, and require participants to opt-in to each component of the research (e.g., pre-/post-

questionnaires, daily diaries, EAR). Together, these steps inform participants and their families 

of when EAR observations will occur, which negates the expectation of privacy during 

conversations around the EAR devices during the observation period. Once data collection 

begins, participants should be assigned pseudonyms to de-identify their data. These pseudonyms 

are relevant for programming the EAR software, as a “Participant ID” is imbedded in each audio 

observation downloaded from the device. All identifiable information should be securely stored 

offline and in a separate location from de-identified data (e.g., questionnaires). As suggested 

elsewhere (e.g., Robbins, 2017), researchers may find it helpful to keep a “Project Status 

Workbook” (i.e., Microsoft Excel spreadsheet) that tracks data collected and workflow status on 

data entry and analysis, organized by participant pseudonym. These recommendations help 

protect participants’ privacy and confidentiality.  

The collection of EAR audio recordings raises additional ethical concerns that require 

careful consideration. Researchers can manage concerns about participant privacy by selecting a 

sub-sample of consenting team members to participate in the EAR component of a study. This 

sampling strategy limits the amount of observational data from a specific group and lowers the 

risk of potential negative consequences for individuals who prefer not to wear an EAR device 
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(e.g., peer pressure). Considering that researchers’ access to EAR devices is also likely to be 

limited, distributing EAR devices across multiple teams may provide the opportunity to observe 

different experiences (e.g., one-on-one conversations, a coaches’ pre-game speech) of the same 

event (e.g., a competitive tournament), while maximizing the number of participants available 

for other study components (e.g., questionnaires). In fact, we recommend that EAR observation 

periods are purposely scheduled to coincide with training or competition to maximize the 

likelihood of capturing relevant conversations among teammates, coaches, and parents, and to 

minimize the likelihood of capturing irrelevant conversations involving non-consenting third 

parties. The amount of identifiable information collected during any non-consenting third-party 

conversation can be further limited by programming brief audio recordings (e.g., 50 seconds). 

Researchers interested in observing youth sport participants should also be aware of additional 

ethical approvals required from schools and school boards to conduct research in educational 

settings.  

In relation to analyzing the EAR data, researchers should determine clear and specific 

inclusion criteria regarding which conversations meet the aims of the research. For example, we 

only retained conversations about team membership or sport participation that included team 

members (i.e., athletes, coaches) and/or parents for transcription and analysis (~85-90% of EAR 

recordings). It is also important that research assistants have protocols for reporting evidence of 

illegal activity and harming behaviours (e.g., child abuse, elder abuse, self-harm) to superiors for 

additional review. The legal obligation to relay evidence of a crime or abuse to authorities varies 

by area of jurisdiction and it is the investigator’s responsibility to understand and follow the 

requirements that apply to their data collection. Investigators should also make their reporting 

requirements clear to participants in the study’s consent form. All other conversations are 
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permanently deleted at the earliest opportunity. Whereas all discernable conversation captured 

from the recordings that meet our inclusion criteria are transcribed, only dialogue from athletes, 

coaches, and parents on participating teams is coded using the ACSSES. Only researchers and 

research assistants who have signed an IRB approved confidentiality agreement and have 

undertaken the coder training program have access to the EAR data. 

Limitations of the EAR Methodology 

 Even though the EAR method provides an innovative approach to explore social 

phenomena, several key limitations require consideration. First, the EAR cannot capture non-

verbal behaviours that are important for contextualizing effective communication in other video 

behavioural observation methods (e.g., Allan et al., 2016). Another limitation is the cost 

associated with EAR research, such as acquiring devices (e.g., Android devices start at ~$60 

CAD/device) and protective casing (~$20 CAD/case). Protective cases that include belt clips can 

enhance the audio quality of the recordings as participants will not have the devices in their 

pockets. Researchers may also want to consider purchasing wall ports (~$2 CAD/wall port) to 

ensure that participants have the necessary equipment to keep the EAR devices charged and 

functioning properly.  

Collecting, organizing, transcribing, and coding EAR-derived audio recordings is a 

lengthy and laborious process. Once the EAR devices are collected from participants after the 

observation period, researchers must listen to audio recordings to determine which observations 

meet the study’s inclusion criteria. For example, if six athletes and a head coach from eight youth 

sport teams (N = 56) each wear an EAR device programmed to record for 50 seconds, every 12.5 

minutes, from 08:00-20:00 over a 3-day observation period, researchers will need to review and 

organize ~9,000 audio recordings. Once audio files relevant to the research question are 
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identified (e.g., 10-15% of recordings or 900-1,350 audio files), researchers transcribe each 

audio file and add the transcripts to the coding instrument where trained coders analyze the 

data—this process may take 8 to 12 months. 

 The ACSSES also has key limitations that should be considered by researchers interested 

in using or building on the coding instrument. For instance, the ACSSES is limited to coding 

interactions with head coaches, parents, and teammates. The current version of the ACSSES does 

not include categories that allow researchers to assess interactions with other key social agents 

(e.g., siblings; Blazo & Smith, 2018). In addition, the majority of the ACSSES behaviour codes 

were developed to assess assumed positive (i.e., supportive) and negative (i.e., aversive) 

relationships (Holt-Lunstad & Uchino, 2019). Holt-Lunstad and Uchino (2019) argue that 

researchers need to gain a better understanding of social relationships characterized by a mix of 

positivity and negativity (i.e., ambivalent relationships) and how they influence health-related 

behaviours (e.g., sport participation). Future research with the ACSSES could evaluate how to 

analyze the positive and negative behaviours captured with the EAR method to examine the 

influence of ambivalent relationships. 

Future Application of the EAR Methodology in Sport 

 The EAR method and ACSSES provide sport researchers with a novel methodology to 

address research questions involving the observation of athletes and key social agents (i.e., 

teammates, coaches, parents) as they interact in settings outside of the immediate sport activity. 

Together, the EAR method and ACSSES can facilitate the assessment of a wide range of 

research topics (e.g., intragroup behaviour, leadership behaviour, social identification processes) 

and perspectives (e.g., athlete, coach, parent, official). Using the scenario involving Lydia, we 

now consider possible applications of the EAR to explore her identification with her new team. 
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 Lydia’s story provides a context with numerous research topics for investigators to 

choose from. Considering it is her first year with a new team, social identity may be a construct 

of interest. For Lydia, her integration into a new team would theoretically involve social 

identification processes in the form of interactions with her coach and teammates that would 

introduce her to the social identity content (i.e., the morals, values, and norms of the group; 

Reicher, 1984) of the team. If the social identity content or the way it is introduced appeals to 

her, it would likely strengthen her identification with the team (i.e., social identity). Conversely, 

she may not agree with the social identity content based on existing beliefs or how the new 

information is presented, which could negatively affect her identification with the team. The 

EAR methodology could be used with Lydia, a sample of her teammates, and her coach over a 

period of time (e.g., tournament) to collect data about the interactions that influence team 

members’ social identification. Following transcription of all conversations that discuss sport 

participation or team membership, trained coders would use the ACSSES to code the transcripts 

for relevant contextual information and behaviours present in the interactions. The behavioural 

frequency analysis could then be converted to represent a proportion of time spent engaged in 

conversations that include target behaviours of interest, and assessed in relation to other 

measures (e.g., pre-/post-questionnaires, daily diaries). The transcripts could also be qualitatively 

analyzed to determine how actual leader behaviours demonstrated by Lydia’s coach aligned with 

the four Principles of Social Identity Leadership (Haslam et al., 2011). These analyses would 

provide new insights into social identification processes and how they relate to a variety of 

potential variables (e.g., moral behaviour, intentions to continue in sport, performance). This is 

one example demonstrating how the EAR could be used to observe participants daily 

experiences in ways that may have previously been difficult to undertake. 
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Conclusion 

 As smartphones and other wearable technologies become more imbedded in everyday 

life, so too do the opportunities for researchers to responsibly access real-world information as it 

unfolds (Miller, 2012). The ability to access social environments around sport where athletes, 

coaches, and parents interact can help advance our understanding of the important, yet complex, 

social dynamics that exist. As Tamminen and colleagues (2017) noted, youth athletes indicate 

that private settings are where many valuable conversations related to their sport experiences 

occur. The application of the EAR method and development of the ACSSES affords new 

opportunities to examine temporal changes, behaviour, and daily processes that are associated 

with short- and long-term outcomes in sport.  
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Chapter 4 

“Beyond the rink”: A multilevel analysis of social identity behaviours 

captured using the Electronically Activated Recorder (EAR) 
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Abstract 

The current study used ecological momentary assessment (EMA) methods to examine 

associations between youth athletes’ experiences receiving and engaging in intragroup 

behaviours indicative of the three dimensions of social identity (i.e., ingroup ties, cognitive 

centrality, ingroup affect) during a three-day competitive ice hockey tournament. Fifty-four 

youth (Mage = 12.39 years; SDage = 1.14; 94% male) from nine competitive ice hockey teams 

wore an Electronically Activated Recorder (EAR) device programmed to capture brief (50-

seconds) audio observations and completed daily diaries each day of the tournament. Multilevel 

analyses demonstrated that on days when athletes received behaviours from ingroup members 

that indicated their ingroup affect and cognitive centrality, they were more likely to engage in the 

same behaviours. These positive associations remained significant when controlling for daily 

perceptions of social identity and day of the tournament. This is the first study to demonstrate the 

utility of the EAR and associated coding scheme for collecting and facilitating quantitative 

behavioural analysis in sport research. 

 

Keywords: behavioural observation, youth sport, ecological momentary assessment, daily diaries 
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Introduction 

When examining individual perceptions and responses to particular events, it is important 

to consider the social groups to which people belong (Tajfel, 1981). The values and norms 

associated with a group materialize through the thoughts, emotions, and behaviours of the 

individual members who deem the group relevant and salient (i.e., an important part of their self-

concept; Ellemers et al., 2013; Haslam et al., 2000). This is particularly true for sport, as team 

environments have been promoted as an ideal context to examine not only intragroup and 

intergroup behaviours, but also how team membership influences personal involvement (Eys et 

al., 2019; Rees et al., 2015). Recent research has emphasized the importance of considering the 

dynamic nature of youth athletes’ identification with their team when attempting to understand 

behaviours and general sport experiences (e.g., Benson & Bruner, 2018; Bruner et al., 2018). 

The social identity approach (SIA) describes how the value that people attach to their 

social groups influences intragroup processes and intergroup behaviour (Tajfel & Turner, 1979; 

Turner et al., 1987). The SIA provides an explanation of when and why an individual’s self-

concept aligns with what it means to be a member of their social group (i.e., social identification; 

Turner et al., 1987). Crucially, the SIA also describes how identifying with a particular group 

shapes individual and collective behaviours. When an individual strongly identifies with a group 

and the social context is relevant to that group membership, they become motivated to 

distinguish themselves as a ‘good’ member by demonstrating commitment to the objectives, 

values, and behavioural expectations of that group (Ellemers et al., 2013; Hogg et al., 2017). For 

example, foundational SIA literature demonstrated that group memberships based on arbitrary 

criteria (e.g., flip of a coin, interpretation of art) can influence participants to act favorably 

towards members of the ingroup and to disadvantage members of an outgroup (e.g., Billig & 



 79 

Tajfel, 1973; Tajfel et al., 1971). The key construct discussed and operationalized in the SIA 

literature for understanding behaviour within and between groups is social identity. 

Tajfel (1981) defined social identity as “that part of an individual’s self-concept which 

derives from their knowledge of their membership of a social group (or groups) together with the 

value and emotional significance attached to that membership” (p. 255). Cameron (2004) first 

introduced a multidimensional conceptualization and measure of social identity that 

encompassed the cognitive, affective, and social components of Tajfel’s definition. Bruner and 

Benson (2018) later developed the Social Identity Questionnaire for Sport (SIQS) to assess those 

three dimensions in sport: ingroup ties (i.e., the psychological bonds of a group), cognitive 

centrality (i.e., the meaning and value attributed to group membership), and ingroup affect (i.e., 

the positive emotions associated with group membership). Importantly, given the theoretical 

underpinnings of social identity (e.g., Tajfel & Turner, 1979; Turner et al., 1987), youth sport 

research has predominately explored the self-reported relation between athletes’ social identity 

strength, the content of such identities (i.e., what it means to be a member of a particular group), 

and behaviour during sport participation (Bruner et al., 2020). 

Within the youth sport literature, a central focus has involved the degree to which athletes 

identify with their teams and what this means for how they interact with teammates and 

opponents (e.g., Bruner et al. 2014; 2018). Indeed, research suggests that athletes use the 

perceived team environment as a source of information to guide voluntary acts intended to either 

help (i.e., prosocial behaviours) or harm/disadvantage (i.e., antisocial behaviours) others (e.g., 

Kavussanu & Boardley, 2010; Sage et al., 2006). For instance, group related constructs such as 

norms and cohesion have been found to influence the relationship between social identity 

strength and athlete behaviour (Bruner et al., 2014; 2018). Further, through interviews involving 
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stimulated recall, researchers found that athletes who identified with teams that represented a 

dominance-orientation characterized by competitiveness and aggressive behaviours were also 

more likely to adopt those types of behaviours (Bruner et al., 2017a). In this regard, evidence 

suggests that athletes learn appropriate behaviours through interactions with each other over time 

in the group environment. 

Athletes’ social identity perceptions are not only shaped by what happens during training 

or competition, but also the social interactions that occur outside of the immediate sport activity 

(e.g., social functions, in the dressing room). For instance, both youth and parents have described 

the car ride home as a valuable opportunity to discuss sport participation, and admit that parents 

should be cognizant not to focus solely on performance and to consider their tone and the power 

dynamic that exists in the relationship (Tamminen et al., 2017). In relation to teammate 

interactions more generally, and social identity perceptions specifically, recorded conversations 

from dressing rooms before and after competition illustrate how the result of a match impacts 

athlete interactions (Zucchermaglio, 2005). After a loss, team members distanced themselves 

from the negative outcome by ascribing blame to various subgroups (e.g., forwards, defense), 

whereas they were more likely to attribute victory to the effort of the entire team 

(Zucchermaglio, 2005). These studies highlight the need to account for experiences outside of 

the immediate sport activity to better understand how daily experiences influence social 

identification. 

The ability to collect data about participants’ perceptions of their experiences as they 

unfold in natural settings allows researchers to investigate phenomenon that are otherwise 

difficult to study, while also minimizing the effects of memory issues or retrospective biases 

(Trull & Ebner-Priemer, 2009; Wrzus & Mehl, 2015). In a recent example from sport, Benson 
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and Bruner (2018) employed daily self-report questionnaires to examine the dynamics of social 

identity and teammate interactions with youth athletes. The findings showed that athletes were 

more likely to engage in prosocial or antisocial behaviours on days they were the recipient of the 

same types of behaviour (Benson & Bruner, 2018). This same study also revealed that youth 

athletes reported higher levels of social identity (ingroup ties, ingroup affect) on days they 

experienced more prosocial teammate behaviours. Indeed, these findings provide evidence that 

social identification are dynamic within a relatively short period of time. 

A recently introduced tool for assessing sport participants’ daily behaviours is the Audio 

Coding System for Social Environments in Sport (ACSSES; Herbison et al., 2020). The 

ACSSES is a behavioural observation coding instrument designed to assess behaviours observed 

using ecological momentary assessment (EMA) methods. Specifically, measures within the 

ACSSES can be used to assess the frequency of behaviours indicative of social identity’s 

salience during interactions between members of a sports team (i.e., teammates, coaches, 

parents). These behavioural measures refer to interpersonal behaviours that are indicative of a 

participants’ ingroup ties, ingroup affect, or cognitive centrality. Combined with EMA methods 

designed for behavioural observation, the ACSSES provides researchers with a glimpse into the 

actual interactions and behaviours that occur outside of the immediate sport activity and an 

opportunity to better understand how team environments influence youth sport experiences.  

Purpose and Hypotheses 

Researchers have advocated the simultaneous use of self-report and observational 

methods to better understand the intrapersonal and interpersonal aspects of social processes 

(Mehl et al., 2012). The purpose of the current study was to examine both within-person and 

between-person associations between youth athletes’ engagement in and experiences receiving 
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behaviours indicative of social identity during a three-day competitive youth ice hockey 

tournament. We hypothesized that being the recipient of behaviours indicative of a fellow team 

members’ (i.e., teammate, coach, parent) social identity would be positively associated with 

athletes’ engagement in the same behaviours across the three dimensions of social identity 

(ingroup affect, cognitive centrality, ingroup ties). Further, we expected these hypotheses to 

apply to the between-person level of analysis (i.e., athletes who experienced more frequent 

behaviours indicative of social identity from fellow team members on average over the weekend, 

would tend to engage in the same behaviours more frequently) and the within-person level of 

analysis (i.e., an athlete would engage in more frequent behaviours indicative of social identity 

on the same days they experienced a higher-than-usual number of the same from fellow team 

members). We also expected that these associations would remain when controlling for 

participants’ daily perceptions of the relevant dimension social identity. 

Method 

Participants 

 The planning and data collection associated with our research design (i.e., simultaneous 

collection of EAR and daily self-report data over a three-day period) led to a targeted recruitment 

of 54 participants (n = 52 male; n = 2 female) from nine competitive male ice hockey teams4 in 

Ontario, Canada. On average, the participants were 12.39 years of age (SD = 1.14) and competed 

at the U13 (n = 3) and U15 (n = 6) divisions. Forty-five participants with complete daily diaries 

and whose EAR devices collected more than 2 days of audio recordings (M = 2.57 days of audio 

recordings per participant) retained for analysis. Nine participants with incomplete daily diaries 

                                                   
4 The teams who participated in this ice hockey tournament were made up of majority male youth athletes. This 
characterization is intended to distinguish participating teams from exclusively female competitive youth ice hockey 
teams. 
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and less than 2 days of audio recordings were excluded from analysis because their remaining 

data was not sufficient for the proposed multilevel analysis.  

Procedure 

 Upon receiving institutional ethics approval and consent from the chairperson of a youth 

ice hockey tournament, 37 teams from Ontario who were registered or expressed interest in 

registering for the tournament were e-mailed a digital advertisement that contained details about 

the study (~ 2 months prior to the tournament). Head coaches or team managers from 12 teams 

expressed interest and were sent a letter of information. Of those that remained interested, an 

information session was provided by the research team to describe the study to athletes, coaches, 

and parents. Ultimately, nine teams participated in the study. One team was observed during a 

three-day tournament that occurred one-week prior to the main data collection that included the 

remaining eight teams5. 

Data collection began 7-10 days prior to the competition weekend with the distribution of 

intake questionnaires. Researchers met with participating teams two or three days prior to the 

competition weekend to distribute EAR devices and daily diaries to athletes (n = 6) and the head 

coach. At the time, participants were told they were randomly selected to wear the EAR although 

we purposively selected team members who scored in the top three or bottom three relative to 

their teammates on an intake social identity measure (SIQS; Bruner & Benson, 2018) that was 

administered 7-10 days prior to the main data collection. The rationale for distributing EAR 

devices to participants with polarized perceptions of social identity was based on theoretical 

(e.g., Tajfel & Turner, 1979) and empirical (e.g., Bruner et al., 2017b) evidence that their group 

                                                   
5 The team observed during the separate tournament was initially treated as a pilot to test device functionality and 
study procedures ahead of the larger data collection (k = 8 teams). Due to the success of the pilot and homogeneity 
of both tournaments (i.e., ice hockey teams of the same age and competitive level, both tournaments occurred in the 
same city), we decided to include all nine teams in our analysis.  
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experiences were likely to vary. At the conclusion of the study and without identifying where 

participants scored on the SIQS, athletes, coaches, and parents were informed about the 

deception and that it was necessary to mitigate the risk of participants being punished based on 

their social identity perceptions. Participants were instructed to wear the EAR device throughout 

the three-day tournament, except during competition or when bathing/swimming, and to 

complete their daily self-report questionnaire every evening. Each participating team was 

accompanied by a research assistant who was responsible for collecting the EAR devices prior to 

competition to ensure they were functioning properly. Participating teams were compensated for 

the tournament fee entry (~$1,000.00/team) and individual participants received a $5.00 gift 

certificate for each completed daily self-report questionnaire and an additional $5.00 for 

completing all daily self-report questionnaires—up to a maximum of $20.00 ($5.00 per day x 3 

days + $5.00 for completing all questionnaires). 

Measures  

EAR Protocol  

During the ice hockey tournament, participants wore the EAR from 08:00-20:00, except 

during competition or at the discretion of the participants (e.g., while bathing). Participants were 

encouraged to wear the EAR as much as possible and not to use other applications on the device, 

or allow it to run out of battery power. In line with previous EAR studies (e.g., Tobin et al., 

2015), the EAR was programmed to record 50 second snippets of audio (i.e., audio observations) 

every 12.5 minutes. Participants were not notified when recordings occurred (i.e., the software 

functioned while the device was inactive). 

EAR data were coded using the ACSSES (Herbison et al., 2020), which enables the 

specification of athlete location, activity, and behaviours related to interactions with fellow team 

members. Only interactions involving conversations specific to a participant’s team or sport were 
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assessed. The predictor variables were derived from recipient categories within the behavioural 

dimension of the ACSSES representing participants’ experience receiving behaviours indicative 

of ingroup affect (e.g., positive reinforcement/encouragement from coach), cognitive centrality 

(e.g., sharing of general team information from teammate), and ingroup ties (e.g., positive 

evaluation of team from parent). The dependent variables were derived from engagement 

categories within the behavioural dimension of the ACSSES representing participants’ 

engagement in behaviours indicative of ingroup affect (e.g., emotional disclosure from target 

athlete), cognitive centrality (e.g., target athlete discussion preparation for sport), and ingroup 

ties (e.g., positive evaluation of teammate relationships from target athlete). Participant 

engagement in behaviours indicative of their social identity was calculated by summing the 

frequency of behaviours observed for each dimension every tournament day.  

Two EAR coders underwent a four-week training program before data analysis began 

(see Herbison et al., 2020). EAR coders listened and organized participant audio observations 

based on whether they included conversations relevant to the EAR participant’s team and/or 

sport. Relevant audio observations were transcribed verbatim in Microsoft Word before being 

added to the ACSSES coding sheet. Each file was coded following the guidelines set forth in the 

ACSSES coder training program and coding manual (Herbison et al., 2020). Intraclass 

correlation coefficients (ICC[2]) at the conclusion of training indicated good (.75-.90) to 

excellent (> .90) inter-coder reliabilities (i.e., between individual coders and the ACSSES’s lead 

developer) for all context and behaviour categories (Coder 1 = .94; Coder 2 = .87; LeBreton & 

Senter, 2008). Further, intra-coder reliabilities (i.e., within-coder comparison between their 

coding of files during training and the final coding assignment) at the conclusion of the coder 
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training program indicated good (.75-.90) consistency for coded behaviour (Coder 1 = .77; Coder 

2 = .72).  

Daily Self-reported Social Identity Perceptions 

During each day of the tournament, participants completed the SIQS (Bruner & Benson, 

2018). The SIQS is a sport-specific, validated, nine item, self-report measure that includes three 

items for each of the following dimensions: cognitive centrality (e.g., “The fact that I am a 

member of this team often enters my mind.”), ingroup ties (e.g., “I feel a sense of being 

‘connected’ with other members of this team.”), and ingroup affect (e.g., “I feel good about 

being a member of this team.”). Items were rated on a 7-point Likert scale anchored at 1 

(Strongly Disagree) to 7 (Strongly Agree). The individual subscales for ingroup affect (aDay1 = 

.84; aDay2 = .79; aDay3 = .85), ingroup ties (aDay1 = .93; aDay2 = .96; aDay3 = .91), and cognitive 

centrality (aDay1 = .94; aDay2 = .91; aDay3 = .88) exhibited reliability across the data collection 

period. 

Multilevel Analytic Strategy 

Descriptive statistics, intra- and inter-coder reliabilities, and internal consistencies for the 

social identity measure were calculated using SPSS statistical package version 26 (IBM corp., 

2019). Linear mixed-level modelling was used to examine the within-person and between-person 

associations between youth athletes’ engagement in and experiences receiving behaviours 

indicative of social identity using Mplus Version 8 (Muthén & Muthén, 2017). A nested (two 

level) data structure was created based on participants’ (between-person level) EAR-derived 

audio observations and daily self-report responses (within-person level) across the three-days. 

Self-reported levels of ingroup affect, ingroup ties, and cognitive centrality were included as 

covariates in the respective models assessing behaviours indicative of social identity. Poisson 
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regressions were used to model the relations between predictor and criterion variables because 

the latter are count variables (Muthén & Muthén, 2017; Warner, 2015). 

Preliminary analyses involved calculating the means and standard deviations for study 

variables, within-person level bivariate correlations, and ICC(1) coefficients that indicated the 

amount of within-person variance for each dependent variable relative to overall variance. 

Unconditional null models were estimated to determine the amount of within-person variance in 

athletes’ engagement in behaviours indicative of social identity relative to the overall variance in 

scores (i.e., Hayes, 2006). Examining this within-person variance for participants’ daily 

engagement in behaviours indicative of ingroup affect, cognitive centrality, and ingroup ties 

helped determine the viability of using multilevel analyses. Next, separate models were 

estimated for each outcome measure. The predictor variables (i.e., experienced behaviours 

indicative of ingroup affect, cognitive centrality, and ingroup ties) were partitioned into within-

person and between-person components and treated as fixed effects. The between-person level 

variables for experienced behaviours indicative of ingroup affect, cognitive centrality, and 

ingroup ties were computed by averaging the frequency that those behaviours that were observed 

in the EAR-derived data over the three-day tournament. The between-person level predictor 

variables were grand-mean centered and the within-person level predictor variables were person-

centered during analysis. As covariates, self-reported levels of each social identity dimension 

were included as fixed effects at both the within-person level and between-person level. Each 

model included random intercepts with fixed slopes due to a lack of variance.  
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Results 

Preliminary Findings 

Descriptive statistics and correlations of variables at the within-person level are displayed 

in Table 2. A total of 8,864 EAR-derived audio observations were retrieved from 45 EAR 

devices. Of this total, 624 audio observations met the current study’s inclusion criteria, ranging 

from 0 to 32 audio observations across participants. The frequency of missing items across the 

daily self-report measures of social identity ranged from 0% to less than 0.01%. Although 

expectation maximization imputation would be the ideal approach for replacing missing data 

(e.g., Musil et al., 2002), listwise deletion was used because missing daily self-report data and 

missing EAR audio recordings occurred on corresponding days. The use of multilevel analysis 

was supported by ICC(1) derived from separate unconditional null models that indicated 

significant within-person variance for participants’ engagement in behaviours indicative of 

ingroup affect (IGA Behaviours = 89.1%), behaviours indicative of cognitive centrality (CC 

Behaviours = 83.3%), and behaviours indicative of ingroup ties (IGT Behaviours = 61.1%; Jebb 

et al., 2019). Full linear mixed-level models were assessed for all four criterion variables. A 

decrease in chi-square difference test from null to full models based on loglikelihood values, 

obtained using a MLR estimator, demonstrated good fit for each model (Kelloway, 2017; 

Muthén & Muthén, 2017). 
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Table 2. Descriptive statistics 

Variables 1 2 3 4 5 6 7 8 9 

1. IGA 
Behaviours 

 - - - - - - - - 

2. CC 
Behaviours 

.57*** - - - - - - - - 

3. IGT 
Behaviours 

.51*** .24** - - - - - - - 

4. ExIGA 
Behaviours 

.23** -.06 -.01 - - - - - - 

5. ExCC 
Behaviours 

.18* .15 .14 .02 - - - - - 

6. ExIGT 
Behaviours 

.23** .32*** .14 .27** -.08 - - - - 

7. Self-report 
IGA 

.22* -.12 .14 .07 .19* -.02 - - - 

8. Self-report 
CC 

.06 -.29** -.02 .16 .07 -.16 .57*** - - 

9. Self-report 
IGT 

.17* -.29** .09 .01 .06 -.08 .61*** .73*** - 

M (SD) 
7.89 

(4.37) 

3.09 

(1.94) 

0.71 

(0.95) 

0.94 

(0.64) 

3.84 

(1.59) 

1.46 

(1.11) 

5.12 

(1.43) 

5.86 

(1.24) 

6.22 

(1.00) 

Note. Unstandardized model results. All means and correlations are based on scores at the between-
person level (Level 2). IGA Behaviours = daily engagement in ingroup affect reinforcing behaviours. CC 
Behaviours = daily engagement in cognitive centrality reinforcing behaviours. IGT Behaviours = daily 
engagement in ingroup ties reinforcing behaviours. ExIGA Behaviours = daily experience receiving 
ingroup affect reinforcing behaviours. ExCC Behaviours = daily experience receiving cognitive centrality 
reinforcing behaviours. ExIGT Behaviours = daily experience receiving ingroup ties reinforcing 
behaviours.  Self-report IGA = daily perceptions of ingroup affect. Self-report CC = daily perceptions of 
cognitive centrality. Self-report IGT = daily perceptions of ingroup ties.  
*p < .05. **p < .01. ***p < .001  
N = 45 
Number of observations = 135 
  



 90 

Main Findings 

 Table 3 displays the findings of the full linear mixed-level models predicting within-

person associations for participants’ reception of behaviours indicative of ingroup affect, 

cognitive centrality, and ingroup ties from fellow team members, and their engagement in the 

corresponding behaviours towards members of their ingroup. The results indicated that 

participants’ daily experiences receiving behaviours indicative of ingroup affect from teammates, 

coaches, and parents positively predicted their daily engagement in the same behaviours, (b = 

0.16, SE = 0.07, p < 0.01), beyond variance accounted for by the day of the tournament (i.e., 

time) and daily perceptions of ingroup affect (at within- and between-person levels). Time also 

demonstrated a significant positive effect on participants’ daily engagement in behaviours 

indicative of ingroup affect (b = 0.17, SE = 0.07, p < 0.01), indicating that these behaviours 

increased as the tournament progressed. Participants’ daily engagement in behaviours indicative 

of cognitive centrality were also positively predicted by their daily experiences receiving the 

same behaviours from fellow team members (b = 0.19, SE = 0.02, p < 0.001), beyond the 

variance accounted for by time and daily perceptions of ingroup affect (at within- and between-

person levels). Similar to the first model, time also demonstrated a significant positive effect on 

participants’ daily engagement in behaviours indicative of cognitive centrality (b = 0.16, SE = 

0.08, p < 0.05), indicating that these behaviours increased as the tournament progressed. The full 

model assessing the reciprocity in behaviours indicative of ingroup ties was not significant (b = 

0.12, SE = 0.08, p = 0.14), indicating that interactions between participants and fellow team 

members related to connection within the team were not associated.  
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Table 3. Full Linear mixed-level models predicting athletes’ behaviours 

Daily Observed Behaviours 

 IGA Behaviours CC Behaviours IGT Behaviours 

Level 1 Fixed Effects b (SE) b (SE) b (SE) 

 ExIGA Behaviours 0.16 (0.07)** - - 

 ExCC Behaviours - 0.19 (0.02)*** - 

 ExIGT Behaviours - - 0.12 (0.08) 

 Time 0.17 (0.07)** 0.16 (0.08)* 0.20 (0.12) 

 Self-report IGA 0.16 (0.19) - - 

 Self-report CC - 0.19 (0.21) - 

 Self-report IGT - - -0.06 (0.34) 

Level 2 Fixed Effects    

 ExIGA Behaviours 0.15 (0.09) - - 

 ExCC Behaviours - 0.07 (0.05) - 

 ExIGT Behaviours - - 0.15 (0.12) 

 Self-report IGA -0.08 (0.20) - - 

 Self-report CC - -0.40 (0.24) - 

 Self-report IGT 

 

- - 0.05 (0.47) 

Random Effects    

 Intercept 1.49 (0.24)*** 2.23 (0.43)*** -0.46 (1.38) 

Model Fit    

 -2 logLikelihood -463.33 -252.85 -153.09 

Note. All fixed effects are unstandardized regression coefficients, with standard error estimates in 
parentheses. IGA Behaviours = daily engagement in ingroup affect reinforcing behaviours. CC 
Behaviours = daily engagement in cognitive centrality reinforcing behaviours. IGT Behaviours = daily 
engagement in ingroup ties reinforcing behaviours. ExIGA Behaviours = daily experience receiving 
ingroup affect reinforcing behaviours. ExCC Behaviours = daily experience receiving cognitive centrality 
reinforcing behaviours. ExIGT Behaviours = daily experience receiving ingroup ties reinforcing 
behaviours. Time = day of the tournament. Self-report IGA = daily perceptions of ingroup affect. Self-
report CC = daily perceptions of cognitive centrality. Self-report IGT = daily perceptions of ingroup ties. 
Level 2 variables were calculated by averaging participants’ daily data across the three-day tournament 
*p < 0.05. **p < 0.01. ***p < 0.001  
N = 45 
Number of observations = 116 
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Discussion 

 The purpose of this study was to examine the within-person and between-person 

associations between youth athletes’ engagement in and experiences receiving behaviours 

indicative of social identity during a three-day competitive youth ice hockey tournament. The 

results of our multilevel linear models partially supported our hypotheses regarding the 

reciprocity of participants’ receiving and engaging in behaviours indicative of social identity 

with fellow team members (i.e., teammates, coaches, parents) during the tournament. 

Specifically, the youth athletes in this study were more likely to engage in behaviours indicative 

of their cognitive centrality and ingroup affect towards team members on days when they 

received more of these same types of behaviours from coaches, parents, and teammates. The 

findings also showed that participants’ engagement in behaviours indicative of their cognitive 

centrality and ingroup affect increased as the three-day tournament progressed. These findings 

will be contextualized within the youth sport and social identity literature before discussing this 

study’s limitations and potential future directions. 

According to the SIA, a social context that promotes intergroup social comparison 

enhances the salience of individuals’ relevant social identity and motivates them to achieve a 

more positive identity (Tajfel & Turner, 1979; Turner et al., 1987). With data collected during a 

competitive tournament (i.e., a social context promoting social comparison), the conversations 

between participants and fellow team members were examined for indicators of the salience of 

the relevant social identity (i.e., their competitive youth ice hockey team). Conversations that 

described opinions, observations, or experiences from participants, teammates, coaches, and 

parents that reinforced positive emotional attachments to the group (i.e., ingroup affect), the 

meaning and value of group membership (i.e., cognitive centrality), or connection to fellow team 
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members (i.e., ingroup ties) were coded accordingly (see Herbison et al., 2020). Our results show 

that participants were more likely to engage in behaviours indicative of their ingroup affect and 

cognitive centrality on the days of the tournament when they received more of these behaviours 

from fellow team members (i.e., teammates, coaches, and parents). This reciprocal pattern of 

behaviour relevant to participants’ social identities represent elements of self-categorization, as 

team members attempt to promote a greater sense of ‘we’ and ‘us’ (Turner, 1985; Turner et al., 

1987).  

Previous research from professional and youth sport contexts using related research 

methods provides evidence of similar behavioural patterns regarding social categorization and 

behavioural reciprocity. In professional sport, athletes’ self-categorizations, in the form of group-

referring expressions (GRE; i.e., language that differentiates self or subgroups from the larger 

group), varied based on team performance (Zucchermaglio, 2005). Specifically, athletes were 

more likely to attribute a win to their entire team (i.e., use of fewer GRE) and a loss to particular 

subgroups within the team (i.e., use of more GRE; Zucchermaglio, 2005). Regarding reciprocity 

in team member behaviours, Benson and Bruner (2018) found that youth athletes systematically 

regulated the way they acted towards team members based on their teammates’ social 

behaviours. Participants’ prosocial and antisocial behaviours were positively predicted by the 

prosocial and antisocial behaviours that they received from teammates, and participants also 

reported higher levels of social identity (across all three dimensions) on days when they received 

more prosocial behaviours. Our findings build on these earlier studies by demonstrating that 

athletes’ experiences beyond training and competition can provide insight about their self-

categorization and that actual behaviour related to ingroup affect and cognitive centrality appears 

to correspond with being a recipient of the same behaviours. 
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We also demonstrated that participants’ engagement in behaviours indicative of social 

identity increased as the tournament progressed. These within-person changes over time illustrate 

the dynamic nature of youth athletes’ actual interpersonal behaviours over consecutive days and 

a shorter period of time than has been demonstrated previously (e.g., Herbison et al., 2019). 

Although we did not assess team performance in this study, tournament games are inherently 

more competitive as teams advance towards a championship (e.g., games that determine seeding 

in playoff rounds, elimination games). Research suggests that esteem-inducing situations (e.g., 

team performance) are likely to increase the salience of identity, the positive affect related to that 

identity, and the likelihood that individuals emphasize that identity in their everyday behaviours 

(Vignoles et al., 2006). Accounting for factors such as individual and team performance in future 

EAR-sport research could contribute new insights about how actual behaviour is related to social 

identity over time and in response to a variety of events. 

Limitations 

 This study had limitations that are important to mention. Sufficient sample size is a key 

consideration when attempting to use MLM frameworks for analysis (Hayes, 2006). Our 

research design involved the distribution of 54 EAR devices and daily self-report questionnaires 

for use across a three-day period. Considering the financial and labour costs associated with 

EAR research (for reviews, see Herbison et al., 2020; Robbins, 2017), future studies should 

consider including longer or additional observation periods to increase the number of 

observations, participants, or both. This would allow researchers to increase the statistical power 

needed when assessing the nested structure of such data. Participant attrition was also an issue 

with this study, as the data of nine participants could not be used due to EAR device issues. 

Technological advancements since the collection of these data have improved the functionality 
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and reliability of devices (e.g., Kaplan et al., 2020). Finally, we did not consider the potential 

effects of both positive and negative aspects (i.e., ambivalent) of social relationships (Holt-

Lunstad & Uchino, 2019). For example, instances of social identity undermining behaviours 

(e.g., negative evaluation of coach from teammate; negative evaluation of team membership 

from target athlete) that athletes may have experienced or engaged in during conversations with 

teammates, coaches, or parents could provide additional insights about the development and 

maintenance of shared social identities. 

Future Directions 

 The EAR methodology affords new avenues to assess athletes, coaches, and parents 

actual behaviour outside immediate sport environments (Herbison et al., 2020). Together, the 

EAR and ACSSES could be used to examine the long-term effects of behaviours indicative of 

individuals’ social identity on athletes’ and fellow team members’ social identity perceptions and 

other theoretically-related constructs (e.g., cohesion). Additionally, knowledge gained through 

studying actual social identity-related behaviour could be used to develop and evaluate group-

based interventions aimed at promoting social identities in sport. Given the abundance of 

research demonstrating the influence of social identity on, among other things, moral behaviour 

(Bruner et al., 2014; 2018), self-worth (Martin et al., 2017), mental health (Vella et al., 2020), 

and risky behaviours (e.g., hiding a concussion; Graupensperger et al., 2018), teaching team 

leaders how to effectively promote a positive social identity could lead to improved athlete 

outcomes. 

Conclusion 

 The aim of the present study was to build upon novel youth sport research examining the 

influence of social environments beyond the immediate sport activity (e.g., Tamminen et al., 
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2017). Our hypotheses were partially supported in that youth athletes were more likely to engage 

in behaviours indicative of their ingroup affect and cognitive centrality towards team members 

on days when they received more of these same types of behaviours from those individuals. 

Furthermore, participants were more likely to engage in behaviours indicative of their ingroup 

affect and cognitive centrality as the three-day tournament progressed. The current findings 

demonstrate how, in a group context such as sport, the interactions that occur between team 

members in broader social environments can influence others’ behaviour and foster a shared 

social identity.    
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Abstract 

Purpose: To investigate whether youth sport coaches’ behaviours (as captured through real-time 

interactions with other team members) align with identity leadership during a three-day ice 

hockey tournament. Methods: The Electronically Activated Recorder (EAR) was used to 

conduct behavioural observation of eight head coaches (Mage = 44.88 years, SD = 6.08) of 

competitive youth ice hockey teams. A total of 597 audio files captured coaches’ sport-related 

conversations with their athletes, assistant coaches, and parents/guardians at the tournament. 

Based on a critical realist philosophical approach, we followed Fletcher’s (2017) analysis 

guidelines involving the identification of demi-regularities (i.e., preliminary trends or patterns in 

the data), abduction (i.e., theoretical redescription), and retroduction (i.e., contextual 

considerations). Results: Coaches’ observed interactions were found to be representative of the 

four elements of social identity leadership, and thus organized into the higher-order themes of 

identity prototypicality, advancement, entrepreneurship, and impresarioship. The findings 

illustrate that identity leadership can be used in affirmative and dissenting ways. Finally, results 

are contextualized to show that the observed behaviours occur before, during, and after 

competition. Conclusion: The findings advance our understanding of what identity leadership 

looks like in practice. Specifically, coaches engaged in identity leadership behaviours both 

during sport competition as well as the broader social environment (e.g., car ride to/from 

competition), and these behaviours were seen to promote both positive and negative values and 

norms within their teams.  

Keywords: ecological momentary assessment; electronically activated recorder; coach; 

social identity; qualitative analysis  
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Introduction 

 The social identity approach (SIA) is a theory of interpersonal and intergroup behaviour 

that has received growing interest in the field of sport and exercise psychology (Haslam et al., 

2020a). As a construct, social identity represents that part of one’s self-concept that is derived 

from a salient group membership because of the meaning and/or purpose (i.e., cognitive 

centrality), positive affect (i.e., ingroup affect), and sense of belonging (i.e., ingroup ties) offered 

by a specific group (Cameron, 2004; Tajfel & Turner, 1979). A strong identification with a group 

leads to the promotion and adoption of its values, goals, and norms (Tajfel, 1981; Turner et al., 

1987). In addition, a shared social identity affords members psychosocial benefits (e.g., social 

support, collective efficacy), enhances the influence of prototypical group members (e.g., team 

leaders), and motivates group behaviour (e.g., intensity and execution during practice; Haslam et 

al., 2020a)—all of which are important contributors to athletes’ positive experiences in sport. 

 According to the SIA, leadership is a social process whereby a shared social identity is 

represented, advanced, created, and embedded by leaders (Haslam et al., 2020b). Specifically, 

identity leadership is comprised of four overarching qualities: (1) identity prototypicality (being 

one of us) represents a leader’s ability to position themselves as a central figure in the group who 

embodies the characteristics that define what it means to be a group member; (2) identity 

advancement (doing it for us) captures leader’s behaviours related to promoting the core interests 

of the group rather than being seen to pursue personal or other groups’ interests; (3) identity 

entrepreneurship (crafting a sense of us) refers to a leader’s ability to create a shared social 

identity and foster support for that identity from followers, and; (4) identity impresarioship 

(making us matter) encompasses the structures and activities that leaders implement to embed 

values, goals, and norms of the group within its members (Haslam et al., 2020b). Identity 
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leadership, as it pertains to these behaviours, has been examined and supported across a number 

of contexts including organizations/industry (e.g., Steffens et al., 2014), exercise (e.g., Stevens et 

al., 2018), and sport (e.g., Fransen et al., 2020). 

 In relation to sport, coaches possess a significant amount of influence over the 

experiences of their athletes (e.g., Sheridan et al., 2014). For example, coaches’ behaviour, 

organizational skills, and ability to facilitate practices and competition can influence factors that 

keep youth involved in sport (e.g., motivation, enjoyment; Fry & Gano-Overway, 2010; Mageau 

& Vallerand, 2003). This is important because sport has the potential to provide youth with 

short- and long-term benefits (e.g., Eime et al., 2013). However, these benefits only are realized 

when athletes are exposed to effective coaches who create a positive social environment. With 

this understanding, researchers have begun to examine how coaches and their athlete leaders 

influence individual and team outcomes from an identity leadership perspective (e.g., Fransen et 

al., 2020; Stevens et al., 2020).  

Collectively, the findings from the identity leadership research highlight important 

associations with group members’ social identity perceptions. For example, Stevens and 

colleagues (2020) showed that athletes’ initial perceptions of their leader’s identity 

prototypicality, identity advancement, and identity entrepreneurship were positively associated 

with members’ group identification and subsequent attendance at practice two-months later. 

Further, Fransen and colleagues (2020) found that social identity and psychological safety (i.e., 

individual’s perceptions that others will give them the benefit of the doubt when taking 

interpersonal risks) mediated positive relationships between coach, captain, and informal athlete 

leaders’ identity leadership and both individual (i.e., burnout, health) and team (i.e., teamwork, 

team resilience, and satisfaction with team performance) outcomes. Much of the established 
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literature, however, has explored the positive effects of identity leadership on leaders’ behaviours 

during training and competition. Given that coach-athlete interactions extend beyond the 

immediate sport activity (Herbison et al., 2020a), further exploring identity leadership within the 

broader social environments of sport is an important next step.  

 Studying people’s behaviour in their natural environments provides valuable information 

about psychological phenomena that manifest in observable ways (Wrzus & Mehl, 2015). 

Extensive research has been conducted with observational methods involving sport coaches, with 

the purview to both understanding how they behave and also how those behaviours impact 

athlete experiences (e.g., Erickson & Côté, 2016; Smith et al., 1979). Notably, this literature has 

primarily sought to assess behaviours during sport activities (e.g., practice, competition). 

Researchers have recently advocated to extend observational work to examine the meaningful 

sport interactions as one type of behaviour that occurs beyond the immediate sport activity. For 

instance, examining other social contexts (e.g., the car ride to/from sport) has proven fruitful for 

understanding how interactions with other social agents (e.g., parents) relate to athletes’ sport 

experiences (e.g., Tamminen et al., 2017). Coaches, more specifically, have also been described 

as engaging in identity leadership outside of the immediate sport activity (e.g., organizing team 

social functions, one-on-one conversations with athletes about their behaviour) with the intention 

of fostering a shared social identity among their athletes (Herbison et al., 2020b). Observing 

youth coaches’ interactions with team members in and outside of the immediate sport activity 

could help us understand what identity leadership looks like in practice and the conditions under 

which these behaviours occur. 

The SIA views leadership as a social influence process that emerges from a group’s 

shared social identity (Haslam et al., 2020b). Group members look to others in the group who 
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best embody the values, morals, and norms that define their social identity for direction (Slater, 

2019). In youth sport environments, adult coaches often fill this role (e.g., Herbison et al., 

2020b). The current study sought to further investigate identity leadership in sport by observing 

head coaches’ real-time interactions during a competitive youth ice hockey tournament. 

Specifically, examining coach interactions within the same tournament enabled us to explore 

identity leadership within a naturalistic situation across multiple people and teams but within the 

same overarching context.   

Methods 

Qualitative Orientation 

 This study was guided by a critical realist philosophical approach (Bhaskar, 1978; 1998; 

Collier, 1994). We expected to observe youth coaches using specific behaviours (e.g., technical 

instruction), team structures (e.g., pre-game routines), and team events (e.g., social functions) to 

govern group membership and follower behaviour (e.g., adoption/adherence to team values, 

goals, and norms). We sought to investigate the causal mechanisms (i.e., coaches’ behaviours, 

team structures, team events) by examining multiple youth coaches’ interactions in an open 

system (e.g., youth sport tournament) through an identity leadership theoretical lens (Haslam et 

al., 2020b; North, 2013; O’Mahoney & Vincent, 2014). The collection of observational data 

would allow us to identify tendencies in coaches’ interactions with members of their teams (e.g., 

North, 2013; Ronkainen & Wiltshire, 2019; Wiltshire, 2018). Our aim was to contextualize this 

observational data within the SIA literature to help us understand what identity leadership could 

look like in practice.  
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Case Study and Participants 

 Our case study of a three-day competitive ice hockey tournament provided a context for 

an in-depth exploration of the use of identity leadership among youth sport coaches. Case studies 

are typically regarded as bounded, meaning that the cases being examined have some aspect of 

exclusivity, be it affiliation with a certain ‘group/entity,’ location, or timeframe (Thomas, 2011). 

This particular case involved eight adult male head coaches (Mage = 44.88 years, SD = 6.08) with 

an average of 11.25 years of coaching experience (SD = 6.18) whose teams were all participating 

in the same competitive ice hockey tournament in Ontario, Canada. All members of the eight 

teams consented to participate in the study as part of a larger project that occurred in 2017 

(please see anonymized OSF link for a masked review: 

https://osf.io/58mvp/?view_only=bec55ae92e1844c9b05bf38f87cb1fec). Four of the 

participating teams were local to the city where the tournament occurred, while the remaining 

four teams were from other cities in Ontario. On average, the athletes (N = 142) coached by the 

eight participants were 12.44 years of age (SD = 1.10) and were involved in competition at the 

U13 (n = 2) and U15 (n = 6) divisions. 

Procedures 

Upon approval from the university’s research ethics board and the ice hockey 

tournament’s chairperson, a recruitment e-mail was sent to the head coaches from all registered 

teams. In total, we received responses from 11 teams, who were subsequently sent letters of 

information and a description of the study. These teams were contacted two months prior to the 

tournament to explain the scope of the study, review the study’s protocols (including potential 

compensation), and determine interest in participation. Ultimately, eight teams agreed to 

participate and were compensated for the tournament entre fee (~$1,000.00CAD). The head 
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coach from each team and a total of 42 youth athletes consented to wear a programmed Fourth-

Generation iPod Touch throughout the three-day tournament. Youth athletes also were 

selectively chosen based on how strongly they identified as a member of their ice hockey team. 

Coaches and athletes completed a sport-adapted measure of social identity (Bruner & Benson, 

2018) approximately one-week (7-10 days) before the tournament, and athletes with the highest 

(n = 3) and lowest (n =3) scores were also invited to wear the device. Head coaches and athletes 

were instructed to wear the devices clipped to their waistband from 08:00 to 20:00 for each day 

of the tournament, except when bathing or swimming. Participants were told that the devices 

recorded randomly during this 12-hour window to facilitate the habituation of wearing the 

device. Only coaches wore the devices during competition, due to concerns that the devices 

would cause injury or become damaged. A member of the research team was assigned as a 

chaperone for each team throughout the tournament to ensure their devices were charged and 

functioning properly. 

Measures 

EAR Devices and Measures 

 Each iPod Touch handheld device was programmed with an unobtrusive, ambulatory 

software program known as the Electronically Activated Recorder (EAR; Mehl et al., 2017). 

This specialized EAR software allows researchers to program the sampling schedule for the 

device (i.e., duration and frequency of audio recordings). Following the sampling schedules used 

in previous EAR research (e.g., Tobin et al., 2015), the devices were set to record 50 seconds of 

audio every 12.5 minutes, from 08:00 to 20:00 each day (i.e., Friday to Sunday). 

 Eight trained research assistants listened to 8,590 audio files collected from the eight 

coach and 42 athlete EAR devices. Only conversations specific to participants’ team and 

participation in ice hockey were retained for subsequent analysis. Conversations that did not 
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meet this inclusion criteria were reviewed by the first author to ensure they had been accurately 

categorized. The remaining sport-related conversations were transcribed verbatim and transferred 

to each participants’ Audio Coding System for Social Environments in Sport (ACSSES; 

Herbison et al., 2020a) coding sheet. A total of 597 audio recordings that included coaches’ 

sport-related conversations with their athletes, assistant coaches, or parents of team members 

were retained from the EAR devices for analysis (for a review of the coder training program and 

ACSSES coding process, see Herbison et al., 2020a).  

Data Analysis 

 The data analysis drew on existing theory and literature regarding identity leadership to 

guide a flexible deductive coding approach (Fletcher, 2017). Specifically, we followed Fletcher’s 

(2017) guidelines involving the identification of demi-regularities (i.e., preliminary trends or 

patterns in the data), abduction (i.e., theoretical redescription), and retroduction (i.e., contextual 

considerations). During the first stage of analysis, all 597 transcripts that included head coaches’ 

conversations with their athletes, assistant coaches, and/or parents of team members were 

uploaded to NVivo software. During the first reading of transcripts, 403 excerpts were 

categorized into 179 preliminary codes representing patterns in coach interactions that could be 

relevant to our adopted identity leadership framework.  

The next stage of analysis, abduction, involved reassessing the excerpts and the codes 

they were assigned with specific consideration of the identity leadership framework explained in 

the SIA literature (e.g., Haslam et al. 2020a; 2020b). For instance, participants’ sportspersonship 

behaviours in the presence of their athletes were reassigned under ‘ingroup prototypicality’ 

because they are examples of modelling behaviour consistent with rules and expectations that 

youth sport coaches have of their athletes. This form of theoretical redescription aimed to 
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critically evaluate how closely participants’ interactions with team members in naturalistic 

situations aligned with theory (Fletcher, 2017). The final stage of analysis involved identifying 

contextual conditions and causal mechanisms in the data (i.e., retroduction). For example, a 

participant’s tone, the setting (e.g., in a locker room), and the audience (e.g., one-on-one 

conversation, entire team present) for an interaction were factored into the assessment of each 

transcript as a means of trying to understand the change or outcome participants aiming to effect. 

In this way, we tried to explore participants’ unique perspectives and approaches to coach 

leadership during a naturalistic situation bounded by group memberships, location, and time. 

Methodological Rigour and Trustworthiness 

 Our research team adopted the guidelines set forth by Ronkainen and Wiltshire (2019) to 

ensure methodological rigour and trustworthiness by establishing ontological plausibility, 

empirical adequacy, and practical utility. Ontological plausibility refers to the theoretical basis 

that shaped our investigation from conceptualization through analysis is a plausible way to make 

claims related to our research purpose (Harré, 2012; Ronkainen & Wiltshire, 2019). As a 

research team, our collective understanding of the SIA, identity leadership, youth sport 

environments, and observational research methods contributed to a research design and data 

analysis plan that was both feasible and sampled actual events from the population of interest. 

This study was designed to explore how coaches use identity leadership through their 

interactions during the complex and unpredictable nature of a competitive tournament (i.e., 

practical utility; Ronkainen & Wiltshire, 2019). Further, two members of the research team 

served as critical friends during the analysis phase of the study. They met with the lead author on 

a biweekly basis to discuss and challenge how the data aligned with identity leadership as 

explained by the SIA (Ronkainen & Wiltshire, 2019). During data collection, participants 
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documented their location and activities over time using daily diaries. This information was 

available to the research team during transcription and analysis. Following transcription of the 

audio recordings, three members of the research team reviewed the transcripts and audio to 

ensure accuracy in transcription and perceived social context around the behaviours (i.e., 

descriptive validity; Ronkainen & Wiltshire 2019). Together, the steps resulting in accurate 

transcripts contributed to empirical adequacy (Ronkainen & Wiltshire, 2019).  

Results 

 Analysis of 597, 50-second audio observations capturing the conversations between the 

head coaches and members of their youth ice hockey teams, led us to situate our findings within 

four superordinate themes representing the dimensions of identity leadership (e.g., identity 

prototypicality, entrepreneurship, advancement, and impresarioship). Specifically, identity 

leadership was found to manifest in the coaches’ interactions during a three-day competitive 

tournament. Further, we observed instances of identity leadership being applied in ways that 

promote dissenting values or norms. 

Being One of ‘Us’: Identity Prototypicality 

 During the three-day tournament, coaches embodied the role of ingroup prototype 

through their interactions with others in order to model behaviours consistent with facilitating 

positive sport experiences for all (e.g., sportspersonship behaviours). Our observations provide 

examples of how coaches can promote team values and norms by ensuring that their behaviour in 

the presence of team members is consistent with what they expect of their athletes.  

Examples of coaches modelling sportspersonship were derived from their interactions 

with members of outgroups (i.e., opponents, officials) that were also witnessed by their athletes. 

Despite competitive tournaments being inherently stressful performance contexts, positive and 
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respectful interactions between coaches and outgroup members were more salient than negative 

incidences. The example below illustrates how a disagreement with an official presented one 

head coach with an opportunity to model sportspersonship behaviours to address the issue: 

Head Coach: Oh, hey, it’s okay. Asst. Coach: Unbelievable. Head Coach: Why did you 

put the faceoff inside? It’s not automatically to go in. Honestly, I think you’re mistaken. 

This isn’t the NHL, it [the faceoff] doesn’t go in the zone. That’s not a rule Jxxxx 

[official’s name]. Player: I wonder how much they paid them? Head Coach: Linesman, 

what rule is it? – Head Coach, Team 6 

By deciding to begin the onset of play inside the team’s defensive zone, the coach felt that the 

official had incorrectly given their opponent an advantage. Their tone and respectful line of 

questioning implied that the official deserved the benefit of the doubt rather than accusing them 

of making an egregious error. 

Participants’ interactions with members of their own teams also demonstrated 

sportspersonship behaviours. These interactions with youth athletes and assistant coaches 

involved demonstrating humility towards opponents’ performances or acknowledging personal 

mistakes. For example, the transcript below is from a conversation between a coach and his 

player when the coach realized that he was incorrect: 

Head Coach: Hey, when I called you off, you said you wanted to play defense. You saw 

something I didn’t see, and I’m fine with it. Okay? Good job. Player: I saw that they 

were going to have an odd-man rush. I tried to come back on that. Head Coach: Right, 

and I’m fine with that. When you see us making a line change it’s slow. You have got to 

make the right decision and you saw what was developing. – Head Coach, Team 8 
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In contrast to coaches’ sportspersonship behaviours, the audio observations also captured 

examples of coaches’ interactions with members of outgroups (e.g., officials, opponents) during 

competition that undermine a positive sport environment. Generally, these responses were 

characterized by coaches’ diminished composure and elevated levels of negative emotion (e.g., 

anger, frustration): 

Head Coach: Jxxxx, get back! Uhh! Get that out Nxxxx! Trip! No trip there or is that a 

hook? You’ve got to be kidding me! Assistant Coach: Back it up. Head Coach: Hey 

stripes! Make sure you get yourself on the score sheet! That’s brutal man. Fucking brutal. 

– Head Coach, Team 7 

This example illustrates that despite being a team leader or ingroup prototype, coaches model 

identity-based behaviours that are imperceptive to the essence of youth sport (e.g., promoting a 

positive sport environment). 

Championing ‘Us’: Identity Advancement 

 This theme encompasses examples of coaches acting to champion the interests and 

aspirations of their respective team. Notably, the talent and experience of each team contributed 

to the types of goals they were striving for during the tournament. Several coaches expected their 

teams to compete for the tournament championship, whereas others focused their teams on 

meeting performance-related norms one game at a time. The subthemes within this section are 

acting to prevent group failure and reflecting on performance. 

Acting to Prevent Group Failure  

Dialogue organized under this theme generally reflects participants’ attempts to prevent 

team members’ mistakes. For example, coaches used social comparison to prevent 

underestimating an opponent and motivating their players to perform their best from the outset of 

a competition. Many of the examples organized under this theme occurred during pre- and post-



 116 

game speeches, however, they are distinct from behaviours found under other themes by 

coaches’ social comparisons to outgroups as a means to emphasize urgency and consistency in 

performance: 

Head Coach: Okay boys listen. Yesterday, you played a good team (…) Today, it’s 

going to be a little different. Alright, listen. The room, the time, the space that you guys 

had yesterday is not going to exist today. Are you guys listening? Team: Yes! Head 

Coach: Okay, it’s not going to exist today, okay? Every mistake that you guys do, like 

last time when we played Pxxxx and I told you, will be amplified guys, okay? So, we 

have to tighten things up, keep our foot on the pedal, and from drop of the puck, until the 

whistle is blown, you guys have to keep your feet moving okay? – Head Coach, Team 7 

This subtheme also captures examples of participants’ internal (i.e., within the team) and external 

(e.g., officials, opponents) conflicts that demonstrate efforts to prevent team failure. Examples of 

external conflict mostly included brief interactions with officials. Unlike the intergroup 

interactions discussed under identity prototypicality, the behaviours here occurred outside of 

competition and athletes’ purview. One of the audio observations captured the following longer 

exchange between the Head Coach of Team 8 and a tournament official, in which a suspension 

was handed to the incorrect player and the participant was trying to have the mistake corrected: 

Head Coach: Charging from behind and was kicked out of the game. Number seven was 

the one that was penalized on the sheet. So, number nine is actually the one that should 

be (…) Okay, he was foolish, I know, but it was number nine. Like, I mean even the 

other team is saying…the coaches are saying it was actually number nine that actually 

committed a check from behind, but then at the end of the game, you guys wrote in 

number seven. Official #1: Yeah, he put number seven there and you left it blank. You 
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left it out. Head Coach: Yeah so it is actually number nine, so here I am giving this to 

you. You can change it and here are the officials, there we go. Official #2: So, now we’re 

changing it? Okay. – Head Coach, Team 8 

Commitment was one value at the center of internal conflict during this early season tournament. 

For example, two of the local teams participating in this study experienced scheduling conflicts 

between the tournament and several players’ membership on a local football team. The audio 

observations captured one such conflict unfolding within Team 7: 

 Head Coach: (Speaking with assistant coach) Even if we have a championship game 

tomorrow. We play at 8:00am and we play in the afternoon, the kids, if they decide to go 

to football, they’re going to sit on the bench. I don’t care. And I warned Nxxxx’s dad. I 

said hockey is first. I don’t mind once in a while if we have a practice or something but 

it’s not fair to the team to screw all the lines up and screw everything up for all these kids 

that have worked that hard (...) – Head Coach, Team 7 

Several hours later, the participant updates one of his assistant coaches on the situation: 

Head Coach: So, I just talked to Kxxxx [player’s father and football coach], and he told 

me if we make it to the finals Nxxxx won’t be at the game. He’s got a football 

championship game. I told him my preferences that he choose hockey and he told me that 

Nxxxx is my entire offence on the football team. I said well, I told you my preferences 

and I said we’d deal with it when we get to that point right? (…) – Head Coach, Team 7 

In these examples, it seems that the coach feels it to be unfair to hold members of his team to 

different standards related to commitment (i.e., a team value). 

Reflection on Team Success and Areas for Improvement 

Following several teams’ final game of the tournament, participants from those teams 

offered their players a review of their success and reflected on the shortcomings from the 



 118 

weekend. Participants appeared to recognize that the intense competitive schedule that results 

from a three-day tournament offers unique learning opportunities. For example, after their loss in 

the championship game, the Head Coach of Team 1 took the opportunity to position the mistakes 

of the weekend into the perspective of the long season ahead: 

Head Coach: I know it’s not great, but it was a good hockey game though it’s tight. 

Okay, I know it sucked, right? Player: Yeah. Head Coach: All we can basically do is 

learn from this. Ultimately in the end we played good hockey this weekend. But we got to 

learn those little things end up being the things that kill you. Playing with the puck at the 

blue line, whatever, not ripping a pass—just little things. But it’s true though, that’s 

where you realize that’s why we’re preaching all those things. You guys showed a lot of 

skill, a lot of heart. But in the end, we just got to correct those and over time it’ll happen. 

You guys just have to be committed to it, cool? - Head Coach, Team 1 

Crafting a Sense of ‘Us’: Identity Entrepreneurship  

 Identity entrepreneurship involves clarifying shared values, goals, and norms for team 

members. Our analysis found that coaches’ efforts related to identity entrepreneurship mainly 

focused on reinforcing behavioural norms related to performance and interpersonal interactions; 

and fostering support for their team’s shared social identity through efforts to influence athletes’ 

perceived contributions to the team.  

Reinforcing Team Norms  

Considering that this study occurred early in participating teams’ seasons, coaches 

appeared to be in the process of defining their team’s behavioural norms. Our observations 

captured examples of coaches identifying and/or defining standards that players should use to 

guide their decisions and behaviours. In public forums, many coaches talked with their players 

about respect for themselves, for each other, and for those who facilitate their sport participation 
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(e.g., parents, arena attendants). For example, they would remind their players about proper 

nutrition (e.g., “I want to see lots of rest, lots of water, and a good meal.” – Head Coach, Team 

3) and leaving the locker room as it was found (e.g., “Clean up the garbage, all of it. Out in 15-

minutes. Spotless room.” – Head Coach, Team 2). The following is an excerpt showing that a 

coach used music as a way of reinforcing the value of respect for each other: 

Head Coach: [Music with explicit lyrics playing in the background] Hey, that music is 

not acceptable. Asst. Coach: They’ve been playing it for like the last… Head Coach: 

We got to come up with some more appropriate music. Player #1: Hey someone make a 

playlist. Head Coach: Yep. Asst. Coach: Country music. Player #2: Ew, rock! Head 

Coach: Get a playlist then. – Head Coach, Team 4 

The example above illustrates how coaches use subtle, corrective action to better align athletes’ 

behaviour outside of the immediate sport activity (i.e., the music they chose to listen to in the 

locker room) with the team’s behavioural norms. Similarly, coaches would update team members 

with information about tournament scheduling that directly related back to team norms. 

Throughout the tournament, participants would provide players with information about when 

they should arrive at the rink for future games, be dressed and ready for team warm-up or pre-

game speeches, and when their dressing rooms should be vacated. The following example 

captures an exchange between a participant and one of his players during a post-game discussion 

in the dressing room with the entire team: 

Head Coach: Question? Player: Yeah two questions. When’s our next game? Head 

Coach: 3:30pm. Player: And did we automatically make it into the semis? Head Coach: 

No. We win and we are in. – Head Coach, Team 3 
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Brief exchanges between participants and their players, similar to the one above, were common. 

Players could take information (e.g., time of next game) from the interaction and use it to 

organize themselves in accordance with team norms (e.g., when they need to arrive at the arena, 

when warm-up starts).  

Participants also discussed team norms relevant to performance through performance-

related technical instruction. This technical instruction was often accompanied by positive 

reinforcement or encouragement, but we also observed examples of participants whose 

frustrations led them to use negatively-framed or discouraging language.  

Coaches’ behaviour classified under this subtheme often occurred during competition and 

incorporated both positive reinforcement and/or technical instruction. Below is an example 

captured from the Head Coach of Team 4: 

Head Coach: Hey! Did you see why that happened? You recognize the open defence? 

They’re open, look for them! Crash the net, right boys?(…) Head Coach: Take the shot, 

take the shot! Asst. Coach: Rebound… Head Coach: Atta boy Nxxxx you’re in the right 

spot. Asst. Coach: How did he make that save. Head Coach: Watch the net, watch the 

net. Don’t forget to look at it. Don’t steer the puck away from scoring area, right guys? 

Asst. Coach: Uh nice pass, nice pass. Head Coach: Good job Qxxxx. - Head Coach, 

Team 4 

This example demonstrates the participant and his assistant coach reinforcing the performance-

related behaviour norm of looking to pass to the open defence and getting into position for a 

rebound (i.e., “Crash the net…”). This is but one example of the immediacy with which 

participants react to reinforce team ideals and norms in their actual coaching practice. 
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Another approach that coaches used to provide technical instruction was to wait and give 

a more detailed explanation once players came off the ice. Here, a coach takes a player aside 

immediately upon the player returning to the bench: 

Head Coach: The only reason I was yelling there is because we have to go one-deep 

right? When you’re sitting in front of the net waiting to score, what happens there is we 

lose possession on the boards and all we’ve got is two defence back there. That’s the only 

reason, alright bud? – Head Coach, Team 7 

In contrast to examples of positive reinforcement and technical instruction, our observations also 

captured coaches using negatively-framed technical instruction. The ability to assess tone in 

coaches’ voices led to the observation that negatively-framed technical instruction was pre-

empted by frustration with their team’s performance. Here is one example of a coach discussing 

turnovers and his assistant coach reinforcing the issue: 

Head Coach: It was like a piece of dynamite you guys just wanted to get rid of it. Come 

on snap out of it. Asst. Coach: Stop bailing boys take the hit. Head Coach: If you are 

going to bail out they are going to come back and kick your ass. – Head Coach, Team 5 

This example not only demonstrates how coaches’ frustrations can influence the clarity of their 

instruction (i.e., sarcasm), but how assistant coaches engage in identity-based behaviours.  

We also observed coaches reinforcing antisocial team norms such as encouraging players 

to play through injury and discussions with players about circumventing the rules of the game. 

Our audio observations captured first- and second-hand examples of coaches who acted in ways 

that demonstrate an abused power dynamic with their athletes. Take the example below, in which 

a participant celebrates their assistant pressuring a youth to play through injury and then 

rewarding that player for doing so: 
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Head Coach: Cxxxx for sure. He had a great game. I had to give it to Fxxxx because I 

mean, he sent him out there every shift like a fucking horse. He’d get off the ice and he’s 

like Cxxxx right back out. He’s got his knee on the bench and he’s crying and Cxxxx is 

like shake it off I need you back out. – Head Coach, Team 7 

Our audio observations also captured several conversations discussing actual or theoretical ways 

to circumvent the rules. Take the example below, where one coach discusses how to get an extra 

timeout with his goaltender by pretending something was wrong with his equipment: 

Head Coach: … the signal. Player #1: What, to get pulled? Head Coach: No, uhh to 

generate a timeout. There are no timeouts in this period. Player #1: I’ll xxxx my blocker 

xxxx xxxx. Head Coach: No, whoa whoa no what clue do you want here? Hold on, hold 

on. [several athletes talking at once] Player #2: Right there. Head Coach: No I can’t, no 

I can’t do that. How about this? If I rub my face? If I’m calling you and I’m rubbing my 

face. Player #1: Like undo a strap. Head Coach: No, no, no that’s the play, okay? You 

go down, put your glove down, the referee goes, “What’s the problem?”, your answer is? 

– Head Coach, Team 2 

Helping People Feel Part of the Team 

Participants were observed interacting with their players in ways that highlighted their 

contribution to the team. Coaches were also observed discussing conversations that were not 

captured in our sampling. The characteristics of these interactions included both brief check-ins 

with individual players or highlighting the contributions of individuals during conversations with 

the entire team. Examples that fell under this subtheme required coaches to have a degree of 

sensitivity to the individual needs and abilities of their players (e.g., individualized 

consideration). For instance, in an early season tournament where participating teams were 
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alternating which goaltender started games, our observations captured the Head Coach of Team 3 

talking to one of his goaltenders before his first start of the tournament: 

Head Coach: You don't have to be down for every shot that's coming, especially if it's up 

high. You're a great goaltender, use your best judgments. These guys like to go post to 

post, so you may really have to stay along that goal line. I have nothing else to tell you 

because you are a good goaltender; go out there and do your best and have fun.  

– Head, Coach, Team 3 

The circumstances around this discussion illustrate how a coach’s interactions with an individual 

team member, especially someone as integral to team success as a goaltender, can heighten their 

sense of importance within the team. Coaches conducted individual check-ins with players in a 

group setting that could be perceived as fostering support for the team’s shared social identity. 

Below is but one example of a participant checking in with players in the minutes before a 

competition: 

Head Coach: Ready to go. Bed head? Player #1: Yes, I am ready to go.  

Head Coach: You ready to go? Good. You ready to go? Good, good. Txxx, you ready to 

go? Player #2: Yeah. Head Coach: Okay. Ready to protect? Right? Xxxx xxxx xxxx, 

are you ready to go? Player #3: Yeah. Head Coach: Ready to go? Txxxx ready to go? 

Txxxx, are you ready to win tonight? Light the twine, ready to go? Good job. Keep things 

in check. Ready to go Mxxxxx? Ready to go Zxxxxx? Good. Big game, stay calm no 

penalties or misconducts. Kxxx, ready to go? Want to bring it home? Have fun, eh. – 

Head Coach, Team 8 
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The next example includes a conversation between the Head Coach of Team 7 and one of his 

assistant coaches about giving one of their goaltenders another opportunity because, we suspect, 

their other goaltender would be starting in the elimination round: 

Head Coach: So, I spoke to Mxxxx before the game about the whole swap thing. Asst. 

Coach: Uh yes. Head Coach: What a difference in his game. Asst. Coach: No, that’s a 

good idea. That’s awesome. Head Coach: So Mxxxx knew and I told him, you might go 

in, come out, come out, go in. Asst. Coach: No that’s good. That’s exciting. Head 

Coach: Yes. Asst. Coach: And exciting for Cxxxx too right? Head Coach: Yes, and he 

made a couple nice saves. Asst. Coach: He did. Head Coach: Yes, so I just wanted to 

give him an opportunity because he might not get the opportunity again. Asst. Coach: 

No, no, that’s good. Head Coach: Good, good. Alright, see you guys tomorrow. – Head 

Coach, Team 7 

It is worth noting the potential impact that the discussions amongst the coaching staff may have 

on the assistant coaches’ feelings related to their team membership. Participants’ disclosures and 

seeking of input from members of the coaching staff may also contribute to enhancing their 

shared social identity perceptions. 

 In addition to identity entrepreneurship being used to support team members’ perceptions 

and feelings related to their team, there were notable instances of participants using aspects of 

this dimension in more deleterious ways. For example, we observed participants singling out 

individual players’ in front of their teammates, but to criticize their mistakes rather than to make 

them feel like contributing members of the group. Other coaches took a more clandestine 

approach, by criticizing the player in their absence, but in the presence of other team members. 

In the example below, one participant can be heard discussing the play of one of his players with 



 125 

his assistant coach and in front of their children, who were also on the team and riding in the 

back seat of the car: 

Head Coach: Nothing matters. Asst. Coach: He had a couple of turnovers when we got 

scrambling in our end. Head Coach: Ah yeah, but it’s going to happen. Asst. Coach: 

Xxxxx xxxxx xxxx xxxx xxxxx [dialogue unclear] it’s a nightmare. He made a couple 

nice plays and a nice assist, but he’s not in the passing lane. Head Coach: Yeah, but you 

know what. You can analyze every game and be critical about everything. Oh, that was a 

bad pass and that was a bad pass, but it’s not all the time. Bxxx is consistently uhh, Bxxx 

is consistently hurting us, that’s the issue. – Head Coach, Team 2 

 Embedding a Sense of ‘Us’: Identity Impresarioship 

 Coaches appeared to use certain activities and rituals as a way to reinforce the values, 

goals, and behavioural norms of their teams. Our observations revealed certain social activities 

that we suspect were meant to help engrain a sense of ‘us’ in team members, such as social 

activities away from the arena (e.g., team meals, movies and swimming at the hotel). Other 

examples included having players voice their opinions on what would make the team successful 

in a game, asking problem-solving questions designed to reinforce behaviours or strategies, and 

identifying specific players who embody the team ideal. For example, one coach had players 

identify the values or behaviours expected of the team before each game:  

Head Coach: What’s your name? Player: Cxxx. Head Coach: Cxxxx who? Player: 

Cxxxx Txxxxx. Head Coach: And what do you do for a living? Player: Win puck races. 

Head Coach: You win puck races that’s what you do absolutely. Everybody needs to do 

that tonight. How many guys on the puck in the offensive end. Team: Two! Head 

Coach: How many? Team: Two! – Head Coach, Team 3 
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Discussion 

 The current study used a case study approach to examine how the interactions between 

youth sport coaches and team members aligned with identity leadership as proposed by the SIA. 

Our analysis of youth sport coaches’ daily interactions during a three-day competitive 

tournament found examples of social identity leadership that aligned with the four dimensions: 

identity prototypicality, advancement, entrepreneurship, and impresarioship. Moreover, coaches’ 

identity prototypicality, advancement, and entrepreneurship leadership was found to be used in 

both supportive and aversive ways.  

Examples of both the positive and negative qualities can be observed in the findings 

related to ingroup prototypicality. The findings related to the first theme mainly showed coaches’ 

efforts to embody a positive ingroup prototype through the modelling of sportspersonship 

behaviours in the presence of youth team members. Specifically, coaches were observed 

behaving with respect and humility towards members of both the ingroup (e.g., youth athletes) 

and outgroups (e.g., opponents, officials) before, during, and after competition (i.e., in the locker 

room or on the bench during a game). For youth athletes, coaches are an important model for 

what is acceptable and unacceptable behaviour in youth sport environments (e.g., Shields et al., 

2007). According to the SIA, the degree to which athletes identify with their team can dictate 

how effective they perceive their coaches to be as leaders (e.g., Slater et al., 2015). When group 

members identify strongly with their team, they align their perceptions, feelings, and behaviours 

with what is modelled by those they consider to be emblematic of a team’s social identity (Hogg 

et al., 2005; Turner et al., 1987). Leaders are typically considered the most prototypical team 

members, which is why it is important for coaches to embody the values, morals, and norms that 

they want to see in their athletes.  
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The findings also documented examples of coaches who modelled a less positive ingroup 

prototype by verbally insulting officials and opponents. The use of the EAR to capture coaches 

modelling a wide range of behaviours illustrates the complexity and potential downside of 

identity leadership. Social identity is not only a conduit for positive social identity content, but it 

can facilitate antisocial norms and behaviours (e.g., Graupensperger et al., 2018; Bruner et al., 

2017a). For example, research from sport contexts have demonstrated that social identities 

defined by competition and dominance were more accepting of antisocial behaviour towards 

teammates (Bruner et al., 2017a), and that strong identification with one’s team can lead athletes 

to conform to risky behaviour (e.g., concealing a concussion; Graupensperger et al., 2018). In 

female teams, social identity amplified the positive association between antisocial norms and 

self-reported antisocial behaviours (Benson et al., 2017). The negative side of identity leadership 

is an area that requires greater research attention. 

Leaders who prioritize the goals and interests of their group advance the ingroup identity 

and dissuade members’ concerns that a personal or outgroup agenda may influence decisions 

related to the group (Steffens et al., 2020). We observed participants who engaged in identity 

advancement by acting to prevent group failure and reflecting upon their group’s achievements 

and areas for improvement. The findings help illustrate that identity advancement requires 

coaches to be effective and efficient problem-solvers, as issues are often unpredictable. These 

behaviours may help explain some of the indirect relationships that have been shown between 

identity advancement and sport team members’ attendance through increased social identity 

(Stevens et al., 2020) and athletes’ perceived team confidence (Steffens et al., 2014, Study 3). 

For example, helping group members recognize their success and identify ways to improve may 

contribute to their confidence and a desire to improve through practice. Participants also made 
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social comparisons to outgroups to ensure that opponents were not taken for granted and to 

contextualize team achievements and areas for improvement. This finding aligns with SIA 

theorizing that suggests identity advancement does not require social comparison that leads to 

the denigration of outgroups (e.g., Steffens et al., 2014). The present findings advance our 

understanding of this dimension of identity leadership by illustrating what identity advancement 

behaviours might look like in practice. 

 In the current study, participants acted as identity entrepreneurs through their efforts to 

reinforce team norms (i.e., crafting a sense of ‘us’), and by helping people feel like they are 

valued members of their teams. To date, identity leadership research in sport contexts has mostly 

involved adult athletes, and the prevalence of behaviours in this category may indicate that 

adolescents require more clarification or reinforcement when it comes to embedding values and 

norms. For instance, the findings highlighted that youth coaches are constantly providing subtle, 

corrective instructions to their players to better align their behaviour with team norms. The 

prevalence of identity entrepreneurship behaviours in our findings also helps us understand 

previous research that identity entrepreneurship predicts task cohesion in sports teams (Steffens 

et al., 2014; Study 4). For example, task cohesion represents perceptions of unity in pursuit of 

instrumental objectives among a group (Carron et al., 1985), so coaches’ interactions that help 

reinforce behavioural norms may help a team understand what they need to do to be successful. 

Additionally, the SIA discusses the important role that social validation plays in maintaining a 

strong social identity (Postmes et al., 2005). Our results demonstrated how coaches provide 

opportunities to all members and celebrate individual player’s contributions to the team as a 

means of strengthening their identification. 
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 The group structures, rituals, and activities that leaders introduce to their groups serve to 

reinforce a shared sense of ‘us’ in fellow members (Steffens et al., 2014). These structures, 

rituals, and activities afford group members with mental frameworks and opportunities where 

together, they can develop a shared understanding of what their shared social identity stands for. 

Our findings illustrate that youth coaches use identity impresarioship in the form of support for 

unstructured social activities (e.g., swimming at the hotel pool, team meals) and pre-game rituals 

(e.g., checking in with individual) to build a sense of ‘we’ in their teams. Research in 

professional sport environments has demonstrated how athletes’ social categorizations (i.e., 

reference to subgroups or the group as a whole) in the dressing room following a match can 

provide insight about the ‘togetherness of a team’ (Zucchermaglio, 2005). Considering calls to 

improve the psychometric properties of the identity impresarioship dimension of the Identity 

Leadership Inventory (Steffens et al., 2014), exploring collective (e.g., ‘me’ and ‘us’) and 

personal (e.g., ‘I’ and ‘me’) language use during unstructured group activities could inform the 

development of additional items.   

Limitations and Future Directions 

 Although the case study approach taken for this study is a strength, it is also limiting in 

other ways. For example, the generalizability of our conclusions were limited by the bounded 

nature of the data. Specifically, all of our participants were male coaches of male youth teams in 

the sport of ice hockey. Future research should aim to test or further explore the results with a 

more diverse sample.  

This study was limited by the sampling schedule of our audio observations. 

Approximately 19 hours of audio was sampled from all participants during data collection (~48 

minutes per participant each day). Although participants’ confidentiality is a paramount 



 130 

consideration when conducting this type of research (Robbins, 2017), it important to recognize 

that a significant amount of participants’ behaviours went unobserved during this data collection. 

The use of additional devices within a team or a longitudinal approach (e.g., multiple data 

collection periods over the course of a season) could provide different perspectives and addition 

detail about participants’ coaching behaviours. Another related limitation was that we do not 

know to what degree participants were familiar with or consciously engaging in identity 

leadership. Future research could pair EAR recordings with a stimulated recall approach during 

follow-up interviews to gain additional insight into participants’ perceptions of their interactions 

with others (e.g., Bruner et al., 2017b). 

 Recent research has demonstrated the ability to positively influence formal and informal 

identity leadership through intervention programs (e.g., Fransen et al., 2020; Slater & Barker, 

2019). The current findings may contribute to the advancement of these intervention programs in 

two ways. First, the findings from this study may be used to refine or provide real-world 

examples of identity leadership in action. Second, the EAR methodology employed in this study 

may help determine the effectiveness of intervention programs through the assessment of 

coaches’ behaviour pre- and post-intervention or the delivery of the interventions themselves. 

Conclusion 

 Youth ice hockey coaches were observed during a three-day competitive tournament to 

determine the extent to which they use identity leadership with their respective teams. Our 

analysis of over 19 hours of audio recordings sampled from participants’ daily activities led us to 

identify both positive and negative examples of behaviour that aligned with the four dimensions 

of identity leadership. This study’s findings also show that identity leadership in youth sport 

extends beyond the immediate sport activity (e.g., behaviours occur in the locker room, during 
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car rides to/from sport). Overall, this study demonstrates the utility of the qualitative analysis of 

ecological behavioural observations collected using the EAR in the context of youth sport 

leadership.   
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Chapter 6 

General Discussion 

The overarching goal of this dissertation was to advance our understanding of the 

complex and nuanced social identification processes that occur within youth sports teams. 

Within this section, I will present (a) an overview of the dissertation’s findings, (b) a discussion 

of the strengths and limitations of the research, (c) potential avenues for future research, and (d) 

practical implications for researchers and stakeholders (i.e., coaches, youth, parents/guardians). 

6.1 Overview of the Findings 

Study 1. In the first study of the dissertation, we addressed methodological limitations 

pertaining to the assessment of sport experiences outside of the immediate sport activity (i.e., 

beyond training or competition sessions) and indicators of social identification in participants’ 

actual behaviour. Following a comprehensive overview of both traditional and innovative 

research methods used to examine sports’ broader social environments, the sport-adapted EAR 

methodology (i.e., the EAR method, data collection procedures, the ACSSES and its associated 

coding procedure) was introduced as a novel approach to assess ecologically valid data. Further, 

Study 1 introduced the ACSSES as a valid and reliable coding instrument, representing an 

important step in assessing social identification in the daily behaviours and social interactions of 

youth athletes and key social agents. 

Study 2. Within the second study of the dissertation, we applied the methodological 

advancements from Study 1 to examine interactions between the members of youth ice hockey 

teams during a three-day competitive tournament (i.e., observation period). Specifically, we 

assessed youth athletes’ interactions with fellow ingroup members (i.e., coaches, teammates, 
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parents) to determine whether indicators of social identification across the three dimensions of 

social identity (i.e., ingroup ties, cognitive centrality, ingroup affect) were present and related. 

Linear mixed-level modelling was used to account for the nested structure of the data (i.e., 

between- and within-person levels) and potential change over time. The findings showed that 

participants were more likely to engage in behaviours that included indicators of ingroup affect 

and cognitive centrality on days when they experienced the same behaviours during interactions 

with key social agents engaged. Further, participants’ behaviours that included indicators of 

ingroup affect and cognitive centrality were positively associated with time, meaning they 

became more frequent as the tournament progressed. 

Study 3. For the third study of the dissertation, we explored social identity leadership in 

competitive youth ice hockey coaches’ daily behaviours and interactions with ingroup members 

(i.e., athletes, assistant coaches, athletes’ parents) using a case study design. Coaches’ behaviours 

and interactions during competition and in the broader social environments (i.e., in the locker 

room, driving to/from games, during meals) were observed over the three-day tournament using 

the EAR methodology described in Study 1. A critical realist approach (Fletcher, 2017) was 

adopted to qualitatively analyze participants’ transcripts that documented the details of their 

interactions with team members (i.e., athletes, assistant coaches, athletes’ parents) and members 

of outgroups (e.g., officials, opponents). The analysis showed that participants’ interactions 

during the tournament involved leadership behaviours consistent with the four dimensions of 

identity leadership: identity prototypicality, advancement, entrepreneurship, and impresarioship. 

Moreover, the findings also illuminated differing (i.e., negative) uses of identity leadership 

behaviours. For instance, participants modelled unsportspersonlike behaviours in front of athletes 

(e.g., berating officials), abused their position of power to normalize problematic behaviour (e.g., 
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youth playing through injury), criticized players in front of their teammates, and promoted 

immoral behaviour (e.g., cheating). Overall, Study 3 helped to advance our understanding of the 

SIA by providing both supportive and differing examples of identity leadership in action. We 

also demonstrated how EAR data can be qualitatively analyzed to advance our understanding of 

social environments in sport. 

6.2 Strengths and Limitations 

An important contribution from this dissertation is the development of the sport-adapted 

EAR methodology and its associated coding instrument, the ACSSES. Youth sport researchers 

and stakeholders have called for more research examining social behaviour in youths’ broader 

social environments (e.g., dinner tables, the car ride to/from sport, locker rooms; Tamminen et 

al., 2017). The sport-adapted EAR methodology and ACSSES provide researchers with an 

innovative avenue for assessing ecologically valid data from participants’ daily lives that would 

otherwise be challenging to directly observe, all the while preserving participants’ and 

bystanders’ confidentiality (Herbison et al., 2020; Mehl, 2017; Robbins, 2017). Further, within 

Study 2, we demonstrated how participants’ daily behaviour can be assessed temporally (i.e., 

increases in indicators of ingroup affect and cognitive centrality over time) and/or alongside 

other measures (e.g., daily perceptions of social identity; Herbison et al., under review). In 

addition, the findings from Study 3 illustrate the richness of the collected data, supporting 

previous research demonstrating that participants habituate to the method quickly, minimizing 

concerns that the act of wearing such devices may influence behaviour (i.e., self-presentation 

biases; Mehl & Holleran, 2007; Sedgwick & Greenwood, 2015). The EAR methodology and 

ACSSES capture ecological data that can be quantitatively or qualitatively analyzed to detail the 

nuances of social behaviour and interactions in sport environments.  
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The theoretical underpinnings explored in relation to the SIA represent another strength 

of this dissertation. Specifically, the ACSSES categories designed to measure indicators of social 

identification theoretically-linked to ingroup ties, cognitive centrality, and ingroup affect were 

developed through comprehensive engagement with the SIA. In addition, an expert panel of six 

researchers from sport and social sub-disciplines of psychology assessed the face and content 

validity of the ACSSES categories. Further, Study 2 incorporated measures of both participants’ 

perceptions and behaviours related to the three dimensions of social identity. The results 

demonstrated that the positive associations between participants’ experiences receiving and 

engaging in behaviours with indicators of ingroup affect and cognitive centrality accounted for 

unique variance beyond the day of the tournament (i.e., time) and daily perceptions of ingroup 

affect (at within- and between-person levels).  

The ability to capture youth coaches’ actual behaviours and interactions before, during, 

and after competition also advanced our understanding of the SIA’s theorizing related to 

leadership. Previous research has supported social identity leadership’s positive associations with 

important athlete outcomes (e.g., intragroup prosocial behaviour; McLaren et al., under review); 

however, the literature lacked empirical data detailing what identity leadership behaviours look 

like in practice. Study 3 provided rich detail of coaches engaging in identity leadership, both in 

support of and indifferent to the essence of youth sport (e.g., promoting a positive sport 

environment). In this regard, the dissertation illustrates how the EAR methodology can be 

leveraged to better understand theoretical applications in youth sport environments. 

 Whereas the dissertation has several strengths, it is also important to acknowledge its key 

limitations. First, the amount of observational data collected for this dissertation only provided a 

glimpse into the daily behaviours and interactions of a select group of youth athletes and coaches 
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(i.e., competitive male teams, all male coaches). Moreover, the data analyses were limited due to 

sample size (e.g., underpowered for team-level analysis in Study 2). This was attributed to 

budgetary constraints that limited access to EAR devices and efforts to preserve the 

confidentiality of participants and bystanders (e.g., limiting frequency and length of audio 

recordings). However, the methodological decisions related to the frequency and duration of 

audio recordings were informed by previous research from social psychology that employed the 

EAR with youth participants (e.g., Tobin et al., 2015). Accordingly, the ability to expand the 

duration and frequency of audio recordings could provide a clearer picture of the factors and 

contexts that influenced the behaviours observed throughout the dissertation. Further, the ability 

to have more team members participate in the EAR portion of the studies would provide a more 

holistic understanding of each team’s social dynamics and improve the statistical power of our 

multilevel analyses (e.g., Hayes, 2006). 

 Another limitation of this dissertation is the time-intensive nature of conducting EAR 

research. Given that participants were asked to allow researchers to record private conversations, 

it was important to meet with participants to provide a detailed overview of the study and 

opportunity to answer their questions. For example, we travelled up to two-and-a-half hours one-

way to meet with one youth team on four occasions (i.e., recruitment meeting, pre-tournament 

data collection, EAR device distribution, post-tournament data collection/EAR device 

collection). The actual collection and analysis of data also contributes to the time requirements of 

this research. For this dissertation, the training of research assistants, data collection, and 

transcription and analysis of the EAR data required approximately 18 months. It is important for 

researchers to consider the commitment required to conduct this research when determining 

whether this methodology is the best fit with their research needs (Herbison et al., 2020). 
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 It is also important to return to the topic of validity when discussing the limitations of this 

dissertation. Specifically, ingroup affect was the only dimension in Study 2’s behavioural 

assessment that positively correlated with participants’ self-reported social identity6. The lack of 

positive correlation among the cognitive centrality and ingroup ties components may indicate 

issues related to criterion validity. The behavioural indicators of ingroup ties, cognitive 

centrality, and ingroup affect are each a composite score derived from multiple categories within 

the ACSSES. The results of Study 2 suggest that either the calculation of the composite scores or 

the behaviours assessed by the ACSSES requires further conceptual review and empirical work 

(e.g., testing with larger data sets). 

 A final limitation was related to the types of communication that were analyzed in this 

dissertation. For instance, the EAR methodology does not capture non-verbal communication. 

Previous research shows that non-verbal communication is an important contributor to effective 

communication in sport (e.g., Allan et al., 2016) and could help contextualize the observed 

interactions. Researchers have also called for the examination of ambivalent relationships (i.e., 

individuals who demonstrate a mix of positive and negative behaviours) in addition to examining 

polarized relationships (Holt-Lunstad & Uchino, 2019). Expanding the application of the 

ACSSES to assess tone or to account for both positive (e.g., positive identity indicators) and 

negative (e.g., negative identity indicators) behaviours would provide a more rigorous analysis of 

the observed social interactions and somewhat compensate for the lack of non-verbal 

information. 

                                                   
6 Behavioural indicators of cognitive centrality were negatively correlated with participants’ self-reported cognitive 
centrality in Study 2. 
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6.3 Future Directions 

 As discussed throughout this dissertation, the findings of this research may be useful for 

researchers focused on advancing our understanding of how social environments beyond the 

immediate sport activity influence participants’ sport experiences. The sport-adapted EAR 

methodology and ACSSES can be used to continue examining the influence of social 

identification in the behaviours and interactions of teams from sports other than ice hockey and 

that are composed of more diverse samples (e.g., teams comprised of players with different 

ethnicities and/or genders; Parasport athletes). In addition, future research should try to recruit 

larger samples of intact teams, so that multilevel analysis can be used to explore potential team-

level effects. Further, researchers have recently called for explorations of ambivalent 

relationships (i.e., a balanced look at both supportive and aversive behaviours), and the ACSSES 

is capable of taking a balanced approach to examining such research questions (Holt-Lunstad & 

Uchino, 2019). Another possible avenue is for researchers to use the sport-adapted EAR 

methodology to examine other constructs of interest in youth sport setting (e.g., motivational 

climate, transformational leadership behaviours). 

 It would also be interesting to use the sport-adapted EAR methodology and ACSSES in 

longitudinal, multi-method research designs. For example, using the EAR method to collect 

audio observations during multiple data collection periods during a season, and examine 

participants’ behaviours and interactions alongside sociometric ratings could provide new 

insights about how member’s positions/roles change over time (e.g., Herbison et al., 2019). 

Moreover, adopting a stimulated recall approach to the analysis of audio observations collected 

with the EAR method could provide opportunities for participants to reflect and share additional 

information about their behaviours, helping to advance our understanding of participants’ 

perceptions and decision-making processes (e.g., Bruner et al., 2017).  
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 Another future direction stemming from this dissertation is to use the sport-adapted EAR 

methodology and ACSSES as tools for evaluating the efficacy of intervention programs that aim 

to change sport participants’ behaviours (e.g., 5R Shared Leadership Program; Fransen et al., 

2020). Collecting observations from participants’ daily lives before, during, and/or after an 

intervention could help assess the fidelity of intervention programs. For example, researchers 

could use the EAR methodology to collect ecological momentary assessments of youth coaches’ 

behaviours prior to and following and intervention, to determine the intervention’s effect on 

behaviours of interest. EAR devices could also be distributed to participants during an 

intervention to evaluate how well the program is delivered or received. Further, the methodology 

outlined in this dissertation could be used to examine the effects that participants’ actual 

behaviours and interactions in a variety of social environments align with perceptual assessments 

collected from self and others. Research in these areas would help advance understanding about 

behaviour change through interventions and the effects of behaviour on fellow group members. 

6.4 Implications of the Dissertation 

The findings from this dissertation have important theoretical implications for the 

application of the SIA with youth specifically, but also sport generally. For instance, the SIA 

proposes that an individual’s self-categorization as a member of a salient group will influence 

how they align personal behaviours with the expectations and norms of that group (Turner et al., 

1987). Study 2 provided evidence of this tenet in the actual behaviours of youth athletes’ when 

we demonstrated that their experiences receiving behaviours that were indicative of social 

identification from fellow members of their ingroup (i.e., ingroup affect, cognitive centrality) 

were positively associated with engaging in similar behaviours. Another example can be found in 

the results of Study 3, whereby we documented youth coaches’ identity leadership in their real-
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world interactions with other team members. Specifically, these findings helped to illustrate what 

identity leadership looks like in practice and that aspects of identity leadership can be used to 

potentially ingrain more adverse norms or values into a group’s shared social identity. Future 

research could adopt a multi-method approach to assess how group members’ perceptions of 

their leaders’ (i.e., coaches, athlete-leaders) identity leadership aligns with actual identity 

leadership behaviours during and outside of the immediate sport activity. Further, Steffens and 

colleagues (2014) call for the development of a fourth item under the identity impresarioship 

dimension of the Identity Leadership Inventory (ILI) to improve the psychometric properties of 

the measure. The methodological approach taken in Study 3 could also be replicated to gather 

additional information about identity leadership in practice to help refine the ILI or to make 

context-specific adaptations of existing measures. 

The findings of this dissertation also have important practical implications for researchers 

interested in further exploring sports’ broader social environments. In Study 1, we introduced a 

sport-adapted EAR methodology that could serve as a template to explore other questions about 

behaviours and interactions that occur in a variety of social settings (e.g., coaches’ 

transformational leadership behaviours outside of the immediate sport activity; Turnnidge & 

Côté, 2019). In addition, the EAR method could be used to support behaviour change 

interventions by capturing participants’ daily behaviours and interactions that can then be 

assessed to determine the effect of the intervention on the behaviour of interest. The design of 

effective behaviour change interventions requires an understanding of what the behaviour is, 

where it occurs, who is involved in performing the behaviour, and what aspects of the behaviour 

need to be changed (Michie et al., 2014). The findings of Study 3 help illustrate the utility of the 

EAR method in identifying the first three criteria listed above. For example, the EAR 
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methodology may help identify identity-aversive coaching behaviours (e.g., singling out 

individuals with criticism in front of teammates) that team members may be integrating into their 

perceptions of the team identity (e.g., behavioural norm: criticizing a teammate in front of others 

is acceptable). In this way, the EAR methodology and ACSSES offer researchers an innovative 

approach to exploring different sport experiences, and evaluate interventions that aim to enhance 

them. 

The overarching findings of the dissertation also have practical implications for athletes, 

coaches, and other key social agents (e.g., parents/guardians) in youth sport environments. 

Specifically, the findings of Study 2 demonstrated that when an ingroup member interacts with 

fellow team members in ways that indicate their positive emotional experiences (i.e., ingroup 

affect) or that they are thinking about information relevant to group membership (i.e., cognitive 

centrality), these behaviours are more likely to be disseminated throughout the team. The 

dissertation also provides greater clarity to coaches regarding supportive and differing uses of 

identity leadership. The findings of Study 3 could provide examples of both positive and 

negative social identity leadership behaviours. These examples could be used in knowledge 

mobilization efforts or coach development programs to raise youth coaches’ awareness of the 

small behaviours that they are currently doing that contribute to or undermine the shared social 

identity they are looking to develop within their teams. 

6.5 Conclusion 

The main objective of this dissertation was to advance our understanding of the complex 

and nuanced social identification processes and how they relate to intragroup behaviour in youth 

sport teams. Together, the three studies that comprise this dissertation support the importance of 

the work being done to examine a social identity-based approach to exploring intragroup and 
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intergroup behaviour in sport (e.g., Rees et al., 2015). If this dissertation provides a foundation 

for observational research that explores sport experiences beyond the immediate sport activity 

and/or advances our understanding of the social identification processes, we consider it a 

successful venture. 
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100 Col lege Dr ive,  Box 5002,  Nor th  Bay,  ON P1B 8L7 
te l :  (705)  474-3450 •   fax:  (705)  474-5878  •   t t y:  877-688-5507 

in ternet :  www.n ip iss ingu .ca 

 
 
 
August 09, 2016 
 

 
Dr. Mark Bruner 
Schulich School of Education 
Nipissing University 
 
File No: 101087 

Expiry Date: August 09, 2017 
 
Dear Dr. Bruner, 
 
It is our pleasure to advise you that the Research Ethics Board (REB) has reviewed your protocol titled 
'Being a good teammate: Fostering social identity and moral development through youth sport 
participation.' and has granted ethical approval.  Your protocol has been approved for a period of one 
year. Please ensure approval is granted by each Northern Ontario teams' authoritive figure prior to 
recruitment of teammates. 
 
Modifications: Any changes to the approved protocol or corresponding materials must be reviewed 
and approved through the amendment process prior to its implementation.  
 
Adverse/Unanticipated Event: Any adverse or unanticipated events must be reported immediately 
via the Research Portal.   
 
Renewal/Final Report: Please ensure you submit an Annual Renewal or Final Report 30 days prior to 
the expiry date of your ethics approval.  You will receive an email prompt 30 days prior to the expiry 
date. 

Wishing you great success on the completion of your research. 

Sincerely, 
 

 
 
Dana R. Murphy, PhD 
Chair, Research Ethics Board 
 
Please note: If you encounter any issues when working in the Research Portal, please contact 
our system administrator via romeoadmin@nipissingu.ca  
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Parental Permission/Research Informed Consent  

Athlete Interactions and Experiences in Youth Sport 

Principal Investigator (PI):     Project Coordinator: 

Dr. Mark Bruner, PhD      Jordan Herbison, M.Sc. 

(705) 474-3450 ext. 4068     (613)533-2666 x 78207 

markb@nipissingu.ca       jordan.herbison@queensu.ca 

 

Purpose: 

Your child has been invited to take part in a research study that aims to understand the athlete 

interactions and experiences in sport. This project is being led by Dr. Mark Bruner, who holds a 

Canada Research Chair in youth development through sport and physical activity, and is an 

Associate Professor in the School of Physical and Health Education at Nipissing University.  

This project is funded by a Social Sciences and Humanities Research Council of Canada Insight 

Grant, in collaboration with a multi-disciplinary team of researchers.  Sport teams represent a 

promising context to facilitate positive personal and social development of youth. Through this 

research we hope to gain valuable information regarding how to foster positive youth 

development through sport experiences. 

Please read this form and ask any questions you may have before agreeing to be in the 

study.  

 

Study Procedures 

If your child agrees to participate in this study, his/her participation will consist of two 30-minute 

laboratory visits or on-site visits (i.e., field, arena), a four-day daily diary completion, and small 

saliva samples before and after games. Further, eight athletes and one coach per team will be 

randomly chosen to take part in the Electronic Activated Recorder (EAR) protocol during the 

four-day tournament. If your child agrees to participate in the study, he/she will be asked to do 

the following things: 

 

Initial Laboratory Session or On-Site Visit 

1. We will ask him/her to complete questionnaires (approximately 15 minutes) regarding: 
•  Current level in sport 
•  Athletic identity 
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•  Behaviour 
•  Friendship 
•  Team norms 

 

Tournament Daily Diary Monitoring 

2. If your child is one of the eight athletes who will be chosen to wear the EAR throughout the 
tournament, we will ask your child to complete brief questionnaires (approximately 10 
minutes per day) prior bedtime from Friday through Monday evening. This questionnaire 
will ask questions regarding:  

• Teammate behaviour 
• Athletic identity 
• Enjoyment  
• Questions about everyday activities 

 

Tournament Daily Behavioural Assessment with the Electronically Activated Recorder (the 

EAR) 

3. During the four days of daily diaries (Friday morning through Monday evening) we would 
like your child to wear a device called the Electronically Activated Recorder (EAR). The 
EAR is a small, lightweight audio recorder that comes in a protective case that your child can 
clip to their belt/pants or be carried in his/her pocket.  The EAR is designed to capture your 
child’s conversations with his/her teammates, coaches, and family members with the purpose 
of evaluating sport-related conversations only. We are using the EAR in this study to explore 
how everyday athlete behaviours are linked to the identities they form from their group 
memberships.  
 

4. The EAR consists of a downloaded application and an iPod touch. It is programmed to come 
on for varying amounts of time, ranging from 15 seconds to 2 minutes and then is scheduled 
to remain off for 6 min to up to over 2 hours. The EARs are made so that people who wear 
them never know when they are on or off. We ask that your child refrain from trying to 
access the device during the four-day session to limit the likelihood that the device will 
malfunction.  
 

5. The EAR microphone is designed to pick up your child’s voice and ambient noises in your 
child’s environment. This may include your child’s side of conversations, when your child 
coughs or breathes heavily, and some loud sounds from your child’s environment (e.g., horns 
honking). Given that the recording times are generally quite short, only a brief portion of a 
conversation would ever be recorded. 

 
6. Lastly, the participant will be responsible for keeping the iPod’s battery charged at all times. 

Participants should be charging the iPod every night and keeping a close eye on battery 
levels during the day. That said, the battery life has proved to be quite long. All charging 
cords and wall ports will be provided. 

    
Tournament Saliva Collection 
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7. Athletes of participating teams will also be asked to provide saliva samples (approximately 2 
minutes) at the arena before and after each competition: 

• Baseline: In dressing room approximately 1 hour before game time 
• 15 minutes after the final whistle of the game 

He/she will provide saliva by simply chewing on a synthetic swab for about 1-2 minutes. 

Samples will be immediately collected by trained research assistants and kept in the Social 

Neuroendocrinology Laboratory at Nipissing University, where they will be analyzed. The 

samples will be used to analyze the hormones cortisol and testosterone – both of which are 

related to human social behaviour.  

 

Tournament Video Observation 

8.   Athletes and coaches of participating teams will also be asked to take part in the video 

observation component of the study. This behavioural observation will involve videotaping one 

of each participating teams’ round-robin games during the weekend tournament. Two cameras 

will be utilized to capture coach-athlete and peer interactions during competition. One camera 

will focus on the participating teams’ bench and a second camera will capture athletes’ on-ice 

behaviours.  

 

Time 2 Laboratory Session or On-Site Visit 

9. After the weekend tournament, we will come to your location to have the athletes complete a 
final round of questionnaires (approximately 15 minutes) assessing any changes in athletic 
identity, behaviours, friendship, and team norms that occurred over the course of the 
tournament. 

 

Time 2 EAR and Daily Diary Collection 

10. While we have the athletes complete the time 2 questionnaires, we will also be collecting the 
EARs and daily diaries. Once all study materials are collected and all questionnaires are 
complete, the study is finished. 

 

Risks 

By taking part in this study, your child may experience the following risks.  Personal questions 

may make your child feel uncomfortable (For example, “During social situations, have your 

teammates ever tried to physically intimidate you?”). Your child may decline to answer any 

questions or to disclose any information during his/her participation. We are required by law to 

report any reason to believe your child might harm him/herself or others. We are required by law 
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to report child abuse and elder abuse. Examples of types of behaviour that may be considered 

child abuse (and therefore reportable) include but are not limited to hitting, slapping and shoving 

as well as any act or failure to act on the part of a parent or caretaker, which results in serious 

physical or emotional harm, sexual abuse, or exploitation of the child, or an act or failure to act, 

which presents an imminent risk of serious harm. We are required by law to report instances 

where we have sufficient reason to believe that your child has either committed a crime, was in 

the process of committing a crime or intended to commit a crime. Your child may experience 

inconvenience in completing the diary measures at the end of each day. In addition, questions on 

the diary may make your child feel uncomfortable (For example, “Did you intentionally exclude 

a teammate today?”). Regarding the EAR, discomforts include the hassle of carrying around the 

EAR, although previous participants have not found this to be a big problem (it can be carried in 

a pocket or a bag, just like a cell phone). Your child may experience dry mouth when providing 

saliva samples. If for any reason you require counselling services, you will be provided with 

contact information for counselling services and be referred to The Crises Line at North Bay 

Regional Health Center at (1-800-352-1141). 

 

Benefits 

Participants will have the opportunity to experience psychology research first-hand, which is an 

educational experience.  Participants will also have the opportunity to learn more about 

psychological research during the debriefing summary received upon completion of the study.  

Although your child will not receive direct benefits from participating in this research, the 

findings from this research will be used to inform the practical strategies used by coaches to 

foster desirable teammate behaviours through social identity development.  

 

Study Costs 

• Participation in this study will be of no cost to you 
 

Compensation 

Your child will be given a gift certificate to a local athletic store for taking part in this research 

study. Below is a schedule of how much your child will receive for each part of the study.  
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PAYMENT SCHEDULE 

 

If your child: Your child will receive: 

Completes all diary reports and saliva 

samples and wears EAR on all four days 

A $5 gift card for every successfully 

completed day, plus an additional $5 for 

completing these tasks on all four days 

(Total = $25 gift card). 

Team incentive If your team decides to participate in the 

study, we are offering to pay the team’s 

tournament fee ($995) 

 

Research Involving the Future Use of Biological Specimens 

 

1. Biological specimens (saliva) are being collected in this study to examine how athletic 
behaviour is linked to hormonal responses. There may be other unforeseen research 
questions that may be addressed with your child’s saliva samples (e.g., technological 
advances that allow us to look at different aspects of the hormone variables). 

2. Within the limits imposed by technology and the law, every effort will be made to 
maintain the privacy of information about your child’s biological specimens. All samples 
will be given a unique identifier to connect them to other data (e.g. questionnaire data) 
collected in this study. A separate document connecting this ID number to your child’s 
name will be kept separately from the rest of the data in a locked cabinet in our lab 
(which only the PI and graduate research assistants in our lab have access to) and will be 
destroyed after the study period is over. 

3. You and/or your child has the right to withdraw your consent at any time either by 
requesting that the tissue be destroyed or that all personal identifiers be removed 

4. Biological specimens will be destroyed at the end of the study period. 
5. Neither you nor your child will receive any information back about the results of your 

child’s genetic tests, as these are being collected for research purposes only. Further, 
these data will not be provided to insurers, employers, or to the federal or provincial 
government. 

 

Special Considerations 

You and/or your child will not receive any financial or proprietary interest in the samples or in 

any products or processes that may result from research on the samples. The hormone assay kits 

used to measure testosterone and cortisol are for research purposes only, and thus, cannot be 

considered diagnostic for any endocrine disorders.  
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Research Related Injuries 

In the event that this research related activity results in an injury, treatment will be made 

available including first aid, emergency treatment, and follow-up care as needed. Care for such 

will be billed in the ordinary manner to you or your insurance company. No reimbursement, 

compensation, or free medical care is offered by Nipissing University. If you think that your 

child has suffered a research related injury, contact the PI right away at (705-474-3450 ext. 4068. 

 

Confidentiality 

All information collected about your child during the course of this study, including EAR data, 

will be kept confidential to the extent permitted by law. Your child will be identified in the 

research records by a code name or number. Information that identifies your child personally will 

not be released without your written permission. However, the study sponsor, the Social Sciences 

and Humanities Research Council (SSHRC), Nipissing University Research Ethics Board, or 

federal agencies with appropriate regulatory oversight, may review your records.  

 

Confidentiality of this data is of the utmost importance in this study. Upon completing their 

responses to the initial questionnaires, each participant will be assigned a unique identifying code 

of numbers and letters. Participants’ names and corresponding codes will be stored digitally in an 

encrypted file on a password-protected computer in the Psychology of Physical Activity and 

Health Promotion Laboratory at Nipissing University until the Time 2 EAR and Daily Diary 

Collection (step 9 above) are complete. This is necessary in order for researchers to match the 

data collected at different time points with its corresponding participant. Once collection of the 

EAR devices, daily diaries, and final questionnaires are complete, data will be de-identified by 

deleting the aforementioned encrypted file. This computer is not connected to a server, meaning 

that no outsiders can access this information. 

 

For the purpose of data storage: (1) The questionnaire data will only be identified by code 

numbers and letters; (2) The completed consent forms will not have a corresponding code 

number recorded on them; and (3) All consent forms and paper materials will be stored 

separately in locked file cabinets in the principal investigator’s lab office. Your child’s name will 
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not be included or in any other way associated with the data collected in the study. None of your 

child’s information will ever be divulged to any outside party (other than by request from only 

those with regulatory oversight listed in the first paragraph of this section).  

 

When the results of this research are published or discussed in conferences, no information will 

be included that would reveal your child’s identity. When EAR recordings of your child are used 

for research or educational purposes (e.g., at an academic research conference), your child’s 

identity will be protected or disguised using sound editing software. Only the PI, collaborators 

(Drs. Jean Côté, Ian Boardley, Luc Martin, Richard Slatcher, Justin Carré, Alex Benson) and 

research assistants in this study will have access to the EAR recordings, diary and saliva data, 

which will be stored in a password-locked computer in the Groups for Youth Development 

laboratory. Your child has the right to review and edit his or her EAR recordings upon request. 

All EAR recordings will be destroyed at the end of the study period unless the Research Ethics 

Committee at Nipissing University grants additional research extension requests. All potentially 

identifying data (i.e., this consent form) will be shredded and destroyed by Dr. Mark Bruner by 

five years post-publication of study results. 

 

Voluntary Participation/Withdrawal 

Taking part in this study is voluntary. You have the right to choose not to allow your child to 

take part in this study. If you decide to allow your child to take part in the study and you later 

change your mind, your child is free to withdraw from the study at any time with no 

consequences. You and/or your child are free to only answer questions that you want to answer. 

You may also choose to only participate in the questionnaire portion of the study if you are not 

comfortable wearing the EAR. Your decisions will not change any present or future relationship 

with Nipissing University or its affiliates, or other services you and your child are entitled to 

receive. The PI may stop your child’s participation in this study without your consent, even if 

you would like to continue. The PI will make the decision and let you know if it is not possible 

for your child to continue. The decision that is made is to protect your child’s health and safety, 

or because it is part of the research plan that people who fail to follow the instructions from the 

study may not continue to participate. While taking part in this study you will be told of any 

important new findings that may change your willingness to continue to take part in the research. 
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Questions 

If you have questions at any time about the study or procedures, or your child experiences 

adverse effects as a result of participating in this study, please feel free to contact the lead 

researcher, Dr. Mark Bruner who is an Associate Professor in the School of Physical and Health 

Education, via phone (705) 474-3450 ext. 4068 or e-mail markb@nipissingu.ca.  Or, in the event 

that your child has any difficulties with, or you wish to voice concern about, any aspect of your 

child’s participation in this study, you may contact Ethics coordinator for Nipissing University: 

(705)-474-3450, ext. 4055 or E-mail: ethics@nipissingu.ca. 

 

Consent to Participate in a Research Study: 

To voluntarily agree to have your child take part in this study, you must sign on the line below. If 

you choose to have your child take part in this study, you may withdraw them at any time. You 

are not giving up any of your or your child’s legal rights by signing this form. Your signature 

below indicated that you have read or had read to you, this entire consent form, including the 

risks and benefits.  
 
☐ I would like to only participate in the questionnaire portion of the study 

 

_____________________________________                            _____________________________ 
Name of Participant       Date of Birth  

_____________________________________                            _____________________________ 
Signature of Parent/Legally Authorized Guardian     Date  

_____________________________________                _____________________________ 
Printed Name of Parent Authorized Guardian     Time  
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Coach Letter of Information and Consent  

Athlete Interactions and Experiences in Youth Sport 

Principal Investigator (PI):    Project Coordinator: 

Dr. Mark Bruner, PhD     Jordan Herbison, M.Sc. 

(705) 474-3450 ext. 4068    (613)533-2666 x 78207 

markb@nipissingu.ca      jordan.herbison@queensu.ca 

 

Coach [Name], 

 

Your team has been invited to take part in a research study that aims to understand the athlete 

interactions and experiences in sport. This project is being led by Dr. Mark Bruner, who holds a 

Canada Research Chair in youth development through sport and physical activity, and is an 

Associate Professor in the School of Physical and Health Education at Nipissing University. This 

project is funded by a Social Sciences and Humanities Research Council of Canada Insight 

Grant, in collaboration with a multi-disciplinary team of researchers. Sport teams represent a 

promising context to facilitate positive personal and social development of youth. Through this 

research we hope to gain valuable information regarding how to foster positive youth 

development through sport experiences. 

Please read this form and ask any questions you may have before agreeing to be in the 

study.  

 

Study Procedures 

If you agree to participate in this study, your participation will consist of two 30-minute 

laboratory visits or on-site visits (i.e., field, arena), the Electronically Activated Recorder (EAR) 

protocol during the four-day tournament (outlined below), and a four-day daily diary completion. 

The athletes on your team who agree to participate in the study will be asked to do the following 

things: 

 

Initial Laboratory Session or On-Site Visit 

8. We will ask athletes to complete questionnaires (approximately 15 minutes) regarding: 
•  Current level in sport 
•  Athletic identity 
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•  Behaviour 
•  Friendship 
•  Team norms 

 

Tournament Daily Diary Monitoring 

9. Six athletes will be chosen to wear the EAR throughout the tournament. We will ask these 
athletes to complete brief questionnaires (approximately 10 minutes per day) prior bedtime 
from Friday through Monday evening. This questionnaire will ask questions regarding:  

• Teammate behaviour 
• Athletic identity 
• Enjoyment  
• Questions about everyday activities 

 

Tournament Daily Behavioural Assessment with the Electronically Activated Recorder (the 

EAR) 

10. During the four days of daily diaries (Friday morning through Monday evening) we would 
the six selected athletes and the head coach to wear a device called the Electronically 
Activated Recorder (EAR). The EAR is a small, lightweight audio recorder that comes in a 
protective case that can clip to a belt/pants or be carried in a pocket.  The EAR is designed to 
capture your conversations between teammates, coaches, and family members with the 
purpose of evaluating sport-related conversations only. We are using the EAR in this study to 
explore how everyday athlete behaviours are linked to the identities they form from their 
group memberships.  
 

11. The EAR consists of a downloaded application and an iPod touch. It is programmed to come 
on for varying amounts of time, ranging from 15 seconds to 2 minutes and then is scheduled 
to remain off for 6 min to up to over 2 hours. The EARs are made so that people who wear 
them never know when they are on or off. We ask that participants refrain from trying to 
access the device during the four-day session to limit the likelihood that the device will 
malfunction.  
 

12. The EAR microphone is designed to pick up your  voice and ambient noises in your  
environment. This may include your side of conversations, when you cough or breath 
heavily, and some loud sounds from your environment (e.g., horns honking). Given that the 
recording times are generally quite short, only a brief portion of a conversation would ever be 
recorded. 

 
13. Lastly, the participant will be responsible for keeping the iPod’s battery charged at all times. 

Participants should be charging the iPod every night and keeping a close eye on battery 
levels during the day. That said, the battery life has proved to be quite long. All charging 
cords and wall ports will be provided. 

    
Tournament Saliva Collection 
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14. Athletes of participating teams will also be asked to provide saliva samples (approximately 2 
minutes) at the arena before and after each competition: 

• Baseline: In dressing room approximately 1 hour before game time 
• 15 minutes after the final whistle of the game 

He/she will provide saliva by simply chewing on a synthetic swab for about 1-2 minutes. 

Samples will be immediately collected by trained research assistants and kept in the Social 

Neuroendocrinology Laboratory at Nipissing University, where they will be analyzed. The 

samples will be used to analyze the hormones cortisol and testosterone – both of which are 

related to human social behaviour.  

 

Tournament Video Observation 

8.   Athletes and coaches of participating teams will also be asked to take part in the video 

observation component of the study. This behavioural observation will involve videotaping one 

of each participating teams’ round-robin games during the weekend tournament. Two cameras 

will be utilized to capture coach-athlete and peer interactions during competition. One camera 

will focus on the participating teams’ bench and a second camera will capture athletes’ on-ice 

behaviours.  

 

Time 2 Laboratory Session or On-Site Visit 

11. After the weekend tournament, we will come to your location to have the athletes and head 
coach complete a final round of questionnaires (approximately 15 minutes) assessing any 
changes in athletic identity, behaviours, friendship, and team norms that occurred over the 
course of the tournament. 

 

Time 2 EAR and Daily Diary Collection 

12. While we have the athletes and head coach complete the time 2 questionnaires, we will also 
be collecting the EARs and daily diaries. Once all study materials are collected and all 
questionnaires are complete, the study is finished. 

 

Risks 

By taking part in this study, you and your athletes may experience the following risks.  Personal 

questions may make your child feel uncomfortable (For example, “During social situations, have 

your teammates ever tried to physically intimidate you?”). You and your athletes may decline to 

answer any questions or to disclose any information during his/her participation. We are required 

by law to report any reason to believe a child might harm him/herself or others. We are required 
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by law to report child abuse and elder abuse. Examples of types of behaviour that may be 

considered child abuse (and therefore reportable) include but are not limited to hitting, slapping 

and shoving as well as any act or failure to act on the part of a parent or caretaker, which results 

in serious physical or emotional harm, sexual abuse, or exploitation of the child, or an act or 

failure to act, which presents an imminent risk of serious harm. We are required by law to report 

instances where we have sufficient reason to believe that you or an athlete has either committed a 

crime, was in the process of committing a crime or intended to commit a crime. You and your 

athletes may experience inconvenience in completing the diary measures at the end of each day. 

In addition, questions on the diary may make you or the athletes feel uncomfortable (For 

example, “Did you intentionally exclude a teammate today?”). Regarding the EAR, discomforts 

include the hassle of carrying around the EAR, although previous participants have not found 

this to be a big problem (it can be carried in a pocket or a bag, just like a cell phone). Your child 

may experience dry mouth when providing saliva samples. If for any reason you require 

counselling services, you will be provided with contact information for counselling services and 

be referred to The Crises Line at North Bay Regional Health Center at (1-800-352-1141). 

 

Benefits 

Participants will have the opportunity to experience psychology research first-hand, which is an 

educational experience.  Participants will also have the opportunity to learn more about 

psychological research during the debriefing summary received upon completion of the study.  

Although your team will not receive direct benefits from participating in this research, the 

findings from this research will be used to inform the practical strategies used by coaches to 

foster desirable teammate behaviours through social identity development.  

 

Study Costs 

• Participation in this study will be of no cost to you 
 

Compensation 

Teams will be compensated for taking part in this research study. Below is a schedule of the 

team incentive and the individual incentives for EAR participants.  
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PAYMENT SCHEDULE 

 

If your child: Your child will receive: 

Completes all diary reports and saliva 

samples and wears EAR on all four days 

A $5 gift card for every successfully 

completed day, plus an additional $5 for 

completing these tasks on all four days 

(Total = $25 gift card). 

Team incentive If your team decides to participate in the 

study, we are offering to pay the team’s 

tournament fee ($995) 

 

Research Involving the Future Use of Biological Specimens 

 

6. Biological specimens (saliva) are being collected in this study to examine how athletic 
behaviour is linked to hormonal responses. There may be other unforeseen research 
questions that may be addressed with your child’s saliva samples (e.g., technological 
advances that allow us to look at different aspects of the hormone variables). 

7. Within the limits imposed by technology and the law, every effort will be made to 
maintain the privacy of information about your child’s biological specimens. All samples 
will be given a unique identifier to connect them to other data (e.g. questionnaire data) 
collected in this study. A separate document connecting this ID number to your child’s 
name will be kept separately from the rest of the data in a locked cabinet in our lab 
(which only the PI and graduate research assistants in our lab have access to) and will be 
destroyed after the study period is over. 

8. You and/or your child has the right to withdraw your consent at any time either by 
requesting that the tissue be destroyed or that all personal identifiers be removed 

9. Biological specimens will be destroyed at the end of the study period. 
10. Neither you nor your child will receive any information back about the results of your 

child’s genetic tests, as these are being collected for research purposes only. Further, 
these data will not be provided to insurers, employers, or to the federal or provincial 
government. 

 

Special Considerations 

You and/or your athletes will not receive any financial or proprietary interest in the samples or in 

any products or processes that may result from research on the samples. The hormone assay kits 

used to measure testosterone and cortisol are for research purposes only, and thus, cannot be 

considered diagnostic for any endocrine disorders.  
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Research Related Injuries 

In the event that this research related activity results in an injury, treatment will be made 

available including first aid, emergency treatment, and follow-up care as needed. Care for such 

will be billed in the ordinary manner to you or your insurance company. No reimbursement, 

compensation, or free medical care is offered by Nipissing University. If you think that your 

child has suffered a research related injury, contact the PI right away at (705)-474-3450 ext. 

4068. 

 

Confidentiality 

All information collected about you and your athletes during the course of this study, including 

EAR data, will be kept confidential to the extent permitted by law. You and your athletes will be 

identified in the research records by a code name or number. Information that identifies you 

personally will not be released without your written permission. However, the study sponsor, the 

Social Sciences and Humanities Research Council (SSHRC), Nipissing University Research 

Ethics Board, or federal agencies with appropriate regulatory oversight, may review your 

records.  

 

Confidentiality of this data is of the utmost importance in this study. Upon completing their 

responses to the initial questionnaires, each participant will be assigned a unique identifying code 

of numbers and letters. Participants’ names and corresponding codes will be stored digitally in an 

encrypted file on a password-protected computer in the Psychology of Physical Activity and 

Health Promotion Laboratory at Nipissing University until the Time 2 EAR and Daily Diary 

Collection (step 9 above) are complete. This is necessary in order for researchers to match the 

data collected at different time points with its corresponding participant. Once collection of the 

EAR devices, daily diaries, and final questionnaires are complete, data will be de-identified by 

deleting the aforementioned encrypted file. This computer is not connected to a server, meaning 

that no outsiders can access this information. 

 

For the purpose of data storage: (1) The questionnaire data will only be identified by code 

numbers and letters; (2) The completed consent forms will not have a corresponding code 
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number recorded on them; and (3) All consent forms and paper materials will be stored 

separately in locked file cabinets in the principal investigator’s lab office. Your name will not be 

included or in any other way associated with the data collected in the study. None of your 

information will ever be divulged to any outside party (other than by request from only those 

with regulatory oversight listed in the first paragraph of this section).  

 

When the results of this research are published or discussed in conferences, no information will 

be included that would reveal your identity. When EAR recordings of you or your athletes are 

used for research or educational purposes (e.g., at an academic research conference), identities 

will be protected or disguised using sound editing software. Only the PI, collaborators (Drs. Jean 

Côté, Ian Boardley, Luc Martin, Richard Slatcher, Justin Carré, Alex Benson) and research 

assistants in this study will have access to the EAR recordings, diary and saliva data, which will 

be stored in a password-locked computer in the Groups for Youth Development laboratory. Your 

child has the right to review and edit his or her EAR recordings upon request. All EAR 

recordings will be destroyed at the end of the study period unless the Research Ethics Committee 

at Nipissing University grants additional research extension requests. All potentially identifying 

data (i.e., this consent form) will be shredded and destroyed by Dr. Mark Bruner by five years 

post-publication of study results. 

 

Voluntary Participation/Withdrawal 

Taking part in this study is voluntary. You have the right to choose not to take part in this study. 

If you decide to take part in the study and you later change your mind, you are free to withdraw 

from the study at any time with no consequences. You are free to only answer questions that you 

want to answer. Your decisions will not change any present or future relationship with Nipissing 

University or its affiliates, or other services you entitled to receive. The PI may stop your 

participation in this study without your consent, even if you would like to continue. The PI will 

make the decision and let you know if it is not possible for your child to continue. The decision 

that is made is to protect your  health and safety, or because it is part of the research plan that 

people who fail to follow the instructions from the study may not continue to participate. While 

taking part in this study you will be told of any important new findings that may change your 

willingness to continue to take part in the research. 
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Questions 

If you have questions at any time about the study or procedures, or you experiences adverse 

effects as a result of participating in this study, please feel free to contact the lead researcher, Dr. 

Mark Bruner who is an Associate Professor in the School of Physical and Health Education, via 

phone (705) 474-3450 ext. 4068 or e-mail markb@nipissingu.ca.  Or, in the event that you have 

any difficulties with, or you wish to voice concern about, any aspect of your  participation in this 

study, you may contact Ethics coordinator for Nipissing University: (705)-474-3450, ext. 4055 

or E-mail: ethics@nipissingu.ca. 

 

Consent to Participate in a Research Study: 

To voluntarily agree to take part in this study, you must sign on the line below. If you choose to 

take part in this study, you may withdraw at any time. You are not giving up any of your legal 

rights by signing this form. Your signature below indicated that you have read or had read to 

you, this entire consent form, including the risks and benefits.  

 

I agree to participate in this study. 

 YES NO 
 

Participant Name: ___________________________(Please print)   

Participant Signature: ______________________ 

Date: ____________________________ 

I would like to receive a written summary of the results at the conclusion of the study: 

Yes                                     No  

 

If yes, please provide email: 

_______________________________________________________ 
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Appendix E 

Study 2: Athlete Daily Diary Questionnaire 

  



 176 

DAILY STRUCTURED EXPERIENCE REPORT 
 

This booklet contains 4 mini-questionnaires.  Please complete a questionnaire each 

day. The questionnaires are numbered to represent each day to help you keep track 

(Day 1, October 27th to Day 4, October 30th). If you happen to miss a day, please 

just complete the questionnaire the following day. Simply leave the day you 

missed blank. For example, if you complete a questionnaire on October 27th, but 

then forget on October 28th, the next questionnaire to complete is on October 29th.  

For every day you complete a questionnaire, you will receive $5.00 toward a gift 

card at Source for Sports.  This means if you complete all ten questionnaires, you 

will receive a $25.00 gift card. 
IMPORTANT:  Please print your name in the space below. This information will only be used to link your 

responses to the initial intake questionnaire. Once we match up these responses, this identification page 

will be removed and the responses will be completely confidential (i.e., no one will be able to identify your 

responses) 

 

NAME: _______________________________________________ 
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DAY 1: FRIDAY, OCTOBER 27 

 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Thinking about the events today, please indicate if you PERSONALLY ENGAGED 

in any of the following behaviours by simply circling the appropriate response. 
 

 YES NO 

1. Did you give positive feedback to a teammate? 1 2 

2. Did you argue with a teammate? 1 2 

3. Did you verbally abuse a teammate? 1 2 

4. Did you encourage a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you criticize a teammate? 1 2 

7. Did you swear at a teammate? 1 2 

8. Did you congratulate a teammate for a good play? 1 2 

9. Did you show frustration toward a teammate? 1 2 

10.  Did you exclude a teammate from an activity? 1 2 
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Section B: The following questions are designed to reflect how you feel about being a part of 

your team.  Please CIRCLE a number to indicate your agreement with each of the statements 

 

1. I feel strong ties to other members of this team. 

       1                    2                     3                    4                    5                    6                    7                    

Strongly                                                                                                                         Strongly  

Disagree                                                                                                                          Agree 

2. I find it easy to form a bond with other members in this team. 

       1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

3. I feel a sense of being “connected” with other members in this team. 

      1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

4. Overall, being a member of this team has a lot to do with how I feel about myself. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                           

Disagree                                                                                                                         Agree                                                                                                                                            

 

5. In general, being a member of this team is an important part of my self-image. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                      

 

6. The fact that I am a member of this team often enters my mind. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                         Strongly                                                                                                                                                                    

Disagree                                                                                                                          Agree                                                                                                                                                     
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7. In general, I’m glad to be a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                     

Disagree                                                                                                                         Agree                                                                                                                                                     

 

8. I feel good about being a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                    

 

9. Generally, I feel good when I think about myself as a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                 

Disagree                                                                                                                         Agree                                                                                                                                                     

 

Section C: Thinking about the events today, please indicate if you PERSONALLY 

EXPERIENCED any of the following events by simply circling the appropriate response. 
 

 YES NO 

1. Did you receive positive feedback from a teammate? 1 2 

2. Did a teammate initiate an argument with you? 1 2 

3. Did a teammate verbally abuse you? 1 2 

4. Did you receive encouragement from a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you receive constructive feedback from a 
teammate? 

1 2 

7. Did a teammate swear at you? 1 2 

8. Did a teammate congratulate you for a good play? 1 2 
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9. Did a teammate show frustration toward you? 1 2 

10.  Were you excluded from an activity by a teammate? 1 2 

 

 

Section D: Please respond to the following questions based on how you feel right now. 

 

 
Not 

at all 

Very 

Little 
Somewhat 

Quite 

a Bit 

Very 

much 

1. Do you enjoy playing on this team?  1 2 3 4 5 

2. Are you happy playing on this team? 1 2 3 4 5 

3. Do you have fun playing on this team? 1 2 3 4 5 

4. Do you like playing on this team? 1 2 3 4 5 
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SECTION E: If you played a GAME TODAY, please answer these questions. If you did not 

play a game today, then please SKIP these questions for today. Please think about the events 

that occurred today and respond accordingly.  

 

 

 YES NO 

1. Did you help an injured opponent? 1 2 

2. Did you try to wind up an opponent? 1 2 

3. Did you criticize an opponent? 1 2 

4. Did you retaliate after a bad foul? 1 2 

5. Did you try to injure an opponent? 1 2 

6. Did you intentionally distract an opponent? 1 2 

7. Did you deliberately foul an opponent? 1 2 

8. Did you intentionally break the rules of the game? 1 2 

9. Did you physically intimidate an opponent? 1 2 

10.  Did an opponent help you when you were hurt? 1 2 

11. Did an opponent try to wind you up? 1 2 

12. Did an opponent criticize you? 1 2 

13. Did an opponent retaliate after a bad foul? 1 2 

14. Did an opponent try to injure you? 1 2 

15. Did an opponent intentionally try to distract you? 1 2 

16. Did an opponent deliberately try to foul you? 1 2 

17. Did an opponent intentionally break the rules of the 
game when playing against you? 

1 2 

18. Did an opponent try to physically intimidate you? 1 2 
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DAY 1: FRIDAY, OCTOBER 27 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     
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12:00 AM     

 

DAY 2: SATURDAY, OCTOBER 28 

 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Thinking about the events today, please indicate if you PERSONALLY ENGAGED 

in any of the following behaviours by simply circling the appropriate response. 
 

 YES NO 

1. Did you give positive feedback to a teammate? 1 2 

2. Did you argue with a teammate? 1 2 

3. Did you verbally abuse a teammate? 1 2 

4. Did you encourage a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you criticize a teammate? 1 2 

7. Did you swear at a teammate? 1 2 

8. Did you congratulate a teammate for a good play? 1 2 

9. Did you show frustration toward a teammate? 1 2 

10.  Did you exclude a teammate from an activity? 1 2 
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Section B: The following questions are designed to reflect how you feel about being a part of 

your team.  Please CIRCLE a number to indicate your agreement with each of the statements 

 

1. I feel strong ties to other members of this team. 

       1                    2                     3                    4                    5                    6                    7                    

Strongly                                                                                                                         Strongly  

Disagree                                                                                                                          Agree 

2. I find it easy to form a bond with other members in this team. 

       1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

3. I feel a sense of being “connected” with other members in this team. 

      1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

4. Overall, being a member of this team has a lot to do with how I feel about myself. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                           

Disagree                                                                                                                         Agree                                                                                                                                            

 

5. In general, being a member of this team is an important part of my self-image. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                      

 

6. The fact that I am a member of this team often enters my mind. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                         Strongly                                                                                                                                                                    

Disagree                                                                                                                          Agree                                                                                                                                                     
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7. In general, I’m glad to be a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                     

Disagree                                                                                                                         Agree                                                                                                                                                     

 

8. I feel good about being a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                    

 

9. Generally, I feel good when I think about myself as a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                 

Disagree                                                                                                                         Agree                                                                                                                                                     
 

 

 

Section C: Thinking about the events today, please indicate if you PERSONALLY 

EXPERIENCED any of the following events by circling the appropriate response. 
 

 YES NO 

1. Did you receive positive feedback from a teammate? 1 2 

2. Did a teammate initiate an argument with you? 1 2 

3. Did a teammate verbally abuse you? 1 2 

4. Did you receive encouragement from a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you receive constructive feedback from a 
teammate? 

1 2 
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7. Did a teammate swear at you? 1 2 

8. Did a teammate congratulate you for a good play? 1 2 

9. Did a teammate show frustration toward you? 1 2 

10.  Were you excluded from an activity by a teammate? 1 2 

 

 

Section D: Please respond to the following questions based on how you feel right now. 

 

 
Not 

at all 

Very 

Little 
Somewhat 

Quite 

a Bit 

Very 

much 

1. Do you enjoy playing on this team?  1 2 3 4 5 

2. Are you happy playing on this team? 1 2 3 4 5 

3. Do you have fun playing on this team? 1 2 3 4 5 

4. Do you like playing on this team? 1 2 3 4 5 
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SECTION E: If you played a GAME TODAY, please answer these questions. If you did not 

play a game today, then please SKIP these questions for today. Please think about the events 

that occurred today and respond accordingly.  

 

 

 YES NO 

1. Did you help an injured opponent? 1 2 

2. Did you try to wind up an opponent? 1 2 

3. Did you criticize an opponent? 1 2 

4. Did you retaliate after a bad foul? 1 2 

5. Did you try to injure an opponent? 1 2 

6. Did you intentionally distract an opponent? 1 2 

7. Did you deliberately foul an opponent? 1 2 

8. Did you intentionally break the rules of the game? 1 2 

9. Did you physically intimidate an opponent? 1 2 

10.  Did an opponent help you when you were hurt? 1 2 

11. Did an opponent try to wind you up? 1 2 

12. Did an opponent criticize you? 1 2 

13. Did an opponent retaliate after a bad foul? 1 2 

14. Did an opponent try to injure you? 1 2 

15. Did an opponent intentionally try to distract you? 1 2 

16. Did an opponent deliberately try to foul you? 1 2 

17. Did an opponent intentionally break the rules of the 
game when playing against you? 

1 2 

18. Did an opponent try to physically intimidate you? 1 2 
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DAY 2: SATURDAY, OCTOBER 28 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     
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12:00 AM     

 

DAY 3: SUNDAY, OCTOBER 29 

 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Thinking about the events today, please indicate if you PERSONALLY ENGAGED 

in any of the following behaviours by simply circling the appropriate response. 
 

 YES NO 

1. Did you give positive feedback to a teammate? 1 2 

2. Did you argue with a teammate? 1 2 

3. Did you verbally abuse a teammate? 1 2 

4. Did you encourage a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you criticize a teammate? 1 2 

7. Did you swear at a teammate? 1 2 

8. Did you congratulate a teammate for a good play? 1 2 

9. Did you show frustration toward a teammate? 1 2 

10.  Did you exclude a teammate from an activity? 1 2 
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Section B: The following questions are designed to reflect how you feel about being a part of 

your team.  Please CIRCLE a number to indicate your agreement with each of the statements 

 

1. I feel strong ties to other members of this team. 

       1                    2                     3                    4                    5                    6                    7                    

Strongly                                                                                                                         Strongly  

Disagree                                                                                                                          Agree 

2. I find it easy to form a bond with other members in this team. 

       1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

3. I feel a sense of being “connected” with other members in this team. 

      1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

4. Overall, being a member of this team has a lot to do with how I feel about myself. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                           

Disagree                                                                                                                         Agree                                                                                                                                            

 

5. In general, being a member of this team is an important part of my self-image. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                      

 

6. The fact that I am a member of this team often enters my mind. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                         Strongly                                                                                                                                                                    

Disagree                                                                                                                          Agree                                                                                                                                                     



 191 

 

7. In general, I’m glad to be a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                     

Disagree                                                                                                                         Agree                                                                                                                                                     

 

8. I feel good about being a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                    

 

9. Generally, I feel good when I think about myself as a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                 

Disagree                                                                                                                         Agree                                                                                                                                                     
 

 

 

Section C: Thinking about the events today, please indicate if you PERSONALLY 

EXPERIENCED any of the following events by simply circling the appropriate response. 
 

 YES NO 

1. Did you receive positive feedback from a teammate? 1 2 

2. Did a teammate initiate an argument with you? 1 2 

3. Did a teammate verbally abuse you? 1 2 

4. Did you receive encouragement from a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you receive constructive feedback from a 
teammate? 

1 2 
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7. Did a teammate swear at you? 1 2 

8. Did a teammate congratulate you for a good play? 1 2 

9. Did a teammate show frustration toward you? 1 2 

10.  Were you excluded from an activity by a teammate? 1 2 

 

 

Section D: Please respond to the following questions based on how you feel right now. 

 

 
Not 

at all 

Very 

Little 
Somewhat 

Quite 

a Bit 

Very 

much 

1. Do you enjoy playing on this team?  1 2 3 4 5 

2. Are you happy playing on this team? 1 2 3 4 5 

3. Do you have fun playing on this team? 1 2 3 4 5 

4. Do you like playing on this team? 1 2 3 4 5 
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SECTION E: If you played a GAME TODAY, please answer these questions. If you did not 

play a game today, then please SKIP these questions for today. Please think about the events 

that occurred today and respond accordingly.  

 

 

 YES NO 

1. Did you help an injured opponent? 1 2 

2. Did you try to wind up an opponent? 1 2 

3. Did you criticize an opponent? 1 2 

4. Did you retaliate after a bad foul? 1 2 

5. Did you try to injure an opponent? 1 2 

6. Did you intentionally distract an opponent? 1 2 

7. Did you deliberately foul an opponent? 1 2 

8. Did you intentionally break the rules of the game? 1 2 

9. Did you physically intimidate an opponent? 1 2 

10.  Did an opponent help you when you were hurt? 1 2 

11. Did an opponent try to wind you up? 1 2 

12. Did an opponent criticize you? 1 2 

13. Did an opponent retaliate after a bad foul? 1 2 

14. Did an opponent try to injure you? 1 2 

15. Did an opponent intentionally try to distract you? 1 2 

16. Did an opponent deliberately try to foul you? 1 2 

17. Did an opponent intentionally break the rules of the 
game when playing against you? 

1 2 

18. Did an opponent try to physically intimidate you? 1 2 
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DAY 3: SUNDAY, OCTOBER 29 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     
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12:00 AM     

 

DAY 4: MONDAY, OCTOBER 30  

 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Thinking about the events today, please indicate if you PERSONALLY ENGAGED 

in any of the following behaviours by simply circling the appropriate response. 
 

 YES NO 

1. Did you give positive feedback to a teammate? 1 2 

2. Did you argue with a teammate? 1 2 

3. Did you verbally abuse a teammate? 1 2 

4. Did you encourage a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you criticize a teammate? 1 2 

7. Did you swear at a teammate? 1 2 

8. Did you congratulate a teammate for a good play? 1 2 

9. Did you show frustration toward a teammate? 1 2 

10.  Did you exclude a teammate from an activity? 1 2 
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Section B: The following questions are designed to reflect how you feel about being a part of 

your team.  Please CIRCLE a number to indicate your agreement with each of the statements 

 

1. I feel strong ties to other members of this team. 

       1                    2                     3                    4                    5                    6                    7                    

Strongly                                                                                                                         Strongly  

Disagree                                                                                                                          Agree 

2. I find it easy to form a bond with other members in this team. 

       1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

3. I feel a sense of being “connected” with other members in this team. 

      1                    2                     3                    4                    5                    6                    7                   

Strongly                                                                                                                        Strongly  

Disagree                                                                                                                          Agree 

 

4. Overall, being a member of this team has a lot to do with how I feel about myself. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                           

Disagree                                                                                                                         Agree                                                                                                                                            

 

5. In general, being a member of this team is an important part of my self-image. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                      

 

6. The fact that I am a member of this team often enters my mind. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                         Strongly                                                                                                                                                                    

Disagree                                                                                                                          Agree                                                                                                                                                     
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7. In general, I’m glad to be a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                     

Disagree                                                                                                                         Agree                                                                                                                                                     

 

8. I feel good about being a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                             

Disagree                                                                                                                         Agree                                                                                                                                                    

 

9. Generally, I feel good when I think about myself as a member of this team. 

       1                    2                     3                    4                    5                    6                    7                     

Strongly                                                                                                                        Strongly                                                                                                                                                                 

Disagree                                                                                                                         Agree                                                                                                                                                     
 

 

 

Section C: Thinking about the events today, please indicate if you PERSONALLY 

EXPERIENCED any of the following events by simply circling the appropriate response. 
 

 YES NO 

1. Did you receive positive feedback from a teammate? 1 2 

2. Did a teammate initiate an argument with you? 1 2 

3. Did a teammate verbally abuse you? 1 2 

4. Did you receive encouragement from a teammate? 1 2 

5. Did you give constructive feedback to a teammate? 1 2 

6. Did you receive constructive feedback from a 
teammate? 

1 2 
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7. Did a teammate swear at you? 1 2 

8. Did a teammate congratulate you for a good play? 1 2 

9. Did a teammate show frustration toward you? 1 2 

10.  Were you excluded from an activity by a teammate? 1 2 

 

 

Section D: Please respond to the following questions based on how you feel right now. 

 

 
Not 

at all 

Very 

Little 
Somewhat 

Quite 

a Bit 

Very 

much 

1. Do you enjoy playing on this team?  1 2 3 4 5 

2. Are you happy playing on this team? 1 2 3 4 5 

3. Do you have fun playing on this team? 1 2 3 4 5 

4. Do you like playing on this team? 1 2 3 4 5 
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SECTION E: If you played a GAME TODAY, please answer these questions. If you did not 

play a game today, then please SKIP these questions for today. Please think about the events 

that occurred today and respond accordingly.  

 

 

 YES NO 

1. Did you help an injured opponent? 1 2 

2. Did you try to wind up an opponent? 1 2 

3. Did you criticize an opponent? 1 2 

4. Did you retaliate after a bad foul? 1 2 

5. Did you try to injure an opponent? 1 2 

6. Did you intentionally distract an opponent? 1 2 

7. Did you deliberately foul an opponent? 1 2 

8. Did you intentionally break the rules of the game? 1 2 

9. Did you physically intimidate an opponent? 1 2 

10.  Did an opponent help you when you were hurt? 1 2 

11. Did an opponent try to wind you up? 1 2 

12. Did an opponent criticize you? 1 2 

13. Did an opponent retaliate after a bad foul? 1 2 

14. Did an opponent try to injure you? 1 2 

15. Did an opponent intentionally try to distract you? 1 2 

16. Did an opponent deliberately try to foul you? 1 2 

17. Did an opponent intentionally break the rules of the 
game when playing against you? 

1 2 

18. Did an opponent try to physically intimidate you? 1 2 
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DAY 4: MONDAY, OCTOBER 30 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     
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12:00 AM     

 

 

 

 

WE SINCERELY APPRECIATE 

YOU TAKING THE TIME TO HELP 

US WITH OUR RESEARCH. 

 

THANK YOU! 
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Appendix F 

Study 3: Coach Daily Diary Questionnaire 
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DAILY STRUCTURED EXPERIENCE REPORT 
 

This booklet contains 4 mini-questionnaires.  Please complete a questionnaire each 

day. The questionnaires are numbered to represent each day to help you keep track 

(Day 1, October 27th to Day 4, October 30th). If you happen to miss a day, please 

just complete the questionnaire the following day. Simply leave the day you 

missed blank. For example, if you complete a questionnaire on October 27th, but 

then forget on October 28th, the next questionnaire to complete is on October 29th.  

For every day you complete a questionnaire, you will receive $5.00 toward a gift 

card at Source for Sports.  This means if you complete all ten questionnaires, you 

will receive a $25.00 gift card. 
IMPORTANT:  Please print your name in the space below. This information will only be used to link your 

responses to the initial intake questionnaire. Once we match up these responses, this identification page 

will be removed and the responses will be completely confidential (i.e., no one will be able to identify your 

responses) 

 

NAME: _______________________________________________ 
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DAY 1: FRIDAY, OCTOBER 27 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Please think about your experiences as a coach and indicate how often the athletes 

you coach engaged in these behaviours TODAY by circling the most accurate response 
 

During social situations, my athletes Never Rarely Sometimes Often 
Very 

Often 

1. Gave positive feedback to a teammate. 1 2 3 4 5 

2. Argued with a teammate. 1 2 3 4 5 

3. Verbally abused a teammate. 1 2 3 4 5 

4. Encouraged a teammate. 1 2 3 4 5 

5. Criticized a teammate. 1 2 3 4 5 

6. Gave constructive feedback to a teammate. 1 2 3 4 5 

7. Swore at a teammate. 1 2 3 4 5 

8. Talked negatively behind a teammate’s 
back. 

1 2 3 4 5 

9. Only hung out with a small percentage of 
teammates. 

1 2 3 4 5 

10.  Intentionally excluded a teammate. 1 2 3 4 5 

11.  Went out in a small group rather than as a 
team 

1 2 3 4 5 
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DAY 1: FRIDAY, OCTOBER 27 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     
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11:00 PM     

12:00 AM     

 

DAY 2: SATURDAY, OCTOBER 28 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Please think about your experiences as a coach and indicate how often the 

athletes you coach engaged in these behaviours TODAY by circling the most accurate 

response 

 

During social situations, my athletes Never Rarely Sometimes Often 
Very 

Often 

1. Gave positive feedback to a 
teammate. 

1 2 3 4 5 

2. Argued with a teammate. 1 2 3 4 5 

3. Verbally abused a teammate. 1 2 3 4 5 

4. Encouraged a teammate. 1 2 3 4 5 

5. Criticized a teammate. 1 2 3 4 5 

6. Gave constructive feedback to a 
teammate. 

1 2 3 4 5 

7. Swore at a teammate. 1 2 3 4 5 

8. Talked negatively behind a teammate’s 
back. 

1 2 3 4 5 

9. Only hung out with a small percentage 
of teammates. 

1 2 3 4 5 
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10.  Intentionally excluded a teammate. 1 2 3 4 5 

11.  Went out in a small group rather than 
as a team 

1 2 3 4 5 

 

DAY 2: SATURDAY, OCTOBER 28 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     
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7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     

12:00 AM     

 

DAY 3: SUNDAY, OCTOBER 29 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Please think about your experiences as a coach and indicate how often the 

athletes you coach engaged in these behaviours TODAY by circling the most accurate 

response 

 

During social situations, my athletes Never Rarely Sometimes Often 
Very 

Often 

1. Gave positive feedback to a 
teammate. 

1 2 3 4 5 

2. Argued with a teammate. 1 2 3 4 5 

3. Verbally abused a teammate. 1 2 3 4 5 

4. Encouraged a teammate. 1 2 3 4 5 

5. Criticized a teammate. 1 2 3 4 5 
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6. Gave constructive feedback to a 
teammate. 

1 2 3 4 5 

7. Swore at a teammate. 1 2 3 4 5 

8. Talked negatively behind a teammate’s 
back. 

1 2 3 4 5 

9. Only hung out with a small percentage 
of teammates. 

1 2 3 4 5 

10.  Intentionally excluded a teammate. 1 2 3 4 5 

11.  Went out in a small group rather than 
as a team 

1 2 3 4 5 

 

DAY 3: SUNDAY, OCTOBER 29 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     
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3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     

11:00 PM     

12:00 AM     

 

DAY 4: MONDAY, OCTOBER 30 
Please circle ALL of the responses that apply: 

a) I had a team practice today. 
b) I had a team game today.  
c) I had a team social event today. 
d) I interacted with my teammates today. 
e) I did not interact with any teammates today 

 

Section A: Please think about your experiences as a coach and indicate how often the 

athletes you coach engaged in these behaviours TODAY by circling the most accurate 

response 

 

During social situations, my athletes Never Rarely Sometimes Often 
Very 

Often 

1. Gave positive feedback to a 
teammate. 

1 2 3 4 5 

2. Argued with a teammate. 1 2 3 4 5 
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3. Verbally abused a teammate. 1 2 3 4 5 

4. Encouraged a teammate. 1 2 3 4 5 

5. Criticized a teammate. 1 2 3 4 5 

6. Gave constructive feedback to a 
teammate. 

1 2 3 4 5 

7. Swore at a teammate. 1 2 3 4 5 

8. Talked negatively behind a teammate’s 
back. 

1 2 3 4 5 

9. Only hung out with a small percentage 
of teammates. 

1 2 3 4 5 

10.  Intentionally excluded a teammate. 1 2 3 4 5 

11.  Went out in a small group rather than 
as a team 

1 2 3 4 5 
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DAY 4: MONDAY, OCTOBER 30 
 EAR  

Time Activity Yes No Comments 

 

12:00 AM     

1:00 AM     

2:00 AM     

3:00 AM     

4:00 AM     

5:00 AM     

6:00 AM     

7:00 AM     

8:00 AM     

9:00 AM     

10:00 AM     

11:00 AM     

12:00 PM     

1:00 PM     

2:00 PM     

3:00 PM     

4:00 PM     

5:00 PM     

6:00 PM     

7:00 PM     

8:00 PM     

9:00 PM     

10:00 PM     
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11:00 PM     

12:00 AM     

 

 

 

 

WE SINCERELY APPRECIATE 

YOU TAKING THE TIME TO 

HELP US WITH OUR 

RESEARCH. 

 

THANK YOU! 
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Appendix G 

ACSSES Coding Manual
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ACSSES [ak-ses] – Audio Coding System for Social Environments in Sport 

Jordan D. Herbison1, Luc J. Martin1, Richard B. Slatcher2, Ian Boardley3, Alex Benson4, Jordan Sutcliffe5, Colin McLaren5, Justin M. 

Carré5, Jean Côté1, Jennifer T. Coletti1 & Mark W. Bruner5 

Queen’s University1 

University of Georgia2 

University of Birmingham3 
Western University4 
Nipissing University5 

Overview 

1. This coding system is designed to assess the behaviours of adolescent athletes (12-17 years old) in their natural 
environments captured by the Electronically Activated Recorder (SlatchEAR) software adapted by Wayne State University 
(Mehl, Pennebaker, Crow, Dabbs, & Price, 2001; Slatcher & Tobin, 2011). 

2. The focus of this coding system described in this manual is participants’ (athletes’) conversations with others (i.e., 
teammates, coaches, friends, parents, etc.). 

3. This is a working document. We welcome and appreciate any feedback. Please contact Jordan D. Herbison 
(jordan.herbison@queensu.ca) before using, citing, or quoting. 

4. Assistance in implementing this coding system can be obtained by contacting Jordan D. Herbison directly at the e-mail 
address above. 

5. Portions of this coding system have been adapted from the Everyday Child Home Observation (ECHO) Coding System 
(Slatcher & Tobin, 2011), the Social Environment Coding for Sound Inventory (SECSI) Coding Manual (Mehl & 
Pennebaker, 2003), the Positive and Negative Affect Scale (PANAS; Watson, Clark, and Tellegen, 1988) the Home 
Interaction Coding System (HISS; Jacob, Tennenbaum, Bargiel, Seilhamer, 1995), and the Coach-Athlete Interaction 
Coding System (CAICS; Erickson, Côté, Hollenstein, & Deakin, 2011). 
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Name Description 

Participant ID Participant’s assigned codified identification 

File ID 

File ID’s should range from 1 to 403/404. File ID are automatically assigned to audio files by 

the SlatchEAR program. File ID can be found at the end of the start time stamp in the name of 

each audio file. 

Date Use to match up with the EAR log for assistance in the other areas 

Start Time Hours:Minutes:Seconds – file time stamps should be for every 12.5 minutes 

Transcript – Target Athlete 
Transcribe word by word what the target athlete alone says (Refer to Transcription Tips Sheet 

for details) 

Transcript - Coach 
Transcribe word by word what the coach alone says (Refer to Transcription Tips Sheet for 

details) 

Transcript – Mother/Female 

Guardian 

Transcribe word by word what the mother or female guardian says (Refer to Transcription Tips 

Sheet for details) 

Transcript – Father/Male 

Guardian 

Transcribe word by word what the dad or male guardian says (Refer to Transcription Tips 

Sheet for details) 

Transcript – Other Person 

Transcribe word by word what the other person says (first person other than target athlete to 

speak; identified as O if dyadic conversation; O1 if there is more than one “other person” taking 

part in the conversation) 

Transcript – Other Person #2 
Transcribe word by word what the second other person says (second person other than target 

athlete to speak; identified as O2 if one “other person” is involved in conversation). 
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Transcript – Other Person #3 
Transcribe word by word what the third other person says (third person other than target 

athlete to speak; identified as O3 if a third “other person” is involved in conversation). 

Interesting 
Mark with an asterisk an interesting file (one that you think might be interesting to share, say, 

at a conference)**** 

Problems With Audio 

No entry = everything okay 

1 = uncodable/insufficient acoustic information (silence, not due to sleeping), bad recording 

quality, or not wearing EAR 

Conversation Context 

EAR 1 = When individuals participating in the conversation are talking about the EAR  

EAR Log Note what is recorded in the EAR Log 

Target Athlete is by Him-

/Herself 

1 = target athlete is by him-/herself (alone); also applies if subject is surrounded by people but 

not engaged in any sort of social interaction. Includes observations when Target Athlete is 

surrounded by teammates yet not engaged in any interactions 

With One Other Person 1 = target athlete is with ONE other person; dyadic interaction 

With Others in a Group 1 = target athlete is with A GROUP OF people (more than one person) 

Talking  
1 = spoken conversation that includes dialogue from target athlete (does not include 

background talking of strangers) 

Talking to Coach 1 = if target athlete is talking to head coach (either person could be doing the talking) 

Talking to Assistant Coach(es) 
1 = if target athlete is talking to an assistant coach or multiple assistant coaches (either person 

could be doing the talking) 

Talking to Teammate(s) 1 = if target athlete is talking to teammate (either person could be doing the talking) 
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Talking to Opponent 1 = if target athlete is talking to an opponent (either person could be doing the talking) 

Talking to Mother/Female 

Guardian 

1 = if target athlete is talking to mother/female guardian (either person could be doing the 

talking)  

Talking to Father/Male 

Guardian 
1 = if target athlete is talking to father/male guardian (either person could be doing the talking)  

Talking to Sibling 1 = if target athlete is talking to brother or sister (either person could be doing the talking) 

Talking to Friend 
1 = if target athlete is talking to friend who is not a teammate or coach (either person could be 

doing the talking) 

Can’t Tell Who the Subject is 

Talking With 
1 = if you can’t tell who the participant is talking to 

On the Phone 
1 = Subject was on the phone. If participant is alone while talking on the phone mark a “0” for 

w/ others 

Location 

Home 1 = target athlete is at home 

Friend’s House 1 = target athlete is at a friend’s house 

School 1 = target athlete is at school 

At Arena/Field 1 = target athlete is at competition/training facility 

In Dressing Room 1 = target athlete is in the team dressing room 

In Transit to/from Competition 1 = target athlete is travelling to/from competition on their team’s bus or in a private vehicle 

At Team’s Accommodation 1 = target athlete is at their team’s accommodation 
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In Transit Other Than 

Competition 

1 = defined as subject is riding in a car, on a bike, on the bus… to somewhere other than 

competition 

Restaurant / Coffee Shop / Bar 1 = target athlete is in a coffee shop, a restaurant, a cafeteria, bar. 

Other Public Places 
1 = target athlete is in any other public place. Be sure to mark any applicable activities that 

may be occurring 

In Class 1 = target athlete is in class 

Activity 

TV – Sports Programming 
1 = TV is on; subject is engaged in watching sports programming. Engagement demonstrated 

through commentary or cheering about the sport programming. 

Watching Live Sporting Event 
1 = target athlete is engaged in watching a live sporting event.  Engagement demonstrated 

through commentary or cheering about the sport programming.  

Computer 1 = target athlete is working on the computer; you hear the typing noise; not video games 

Socializing 

1 = target athlete is with at least one other person having a casual conversation about sport. 

May include conversations about teammates, coaches, opponents, strategy, etc., but outside 

of the immediate sport environment. 

* Conversations related to these topics that occur just prior, during, or just after a game 

are considered “Engaged in Organized Physical Activity/Sport” 

Playing Video Games 1 = target athlete is playing video games whether on a game console or computer 

Engaged in Organized 

Physical Activity/Sports 

1 = target athlete is engaging in physical activity including working out, jogging, playing 

organized soccer, football, baseball, etc.; includes pre-game, half-time, and post-game 

conversations related to engagement with sport  
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Engaged in Non-Organized 

Physical Activity/Sports 

1 = target athlete is engaging in physical activity including walking, stretching, playing pickup 

soccer, football, baseball, etc. 

For ALL Conversations (HISS, Jacob et al., 1995)  

General Codes for Target Athlete:  

Emotional Disclosure from 

Target Athlete 

1 = target athlete shares feelings and emotions related to team 

membership with another person (e.g., family, friend, teammate, 

coach) 

“I don’t think that 

Pxxx(teammate) really likes 

me, he’s always the first to 

call me out when I do 

something wrong.” 

Personal Event Disclosure 

from Target Athlete 

1 = target athlete shares a significant event that happened to 

them and that is related to their team membership with another 

person (e.g., family, friend, teammate, coach) 

“Coach pulled me aside 

yesterday and said he 

thinks I might have what it 

takes to be team captain” 

Target Athlete Discussing 

Preparation for Sport 

1 = if target athlete engages in a conversation about preparation 

for sport. This could include physical, psychological, or strategic 

preparation 

“I want to make sure I get 

enough sleep before our 

game.” 

“I’m going to see the trainer 

before our game 

tomorrow.” 

“We leave for our games at 

6:00am.” 
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Positive Evaluation of Team 

Membership from Target 

Athlete 

1 = if target athlete gives a positive evaluation of their 

membership on the team through which they were recruited to 

participate 

“Yeah but at least we’re 

better than most of the 

other teams in the league.” 

Negative Evaluation of Team 

Membership from Target 

Athlete 

1 = if target athlete gives a negative evaluation of their 

membership on the team through which they were recruited to 

participate 

“I can’t believe we lost that 

game, if I was with my rep 

team we never would have 

lost.” 

Positive Evaluation of 

Teammate Relationships from 

Target Athlete 

1 = if target athlete gives a positive evaluation of the 

relationships or potential for relationships with teammates 

“The tournament this 

weekend was so much fun, 

I think everyone on the 

team got a lot closer.” 

Negative Evaluation of 

Teammate Relationships from 

Target Athlete 

1 = if target athlete gives a negative evaluation of the 

relationships or potential for relationships with teammates 

“I don't really like the other 

guys on the team, they’re 

pretty immature.” 

General Negative 

1 = if target athlete gives a general negative statement in an 

angry or dissatisfied tone, mostly in regards to the current 

situation 

“I knew this would happen!” 

Self Positive  1 = if target athlete makes a positive self-evaluation 
“That was one of my best 

games.” 

Self Negative 1 = if target athlete makes a negative self-evaluation  
“That was one of my worst 

games.” 
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Other Positive  

1 = if target athlete makes a positive evaluative comment about 

a team member (i.e., teammate or coach) who is not present or 

involved in the conversation 

“Txxx carried out that play 

really well.”  

Other Negative  

1 = if target athlete makes a negative evaluative comment about 

a team member (i.e., teammate or coach) who is not present or 

involved in the conversation  

“I don’t know how Bxxx lost 

the ball again, she should 

just stay on the bench.” 

Conflict with Parent(s) 
1 = an interpersonal conflict, argument, fight with his/her 

parent(s) 

“Are you serious? How did 

you forget to pick me up 

again?” 

Conflict with Teammate(s) 
1 = an interpersonal conflict, argument, fight with his/her 

teammate(s) 

“No, those are definitely my 

gloves, back off.” 

Conflict with Coach(es) 
1 = an interpersonal conflict, argument, fight with his/her head 

coach, assistant coach, or multiple coaches 

“You definitely play 

favorites, that's why Sxxxx 

gets so much time on the 

ice compared to everyone 

else.”  

Target Athlete Cooperative 

1 = if the target athlete is compliant, flexible, and is doing what is 

expected of them, if the target athlete allows the 

parent/coach/teammate to direct and structure the activity 

“Yeah, I can be there at 

8:00.” 

Target Athlete Withdrawal 

1 = if the target athlete removes him/herself from interacting with 

the other parties involved in the conversation, if the target athlete 

is detached and disinterested 

Silence* 

“Mmmhm” 
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Target Athlete Verbal 

Aggression 

1 = if the target athlete speaks in an aggressive way towards 

their parent/coach/teammate, including insulting their 

parent/coach/teammate, storming out of the room, doing 

something to spite their parent, or threaten to hit or take out their 

aggression in some way 

“Oh my god, aren’t you 

supposed to know, seeing 

as you’re the parent!” 

Target Athlete Physical 

Aggression 

1 = if the target athlete becomes physically aggressive with their 

parent/coach/teammate, this code requires actual physical 

contact, like hitting, pushing, shoving or slapping 

 

For Parent-Target Athlete Conversations ONLY (HISS, Jacob et al., 1995)  

Target Athlete Codes:  

Positive Evaluation of Parent 

from Target Athlete 
1 = if target athlete gives parent/guardian a positive evaluation  

“Dinner was so good last 

night, thanks mom.” 

Negative Evaluation of Parent 

from Target Athlete 

1 = if target athlete gives the parent/guardian a negative 

evaluation  

“You’re so stupid!” 

Target Athlete Agrees with 

Parent 
1 = if target athlete agrees with parent/guardian 

“yeah, you’re right” 

Target Athlete Disagrees with 

Parent 
1 = if target athlete disagrees with a parent  

“No, it’s definitely not in 

bag.” 

Target Athlete Actively Listens 

to Parent 

1 = if target athlete actively listens/attends to the 

parent/guardian’s conversation, acknowledgement that the target 

athlete is listening  

“Yeah”; “Mhmm” 
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Target Athlete Complies to a 

Sport Related Command from 

Parent 

1 = if target athlete responds with okay or any other positive 

behaviour to a sport related command from their parent/guardian 

“Okay” 

Non-Compliance with Parent 
1 = if target athlete answers ‘no’ to a parent’s command, or 

athlete seems to be ignoring the command 

“No, I won’t. ” 

Parent Codes:   

Positive Evaluation of Target 

Athlete from Parent 
1 = if parent gives the target athlete a positive evaluation  

“Kxxxx, that’s better 

execution” 

Negative Evaluation of Target 

Athlete from Parent 
1 = if parent/guardian gives the target athlete a negative 

evaluation  

“You’ve definitely played 

better than you did today.” 

Positive Evaluation of Team 

from Parent 
1 = if parent gives the target athlete’s team a positive evaluation 

“The team was 

communicating well on the 

ice today.” 

Negative Evaluation of Team 

from Parent 

1 = if parent/guardian gives the target athlete’s team a negative 

evaluation 

“Everyone on the team 

seemed sleepy today, you 

guys missed so many 

shots.” 

Parent Agrees with Target 

Athlete 
1 = if parent/guardian agrees with the target athlete  

“That’s for sure” 

Parent Disagrees with Target 

Athlete 
1 = if parent/guardian disagrees with target athlete  

“I don’t think so” 
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Parent Actively Listens to 

Target Athlete 

1 = if parent/guardian actively listens/attends to the target 

athlete’s conversation, acknowledgement that the 

parent/guardian is listening  

“Yeah”; “Mhmm” 

General Negative from Parent  
1 = if parent/guardian gives a general negative statement in an 

angry or dissatisfied tone  

“I knew this would happen” 

Command by Parent 1 = if parent/guardian gives an order  “Clean your room” 

Self Positive by Parent 
1 = if parent/guardian makes a positive evaluative comment 

about himself/herself  

“Yeah I’m always on time 

for Txxxx’s games” 

Self Negative by Parent 
1 = if parent/guardian makes a negative evaluative comment 

about himself/herself  

 “I can’t believe I didn’t 

know that, I am such an 

idiot” 

Other Positive by Parent 

1 = if parent/guardian makes a positive evaluative comment 

about a team member (i.e., teammate or coach) who is not 

present  

“She is such a great 

coach.” 

Other Negative by Parent 

1 = if parent/guardian makes a negative evaluative comment 

about a team member (i.e., teammate or coach) who is not 

present  

“Your coach is an idiot, he 

should have said 

something to the ref.”) 

Problem Solving – Question by 

Parent 

1 = if a parent/guardian raises a problem or issue related to 

target athlete’s membership on the team. Question may be 

related to individual relationships within the team or broader 

team issues 

“Has everyone been 

listening to the coach better 

at practice recently?” 
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Problem Solving - Solution by 

Parent 

1 = if the target athlete raises a problem or issue, and the 

parent/guardian comes up with a solution 

“I think you just need to talk 

to Cxxxx about it if you’re 

upset.” 

Informational Support by 

Parent 
1 = indicates the sharing of knowledge from a parent 

“The tournament is in 

Nxxxx next weekend.” 

Positive 

Reinforcement/Encouragement 

from Parent 

1 = if parent provides positive reinforcement or encouragement 

to target athlete for behaviours related to sport. 

“Look, you keep improving 

every game, just keep 

trying.” 

Technical Instruction from 

Parent 

1 = if the parent is giving instructions to the target athlete or team 

on how to properly perform a skill or competitive objective 

“Maybe you could use 

shorter passes next time.” 

Inter-/Intrapersonal Instruction 

from Parent 

1 = if the parent is giving instructions to the target athlete or team 

related to attitudes, morals, behaviours, etc. (related to personal 

development) 

“You should try to listen to 

what your coach has to 

say.” 

Parental Invalidation  

1 = if parent/guardian makes rude, critical, or insensitive 

statements to the target athlete, the parent/guardian may dismiss 

the target athlete’s feelings or opinions, or ignore the target 

athlete’s emotional state  

“Stop being such a baby” 

Parental Withdrawal 
1 = if parent/guardian avoids or removes themselves from 

interaction or discussion with the target athlete  

“You got yourself into this 

mess, figure it out 

yourself.” 
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Parental Verbal Aggression 

1 = if the parent/guardian speaks in an aggressive way toward 

the target athlete, including insulting the athlete, storming out of 

the room, doing something to spite the athlete, or threaten to hit 

or take out their aggression in some way 

“You are such an 

ungrateful brat, Don't talk to 

me like that!!!” 

Parental Physical Aggression 

1 = if the parent becomes physically aggressive with the target 

athlete, this code requires actual physical contact, like hitting, 

pushing, shoving or slapping 

 

For Coach-Target Athlete Conversations ONLY (HISS, Jacob et al., 1995)  

Target Athlete Codes:  

Positive Evaluation of Coach 

from Target Athlete 
1 = if target athlete gives coach a positive evaluation  

“I really like Coach 

Sxxxxxx.” 

Negative Evaluation of Coach 

from Target Athlete 
1 = if target athlete gives the coach a negative evaluation  

“Coach Fxxxx is playing the 

wrong players at the wrong 

time.” 

Target Athlete Agrees with 

Coach 
1 = if target athlete agrees with a coach 

“Yeah, for sure.” 

Target Athlete Disagrees with 

Coach 
1 = if target athlete disagrees with a coach  

“I don’t think so.” 

Target Athlete Actively Listens 

to Coach 

1 = if target athlete actively listens/attends to the coach’s 

conversation; athlete acknowledges what the coach is saying to 

them/the group  

“Yes, I understand”; “Uhuh” 
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Target Athlete Complies with a 

Command from Coach 

1 = if target athlete responds with okay or any other positive 

behaviour to a non-sport related command from their coach 

“Sounds good!” 

Target Athlete Complies with a 

Sport Related Command from 

Coach 

1 = if target athlete responds with okay or any other positive 

behaviour to a sport related command from their coach 

“Yeah, I can do that.” 

Non-Compliance with Coach 
1 = if target athlete answers ‘no’ to a coach’s command, or 

athlete seems to be ignoring the command 

“No, I don’t have time to do 

it today.” 

Problem Solving – Question by 

Target Athlete for Coach 
1 = if target athlete raises a problem or issue to the coach 

“Sxxxx missed every 

practice this week, why 

does she get to start 

today?” 

Problem Solving - Solution by 

Target Athlete for Coach 

1 = if a coach raises a problem or issue, and the target athlete 

comes up with a solution 

“Txxxx got lost on the way 

here but I called and 

they’re close now.”   

Coach Codes:   

Positive Evaluation of Target 

Athlete from Coach 
1 = if coach gives the target athlete a positive evaluation  

“Good job xxxx, keep up 

the energy and you’ll score 

soon” 

Positive Evaluation of Team 

Member from Coach 
1 = if coach gives a member of the team a positive evaluation  

“Kxxxx, that’s better 

execution.” 
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Positive Evaluation of Team 

from Coach 
1 = if coach gives a positive evaluation of team 

“The team was 

communicating well on the 

ice today.” 

Negative Evaluation of Team 

from Coach 
1 = if coach gives a negative evaluation of team 

“Everyone on the team 

seemed sleepy today, you 

guys missed so many 

shots.” 

Negative Evaluation of Target 

Athlete from Coach 
1 = if coach gives the target athlete a negative evaluation  

“Nxxxx, your play hasn’t 

been up to standard lately.” 

Negative Evaluation of Team 

Member from Coach 
1 = if coach gives a member of the team a negative evaluation  

“Rxxx you’re really slacking 

off today.” 

Coach Agrees with Target 

Athlete 
1 = if coach agrees with the target athlete  

“That was the right decision 

in that situation.” 

Coach Agrees with Team 

Member 
1 = if coach agrees with a member of the team  

“That was a good call.” 

Coach Disagrees with Target 

Athlete 
1 = if coach disagrees with the target athlete  

“I don’t think so.” 

Coach Disagrees with Team 

Member 
1 = if coach disagrees with a team member  

“No that’s not right.” 

Coach Actively Listens to 

Target Athlete 

1 = if coach actively listens/attends to a conversation with the 

target athlete; acknowledgement of what target athlete is saying  

“Right, I understand.” 
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Coach Actively Listens to 

Team Member 

1 = if coach actively listens/attends to a conversation with 

another member of the team; acknowledgement of what target 

athlete is saying  

“Right, that makes sense.” 

General Negative from Coach 
1 = if coach gives a general negative statement in an angry or 

dissatisfied tone  

“I knew this would happen.” 

Command by Coach 1 = if coach gives an order  
“Cxxxx you can go and pick 

up the equipment.” 

Self Positive by Coach 
1 = if coach makes a positive evaluative comment about 

himself/herself 

“Yeah I think I did a pretty 

good technical lesson 

yesterday.”  

Self Negative by Coach 
1 = if coach makes a negative evaluative comment about 

himself/herself 

“What was I thinking? That 

doesn’t make any sense.” 

Problem Solving – Question by 

Coach 

1 = if coach raises a problem or issue related to team or team 

member 

“why was xxxx way over on 

that side of the rink?” 

Informational Support by 

Coach 
1 = indicates the sharing of knowledge from a coach  

“We’re two points behind 

this team in the standings.” 

Positive 

Reinforcement/Encouragement 

from Coach 

1 = if coach provides positive reinforcement or encouragement to 

target athlete or team for behaviours related to sport. 

“That was a good play out 

there, keep it up.” 

Technical Instruction from 

Coach 

1 = if the coach is giving instructions to the target athlete or team 

on how to properly perform a skill or competitive objective 

“If you shift your weight to 

the other leg then you can 
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get more momentum in 

your swing.” 

Inter-/Intrapersonal Instruction 

from Coach 

1 = if the coach is giving instructions to the target athlete or team 

related to attitudes, morals, behaviours, etc. (related to personal 

development) 

“You guys have all to show 

more respect to the other 

teams, that was 

unacceptable behavior.” 

For Teammate-Target Athlete Conversations ONLY (HISS, Jacob et al., 1995)  

Target Athlete Codes:  

Positive Evaluation of 

Teammate from Target Athlete 
1 = if target athlete gives a teammate a positive evaluation 

“You played well today!” 

Negative Evaluation of 

Teammate from Target Athlete 
1 = if target athlete gives a teammate a negative evaluation  

“Jxxxx is a liability out there, I 

always have to cover her.” 

Target Athlete Agrees with 

Teammate 
1 = if target athlete agrees with a teammate 

“Yeah, true.” 

Target Athlete Disagrees with 

Teammate 
1 = if target athlete disagrees with a teammate  

“I don’t think so.” 

Target Athlete Actively Listens 

to Teammate 

1 = if target athlete actively listens/attends to the teammate’s 

conversation; athlete acknowledges what the coach is saying to 

them/the group  

“Yes, I understand”, “Uhuh” 

Command by Target Athlete 1 =  if target athlete gives an order directed towards a teammate  
“Sxxxxx, could you pass 

me that water bottle.” 
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Target Athlete Complies With a 

Non-Sport Related Command 

from Teammate 

1 = if target athlete responds with okay or any other positive 

behaviour to a general command from their teammate 

“Sure!” 

Target Athlete Complies With a 

Sport Related Command from 

Teammate 

1 = if target athlete responds with okay or any other positive 

behaviour to a sport related command from their teammate 

“Okay, I’ll do that.” 

Non-Compliance with 

Teammate 

1 = if target athlete answers ‘no’ to a teammate’s command, or 

athlete seems to be ignoring the command 

“No, I can’t.” 

Problem Solving – Question by 

Target Athlete for Teammate 
1 = if target athlete raises a problem or issue 

“Do you have an extra 

hockey stick for the game 

today?” 

Informational Support for 

Teammate by Target Athlete 

1 = indicates the sharing of knowledge from the target athlete to 

a teammate  

“We’re two points behind 

this team in the standings” 

Positive 

Reinforcement/Encouragement 

for Teammate from Target 

Athlete 

1 = if the target athlete provides positive reinforcement or 

encouragement to a teammate or the team for behaviours 

related to sport. 

“Yeah man, good job out 

there!” 

Technical Instruction for 

Teammate from Target Athlete 

1 = if the target athlete is giving instructions to the team member 

or the team on how to properly perform a skill or competitive 

objective 

“You need to try and get 

open a little earlier so I can 

make the pass.” 
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Inter-/Intrapersonal Instruction 

for Teammate from Target 

Athlete 

1 = if the target athlete is giving instructions to the team member 

or the team related to attitudes, morals, behaviours, etc. (related 

to personal development) 

“I think we need to include 

the new members a little 

more.” 

Teammate Codes   

Positive Evaluation of Target 

Athlete from Teammate 

1 = if a teammate gives the target athlete a positive evaluation 

(e.g., “You played great this afternoon”) 

“That was a nice hit!” 

Negative Evaluation of Target 

Athlete from Teammate 
1 = if a teammate gives the target athlete a negative evaluation  

“You messed up that play.” 

Positive Evaluation of Team 

from Teammate 
1 = if a teammate gives the team a positive evaluation  

“Our team played great this 

weekend.” 

Negative Evaluation of Team 

from Teammate 
1 = if a teammate gives the team a negative evaluation  

“Our team is not very 

talented.” 

Positive Evaluation of Team 

Member from Teammate 

1 = if teammate gives a member of the team a positive 

evaluation  

“That was such an 

awesome goal Kxxx!” 

Negative Evaluation of Team 

Member from Teammate 

1 = if teammate gives a member of the team a negative 

evaluation  

“Rxxx you’re really slacking 

off today.” 

Positive Evaluation of 

Teammate Relationships from 

Teammate 

1 = if teammate gives a positive evaluation of the relationships or 

potential for relationships with teammates 

“I really like hanging out 

with the team.” 

Negative Evaluation of 

Teammate Relationships from 

Teammate 

1 = if teammate gives a negative evaluation of the relationships 

or potential for relationships with teammates 

“We don’t really get along 

outside of practices and 

games.” 
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Positive Evaluation of Coach 

from Teammate 
1 = if a teammate gives the coach a positive evaluation  

“Coach really knows what 

he is talking about” 

Negative Evaluation of Coach 

from Teammate 
1 = if a teammate gives the coach a negative evaluation  

“Coach really messed up 

when he called that play.” 

Teammate Discussing 

Preparation for Sport 

1 = if a teammate engages in a conversation about preparation 

for sport. This could include physical, psychological, or strategic 

preparation. (e.g., “I want to make sure I get enough sleep 

before our game”, “I’m going to see the trainer before our game 

tomorrow”, “We leave for our games at…”) 

 

Teammate Agrees with Target 

Athlete 
1 = if teammate agrees with the target athlete  

“That was the right decision 

in that situation.” 

Teammate Disagrees with 

Target Athlete 
1 = if teammate disagrees with target athlete  

“I don’t think so.” 

Teammate Actively Listens to 

Target Athlete 

1 = if teammate actively listens/attends to the target athlete 

conversation; acknowledgement of what target athlete is saying  

“Right, I understand.” 

General Negative from 

Teammate 

1 = if teammate gives a general negative statement in an angry 

or dissatisfied tone  

“I knew this would happen.” 

Command by Teammate 1 = if teammate gives an order  
“It's wide open in front of 

you, shoot!” 

Self Positive by Teammate 
1 = if teammate makes a positive evaluative comment about 

himself/herself 

“I had a really good 

practice today!” 
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Self Negative by Teammate 
1 = if teammate makes a negative evaluative comment about 

himself/herself 

“I really screwed up that 

shot.” 

Problem Solving – Question by 

Teammate 
1 = if teammate(s) raises a problem or issue 

“I forgot the order of the 

lineup, do you remember?”  

Informational Support by 

Teammate 
1 = indicates the sharing of knowledge from a teammate  

“We are lost the first game 

and won the other two.” 

Positive 

Reinforcement/Encouragement 

from Teammate 

1 = if teammate provides positive reinforcement or 

encouragement to target athlete for behaviours related to sport 

“You had a really good 

game today!” 

Technical Instruction from 

Teammate 

1 = if the teammate is giving instructions to the target athlete or 

team on how to properly perform a skill or competitive objective 

“You need to wait a little 

longer next time before you 

shoot.” 

Inter-/Intrapersonal Instruction 

from Teammate 

1 = if the teammate is giving instructions to the target athlete or 

team related to attitudes, morals, behaviours, etc. (related to 

personal development) 

“You need to stop being so 

late for practice.” 

Teammate Asked Athlete(s) 

About Their Day/Activities 
1 = if teammate asks other teammate(s) how their day was 

“What did you do this 

morning?” 

Teammate Asked Athlete(s) 

About Their Feelings 

1 = if teammate asks other teammate(s) how they felt about 

different events that happened throughout their day 

“How did you feel about the 

practice yesterday?” 

Overall Affect of Target Athlete (adapted from PANAS, Watson, Clark, & 

Tellegen, 1988) 
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Only to be coded when target athlete is speaking or engaging in a behaviour in which affect can be 

inferred 

Indicate to what extent the target athlete is exhibiting the following feelings and emotions on a scale 

of 1-3 

1= not at all 

2 = moderately 

3 = extremely 

 

Happy 

 

Expression of pleasure; could be in the moment, a reminiscence, a story 

or an anticipation of an event.  

1 = not at all happy 

2 = moderately happy, “I’m very excited to go see this movie.” 

3 = extremely happy—joyfulness about big events in one’s life. 

Both tone of voice (high inflection, positive energy) and 

content are important. Examples include: “I got all A’s this 

semester!” 

 

Interested 

 

Showing curiosity and/or attention about something or someone; 

wanting to hear more or increase involvement with a person or situation  

1 = not at all interested 

2 = moderately interested, the individual is actively engaged in 

the conversation, displaying a sense of curiosity, “Cool, tell me 

more about it” 
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3 = extremely interested, both tone of voice (high inflection, 

energy) and content are important. Examples include: “I can’t 

wait to hear how it went!” 

Excited 

Expressing enthusiasm and eagerness  

1 = low energy, not at all excited 

2 = moderately excited, “Wow, this is so great” 

3 = extremely excited both tone of voice (high inflection, 

positive energy) and content are important. Examples include: 

“I can’t wait for summer vacation!! It is going to so awesome 

not to have homework!!” 

 

Proud 

 

Feeling deep pleasure or satisfaction as a result of one's own 

achievements, qualities, or possessions or those of someone with whom 

one is closely associated 

1 = not at all proud  

2 = moderately proud, “I scored two goals today—I was pretty 

happy about it” 

3 = extremely proud both tone of voice (high inflection, 

positive energy) and content are important. Examples include: 

“I killed that test!!” 

 

Sad  

This is generally characterized by low volume of the voice, slowness of 

speech, and sometimes crying. 

1 = not at all sad 

2 = moderately sad – resigned, passive: “Ugh, this really bums 

me out.” 
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3 =  extreme sadness – very flat affect, crying, sounding 

hopeless. 

Angry 

This code is fairly wide in scope and straightforward.  The words are 

abrupt, biting and often a key word or syllable is highly stresses. It is 

not just anger specifically toward the other person, but could be 

generalized. If it is anger toward the other person, the interaction would 

also be coded as conflict (above). The following examples are purely 

illustrative. Note that anger often will co-vary with other negative 

affect ratings, especially during conflict. 

1= not at all angry 

2 = moderate anger – controlled anger. This can seem like an 

unsuccessful attempt to remain rational. It often results in 

lowering of volume and uniformity of syllables in an attempt to 

smooth out the anger of the voice, sometimes characterized by 

enunciation: “I..am..not..angry” 

3 = extreme anger – offensive or abusive (if directed toward 

other person), often yelling: “You are being such a jerk right 

now!!” Or extreme anger about another person/outside 

situation: “I can’t believe he did that!!” 

 

Upset 

A state characterized by unsettled, disappointed, frustrated, and/or hurt  

1= not at all upset 

2 = moderately upset, starting to convey their disappointment 

and unhappiness about a situation— “He didn’t even text me 

back, I can’t believe it”  
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3 = extremely upset–sometimes characterized by higher pitch 

and increasing volume, great hurt and/or disappointment “But it 

wasn’t my fault, he did it!  I don’t understand why you always 

blame me!” 

Worried 

Showing signs of anxiety, fear, or uneasiness.  Expressing concern for 

self or others. 

1= not at all worried 

2 = moderately worried— “I think I did pretty bad on that test, 

I am pretty worried about it”  

3 = extremely worried–sometimes characterized by higher 

pitch and increasing volume “I am going to fail out of school, I 

think I did awful on that exam, I don’t know what I am going to 

do” 

 

Distressed 

A state of suffering in body or mind, an individual may not be dealing 

with stressful situations or environments well.   

1 =  not at all distressed 

2 = moderately distressed, starting to exhibit signs of stress— 

“I have too much to do, I can’t deal right now” 

3 = extremely distressed–sometimes characterized by higher 

pitch and increasing volume, may include crying or yelling,  “I 

really need help, I can’t do this and I will never be able to” 

 

Overall Affect of Coach (Modified PANAS)  
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Only to be coded when the coach is speaking or engaging in a behavior in which affect can be 

inferred 

Indicate to what extent the target athlete is exhibiting the following feelings and emotions on a scale 

of 1-3 

1= not at all 

2 = moderately 

3 = extremely 

 

 

 

Happy 

 

 

Expression of delight or pleasure; could be in the moment, a 

reminiscence, a story or an anticipation of an event. 

1 = not at all happy 

2 = moderately happy, “I’m very excited to go see this movie.” 

3 = extremely happy—joyfulness about big events in one’s life. 

Both tone of voice (high inflection, positive energy) and 

content are important. Examples include: “I got a new job!!” 

 

Interested 

 

Showing curiosity and/or attention about something or someone, 

wanting to hear more or increase involvement with a person or situation  

1 = not at all interested 

2 = moderately interested, the individual is actively engaged in 

the conversation, displaying a sense of curiosity, “Cool, tell me 

more about it” 

3 = extremely interested, both tone of voice (high inflection, 

high energy) and content are important. Examples include: “I 

can’t wait to hear how it went!” 
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Excited 

Expressing enthusiasm and eagerness  

1 = low energy, not at all excited 

2 = moderately excited, starting to show inflection in voice, 

“I’m excited for our vacation” 

3 = extremely excited both tone of voice (high inflection, 

positive energy) and content are important. Examples include: 

“I can’t tell you how excited I am!” 

 

Warmth Toward Target Athlete 

A state characterized by affection and/or kindness 

1 = not at all warm 

2 = moderately warm, “Aww, that’s so nice of you” 

3 = extremely warm both tone of voice and content are 

important. Unconditional love. Examples include: “I love you 

so much, no matter what.” 

 

Emotional Support Given to 

Target Athlete 

The most commonly recognized form of social support, provided when 

another person 

is in a state of distress or emotional need (not to be confused with 

warmth). It includes 

empathy, concern, caring, love, and trust. 

1 = absence  

2 = moderately warm, starting to show inflection in voice, “Is 

there anything I can do to help you?  That sounds like it was 

hard for you” 

3 = extremely supportive and empathetic, both tone of voice 

(high inflection, positive energy) and content are important. 
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Examples include: “We can work through this together and we 

will get through it” 

Proud 

Feeling deep pleasure or satisfaction as a result of one's own 

achievements, qualities, or possessions or those of someone with whom 

one is closely associated. In this case, expressing pride toward the 

target athlete or other team members. 

1 = not at all proud 

2 = moderately proud, acknowledging their athlete and 

displaying a sort of confidence, “I am proud of you, I knew you 

could do it” 

3 = extremely proud both tone of voice (high inflection, 

positive energy) and content are important. Directed toward 

target athlete in a supportive and trusting way.  Examples 

include: “I am so proud of you; you did such a great job 

watching your brother.  Now I can trust you with more 

responsibility” 

 

Sad  

This is generally characterized by low volume of the voice, slowness of 

speech, and sometimes crying. 

1 = not at all sad 

2 = moderately sad – resigned, passive: “Ugh, this really bums 

me out.” 

3 = extreme sadness – very flat affect, crying, sounding 

hopeless. 
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Angry 

This code is fairly wide in scope and straightforward. The words are 

abrupt, biting and often a key word or syllable is highly stresses. It is 

not just anger specifically toward the other person, but could be 

generalized. If it is anger toward the other person, the interaction would 

also be coded as conflict (above). The following examples are purely 

illustrative. Note that anger often will co-vary with other negative 

affect ratings, especially during conflict . 

1= not at all angry 

2 = moderate anger – controlled anger. This can seem like an 

unsuccessful attempt to remain rational. It often results in 

lowering of volume and uniformity of syllables in an attempt to 

smooth out the anger of the voice, sometimes characterized by 

enunciation: “I..am..not..angry.” 

3 = extreme anger – offensive or abusive (if directed toward 

other person), often yelling: “You are being such a jerk right 

now!!” Or extreme anger about another person/outside 

situation: “I can’t believe he did that!!” 

 

Upset 

A state characterized by unsettled, disappointed, frustrated, and/or hurt  

1= Not at all upset 

2 = moderately upset, starting to convey disappointment or 

frustration — “Why can’t you just clean up your room?”  

3 = extremely upset–sometimes characterized by higher pitch 

and increasing volume, unhappiness, disappointment,  “I can’t 

take this right now!!” 
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Worried 

Showing signs of anxiety, fear, or uneasiness.  Expressing concern for 

self or others. 

1= Not at all worried 

2 = moderately worried, starting to worry about what members 

of the team may be doing— “Why didn’t you tell me sooner?”  

3 = extremely worried–sometimes characterized by higher 

pitch and increasing volume, expressing their worry outright 

(about self or others) – “I don’t know how we are possibly 

going to be able to pay the bills next month with me out of 

work”, “You can’t stay out that late, I was worried sick.  I had 

no idea where you where” 

 

Distressed 

A state of suffering in body or mind, an individual may not be dealing 

with stressful situations or environments well.   

1= Not at all distressed 

2 = moderately distressed, starting to exhibit signs of stress— 

“I have too much to do, I can’t deal right now” 

3 = extremely distressed–sometimes characterized by higher 

pitch and increasing volume, may include crying or yelling,  “I 

really need help, I can’t do this and I will never be able to” 

 

Contempt Toward Target 

Athlete 

Contempt is when a person expresses disgust or repulsion with the 

person they are talking to. 

1 = absence 
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2 = moderate (disgust) – increased negative affect in voice: 

“I’m getting sick of this”, or, “I really don’t like it when you do 

that.”  

3 = extreme (contempt) – communicates cold hate or dislike: “I 

really don’t care what you do with your life”, or, “I can't stand 

you” 
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Appendix H 

ACSSES Coder Training Manual 
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ACSSES Coder Training Manual 

Developed by Jordan D. Herbison 

Updated: October 2019
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Introduction 

Welcome to the Audio Coding System for Social Environments in Sport (ACSSES) coder 

training program! The main objective of this training program is to help researchers develop the 

competencies needed to explore sport participants’ social environments using the ACSSES. In 

addition, this training program will expose trainees to a new and exciting observational research 

method called the Electronically Activated Recorders (EAR). Investigations that incorporate the 

EAR not only allow researchers to access social interactions that occur in the immediate sport 

environment (i.e., during competition/practice), but this technology also provides a glimpse into 

important sport-related interactions that occur in sports’ broader social environments (e.g., within 

locker rooms, during transportation to/from competition, at a team hotel). As a preview of what 

this program entails, successful completion of your training will lead to proficiency in the 

following techniques and analyses: 

 

1. Learn how to use the EAR devices – use of the hardware and software that allows 

researchers to program, record, and retrieve snippets of audio from a participant’s social 

environments.  

2. Transcription – the process of creating a written representation of audio captured using 

the EAR. 

3. ACSSES – a computer-based text analysis of transcripts that provides rich and 

quantifiable information about interactions and behaviours experienced by participants 

(i.e., athletes, coaches) in and outside of the immediate sport activity. 

4. Linguistic Inquiry and Word Count (LIWC2015) - a computer-based text analysis of 

transcripts that provides rich information about psychologically meaningful categories 

(e.g., beliefs, thinking patterns, social relationships). 
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Programming the EAR 

 

1. Unlock the iPod using the passcode: 503829. 

2. Open the SlatchEAR App.  

3. Input the Participant ID (see Figure 1). 

4. Click on ‘Recording Length’ and set it to 0 min and 50 sec.  

5. Click on ‘Recording Interval’ and set it to 12 min and 0 sec. 

6. Click on ‘Start Time’ and set the date and time that you wish the iPod to begin recording.  

7. Click on ‘Stop Time’ and set the date and time that you wish the iPod to stop recording.  

8. In ‘Weekday Blackout Settings’ click on ‘Start Time’ and set it to 8 PM.  

9. In ‘Weekday Blackout Settings’ click on ‘Stop Time’ and set it to 8 AM.  

10. Repeat steps 8 & 9 in the ‘Weekend Blackout Settings’ section.  

11. Click ‘Start’ and ensure that the green start button has turned red and now says ‘Stop’.  

 

Figure 1. Screenshot of SlatchEAR Set-up 

  

Un-programmed device.    Programmed device.  
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Data Retrieval from the EAR 

 

Attached is a PDF document with what should happen when you connect the iPod to the lab 

computer. It is important to UNLOCK the iPod before connecting. Once the device is connected, 

an iPod tab will appear in the upper left-hand corner of the iTunes screen (see #1 in Figure 

2). Click the iPod tab.  

 

Figure 2. Screenshot of iTunes with iPod connected.  

 
 

Next, select “apps” (see #2 in Figure 3).  

Figure 3. Screenshot of iTunes after clicking on the iPod tab.  

 
 

1 

2 
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Then, scroll down in the iTunes window and select the SlatchEAR application (see #3 in Figure 

4). All recorded files should now be visible (see #4 in Figure 4). From there you can drag and 

drop the files into your server or where ever you may want to store them.  

Figure 4. Screenshot of iTunes after scrolling down in the iPod tab.  

 
 

It is imperative that you ensure all of the participants’ files are properly saved in the appropriate 

destination. Upon confirming that files have been saved, delete all files on the device. This is 

done by highlighting all relevant recorded files (see #4 in Figure 4) and selecting “Delete” on 

your keyboard. This will ensure that the previous EAR data is cleared of all data before 

distributing to the next participant. If files from previous collection are left on a device, the audio 

files from participants alternate in the iTunes window, making it time consuming to parson the 

appropriate files. 

 

 

  

3 

4 
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Transcription Guidelines 

 

Transcription is the process of creating written documents from the data in the audio files we 

have collected. This process includes listening to each audio file and creating a written account 

of the words being spoken, and from whom they are coming from. In the EAR project we are 

relying heavily on audio files as data, and therefore it is imperative that our transcription is 

accurate.  

 

• Spelling: Use spell checker to find errors 

 

• Abbreviations: Type out complete words and DO NOT use abbreviations such as (w/ - b/ w - 

‘cause – coz - gonna - gotta – wanna – lotta – and/or – ‘an – ‘n – ‘em, mos – sec – and @)  

o Please type them as complete words. 

 

• Contractions: LIWC recognizes I’ll - I’m - I’d - we’re - we’d - you’re - don’t - can’t – won’t 

– isn’t – he’s – she’s – shouldn’t – couldn’t – etc.  Watch though for possessives it’s vs. its – 

use it properly.  

 

• Hyphens: Use spaces between hyphen and words, unless the word is a recognized word that 

needs a hyphen  (e.g. self-esteem) 

 

• Time: A number can be used, BUT make sure “am” and “pm” are right next to the number 

(e.g.  6:00 in the morning = 6:00am, 7:45 pm = 7:45pm). 

 

• Nonfluencies: Hm, hmm, uh, uhh, uhm, um, umm, er are very common and LIWC will 

recognize all of them.  

o Uh-uh and uh-huh should be changed to “no” and “yes”. Huh? Should be changed 

to “what?” 

o Oh and ah need to be typed as Uh  

 



 253 

• Fillers: Everyday speech is littered with “meaningless” fillers.  Unfortunately, these fillers use 

some of the most important words in our dictionaries.  Watch out for the following: 

o One-word fillers: 

§ Like: As in, “We went, like, to the store and like bought like gum.” Be careful 

with like because sometimes it is used appropriately.  As nonfluency, change it 

to rrlike: “We went, rrlike, to the store ad rrlike bought rrlike gum.” 

§ Well: As in, “well, we went to the store and bought gum.” Well as nonfluency 

needs to be changed to rrwell:  “rrwell we went to the store…” 

o Two-or-more-word fillers are changed to one-word, for example: 

§ You Know: As in, “we went, you know, to the store and, you know, bought 

gum.”  Change to one word: youknow.  “We went, youknow, to the store and, 

youknow, bought gum.” 

§ I mean: As is, “we went, I mean, to the store…” change to one word: imean. 

“We went, imean, to the store…” 

§ I don’t know:  As in, “we went. I don’t know, to the store…” change to one 

word: idontknow. “We went, idontknow, to the store…” 

o The (Ctrl F) function is an easy way to look for specific words (especially filler words) 

then replace them one by one. 

 

• Stuttering:  Stuttering can be accommodated by altering the stuttered part of a phrase to a 

nonfluency marker.  For example, “The, the bo-, the boat went into the water” could be changed 

to “Uh, the boat went into the water.” The transcriber will have to decide how many uh’s would 

be appropriate. 

 

• Non sense: Occasionally, the transcriber cannot understand a word or passage.  Rather than 

writing [can’t understand word] or [?], please put a nonsense word, such as xxxx in its place.  

LIWC will then count the xxxx as a spoken word but not assign it to a dictionary. For entire 

passages don’t insert anything.  
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• Proper Names: For confidentiality purposes, all first and last names have to be changed.  For 

example if the name Susan is spoken, please type Sxxxx in its place.  This doesn’t apply to 

famous people’s names or celebrities. 

 

• Transcribers’ comments: Transcribers often insert remarks, such as [subject laughs], [shaky 

voice], [whispers].  We recommend omitting these as some of the behaviors will be captured 

by the coding system. 

  

• Singing/Rapping: Do not transcribe singing or rapping, simply code it in the mood section of 

your coding sheet 

 

Master File 

Within each participant’s EAR file, there will be a Word document known as the ‘Master File’. 

This document contains all of the transcripts of the recorded audio from the EAR.  

 

Master File Layout 

The title of each Master File is ‘EAR Transcription’, followed by the Participant ID, which 

sport the participant is involved in, and a legend (see Figure 5). The legend includes all 

abbreviations included in the file. The font for each file is Times New Roman 12 pt. An example 

is included below. 

  

 

Figure 5. Screenshot of EAR Transcription layout 
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Inclusion of Audio File Information 

The beginning of the transcript should include the date of when the first audio file was recorded. 

Below this date should be each file from that day, labeled with the File ID number (i.e., 1, 2, 3, 

etc.), followed by the time at which the audio file was recorded. This information is given in the 

name of the audio file (see Figure 5).  

 

Audio File Categorization 

There are three possible categories of audio files: Non-Transcribable, Transcribable – Nonsport-

Related, Sport-Related. Underneath the time, one of the three categories should be listed. Once 

labeled, the audio file will then be sorted into one of three folders: 

  

Non-Transcribable [NT]: A file in which there is no distinguishable speech. This includes 

sleeping, silence, background noise, music and singing, and files in which there is speech 

that cannot be understood to the point of transcription.  

 

Transcribable Nonsport-Related [T-NSR]: A file in which there is distinguishable speech, 

but this speech is not related to sport.  

  

Sport-Related [SR]: A file in which there is distinguishable speech related to the athlete’s 

sport participation. This includes conversations about preparation for sport, conversations 

with and about teammates and coaches, and discussions surrounding any affiliation with 

the team and/or sport. 

  

Contextual Information 

In addition to labeling the appropriate category, transcribers are asked to help with contextual 

notes. These notes should include all context that the listener is able to gather from the audio file. 

This includes the location of the participant, who they are with (e.g., teammates, friends, etc.), 

what activity the participant is engaging in (e.g., working out, eating). It should also be noted 

whether the participant is singing, laughing, crying, sighing, coughing/sneezing, or whining.  
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Use of ExpressScribe Transcription Service 

Sport-related files are to be transcribed first as they are the top priority. Begin by loading the file 

of interest into the program ExpressScribe, the transcription software. This program allows for 

easy pausing, speed control, and replaying of audio files. 

Once loaded into ExpressScribe (see Figure 7) you may begin transcription.  

Figure 7. Screenshot of ExpressScribe Software 

 
Notes 

• If a word cannot be understood in transcription, it must be marked with xxxxx.  

• Names must be replaced by the first letter of their name followed by x’s (ex. Jxx). 

• Files in which the participant is engaged in a sport related television program are to be 

labelled as Sport-related.  

• Files in which the participant is sleeping may be grouped together as seen below.  

• Quotation marks must be used when someone is quoting another person.  

 

Inputting the Transcripts into the ACSSES 

 

In this section we will introduce you to the ACSSES. The coding system allows us to “quantify 

our qualitative data” by tallying a binary presence ‘1’ or absence ‘0’ in the columns of the 

ACSSES. We will discuss coding in greater detail later in this document. For now, we will focus 

on setting up the coding instrument. There is a basic ACSSES coding template that can be 

renamed for each participant. Each participant should have their own ACSSES document. I 

recommend keeping participants from the same team in a designated folder on your computer, so 

that the team’s information is all in one place. 
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Participant ID 

The first step is to input each participant’s ID code (e.g., J-2-22 in column A of Figure 8). 

 

File IDs and Date/Time 

These can be easily inputted by marking a ‘1’ in the B2 box, and then in the B3 box inputting 

‘=B2+1’, then clicking the bottom right corner of the B3 box and dragging it down so that Excel 

auto-fills all of the File IDs. Next, you will input the dates and times for each audio file in the 

participant’s transcript. This is simple yet the time consuming. The format for the date and time 

is shown in Figure 8.   

Figure 8. Screenshot of Coding System  

 
 

Transcripts 

Once the time and date of each file is entered, you input the participant’s transcripts (see Figure 

9). To do this, you will go into the transcript and copy and paste all of the words spoken by the 

participant into their designated column (e.g., “Transcript – Target Athlete” for athlete 

participants; “Transcript -Coach” for coach participants). You will then do the same for any 

other speakers in the transcript. For example, if the participant carrying the EAR device, and they 

are observed having a conversation with their head coach, you input each speakers’ words 

spoken into their designated column. If it is a teammate, friend, assistant coach, or anyone else 

who is speaking, you will input their transcripts into the Transcript – Other Person column. The 

transcript should designate the others as Other Person (O), Other Person #2 (O2), or Other 

Person #3 (O3). 

Figure 9. Screenshot of Coding System Transcript Categories 

 



 258 

 

 
Interesting 

During the process of entering transcripts, you will also mark the files that have been coded as 

“Interesting” in the transcript. Next to these marked files, in the “Interesting” column, you will 

put an asterisk (*).  

 

Problems with Audio 

The next step is the Problems with Audio column. If the transcriber was unable to distinguish a 

word (i.e., ‘xxxxx’), you will mark this box with a ‘1’ as seen above. You will also mark any 

Non-Transcribable files with a ‘1’.  

 

EAR Log 

The EAR Log is a booklet that we give to participants during the recording period. The purpose 

of the EAR Log is for the participant to tell us what they are doing during each hour to give us 

some context for the audio files. Input each activity/location exactly as it is marked in the log 

(you may edit for spelling).  

 

Once the Participant ID, File ID, Date, Time, Transcripts, Interesting, Problems with Audio, and 

EAR Log columns are filled out, the transcripts are ready to be coded.  
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ACSSES Practice Workbook 

In this section we will explain the coding process. As mentioned, the coding system allows us to 

quantify, qualitative data. Separate from this booklet you will find the coding manual. The 

coding manual provides a definition and example of each category in the ACSSES.  

The ACSSES was built within a Microsoft Excel spreadsheet, with each row of the 

spreadsheet representing a single EAR audio recording and each column represents a coding 

variable. When a participant’s audio recordings are transcribed and entered into the ACSSES 

template, the document is saved as a dedicated ACSESS coding sheet for that participant 

separate from other participants’ coding documents. The ACSSES incorporates two coding 

approaches to extracting information from EAR-derived audio recordings. When evaluating 

evidence within specific contexts (e.g., locations, activities) or behaviours (e.g., “Positive 

Evaluation of Coach from Target Athlete”), the ACSSES uses a binary coding approach to 

indicate the presence “1” or absence “0” of the narrowly defined coding category. When 

evaluating a participant’s overall affect, the ACSSES uses a three-point Likert-type or “molar” 

coding approach to rate the degree of feelings or emotions in the behaviours or tone of a 

participant’s voice including 1 (no emotion present), 2 (moderate emotion), and 3 (extreme 

emotion). 

Review of previous coding instruments informed the development of the behaviour 

categories relevant to intragroup and intergroup behaviour (e.g., teammate interactions, coach-

athlete interactions, conflict with others). The review of the social identity literature also 

informed the development of ACSSES’s behaviour categories that affirm the salience of an 

athlete’s social identity (e.g., “Positive Evaluation of Team Membership from Target Athlete”), 

connection with fellow team members (e.g., “Positive Evaluation of Teammate from Target 

Athlete”), or demonstrate the sharing of information relevant to the construction of a shared 

social identity by athletes or key social agents (e.g., “Inter-/Intrapersonal Instruction from 

Coach”).  

In total, the ACSSES contains 185 categories that fall within four dimensions: (a) audio 

data (n = 14 categories); (b) context (n = 33 categories); (c) behaviour (n = 117), and; (d) overall 

affect (n = 21). The audio data dimension contains identifying information for each audio file 

(e.g., start time of recording) and audio quality, and the transcripts of any participant 
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conversation. The context dimension provides information about who the participant is 

interacting with (e.g., coach), the participant’s location (e.g., team bus), and the activity that they 

are engaged in (e.g., post-game debrief). The behaviour dimension details specific interactions 

between the participant and their parent(s), coach(es), and/or teammate(s). Finally, the overall 

affect dimension identifies feelings and emotions exhibited in a participant’s tone of voice or 

behaviour (e.g., physically slams a door). 

Overview of Coder Training Protocol 
Over a four-week training period, the trainees will be systematically introduced to the 

dimensions of the ACSSES through a combination of discussion, group coding practice, and 

coding assignments that were to be completed between meetings. Coder training begins with a 

category-by-category review of the ACSSES coding manual, before introducing examples. Over 

time, the training examples used during group coding practices become more complex (i.e., 

involved a wider range of categories), illustrating the capacity of the coding system and 

facilitating discussions to deepen learning. Further, time will be allocated during meetings to 

review the previous week’s coding assignment and to discuss sources of disagreement. Our goal 

is to expose trainees to ~200 examples during group coding practice and weekly coding 

assignments over the four-week training period. At the conclusion of the training period, each 

coder was given a final coding assignment that included examples used during training to 

determine the effectiveness of the coder training protocol. 

Below you will find several transcripts which are for you to code. In the space given, you 

will use the coding manual and write out the categories that you believe apply to each transcript.  

Sample Training Files 

Transcript #1 

[SR] // [Dressing room] // [Coach Affect: Interested=3] 

C: And we knew that uh Bxxxx has got a swing block and, uh, okay. So moving ahead… uh 

sorry, anyone else emotionally… how were you? 

O: I think it was really exciting after the first set, like Axxx was saying, also because rrlike it was 

really cool to see everything that we’ve been working for kindof come to life and to see the 

passion on the court too, we knew coming into this how bad we wanted it and how much work 

we’ve put in over these past couple weeks, rrlike over the break, all the hours and all the time 

that we’ve spent together rrlike supporting each other and just rrlike getting better, coming back 
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to the constant improvement because I know that rrlike I’ve seen it and I think everyone’s been 

seeing it rrlike these past couple weeks and I just think we did a really good job of showcasing 

that in the first set and even the rest… 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #2 

[SR] // [Coach Affect: Interested=2] 

C: Outside hitters, we want to run uh, stepping against number eighteen, right? She’s a little bit 

slower. And uh, cutting things back in the xxxxx. Okay? If we, our outside hitters too on the left 

side, xxxxx we go for the xxxx. If we get her on the floor then it’s going to be inside set to her or 

they’re going to try to find a way to xxxx. Never lose sight of xxxx. As the rally goes too, if they 

get in system xxx, the transition, they like the middle xxxx. Okay? So just a few little reminders 

here and there, uh….  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #3 

[SR] // [On Team Bus] // [Athlete Affect: Happy=2; Interested=3; Upset=2] 

O: I got my job done.                                                                                                   

P: I passed rrlike three xxxxx.                                                                                              

O: Yes.                                                                                                                                   

P: I passed rrlike five zeros.                                                                                                 

O: Yes. I noticed that, not going to lie.  

[laughs]                                                                         
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P: Yeah, I know that was a lot.                                                                                            

O: But rrlike honestly, I thought you played really well the entire night and rrlike your digging 

was rrlike pretty good.                                                                                             

P: I feel like I don’t get that many digs in any game. And I don’t know if it’s because people just 

don’t hit at me as often as you, rrlike you definitely have more opportunities right, rrlike you 

were on the longest?                                                                                    

P: Yes. I feel like Mxxx was rrlike dig it to her. Or, pass it to her. I was rrlike I think…  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

____________________________________ 

Transcript #4 

[SR] // [Talking to teammates/Other Public Place] // [Athlete Affect: Interested=2] 

O: We get to sleep in tomorrow.  

P: But I want, rrlike, to not be tired tomorrow. 

O: Yeah. 

O2: Bye! 

O: Xxxx.. I think I’m xxxx about xxxxx. 

P: Ah, wait and see.  

O: I don’t know. I’m just thinking.  

P: I would pick you over Ixxx.  

O: Yeah, I think Sxx is good, I just think she touches the net a lot and she’s kind of a liability on 

the court sometimes.  

P: Yeah, she is.  

O: Xxxx xxxx xxx 

P: Yeah, she is.  

O: I think that’s what Coach xxxx xxxxx, rrlike, even though, you’re rrrlike, close, rrlike, but 

why he thought that he could trust me more on the court because he knew what to expect.  
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P: Yeah.  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________  

Transcript #5 

[SR] // [Talking on speaker phone with parents/home] // [Athlete Affect: Interested=3] 

M: We were just thinking it would be nice to take your friends out for a nice dinner, too. Think 

of a restaurant and a day that would work, and we will take them out.  

P: Yeah, okay.  

M: I was kind of hoping we could go and even just have a day trip up to Ottawa. 

P: Yeah, I know, I will ask coach soon if we will get a day, we likely won’t, hm, I don’t know.  

M: Well even if you train in the morning, it’s only two hours to Ottawa, right?  

P: True, I’m thinking we might have, rrlike, if we do have a day off it will be Monday, because 

we play Saturday and Sunday, so that would be the most likely one. And then, other than that, 

the next, when do you guys leave? What day? 

D: We leave Thursday mid-day, we are rrlike there Thursday to Thursday kind of thing, it’s a 

full week.  

P: Okay, rrwell, otherwise Tuesday could work, rrlike, if our practice schedule does not change.  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #6 

[SR] // [In transit/Postgame/Talking to mom and sister ] // [Athlete Affect: Happy=4; 

Interested=4; Excited=2; Proud=4]  

P: My foot was here and then I hit it rrlike with my left foot.  
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M: Xxxx, it was awesome! 

P: Did people see that? 

M: Yes, they did.  

S: We’re going straight? What’s the street? 

[singing] 

P: Hey, I felt a lot better that game! 

M: You played… rrlike, you fit so nicely in there today. 

P: And I felt like I wasn’t an item.  

M: You played your person, you… he just said, that the L’s, Lxxxx and Lxxxxxx.  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #7 

[SR]// [Mall] // [Coach Affect: Worried=2; Upset=2; Interested=3] 

C3: Kxx has something else she wants to do more, so uh… 

C: Yes, she’s protecting her knee, for soccer, or for hockey.  

C3: Yes, so that’s what I mean. Whereas the other two will be like ‘well I have nothing else, I 

might hang on.’ 

C: Yes. I agree. But Kxx’s attitude this spring has been completely different than before. There’s 

no enthusiasm, there’s no rrlike, I don’t get a vibe that she’s happy to be there. I don’t know why 

she’s there, youknow. It’s like ‘do the drills’, ‘no I don’t want to do the drills’.  

C3: I know, because she’s not happy to be there, she’s just over-exhausted because her parents 

have her… 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________
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______________________________________________________________________________

__________________________________________ 

 

Transcript #8 

[SR]// [In Transit to Competition with Dad]// [Athlete Affect: Interested=3] 

D: Mxxx is pretty good too, is she in the Ontario League now or something? 

P: Yes. But rrlike, I don’t blame her for leaving because… 

D: No.  

P: … it was kindof like house-league to her.  

D: Yes.  

D: It’s all seventeen.  

P: Rrlike house-league is really boring for me this year. 

D: I bet. It’s almost like with you so busy with soccer every day, it’s almost rrlike just do…. 

House-league and then practice on the side instead of… you say you don’t learn much at house-

league… 

P: I only go to house-league games… I don’t go to house-league practices anymore.  

D: Yes.  

P: I’ve only been to one and it was the first one.  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #9 

[SR] // [Hotel/With Teammates] // [Athlete Affect: Angry=4; Upset=3; Worried=4] 

P: He wants me to go to everyone’s room to check.  

O: Oh my god.  

O2: Why is he asking you individually? 

P: This is what happens when you sit on the bench guys.  

O: Just say, uh, hi xxx, we have a team group chat and no one’s rrlike… 
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P: No, he’s rrlike are you personally checking, rrlike, he wants me to go to everyone’s room, and 

I feel like… 

O: I honestly feel like it is a problem with xxxxx, rrlike xxxx snapchat, it literally looks like xxxx 

P: Well someone said text xxxxxx 

O: You could rrlike text xxxxx. 

P: And then xxxx was like are you personally checking with the team? Actually, thirty seconds 

later, he said news please? Tell me the news, what’s going on? And I want to go to everyone’s 

room because I know he’s going to ask xxxx or something tomorrow like ‘did she go to your 

room’? And she’s going to be rrlike no.  

O: It’s not your fault that xxxxx. 

O2: It’s rrlike twelve o’clock xxxxx 

P: Dude, calm the fxxx down. It is your fault that you made us literally…  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________ 

Transcript #10 

[SR] // [At hotel/with teammates] // [Athlete Affect: Interested=3; Angry=2; Upset=3; 

Worried=3] 

O: I actually went through rrlike a lot of rrlike xxxx, this is so stupid, I literally put in so much 

more work than her and I was rrlike so much better than her and I’d like to be rewarded for that. 

P: I’m worried Mxxx is going to make me try out again next year, rrlike not try out, rrlike not 

again, but rrlike make me try out next year.   

O: xxxx xxx if you’re not doing well? 

P: If he tried, made me try out I won’t think, I don’t think I would come back. Rrlike I think it’s 

a thing of all the hours and I work really hard and I think he should some loyalty to some of his 

players. Especially since I started the first half of the season and I still play a fair amount now. 

Obviously not this weekend but rrlike I played against xxxx this weekend.  

O: Yes.  
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P: I don’t see how he could rrlike… 

O2: Well he could because he’s Mxxx.  

P: I know.  

O: I also feel like that as a coach…  

P: Yeah I really hope he doesn’t come back. 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

_________________________________________ 

  



 268 

LIWC Analysis 

 

LIWC is a program that, like the CODING SYSTEM NAME, allows us to quantify qualitative 

data. LIWC is able to take transcripts in many formats and give a word count, pronoun use 

counts, and several other quantitative measures. In order to run a LIWC analysis you will follow 

these steps: 

 

1 – Open the LIWC 2015 application.  

2 – Select “Analyze Text” from the window that opens (Figure #) 

 

 

 

3 – Select “Excel/CSV file” from the next window that appears (Figure #). 

 

 

 

4 – Select the Excel file from the coding system that you wish to analyze (Figure #).  
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5 – The file will now appear in LIWC. Select the column that contains the participant’s 

transcripts by clicking on the appropriate letter - E for athletes, F for coaches, then click on 

‘Analyze’ in the bottom right corner (Figure #). 

 

 
 

6 -   Scroll all the way to the right of the LIWC window and you will find the output of the 

analysis as seen below (Figure #). Keep this window open.  
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7 – In the EAR file, you will find an excel file called “LIWC 2015 Template”. Open this file. 

You will now copy and paste the output from LIWC into the template. (Figure #) 

 
 


