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Despite significant empirical work in the sport coaching domain, there remains 
a paucity of evidence to inform practice in high-performance sport coaching. 
As a result, there are gaps in our understanding regarding coaching expertise at 
different levels of athlete performance. A significantly underutilized approach in 
coaching research is Cognitive Task Analysis and it’s knowledge elicitation tools. 
Addressing these concerns, here we utilize applied Cognitive Task Analysis and a 
semi-structured interview protocol to elicit the cognitive challenges and use of 
knowledge by a group of N = 7 high-performance endurance sport coaches from 
a single national governing body. Analysis suggested prominent and ongoing 
challenges in day-to-day practice which, in turn require significant adaptive skill. 
In addition, results show how coaches used knowledge flexibly and conditionally 
to meet the demands of their role. A novel finding being the identification of 
the use of curriculum knowledge to mentally project the needs of athletes. The 
findings suggest opportunities for utilizing Cognitive Task Analysis to investigate 
the cognitive challenges of sport coaching and enhance coach development 
practice.
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1. Introduction

As an applied domain, interest in the nature and function of sport coaching practice 
continues to grow in the literature (North, 2017). A key feature of this increased interest has 
been a desire to inform practice and generate implications for effective practice (Mallett and 
Lara-Bercial, 2016). This is especially important with increasing recognition of differences in 
environmental demands of specific coaching milieus. A result of which being the delineation of 
the coaching domains of children, recreational athletes and performance athletes (Lyle and 
Cushion, 2017). Similarly, an ongoing concern in the research literature has been the nature and 
identification of the type of athletes used in research samples and appropriate labeling of ‘elite’ 

OPEN ACCESS

EDITED BY

Julie Gore,  
Birkbeck, University of London, 
United Kingdom

REVIEWED BY

Almuth McDowall,  
Birkbeck, University of London, 
United Kingdom
Brian Moon,  
London School of Economics and Political 
Science, United Kingdom

*CORRESPONDENCE

Jamie Taylor  
 Jamie.Taylor@dcu.ie

RECEIVED 30 January 2023
ACCEPTED 17 May 2023
PUBLISHED 29 June 2023

CITATION

Taylor J, Ashford M and Jefferson M (2023) 
High performance coach cognition in the wild: 
using applied cognitive task analysis for 
practical insights–cognitive challenges and 
curriculum knowledge.
Front. Psychol. 14:1154168.
doi: 10.3389/fpsyg.2023.1154168

COPYRIGHT

© 2023 Taylor, Ashford and Jefferson. This is 
an open-access article distributed under the 
terms of the Creative Commons Attribution 
License (CC BY). The use, distribution or 
reproduction in other forums is permitted, 
provided the original author(s) and the 
copyright owner(s) are credited and that the 
original publication in this journal is cited, in 
accordance with accepted academic practice. 
No use, distribution or reproduction is 
permitted which does not comply with these 
terms.

TYPE Original Research
PUBLISHED 29 June 2023
DOI 10.3389/fpsyg.2023.1154168

https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
http://crossmark.crossref.org/dialog/?doi=10.3389/fpsyg.2023.1154168﻿&domain=pdf&date_stamp=2023-06-29
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
https://www.frontiersin.org/articles/10.3389/fpsyg.2023.1154168/full
mailto:Jamie.Taylor@dcu.ie
https://doi.org/10.3389/fpsyg.2023.1154168
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://www.frontiersin.org/journals/psychology#editorial-board
https://www.frontiersin.org/journals/psychology#editorial-board
https://doi.org/10.3389/fpsyg.2023.1154168


Taylor et al. 10.3389/fpsyg.2023.1154168

Frontiers in Psychology 02 frontiersin.org

athletes (Swann et  al., 2015; McAuley et  al., 2022). Despite sport 
coaching slowly emerging as a research domain, there has been 
limited recognition of these differences. As a consequence, there is a 
lack, there is a lack of empirical research generated in the domain of 
high performance (HP) coaching, defined as coaches working: “in 
contexts where emphasis is on preparation for and performance in 
competitive sport for achievement of performances that are, 
comparatively speaking, of the highest level” (Allen and Muir, 2020, 
p. 171).

Alongside these developments, there has been growing adoption 
of an expertise lens in sport coaching practice. The study of expertise 
has tended to concern itself with superior human performance and 
proficiency in complex domains spanning a range of communities of 
practice (Ward et al., 2019). This range of perspectives on expertise is 
no different in sport, with a variety of perspectives used to understand 
coaching expertise (e.g., Schempp et al., 2010; Turner et al., 2012). For 
instance, Nash et  al. (2012) developed a criteria which served to 
operationalize and develop expertise in sport coaching. This work 
drew on insights from the Naturalistic Decision Making community 
of practice and Macrocognitive theory both empirically and 
conceptually (Abraham and Collins, 2011b; Harvey et al., 2015; Lyle 
and Muir, 2020; Taylor and Nash, 2023). Macrocognition explains a 
range of processes representing how experts think, including 
projection, flexecution, sensemaking, relearning and finding common 
ground. It is suggested that these processes underpin the management 
of uncertainty, detection of problems, decision making, co-ordination 
and management of attention (Hoffman et al., 2019). An advantage 
being the appreciative approach to understanding the cognition of 
experts in ecologically valid settings (Hutton, 2019) and understanding 
factors that enhance the development of expertise (Hoffman et al., 
2014). Coach development has benefitted from this shift, with a move 
from a focus on competency to the acquisition of expertise (Collins 
et al., 2015; Cruickshank et al., 2020). One such development has been 
professional standards rooted in an expertise based approach and 
Professional Judgment and Decision Making (PJDM) in sport 
coaching practice (CIMSPA, 2019, 2021).

1.1. Professional judgment and decision 
making

PJDM is framed as an approach to practice that supports 
practitioner decision making in the complex social circumstances of 
coaching (Collins and Collins, 2015). Coaches will engage in 
processes of planning and re-planning based on changing situational 
demands, weighting of different agendas, drawing on a range of 
knowledge bases to engage in adaptive practice forms (Collins et al., 
2022). Given the practical focus of PJDM, it has historically drawn 
on a range of theoretical perspectives on expert cognition. Using the 
pragmatic overlap between different theoretical stances to inform 
real world practice. For example, Abraham and Collins (2011a,b) 
drew on the work of Kahneman and Klein (2009) to recognize both 
the value of intuitive judgment and use of formalized procedure in 
goal directed decision making in coaching settings. A key feature 
being the role of more deliberative and more intuitive processes in 
expert coaching practice and the suggestion that deliberate thinking 
can enhance subsequent intuitive judgment (Klein, 2007). Thus, 

NDM and Macrocognitive theories have strongly influenced the 
growth of PJDM as an approach to professional practice (see Table 1).

1.2. Adaptability

Taking account of the fundamental underpinning of 
Macrocognition as being the “adaptation of cognition to complexity” 
(Hoffman et  al., 2009b, p.  87), adaptability sits at the heart of 
Macrocognitive functions. Adaptability has increasingly become a 
feature of the coaching literature, though to this point empirical 
investigation has tended to focus on adventure sport coaching, 
rather than more traditional sport contexts (e.g., Mees et al., 2020). 
This is perhaps a result of the environmental context of adventure 
sport, which Collins and Collins (2022) suggest is information-rich 
and hyperdynamic (Prinet et al., 2016). Coaches are therefore faced 
with ill-structured problems, requiring assessment and rapid 
decision-making under time-constraints (Collins and Collins, 2017). 
To theoretically frame this need for adaptability, authors have tended 
to draw on the work of Hatano and Inagaki (1986) and the notion of 
routine and adaptive expertise. Routine expertise captures the 
practice of an individual who has developed a set of competencies 
which allow them to satisfy specific tasks (Bohle Carbonell and 
Dailey-Hebert, 2021). However, reliance on such routines when 
dynamics of a situation changes, may result in a breakdown in 
performance, or more specifically for coaches, an inability to 
effectively notice and support the needs of an athlete (cf. Schwartz 
et al., 2005). More recent literature has questioned the concept of the 
routine expert, making a coherent argument that adaptive skill is the 
“conditio sine qua non” of expertise (Ward et al., 2018, p. 35). Thus, 
there is a need to understand adaptive skill as it relates to the HP 
sport coach.

TABLE 1 Definitions of relevant concepts.

Concept Definition

Adaptive Skill “Timely changes in understanding, plans, goals, and 

methods in response to either an altered situation or 

updated assessment of the ability to meet new demands, 

that permit successful efforts to achieve intent or 

successful efforts to realize alternative statements of intent 

that are not inconsistent with the initial statement but 

more likely to achieve beneficial results under changed 

circumstances” (Ward et al., 2018, p. 42)

Expertise “The characteristics, skills and knowledge that distinguish 

experts from novices” (Ericsson, 2018, pp. 3–4)

Macrocognition The dynamic application of thinking to evolving events 

including decision making, situation awareness, planning, 

problem detection, option generation, mental simulation, 

attention management and uncertainty management 

(Hutton, 2019)

Naturalistic Decision 

Making

A theoretical lens and applied methods to study expert 

decision making (Klein, 2008)

Professional 

Judgment and 

Decision Making

An approach to applied practice promoting informed 

decision making based on contextual needs (Martindale 

and Collins, 2005, 2007)
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1.3. Coaching knowledge

Building on an understanding of the coaches’ ability to use 
adaptive skill, previous literature has suggested the need for the use of 
knowledge to take action against what is perceived in the environment 
(Abraham and Collins, 2015). Knowledge and its use has long been an 
area of interest among scholars in coaching (North, 2017). Different 
bodies of knowledge have been identified as of importance including 
knowledge of the sport (technically, tactically), of the person 
(including ‘ologies–e.g., psychology, physiology) and pedagogy (the 
science and practice of coaching) (Abraham et al., 2009). In addition 
to identifying bodies of knowledge, a variety of typologies of 
knowledge have been developed. A predominant framing in the 
coaching literature being declarative (of concepts and principles); 
procedural (of skills and strategies) and tacit, acquired through 
experience (Nash and Collins, 2006). In the broader literature, these 
labels have received some critique, with alternatives such as 
conceptual, experiential and conjectural being proposed (e.g., 
Hoffman et al., 2014). Specifically in sport coaching, the absence of 
declarative or conceptual knowledge appears to be  a barrier to 
changing practice (Stodter and Cushion, 2019). Kirschner (2009), 
p. 147 captures this simply, as: “what experts already know determines 
what they see and how they see it.” Regardless of framing, it has been 
widely suggested that flexible practice is enabled by the recognition of 
salient patterns, developed through the acquisition of conceptual 
knowledge over time.

Literature has also drawn attention to the practical necessity for 
knowledge to be considered in contextual terms and the importance 
of conditional knowledge (Collins et  al., 2012a). Conditional 
knowledge being the knowledge of when and why forms of knowledge 
are useful (Schunk, 2012). In practice, this has suggested the need for 
practitioners to apply a level of criticality in their acquisition of 
knowledge (Stoszkowski et  al., 2020) and for different knowledge 
bases to be applied flexibly (Grecic and Collins, 2013; Crowther et al., 
2018). This conditionality and the need to use knowledge flexibly and 
contextually across different areas is a critical element of expertise 
(Hoffman et al., 2014). Extending these assertions, the Data-Frame 
model of sensemaking proposes an abductive process whereby frames 
are used as top-down explanatory structures to account for bottom-up 
data (Klein et  al., 2006a,b). That, in essence, knowledge and 
pre-existing framing acts as the means by which we understand and 
perceive data (Klein et  al., 2006b). This suggests that experts and 
novices do not differ in terms of cognitive processes, but instead by 
content and knowledge bases used in the sensemaking process (Sieck 
et al., 2007). Thus, effective practice depends on knowledge structures 
held by the practitioner (Hoffman and Militello, 2009).

Importantly, where expertise models have been used to inform 
coaching practice, knowledge is considered a part of what underpins 
practice, rather than the full picture. As an example, Nash et al. (2012) 
also identified the need for: the utilization of perceptual skills, mental 
models, a sense of typicality and routines; the ability to work 
independently producing novel and innovative solutions, effective use 
of reflection and lifelong learning, understanding of own strengths 
and weaknesses and managing complex planning processes. In short, 
representing the range of Macrocognitive functions identified 
elsewhere in the literature (Klein et al., 2003). More recent literature 
has continued this trend with Collins and Collins (2022) drawing on 
the work of Adams et al. (1995) to explain adaptive skill. They suggest 

the need for a synergy between the use of knowledge, available 
information and exploration of the environment, to tackle the 
cognitive demands of coaching. This therefore suggests the 
opportunity for an exploration of expert sport coach cognition and 
the role of knowledge.

1.4. Investigating sport coach cognition

The validity of methods used to investigate the cognition of 
coaches has been a matter of debate in the literature (Lyle and Vergeer, 
2013). A variety of methods have been used, for example: stimulated 
recall (Harvey et al., 2015), scenario based approaches (Morgan et al., 
2013), think aloud (Swettenham and Whitehead, 2022) and mixed 
methods (Ashford et  al., 2022). An alternative series of methods, 
adopted across expertise studies are the family of Cognitive Task 
Analysis (CTA) tools, which have been developed and flexibly 
deployed across a range of professional settings (Graham et al., 2022). 
CTA is used as a means of eliciting expert cognition and knowledge 
in both specific and more global situations (Hoffman et al., 1998). 
CTA tools allow for the investigator to understand the cognitions of 
the person performing the task (Klein and Militello, 2001) and 
generate data against practitioner knowledge and reasoning processes 
(Hoffman and Militello, 2009). A specific approach to CTA is Applied 
Cognitive Task Analysis (ACTA) which provides the opportunity for 
general domain application and flexibility (Hogenboom et al., 2021). 
Further, allowing for the explorations “of and in professional 
knowledge management practice” (Gore, 2013, p. 203).

ACTA is a logical progression of knowledge elicitation and 
representation methods which aim to capture difficult judgments, 
attentional demands, critical cues and strategies used by professionals 
(Gore et al., 2018). Importantly, given the scope of the investigation, 
CTA tools can offer the flexibility to discover a broader understanding 
of the demands and complexities of a domain, along with general 
knowledge and skills. CTA can also be employed to offer an iterative 
and detailed analysis of specific tasks or roles in a discipline (Hoffman 
et al., 2009a). Despite Nash et al. (2012) suggesting that ACTA could 
be used as a means of understanding “what (coaches) know and what 
they can do with that knowledge” (p.  8), significant use of 
Macrocognitive modeling in sport (Ashford et al., 2021; Bossard et al., 
2022), and the recommended use of CTA methods (Lyle and Vergeer, 
2013), there has been limited use in sport coaching. To this point, 
ACTA’s use has been limited to understanding the management of 
cognitive load of adventure sport coaches (Collins and Collins, 2021), 
the processes of coach developers (Abraham, 2016), the decision 
making processes of early career (Downes and Collins, 2021b) and 
high level (Downes and Collins, 2021a) strength and conditioning 
coaches. Set alongside the complex nature of coaching practice 
(Cushion, 2007), this is perhaps surprising given ACTA’s context 
sensitivity and potential for ecological validity (Gore and McAndrew, 
2013). As a result, the field is missing the use of a range of robust 
knowledge elicitation tools (e.g., Crandall et al., 2006), many of which 
subsequently being used to inform the design of training (e.g., 
Patterson et al., 2016). Consequently, as suggested in the study of 
athlete cognition (Richards and Collins, 2020), there is an opportunity 
for ACTA to enhance our understanding of the cognitive challenge of 
HP coaching and contribute to the evidence base in coach 
development practices.
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Forming part of a broader project to inform coach development 
in a successful Olympic and Paralympic sport, this study has two 
specific aims: (a) elicit the cognitive demands faced by expert coaches 
at different levels of athlete performance and how coaches manage 
these demands and: (b) explore the coaches’ use of knowledge to 
tackle the demands they face. In both instances, the research questions 
were shaped by the practical needs of the third author as an 
experienced coach developer in a National Governing Body.

2. Method

2.1. Research philosophy

The exploration of pragmatic knowledge sits as a center piece of 
this piece of work; logically therefore, a pragmatic research philosophy 
has underpinned its execution (Cruickshank and Collins, 2017). 
Advocates of pragmatism have suggested that knowledge, generated 
through research, should be  conducted based on the impact and 
difference it makes in practice (Giacobbi et al., 2005). Furthermore, 
pragmatism places the research question at the heart of any 
methodological decisions, rather than adherence to methodologies 
advocated by authors from specific ontological and epistemological 
perspectives (cf. North, 2017).

2.2. Participants

Based on the aims of the investigation it was necessary to recruit 
coaches with a track record of working with both TD and HP athletes, 
the latter meeting the definition offered by Allen and Muir (2020) and 
thus currently coaching athletes at the Olympic and Paralympic level. 
Recognizing that the coaching of elite athletes does not confer a level 
of expertise on the coach (e.g., Blackett et al., 2017), in addition the 
guidelines developed by Nash et al. (2012) were used as a sampling 
criteria. As a result, coaches were nominated by a single national 
governing body (NGB) based on peer recognition of (a) a track record 
of innovative coaching, as recognized by the HP coaching community; 
(b) attitude toward reflective practice and learning; (c) management 
of complex planning processes; (d) a track record of developing 
athletes to the elite level and (e) success at the Olympic or Paralympic 
level. In turn, matching the criteria suggested by Crispen and Hoffman 
(2016) of career, sociometric and performance analysis. Thus, NGB 
recommendations led to a group of N = 7 coaches being contacted, 
provided with information regarding the study and all subsequently 
provided informed consent to agree to a series of three interviews. The 
sample contained coaches with experience of coaching senior 
international athletes to medal winning performances and extensive 
experience of coaching athletes at talent development level. The 
sample also represented coaches from both Olympic and Paralympic 
disciplines. A particular advantage conferred by the context were that 
coaches had actively engaged in the coaching of athletes at different 
ages and stages, across boundary markers that may distinguish 
between TD and HP coaching contexts (Lyle and Cushion, 2017).

Although ACTA guidance typically recommends the use of 3–5 
subject matter experts (Militello and Hutton, 1998), the number of 
participants recruited for the study was higher (N = 7, N = 1female and 
6male). The reasoning for the slightly larger sample was both the 

availability of expertise and breadth of investigation. Based on the 
necessity to protect participant anonymity, no further demographic 
information is presented, and data is unavailable on request.

2.3. Procedure

Following ethical clearance from Dublin City University 
(REC/2022/171) a three stage ACTA was completed in full, but given 
the breadth of focus for data collection and the flexibility of the tool 
(Minotra and Feigh, 2017), an adaption to the protocol was made with 
the addition of a semi-structured interview following the task 
diagram. The three stages were conducted across three interviews by 
the first and second authors. Due to the depth of investigation, data 
was collected over a period of weeks, with at least 5 days between 
episodes of data collection. Interviews were conducted online via 
video conferencing software, during a phase of the year when the 
majority of athletes that the coaches worked with would be considered 
as being in a ‘competition phase’.

2.3.1. Trustworthiness
As the research utilized a blend of qualitative approaches, several 

guidelines were deployed to enhance trustworthiness. Drawing on 
recommendations in qualitative research a broad approach to member 
reflection was deployed in multiple formats (Smith and McGannon, 
2018). Facilitated by the third author, this saw multiple rounds of 
presentation and reflective sessions to coaches engaged in the project 
and other members of staff who witness the day to day working 
practice of the engaged coaches. Participants in these groups were 
asked about the fairness and appropriateness of the cognitive demands 
and the themes generated by the researchers using TA. In all instances 
feedback was positive and perceived to be  representative of the 
day-to-day cognitive challenges faced by coaches. Reflections from 
coaches also drew attention to the demands and the interpersonal 
demands imposed by the need for athletes to consider the coach 
professionally competent. In addition, reflections from focus groups 
further emphasized the meaning and importance of mentally 
projecting the needs of athletes over time.

There are limited guidelines that have sought to establish quality 
in CTA research. As such, the research was guided by the suggestions 
of Roth et  al. (2014) in seeking to offer ‘quality’ by offering an 
appropriate level of rigor and clear application of findings for the 
betterment of a domain. CTA methods, while open to critique on the 
basis of reliability and falsification, are highly appropriate to the 
pragmatic research philosophy adopted. Consequently, we ask the 
reader to judge quality and trustworthiness by the following markers: 
firstly, by outlining the quality and quantity of SMEs that were 
interviewed in the project. Secondly, the quality of data generated by 
ACTA methods depends to an extent on the skill of the interviewer 
(Hutton and Militello, 1997). The first two authors had undertaken 
training in CTA methods (CTA Institute), had previous experience 
with the use of ACTA and were experienced qualitative researchers. 
In addition, given the intellectual challenge posed by analysis of 
intuitive processes captured through more deliberative reflection 
(Kahneman and Klein, 2009), there is a need for the researcher to 
engage in careful interpretation and have significant previous 
experience (Gore et al., 2018). This interpretation was supported by 
the research team’s experience as coach developers. Similarly, in the 
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first author’s publication record, applying deliberative and intuitive 
approaches to coaching practice (Taylor et al., 2023). Thirdly, planning 
for the CTA was evaluated a priori by an experienced CTA researcher 
outside of the research team as a critical friend (Smith and McGannon, 
2018). Finally, another marker of quality is the extent to which the 
CTA Offer insights that deepen our understanding of a particular 
domain. We leave this judgment to the reader.

2.3.2. Task diagram
The Task Diagram step is typically used to conduct an initial 

screening of areas of practice might pose the most difficult cognitive 
challenges (Crandall et al., 2006). A two-step process was used, firstly 
using the typical Task Diagram approach, firstly stating that the ‘task 
of interest’ was understanding a general overview a coach’s general 
approach to the development of their athletes. Following existing 
guidance, probes were then used to understand the steps taken by 
coaches, for example: “at the most basic and simple level, can 
you break down your coaching process into between three and six 
steps.” The second half of the interview employed a semi-structured 
interview guide, which was used to understand the impacts of 
coaching on successful (Olympic or Paralympic champion) athletes, 
against those who appeared to be high potential but fell away (cf. 
Taylor and Collins, 2019). This began by using the task diagram as a 
scaffold, asking them what key features of each stage enabled or 
disenabled athlete development and on a second sweep, what effective 
and ineffective coaching environments offered athletes. The purpose 
being to check for and probe the perceived critical elements of their 
practice. In several instances, this second sweep led to coaches 
suggesting subtle variations on the steps adopted. Following initial 
explanations, the task diagram and semi structured interview, lasted 
a mean 107 min (SD = 6.36). Due to the richness of data collected, an 
exemplar rather than summary of coaching process is presented (see 
Figure 1). Importantly, this highly simplified representation of the 
processes that coaches discussed was not linear or sequential. We aim 
to demonstrate this non-linearity by presenting linkage between steps.

2.3.3. Knowledge audit
The second interview utilized a knowledge audit with interviews 

lasting a mean 118 min (SD = 27.7). The purpose of the knowledge 
audit is to identify elements of the coaching process requiring 
judgment and decision making, accordingly, identifying the 
knowledge bases that underpin this expertise. The knowledge audit 
therefore offers a general survey of the cognitive challenges 
associated with a domain, along with the related knowledge, cues 

and strategies (Militello and Anders, 2019). Utilizing the output 
from the expanded task diagram interview, the knowledge audit 
asked coaches to reflect at three levels of analysis (macro, meso and 
micro). Probes were designed based on commonalities in expertise 
across domains and were designed to identify cues, strategies and 
cognitive difficulties (Militello and Hutton, 1998). They were also 
adapted to meet contextual conditions and jargon of the coaching 
domain. Examples of each are presented in Table 2, adapted from 
Militello and Hutton (1998). Following each probe, coaches were 
asked “How would you know this? What cues and strategies are 
you  relying on?,” and: “how would this be  difficult for a less-
experienced coach?”

2.3.4. Simulation interview
The third stage of data collection utilized the simulation 

interview to elicit a view of coaches’ problem-solving processes in 

FIGURE 1

Coaching process task diagram.

TABLE 2 Knowledge audit probes.

Probe Description

1 Past and future: “Can you remember entering a coaching situation 

when you knew how things got there and where they were 

headed?”

2 Big Picture: “What are the big picture targets you are aiming for?” 

“Can you explain how you go about this stage of your coaching 

process?” “What are the main elements you need to track as things 

progress?” “How did you decide on a focus for each session/

athlete?”

3 Noticing: “In this process, can you remember any element of a 

situation popping out at you that others did not notice?”

4 Tricks of the trade: “Are there any ways of working that you have 

found to be more effective or efficient?” “Who else is involved?”

5 Improvising/opportunities: “Can you think of a time when 

you have improvised, or noticed an opportunity to do it better?”

6 Self-monitoring: “Can you remember a time that you needed to 

change the way you were coaching to get a good outcome?” “How 

did you make adjustments?”

7 Anomalies: “Can you remember a time that you knew something 

was amiss?”

8 Information Difficulties: “Have you ever had a time that data or 

multidisciplinary input pointed in one direction, but your 

judgment suggested something else?”
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context. Building on the first two stages, we aimed to develop a 
deeper understanding of the complex issues encountered by this 
group of coaches. Instead of simulating a particular coaching task, 
we requested coaches to reflect on three distinct and demanding 
coaching episodes, each involving athletes at different levels. 
Coaches were then asked to list all the major events along the 
timeline of a specific incident, these were identified as key 
judgments or decision points. As these were listed, they were 
recorded and listed in the left-hand column by the researcher. 
Subsequent columns were used to record actions, probed by: “as 
the coach, what actions did you  take at this point?”; situation 
assessment: “what did you  think was going on at this stage?,” 
critical cues “what information led you  to believe this?” and 
finally, potential errors: “what errors would an inexperienced 
coach make here?.” This stage of the ACTA lasted a mean 99 min 
(SD = 8.88).

2.4. Data analysis

2.4.1. Cognitive demands table
The final stage of the ACTA, the Cognitive Demands Table 

provides a framework for evidence informed implications (Hutton 
and Militello, 1997). These enable the presentation of more tacit 
features of expertise in the form of key cues and strategies 
focusing on the outcomes of analysis that are pertinent to problem 
solving and decision making (Gore and McAndrew, 2009). 
Following each manuscript being transcribed verbatim, the 
established process of analysis used by McAndrew and Gore 
(2013) was followed and each element of expertise considered 
sequentially. Theme generation was conducted by synthesizing 
common participant responses to individual probes based on their 
salience and frequency.

2.4.2. Reflexive thematic analysis
Due to the exploratory nature of the second research aim, a 

Reflexive Thematic Analysis approach was used to explore how 
coaches used knowledge (Braun and Clark, 2022). Aligned to the 
pragmatic research philosophy, the researcher’s backgrounds as 
experienced coaches, coach developers and researchers was 
considered a strength and a resource to inform TA (Braun and 
Clarke, 2020). As is typical when using TA, analysis took place over 
six-stages (Braun and Clarke, 2006). In this instance however, data 
analysis was integrated with the ACTA. Therefore, the first step of 
data familiarization involved reading and re-reading transcripts and 
the compilation of the cognitive demands table. The second phase 
led to code generation related to the coaches’ use of knowledge over 
multiple sweeps of the data. Codes generated were both semantic 
(e.g., ‘multiple knowledge bases’) and latent (e.g., ‘experiential 
understanding’). At the third stage, initial themes and sub-themes 
were generated to represent clusters of shared meaning (e.g., 
‘integration of knowledge bases’). At the fourth stage, initially the 
first author reviewed the initial theme generation against the 
broader data set, checking for meaning and coherence. This led to 
the clustering of two main themes given shared meaning. The 
fourth stage was continued by the second author who performed a 
similar sweep to check for coherence with no additional changes. 
At the fifth stage themes were defined and named based on these 

patterns of shared meaning. The sixth and final phase was the write 
up of themes which are presented in the Findings section.

3. Findings

The findings are presented in two overarching sections to address 
respective research aims. The first section addresses the aim of 
synthesizing the cognitive demands faced by coaches as the final stage 
of the ACTA process. Each elicited cognitive demand is outlined 
using thick descriptive quotations from participants (Tracy, 2019). 
The second section presents generated themes exploring coaches’ use 
of knowledge to manage cognitive demands. Quotations are used 
throughout to orient the reader, however, any quotations that may 
have compromised the anonymity, competitive advantage of coaches 
or athletes have been excluded or redacted. Quotations were selected 
based on the criteria of authenticity, that they illustrate the nature of 
the phenomena, are appropriately succinct and are representative of 
the dataset (Lingard, 2019).

3.1. Cognitive demands of coaching

Each cognitive challenge represents an ongoing difficulty faced by 
the coaches in their day-to-day practice (represented in Table 3). The 
most prominent cognitive demands for coaches were: making sense 
of individual context, planning for priorities, stress management for 
the athlete, when to push or pull, managing the coach-athlete 
relationship, orchestrating inputs to the athlete.

3.1.1. Making sense of individual context
The first synthesized cognitive demand was the challenge of 

being able to make sense of the individual context of the athlete. This 
related to the challenge of the coach being able to weigh up the 
unique and individual needs of athletes and also that of their context. 
This challenge was often driven by the complex interaction of factors 
impacting the work of coach and athlete. Coaches described this 
challenge as being a matter of

There is just so much to take account of… you need to make sense 
of things as they happen, you need to continuously update your 
mental model of what they [the athlete] need and the changing 
demands of the sport (C4)

Cues and strategies used to manage the challenge were varied but 
related to an observation of how the athlete looked and responded 
during interactions. Thus, coaches deliberately adopted strategies that 
enabled a level of consistency in their own approach. This was seen to 
support the use of incoming data regarding the athlete, as it would 
enable observation of the athlete’s response to training. This was partly 
managed as a function of the time that athletes and coaches spent 
together, where coaches felt that by deliberately investing time in 
getting to know the athlete and their responses, they were better able 
to frame their observations.

It was also supported by a heuristic notion of “planning in pencil, 
not pen,” a recognition that they could not become too fixated on a 
particular course of action and instead needed to engage in the rapid 
‘sizing up’ of situations.
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TABLE 3 Cognitive demands table.

Cognitive 
demand

Why difficult? Cues Strategies Potential errors

Making sense of 

individual context

 • “Coaching is about a million 

different things”

 • Conditional application 

of knowledge

 • Fitting individual plans with 

the group/working within the 

typical season plan

 • Understanding the sport

 • Depth of demands

 • Application of 

physiological demands

 • Breadth of knowledge “70% of 

the specialist”

 • Take account of whole context

 • Tracking/monitoring 

progress–recognizing 

non-linearity of progression

 • How the athlete ‘looks’

 • Taking account of evidence 

from training and ultimate 

performance

 • Clarity of intention and 

subsequent appropriate reflection

 • “Plan in pencil, not pen” – 

flexibility of planning

 • Consistency of staff

 • Consistency of coaching approach 

with individuals

 • Seek support outside areas of 

expertise and use of 

practitioner group

 • Helping athlete understand why 

(role clarity)

 • Supporting development of 

independence/understanding 

for athletes

 • Linking the micro to the macro

 • Not knowing the athlete

 • Not utilizing views of others

 • Making assumptions and 

rushing the planning process

 • Limited attention to the 

impact of small decisions

 • Limited knowledge base

Planning for 

contextual priorities

 • Picking 

appropriate interventions

 • Maintain focus on what is 

important, i.e., understanding 

minimum effective dose

 • Checking for progress

 • Balancing what is needed to 

perform at the top vs. what 

might stop athletes progressing

 • Seeing the links between 

specialisms/knowledge bases

 • Monitoring athlete response 

to stimulus

 • Comparing current status with 

desired future

 • Knowledge across domains to 

support interventions

 • Integration of support

 • Knowledge of calendar, macro/

meso planning

 • Consistent performance testing

 • Mental projection

 • Drawing on previous experience 

of athletes

 • Not having experienced 

previous athlete progression

 • Lacking 

curriculum knowledge

 • Jumping to solutions without 

taking time to 

consider problems

 • Assuming linear athlete 

development

Stress Management 

for the athlete

 • Highly committed athletes

 • Potential for multiple 

training environments

 • Complex interplay with 

broader life

 • Growth/maturation for 

younger athletes

 • Competing interests for 

the athlete

 • Large groups

 • Athlete feedback

 • Intuiting athlete status

 • Progression of training load

 • Individual responses

 • How the athlete ‘looks 

and moves’

 • Checking for boredom

 • Wider life of the athlete

 • Consistency of menstrual cycle

 • Dexa scanning and 

bone health

 • Balancing volume with 

robustness training

 • Coherence of coaching

 • Managing athlete role clarity

 • Help athlete understand why

 • Profiling (physiology)

 • Promoting recovery

 • Incremental novelty in session 

planning

 • Not managing 

athlete expectations

 • Not putting athlete health 

before athlete wants

 • Not adjusting plan

 • Not seeing the rest of an 

athlete’s life

 • Not recognizing a lack 

of robustness

 • Seeking rapid progression of 

performance

When to push or 

pull?

 • Highly committed athletes

 • Preventing a level of comfort 

and ensuring accountability

 • Time needed to know 

the athlete

 • The norms of the sport

 • Balancing wants/needs of 

the athlete

 • Different needs within a 

training group

 • Understanding bandwidth 

for compromise

 • Norms for each individual

 • Adapting based on 

athlete status

 • Fatigue of athlete

 • Checking progress 

against goals

 • Level of athlete independence

 • Individual athlete response

 • Understand background of 

the athlete

 • Meet the athlete where they are

 • Prioritize key sessions

 • Knowing when to give them 

enough of what they are good at

 • Know when to reassure and when 

to challenge

 • Prioritizing health above 

athlete wants

 • Not individualizing

 • Overly dictatorial or 

overly accommodating

 • Lack of previous experience

 • Leaving it to athlete 

preference when wellbeing is 

at stake

 • Lack of 360 communication

(Continued)
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It is a mistake to think you will get linear athlete progression, 
things change, and anyone that’s involved with athletes knows 
that it’s never linear…you need to have a longer term plan and 
know where your athlete is placed within it, but to have 
something super concrete, it’s just a waste of time, the context 
always changes, you can’t be locked into something that you have 
no control of (C2)

Another prominent strategy used was the use of other coaches 
and specialist multi-disciplinary staff to audit initial observations and 
support sensemaking. In addition, actively developing the ability of 
the athlete to provide appropriate feedback on their state and giving 
them role clarity.

It was suggested that less experienced coaches would make 
conclusions about athlete and contextual needs too quickly:

There is a lot that goes into coaching athletes at this level, a less 
experienced coach would rush things or make assumptions…it is 
recognising all the different factors that are going on and being 
able to work with them. That’s the key, it’s the ability to read the 
situation (C3)

There was a view that these errors were grounded in an 
overconfidence in their individual coaching frames and not on the 
contribution that other practitioners or the athlete themselves 
could offer.

3.1.2. Planning for contextual priorities
The second cognitive demand concerned the ability of the 

coach to engage in deliberate longer-term planning. This involved 
a high demand on the coach being able to identify different trade-
offs and weigh up priorities as needed for the individual athlete. 
This meant that there appeared to be no single means of operation 

for the coach, they were consistently dealing with cognitively 
challenging trade-offs:

Everything is a trade-off, it all depends. So if you decided that the 
way to go faster was developing XXX, the way to do that would 
probably be  to increase XXX, but that negatively impacts 
XXX. Equally to better your performance at XXX, you need to 
be more XXX. So therefore, you need to reduce XXX and be better 
at XXX. The consequence is that it negatively impacts XXX (C3)

A core feature of this deliberate thinking was the need to consider 
the specific priorities for athletes. This was a particular concern for 
athletes who were considered world class or near Olympic/Paralympic 
champion performers where the margins of error were small and the 
ability to make change was limited:

One of the critical determinants of a coach at world level, is being 
able to figure out what priority you have and go: ‘this is what we’re 
working on’. It is the ability to go: ‘here’s a box of 50 things, this is 
the one that’s going to make the performance impact, this is the 
one that’s going to make the difference’ (C1)

The process of prioritization also involved coaches mentally 
projecting the consequences of subtle changes in situational demands 
and how they might respond to these changes:

I’m constantly weighing everything up and there is a lot to weigh up. 
It is always changing so I am probably in permanent micro planning 
mode. I get it when I think about it, but it feels very instinctive (C1)

In essence, coaches were always balancing complex planning and 
prioritization processes. These trade-offs were faced on a day-to-day 
basis and imposed significant cognitive load.

TABLE 3 (Continued)

Cognitive 
demand

Why difficult? Cues Strategies Potential errors

Managing the coach-

athlete relationship

 • Caring while maintaining 

professional distance

 • Balance conveying competence/

openness

 • Potential to break trust

 • Providing appropriate support

 • Sensing what is going on for 

them/ noticing change

 • Hearing their perspective

 • Knowing self

 • Having a shared language

 • Maintain role clarity for athlete

 • Cultivate perceived competence 

with the athlete

 • Invest time with each athlete

 • Cultivate openness

 • Managing interpersonal approach 

with athlete (body language etc)

 • Maintain open communication 

with others around the athlete

 • Unbalanced approach (all 

athlete or coach)

 • Not taking athlete ‘literacy’ 

into account

 • Being overly friendly and not 

performance focused

 • Not admitting errors

Orchestrating inputs 

to the athlete

 • Navigating micro-politics

 • Individualizing v personalizing

 • Balance of individual vs. 

group training

 • Stress management

 • Creating 

appropriate competition

 • Managing conflict

 • Awareness of number of 

inputs to the athlete

 • Awareness of strongest 

influences on the athlete

 • Awareness of group dynamics

 • Promote adaptive role models

 • Generate competition

 • Build role clarity in practitioner 

support group

 • Allowing too much 

external influence

 • Not knowing what was going 

on in the group

 • Getting the balance right 

between group training and 

individual needs
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3.1.3. Stress management for the athlete
Given the nature of both the HP milieu and the aerobic demands 

of the sport, it is perhaps unsurprising that the management of overall 
stress was an ongoing and prominent challenge for coaches. Thus, 
coaches engaged in a variety of mental projection in relation to the 
desirable consequences of stress and the athlete’s ability to adapt to a 
variety of imposed stressors.

I’ve never found an athlete who’s that capable of being totally 
objective about how they are feeling. You need to help guide them 
with those decisions over a long period of time…you either get it 
right or get it wrong by overstressing and not recovering enough. 
What follows is overtraining, injury, or long-term illness. On the 
flip side, you  don’t stress enough, and you  don’t get 
progression (C2)

The challenge of managing and imposing appropriate stress led to 
coaches needing to perform a variety of workarounds. This was in part 
driven by the perception of limited validity in the markers that 
coaches could use to guide their decisions and further challenged by 
the inter-individual variability in response to similar training. Coaches 
reported frequently relying on the perceptions of their athletes, which, 
in itself, presented a cognitive challenge:

I’ve found that some athletes can ramp up pretty quickly to do 25 
to 30 hours [of training per week] and be fine, wanting more and 
be able to cope. I’ve also found athletes who just can’t do that, over 
20 hours a week they struggle. There is a little bit of trial and 
error…obviously making a plan, the simple stuff of not increasing 
too much. The real trick is balancing the XXX [training volume] 
because we often see that if you ramp that up too quick, we’ve got 
a lot of lower limb injuries. It is still very individual though (C7)

This was made even more cognitively demanding by the holism 
of the stress response and recognition that the athlete’s ability to adapt 
depended on a constellation of other factors outside of the training 
environment. Thus, coaches paid attention to the types of cues 
recognized as being important, including the athlete’s body language, 
discussions about their wider life and the integration of a range of 
information about them. Coaches also employed the deliberate 
strategy of making subtle, rather than significant changes to training 
as a means of testing response:

I will make daily adjustments to the overall plan based on how the 
athlete responds, not just to training but everything else that is 
going on, they might only be little ones, but it will never play out 
exactly as you thought it would (C3)

As a result, coaches perceived the need to have to make 
continuous, often intuitive judgments to adjust training, both based 
on a sense of typicality for the athlete and longer-term planning.

3.1.4. When to push or pull?
Linked to the provision of appropriate stress for the athlete was 

also a view that coaches needed to make decisions regarding their 
pedagogic stance with the athlete. Thus, making appropriate decisions 
about the extent to which they engaged in more ‘push’ like approaches 
in their coaching where they held the athlete accountable and 

encouraged higher levels of effort and attention. Or, in contrast, adopt 
a more ‘pull’ based approach, where there was a need to reduce the 
athlete’s effort and encourage more recovery. This was also the case for 
coaches deciding on the role they played pedagogically and the stance 
they adopted toward their athletes with different people requiring 
different approaches:

It’s almost a spectrum between the role you play as a coach that 
ranges almost an instructor, to collaborator, advisor, consultant 
– something like that. I would know, somewhere on that spectrum 
is where each of the athletes want me to sit. I try hard to be more 
of an educator and not just instruct them but with some athletes, 
it’s difficult, that’s what they want (C4)

The particular challenge in this instance were the social dynamics 
and being able to offer a range of different approaches to those in a 
coaching group, depending on the individual needs of the athlete.

The differences between athletes are acute, so coaching is 
signficantly different between people, what they need and want 
from coaches and people are different. Then for me understanding, 
why they might need to back off for a session, but they think ‘I’m 
fine’, or why they need to push a session when they’re not wanting 
to push, or why this might have changed. If you’re changing 
things, just having a really clear rationale that again, the athlete 
not just understands but believes it is in their best interest (C6)

This was also partly in recognition of the preferences of each 
individual athlete, where at this level of performance athletes were 
perceived to need to engage with activities that involved areas of 
weakness or were physically and mentally demanding:

Hate is probably too strong a word but there’ll be  things that 
athletes dislike doing. The best way to manage that stuff is that the 
athlete knows why they’re doing what they’re doing. Even if it’s at 
a regurgitation level, even if they go: ‘oh, I didn’t like but it’s to 
toughen me up in open water so that when I get to the first XXX, 
I’ll feel better’… Basically as a coach I need to span the balance 
between pushing and pulling. It is something I constantly wrestle 
with; how dictatorial should you be with somebody? With XXX 
she needed and wanted me to be  more dictatorial. I  wasn’t 
comfortable with being that dictatorial, maybe I got it wrong (C1)

The challenge of adjusting a particular coaching approach was 
also challenging based on individual difference, not only in terms of 
preferences, but also what they need from a coach based on objectives 
and ambitions:

3.1.5. Managing the coach-athlete relationship
In addition to the challenge of understanding the appropriate 

orientation for coaches to approach their practice, coaches also 
reflected on the challenge of managing their relationship with athletes. 
This was driven by the anticipation of future states conferred by the 
nature of the coach-athlete relationship. This was challenged, both by 
the strength of culture in the sport as one where the athlete utilizes the 
coach, rather than the coach being the dominant figure and by the 
frequency of contact between athlete and coach. Thus, coaches 
discussed the challenge of managing and maintaining appropriate 
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professional distance, to prevent negative consequences of being 
overly close and preventing the athlete becoming dependent on 
the coach:

You absolutely cannot be mates, you are of course friendly, but 
there has to be a professional distance and separation between 
being friends and being a coach and an athlete. If you’re too close, 
you can’t have the ability to step back and have the conversation 
that you  need to have. They rely on you  to be  a coach, not a 
mate (C1)

Coaches utilized a range of strategies to manage this cognitive 
challenge, including ongoing contracting to maintain role clarity and 
subsequent investment of time within these boundaries. This role 
clarity was deemed particularly important during periods 
of disagreement:

You might not always agree with things that the athlete thinks but 
you  navigate through it. It is mostly through having built 
developed trust with those individuals…You’re never fully in 
charge, you  can only help and advice. They’ve got to want 
involvement from me, that’s based on believing I can help them 
get better (C5)

The nature of the interpersonal challenge was perceived to 
be strongest when working with the highest performers: “with elite 
athletes, they are more opinionated, they believe in what they are 
doing” (C2). Coaches managed this challenge by cultivating and 
generating a perception of competence:

One of the most difficult things is demonstrating the right level of 
competence to the athlete so that they have confidence in what 
you see and what you’re talking about. What they believe has a 
massive impact on the adaptation (C6)

By demonstrating higher levels of competence, this was 
perceived to elevate trust and enable greater experimentation and 
openness at other stages. However, this was also seen as a delicate 
balance. Coaches suggested that while athletes may lose confidence 
in them based on a lack of perceived competence. The loss of trust 
because of a failure to admit errors and offer an appropriate level 
of openness was perceived to be  a typical error for the less 
experienced coach.

3.1.6. Orchestrating inputs to the athlete
The final cognitive challenge was the active orchestration of the 

wider milieu and other inputs to the athlete. This complex micro-
politicking required the coach to monitor and engage with a variety 
of social feedback loops. It required the identification of priorities and 
navigating the complexity of social systems. As an example, coaches 
often sought to utilize more senior athletes as a means of role modeling 
and tackling perceived issues relating to the culture of a group:

It is a lot of ongoing individual conversations and it is very difficult 
to get it right, but we message through the older athletes. We’ve 
often found that if we get it right, older athletes have bought into 
and educate younger athletes. I often find that the athlete says it is 
way more powerful than when a coach says it. You know, with 

XXX she’s turning around to an 18 year old going: ‘why are 
you doing that?’ They’ll stop and listen immediately. Whereas if a 
coach says it, they might potentially ignore it (C7)

Given the breadth of experience in the sample, coaches were in a 
position to discuss the differences between HP and younger athletes. 
At developmental stages, this complexity often came as a result of the 
variety of stakeholders around the athlete, such as parents and 
coaches. With elite athletes, coaches were responsible for the 
coordination of multidisciplinary teams with a multitude of different 
support services that input to the athlete.

The coach…is probably responsible for initiating the support from 
staff. The role is a big team player, because they have to work with 
your head of [sports science and medicine] services and each 
domain practitioner. The problem is for the coach to have the 
ability to systematically bring all those people together and get it 
right for the athlete. Sounds really simple, but it’s really difficult …
keeping everyone up to speed and aware of priorities and keeping 
people coherent (C6)

Doing this effectively required skillful social orchestration on the 
behalf of the coach, understanding and navigating the micro-politics 
of the coaching environment. Less experienced coaches were seen to 
make errors in this regard by not taking the time to ask athletes about 
the broader group and take the time to understand social dynamics. 
Key cues to manage this demand included ongoing and frequent 
conversations with athletes and those around them to check 
for coherence.

3.2. Coaching knowledge

The second research aim was to explore coaches’ use of knowledge 
in managing cognitive demands (see Table 4). Generated themes are 
presented below with the themes: ‘breadth and depth of knowledge’ 
and ‘flexible and contextualized use of knowledge’, each sub-theme is 
presented in italics. All themes are presented with a conceptualization 
of meaning (Braun and Clarke, 2023).

3.2.1. Breadth and depth of knowledge
Based on the nature of the cognitive challenges faced by coaches, 

there was a necessity for a significant breadth and depth of knowledge 
for them to be able to generate appropriate solutions to problems. 
Given their positioning at the center of a multidisciplinary team, this 
required coaches to integrate knowledge bases, crossing 
disciplinary boundaries:

It all depends, everything depends on everything else. I need to 
be able to know physiology and load management, but it goes 
hand in hand with psychological, the XXX [specifics of the 
sport] (C6)

This was seen as a limiting factor for less experienced coaches, that 
they were unable to see the interconnectedness of different domains 
of knowledge: “less experienced coaches struggle with using different 
bits of knowledge. I do not see things in isolated terms of technical, 
tactical, physical” (C3).
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Coaches also considered that in addition to this breadth of 
knowledge, that there were perceived priority knowledge bases that 
coaches needed to have a deeper knowledge based on their context: 
“there’s got to be a fundamental understanding of physiology and 
athletic development” (C2). These domains of knowledge were 
perceived subtly differently between coaches, but there was a strong 
perception that knowledge of the sport should be the priority: “I think 
technical and teaching knowledge is very important…You [coach] 
really need to know enough to teach skills” (C6).

A strongly held view among the coaches was a need to have 
knowledge of the experiences needed for progression. This was the 
perception that coaches needed to know the types of experiences that 
were desirable for athlete progression, set alongside an understanding 
of the different routes that athletes may take in their progression. This 
was both the case in supporting a longer-term journey for young 
athletes: “you have got to know what it looks and feels like throughout 
the ages, and stages really well. It is not just about the top end, is about 
what is in between” (C2). It was also the case in progressing high-
performance athletes toward being the best in the world:

You need to have the experience of working with enough people, 
if not, you're not going to have had enough knowledge of 
progression. I need to almost have a view of what I'm doing now 
and how it fits into that bigger picture. You  might have been 
around as part of a support team or something like that, then 
you do understand the end product, but you also need to have 
seen people develop (C1)

3.2.2. Flexible and contextualized use of 
knowledge

The second main theme concerned the flexible and highly 
contextualized use of knowledge by coaches. This involved a 
metacognitive weighting of different factors and the use of knowledge 
beyond them as an individual. In all instances, coaches did not see 
their own knowledge as being the key to expert practice. All coaches 

were highly aware of the multidisciplinary support teams around them 
and drew on the distributed knowledge around them: “I need to decide 
on the thing that makes the difference, but I will not always know 
enough without using others and the knowledge around me” (C1).

The ability to seek and access distributed knowledge was 
supported by coaches having a metacognitive awareness of the 
boundaries of their own knowledge, knowing what you know: “I need 
to know 70% of what the specialist does. That also means that I need 
to know what I know and also what I do not. I need to know my 
limits” (C3). This entailed an epistemic humility and understanding 
of the knowledge of others:

I wouldn't sit here and profess to have an in-depth knowledge of 
everything that an individual [support] practitioner does…if 
you  bring in a physiologist they would have the theoretical 
underpinning, but they lack an understanding of how everything 
contributes to one another and how that then impacts that 
athlete (C3)

This was further supported by a knowledge of when different 
knowledge applied, and when it did not that was central in the 
coaching process:

XXX [athlete] needs to XXX [be] closer to the front….it means 
that the chance of a break going away at the front is minimized. It 
also means that he needs to expend less energy… to chase to get 
into the main group.. To tackle the problem, I have got to draw on 
principles of physiology and tactics to prepare him, then compare 
that to what I know he needs to do to win at a particular time (C2)

This was also seen on an individual basis, relative to the wants and 
needs of the athlete. Where despite believing a particular course of 
action to be most appropriate, what the athlete thought about a plan 
strongly mediated effectiveness. Thus, coaches needed to understand 
when and how to apply their knowledge bases, relative to the unique 
and individual circumstances of the athlete:

TABLE 4 Coaches’ use of knowledge.

Theme Sub-theme Raw data exemplar

Breadth and depth of 

knowledge

Integration of 

knowledge bases

You might understand one part of it, but you have got to get the bigger picture. Physiologically, technically tactically, 

what are all the things that somebody needs to be able to go and stand on a podium. You can have the world’s best 

knowledge of physiology or anything else, but if you do not understand what it means relative to your athlete and what 

they need to stand on the Olympic podium, it’s pointless (C1)

Perceived priority 

knowledge bases

For a coach that knows what they are talking about, they absolutely have to have brilliant sport specific knowledge, they 

have to understand the event demands inside out and back to front (C7)

Knowledge of the 

experiences needed 

for progression

I remember a couple of athletes going to [competition] and [coach] sent them thinking that they were going to get on 

the podium; they came 30th and 40th. It was a complete misalignment with the expectations they are being given and the 

sort of performance that they are capable of delivering. The coach just did not know and one of those should have been 

going on to get to a very high level. (C1)

Flexible and 

contextualized use of 

knowledge

Distributed 

knowledge

The whole [multidisciplinary] team need to be involved. We constantly are updating and sharing information…I rely on 

them for their input and perspective because I cannot know everything (C4)

Knowing what 

you know

We do not all [coaches] need to be experts in every area, we just need to be know enough across the spectrum. That 

means I also need to know my limits. Then we need to use the people who are the best at stuff (C4)

Knowing when 

different knowledge 

applies

With my more senior athletes, the one’s I’ve coached longer, I know their behavior enough to know if they come in a bit 

p*ssed off, if something’s happened in their life. I can then adjust the session knowing what will work and what will not 

work. It’s like I know where I need to take something to keep the plan on track (C7)
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I can sit there and go ‘that's where I see your next performance 
gain coming from’, equally I need to know what they will invest in, 
or if it's not something that they want to do. I need to be sure of 
what I know and know at what point I would defer to what I feel 
that athlete would invest most in (C3)

This overall presented a complex picture of interacting knowledge 
types, bases and metacognitive processes that influenced the use of 
knowledge by coaches.

3.3. Discussion

Till et al. (2019) suggested that to enhance a PJDM approach for 
coaches, there was a need to identify “what decisions coaches need to 
make and what knowledge they draw upon to make such decisions” 
(p. 8). The specific aims of this research were to: (a) establish the 
cognitive demands faced by expert coaches at different levels of athlete 
performance and how coaches manage these demands and (b) explore 
the coaches’ use of knowledge to tackle the demands they face. The 
core insights of this paper are in identifying the nature of the types of 
challenges faced in this population of HP sport coaches and the 
knowledge that may be required to address those challenges.

3.3.1. Adaptive skill
The key insight generated through the ACTA protocol is the 

nature and extent of coaches’ need to exercise adaptive skills to address 
ongoing and significantly demanding challenges in their day-to-day 
coaching practice. These challenges were both individually and 
contextually mediated (Cushion et al., 2019). Although the coaching 
environment was less hyperdynamic than in previous uses of CTA 
methods in adventure sport coaching environments (cf. Collins and 
Collins, 2013), the milieu demanded a high level of adaptability (Mees 
et al., 2020).

In addition to the need for adaptability in day-to-day coaching 
practice (Saury and Durand, 1998), coaches were highly challenged 
by the complex interacting factors that impact athlete development 
(Baker et al., 2017). Universally, the participant’s environments were 
highly pressurized, dynamic and ever changing (Collins and Collins, 
2022). This variability included input from skill/discipline specialists, 
day to day changes in athlete readiness and conflicting athlete needs 
such as lifestyle pressures. These challenges put a significant demand 
on coaches to be able to make sense of cognitive challenges, both 
updating mental models and the application of frames for each athlete 
(Klein et al., 2006b). The flexible execution of intentions required 
coaches to engage in planning and replanning to cope with changing 
circumstances (Klein, 2007). Therefore, there were significant 
demands on the capacities of coaches to make sense of incoming data 
and to flexibly execute a plan that suited the needs of their athletes 
(Ward et al., 2018; Ashford and Taylor, 2022). Thus, our empirical data 
is supportive of the proposal that coaches at the highest levels of 
performance need to engage in significant sensemaking based on the 
unique and individual needs of each athlete (Simon and Richards, 
2022). Going further, we  also suggest that adaptive skill is a 
fundamental prerequisite for effective coaching practice (Ward 
et al., 2018).

To tackle these challenges, there were clear similarities outlined 
by coaches reflecting on the nature of their process against the ‘Coach 

Planning and Reflective Framework’ (Muir et al., 2011; Till et al., 
2019). For example, coaches spent significant time reflecting on 
practice activities by considering the validity of challenge, purpose of 
training, and the intensity required for adaptation. Rather than 
considering training activity alone, coaches were invested in 
optimizing learning design more holistically. Thus, while appropriate 
periodization of training stress was a core feature of practice (cf. Kiely, 
2016), coaches also reflected on activities that enabled broader 
adaptation, such as ‘non-physical’ indoor sessions. As a result, 
we suggest that the label ‘learning design’ may be more appropriate 
to represent the range of activities used. Furthermore, participants 
reflected deeply on their coaching approach, how they supported 
athletes to understand what they were doing and why they were 
doing it (Abraham and Collins, 2011a). None of the coaches planned 
their behaviours as discreet entities; however, they paid particular 
attention to the affective tone of their interactions (Taylor et  al., 
2022). This was perceived to be a central feature of the coaching 
process, especially where there was a need to cultivate a sense of 
credibility and competence with elite athletes (Taylor et al., 2021). 
Methodologically at least, this insight would suggest the need for 
future CTA studies to deepen our understanding of coaches’ 
adaptive skill.

3.3.2. Interpersonal dynamics
There is an abundance of literature that has considered the 

interpersonal dynamics of the coaching process (e.g., Jowett and 
Cockerill, 2003; Cronin et  al., 2018). This literature is well 
established and supportive of the notion that the coach-athlete 
relationship is a core element of effective coaching (Jowett, 2017). 
The insights presented here support this notion. However, the use 
of ACTA also provide insight into the complex dynamic of a HP 
coaching relationship, one that requires ongoing maintenance and 
response to individual needs. Interpersonal dynamics were one of 
the most prominent cognitive challenges, highlighting the range 
of Macrocognitive processes required to shape and maintain 
appropriate working relationships. This was further challenged by 
the demands imposed by the variety of stakeholders around the 
athlete, including other coaches, athletes and multidisciplinary 
staff, all of whom having the capacity to influence the athlete-
coach dynamic. This suggests the need to recognize individual 
relational dyads as part of a wider orchestration of the milieu (cf. 
Jones and Wallace, 2006; Potrac and Jones, 2009) and the 
distribution of leadership facilitated by the coach (Simon and 
Richards, 2022).

In this sense, the interpersonal dynamics of coaching required 
differential approaches to each individual. For example, there was a 
perceived need for role clarity and professional distance to ensure both 
coach and athlete were aware of the function of their relationship (cf. 
De Bruyckere and Kirschner, 2016). This is not to suggest an 
impersonal or authoritarian stance, instead, the data strongly suggests 
a ‘goldilocks’ approach where both coach and athlete held a shared 
understanding of the function of their relationship. A prominent 
feature of this dynamic concerned protecting perceptions of 
professional credibility set against the need for humility and openness 
(Taylor et al., 2021). This appears especially important for the most 
elite athletes where coaches needed to experiment to find performance 
advantages, while maintaining the athlete’s belief in their competence. 
This presents a core challenge because while coaches cannot be sure 
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of the outcomes of their practice, athletes may perceive a coaches’ 
uncertainty negatively (e.g., Jowett and Cockerill, 2003).

3.3.3. Pedagogic influences
Similar insights were generated into the pedagogic positionality 

of the coach in relation to their athletes, considering the extent to 
which the coaching process was driven more by the coach or athlete. 
This has often been seen in in the literature as the difference between 
coach and athlete centered coaching (Pill, 2018). While this in itself is 
not a novel discovery (e.g., Mosston, 1966), the key insight relates to 
the complexity of sensemaking required by coaches to make decisions 
about their approach. This sample of coaches considered a truly 
biopsychosocial picture, in which their pedagogic decisions were 
influenced by athletes’ interoceptive awareness of their stress load (cf. 
Haase et  al., 2015), what might be  effective from a pedagogic 
perspective (Cope and Cushion, 2020) and the social norms of the 
sport. The latter point was particularly relevant because coaches were 
working with highly committed athletes who were at risk of 
overtraining and compromising their recovery and overall well-being 
(Heidari and Kellmann, 2023).

Therefore, coaches weighed input from various factors, supporting 
the notion of a bi-directional approach, rather than a coach or athlete-
driven approach (Jowett and Slade, 2021). This required different 
strategies within training groups and individual athletes. Another 
insight from the ACTA emphasized the significant importance of an 
intuitive sense of normality for each athlete, along with deliberate time 
spent getting to know them and planning and re-planning for their 
development. Therefore, supporting coaches to make these decisions 
requires extensive knowledge across various disciplines and drawing 
attention to the cues presented by individual athletes.

3.3.4. Knowledge
Emphasizing the utility of CTA, despite extensive literature 

exploring coaching knowledge (e.g., Gilbert and Côté, 2013), the use 
of ACTA provided a number of novel findings. A particular finding 
was the extent to which coaches needed to draw from multiple 
knowledge bases, or disciplines; with this knowledge needing to 
be integrated and conditionally applied (Abraham et al., 2006). This 
extends previous ACTA research conducted with strength and 
conditioning coaches, demonstrating that a key characteristic of 
expert practice is the possession of a broad knowledge base (Downes 
and Collins, 2021a). Perhaps pointing to the difference in roles, this 
ACTA suggests the need for the coach to have a greater breadth and 
depth of knowledge. In addition, having the capacity to both integrate 
and prioritize which bodies of knowledge might be  more or less 
appropriate in a particular circumstance to meet desired, co-created 
intentions (Nash and Collins, 2006).

All coaches were supported by a team of multidisciplinary 
specialists, including physiologists, psychologists, physiotherapists, 
strength and conditioning coaches, and nutritionists. Therefore, the 
challenge of knowledge integration extended beyond the individual 
coach and posed a metacognitive challenge for coaches to understand 
what they knew and did not know. Coaches needed to be aware of 
their personal knowledge boundaries and how to draw on other 
specialists to better suit the needs of the athlete (Cassidy et al., 2008). 
The cognitive challenge of integrated practice required both adaptive 
interpersonal skill and the ability to weight and integrate different 
knowledge bases (Alfano and Collins, 2021; Burns and Collins, 2023). 

Interestingly, supportive of this integration, coaches drew on the 
importance of declarative knowledge, referring to it as ‘fundamental 
knowledge’ that aids application and flexibility. This declarative 
knowledge appeared to underpin the formation and use of conditional 
knowledge to meet the cognitive demands of coaches’ roles (Ashford 
et al., 2022).

This also suggests that expertise was contextual both to the 
domain of practice (high performance) and, given the need for 
coaches to use tacit knowledge related to individual athletes, their 
coaching role and milieu (cf. Turner et al., 2012; Robinson et al., 2022). 
This insight suggests a move beyond representations of coaching 
knowledge as static entities, progressing to an understanding of the 
conditional use of knowledge (Stoszkowski et al., 2020).

3.3.5. Curriculum knowledge
Beyond the use of bodies of knowledge, the ACTA generated a 

distinct insight into coaches’ use of knowledge to mentally project 
desirable athlete experiences over time. This insight represents a novel 
finding in the coaching literature. To explain this finding, we draw on 
the notion of curriculum knowledge from the educational domain, 
something not previously developed in sport coaching (Shulman, 
1986). Curriculum knowledge is split into two categories: ‘lateral 
curriculum knowledge’ as underpinning: “teacher’s ability to relate the 
content of a given course or lesson to topics or issues being discussed 
simultaneously in other classes” (Shulman, 1986, p. 10) and ‘vertical 
curriculum knowledge’ as a “familiarity with the topics and issues that 
have been and will be  taught in the same subject area during the 
preceding and later years in school, and the materials that embody 
them” (Shulman, 1986, p. 10). Previous research in sport coaching has 
pointed to the importance of curricula design based on sport specific 
knowledge and a simplification of complexity (Abraham et al., 2022). 
While our findings would support the importance of beginning with 
contextualized (age/stage) sporting demands, a prominent feature of 
ACTA’s were descriptions of knowledge of desirable athlete 
experiences and needs (cf. Taylor and Collins, 2020; Taylor and 
Collins, 2022). This in no way suggests that coaches believed that they 
could consistently identify those who would be able to achieve later 
elite performance (cf. Johnston and Baker, 2022), nor that they 
perceived a linear step-wise pathway to high performance (cf. Güllich 
et al., 2023). Instead, coaches drew on their knowledge of previous 
athlete development to mentally project the needs and desirable 
experiences of athletes to support progression.

ACTA data suggest that coaches used horizontal curriculum 
knowledge to understand the breadth of an athlete’s experience at a 
point in time and vertical curriculum knowledge to understand needs 
and desirable experience at a given time and to project their needs and 
desirable experiences through a pathway. These findings highlight the 
utility of the ACTA protocol, with insights of expert/novice differences 
suggesting that curriculum knowledge may be  one of the key 
differentiating factors in coaching expertise. The suggestion being that 
novice coaches may struggle to see the bigger picture horizontally or 
to mentally project an athlete’s needs vertically. However, curriculum 
knowledge wasn’t seen in terms of declarative or conceptual 
knowledge alone, coaches also need experiential or tacit knowledge of 
the steps taken to progress to high performance (Nash and 
Collins, 2006).

In practice, this subtly contrasts with previous industry guidance 
suggesting that pedagogic knowledge may the critical differentiator 
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between HP and TD domains (UK Sport, 2020). This finding may be a 
result the context of coaches sampled, all of whom had extensive and 
often current experience of coaching athletes at multiple levels of 
performance. While additional research is needed, it may be  that 
effective TD coaching requires a significant body of curriculum 
knowledge. This differs from HP coaching, where desired performance 
is closer and poses less of a mental projection demand, but where 
predictions need to be  more precise. Thus, for the coach of HP 
athletes, the bandwidth for error was smaller, requiring a more 
granular knowledge of sport demands and the ability to integrate these 
with other knowledge bases (Abraham et al., 2006).

4. Implications for practice: CTA tools 
in sport coaching

Although used across a variety of industries, the use of ACTA 
in sport has thus far been very limited. The insights presented in 
this study suggest significant opportunity for future research to 
better understand expertise in coaching and for coach development 
in practice. Consequently, we suggest a range of opportunities for 
CTA tools to tackle ongoing issues in coach learning 
and development.

Firstly, by identifying the cognitive challenges in a specific context, 
there is an opportunity to shape coaches’ education and development 
around the most challenging cognitive dimensions of their work, 
thereby avoiding a coach education and development process that 
constrains learning and maintains cultural status quos (Serpell et al., 
2023). Here, by identifying the cognitive challenges in a specific 
context, there is the opportunity to shape the education and 
development of coaches around most challenging, yet integral, 
cognitive dimensions of their work.

The use of CTA tools in coaching has significant potential for 
individual and group coach development (e.g., Hoffman et al., 2014). 
This is something that could be pursued more holistically, as is the 
case in the present study, or in specific circumstances to understand 
approaches adopted in practice. This could be important given the 
significant cultural differences between levels of performance, 
individual environments and sports. Tools like the Critical Decision 
Method could also be used as a tool to understand the less observable 
features of coaching practice (Taylor et  al., 2023). However, the 
extensive nature of the data captured by CTA may make it impractical 
for coach developers to use with every coach. Nevertheless, 
adaptations to the ACTA protocol may be an effective tool for coach 
development work, allowing coaches to efficiently profile their needs 
without requiring multiple observations. Overall, there is a significant 
opportunity for future research to better understand expertise in 
coaching and to tackle ongoing issues in coach learning 
and development.

There are, therefore, opportunities to use CTA both locally, and 
more generally to identify the most cognitively challenging aspects of 
coaching. Locally, to support groups of coaches in a particular 
environment to understand the types of challenges they face. More 
generally, CTA can be used to understand the needs of coaches across 
different sports and levels of athlete performance, to support judgment 
and decision-making skills (Klein, 1997). For example, training 
coaches to use CTA for their own developmental purposes (e.g., Gore 
et  al., 2018) in line with their preferences for social learning 

(Stoszkowski and Collins, 2016) and thus enhance heutagogic coach 
learning (Stoszkowski and Collins, 2017). In addition, this also 
supports the notion that expertise in coaching, is conditional (cf. Nash 
et  al., 2012), something rarely applied in formal coach 
education experiences.

Encouraging further research, the findings also suggest 
possibilities for the development and resourcing of sports coaching at 
the macro level. For a number of years, there has been growing 
practical interest in the distinguishing features of effective coaching 
for developmental athletes (e.g., Martindale et al., 2005). The findings 
here may provide guidance for supporting the ‘needs’ of different 
domains of coaching (Lyle and Cushion, 2017). Specifically, if a coach 
were to specialize in talent development coaching, while knowledge 
of the sport, person and pedagogy may be  important, curriculum 
knowledge may be critical to effective practice. This is not to suggest 
that coaches of HP athletes do not need to understand the steps 
necessary to progress performance, just that the typical non-linearity 
of development presents the need for different knowledge and 
extensive mental projection.

For research, although recommended for a number of years 
(Lyle and Vergeer, 2013), CTA tools have remained underutilized, 
perhaps due to the timely and iterative process they demand. There 
is a clear opportunity for CTA tools to enhance the relative paucity 
of ecologically valid research in the coaching domain. Alongside 
other methods, including observation (Cushion et al., 2012; Taylor 
et al., 2023) there is a strong case to be made for the increasing use 
of CTA methods to develop the evidence base for sport coaching 
practice. We  would also suggest that coaching researchers take 
advantage of the flexibility offered by CTA tools for the purpose of 
data capture in different circumstances, and over different 
timepoints, similar to adaptations made in other domains (e.g., 
Minotra and Feigh, 2017).

5. Limitations

Although ACTA is well established as a method for pragmatically 
accessing the cognition of practitioners, the limitations of this study 
are no different from others that have adopted retrospective 
methodologies to understand ‘cognition in the wild’ (Martindale et al., 
2017). Furthermore, the level of analysis conducted in this study aims 
to capture an overall picture rather than focusing on the minutiae of 
the coaching process. It is important to note that we have not sought 
to identify cognitive challenges that are generalizable across HP 
coaching roles. Instead, we ask the reader to consider transferability 
of findings to parallel domains, both in terms of research methodology 
and for coach development practice.

To judge transferability, we  draw the reader’s attention to the 
population making up the sample and their specific context (Levitt 
et al., 2017). All participants were expert coaches (Nash et al., 2012) 
with significant experience coaching developmental and elite 
endurance athletes (Swann et al., 2015; McAuley et al., 2022). All were 
sampled from a single national governing body with a significant track 
record of success at World, Olympic and Paralympic level. The 
findings may therefore be  less transferable to alternate coaching 
domains, performance cultures, or with participants of different 
motivations (Collins et  al., 2012b). As a means of comparison, 
we encourage the use of similar methods in other coaching populations.
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6. Conclusion

Using an ACTA approach, this study provides valuable insights 
into the challenges faced by high-performance sport coaches ‘in the 
wild’. We identify ongoing ‘cognitive challenges’, including: making 
sense of individual context, planning for contextual priorities, 
managing athlete stress, knowing when to push and pull, managing 
the coach-athlete relationship, and orchestrating inputs to the 
athlete. ACTA also identified the range of cues and strategies used 
to navigate these challenges, along with perceived expert-
novice differences.

Adaptive skill was found to be crucial in meeting the needs of 
individual athletes and managing relationship dynamics within 
the HP context. Furthermore, reflexive thematic analysis was used 
to explore coaches’ use of knowledge in practice. Here, coaches 
used a breadth of knowledge from a variety of disciplines in a 
flexible and highly contextualized manner underpinning various 
mental processes. A novel finding being coach’s use of curriculum 
knowledge to support the mental projection of athlete needs. As 
is emphasized across the literature, our findings support the 
position that navigating complexity with a fixed position is 
unlikely to be an appropriate strategy. Our findings also emphasize 
the importance of adapting to complexity and highlight the 
differential needs of coaches at different levels of athlete 
performance. Based on this novel use of ACTA, we  make 
recommendations for future use of CTA tools in sport for both 
research and practical purposes.

Data availability statement

The datasets presented in this article are not readily available 
because data is not available on request to protect participant 
anonymity and competitive advantage. Requests to access the datasets 
should be directed to jamie.taylor@dcu.ie.

Ethics statement

The studies involving human participants were reviewed and approved 
by Dublin City University (REC/2022/171). The patients/participants 
provided their written informed consent to participate in this study.

Author contributions

JT, MA, and MJ contributed to conception and design of the study. 
JT and MA conducted interviews, data analysis, and wrote sections of 
the manuscript. JT wrote the first draft of the manuscript. All authors 
contributed to manuscript revision, read, and approved the 
submitted version.

Funding

The research was supported by Open access publication funded 
by Dublin City University.

Conflict of interest

JT and MA were employed by Grey Matters Performance Ltd. 
United Kingdom. MJ was employed by the British Triathlon Federation.

Publisher’s note

All claims expressed in this article are solely those of the authors 
and do not necessarily represent those of their affiliated organizations, 
or those of the publisher, the editors and the reviewers. Any product 
that may be evaluated in this article, or claim that may be made by its 
manufacturer, is not guaranteed or endorsed by the publisher.

References
Abraham, A. (2016). “Task analysis of coach developers: applications to the FA 

youth coach educator role” in Advances in coach education and development: From 
research to practice. eds. W. Allison, A. Abraham and A. Cale (Abingdon: Routledge), 
53–65.

Abraham, A., and Collins, D. (2011a). “Effective skill development-how should 
athletes’ skills be developed” in Performance psychology: A Practitioner’s guide. eds. D. 
Collins, A. Button and H. Richards (Amsterdam, Netherlands: Elsevier), 207–230.

Abraham, A., and Collins, D. (2011b). Taking the next step: ways forward for coaching 
science. Quest 63, 366–384. doi: 10.1080/00336297.2011.10483687

Abraham, A., and Collins, D. (2015). Professional judgement and decision making in 
sport coaching: to jump or not to jump. International Conference on Naturalistic Decision 
Making, McLean, VA.

Abraham, A., Collins, D., and Martindale, R. (2006). The coaching schematic: 
validation through expert coach consensus. J. Sports Sci. 24, 549–564. doi: 
10.1080/02640410500189173

Abraham, A., Collins, D., Morgan, G., and Muir, B. (2009). “Developing expert 
coaches requires expert coach development: replacing serendipity with orchestration” 
in Aportaciones Teoricas Y Practicas Para El Baloncesto Del Futuro. eds. A. Lorenzo, S. J. 
Ibanez and E. Ortega (Spain: Wanceulen Editorial Deportiva), 183–205.

Abraham, A., Saiz, S. L. J., McKeown, S., Morgan, G., Muir, B., North, J., et al. (2022). 
“Planning your coaching: a focus on youth participant development” in Practical sports 
coaching. ed. C. Nash (Abingdon: Routledge), 18–44.

Adams, M. J., Tenney, Y. J., and Pew, R. W. (1995). Situation awareness and the 
cognitive management of complex systems. Hum. Factors 37, 85–104. doi: 
10.1518/001872095779049462

Alfano, H., and Collins, D. (2021). Good practice in sport science and medicine 
support: practitioners’ perspectives on quality, pressure and support. Manag. Sport 
Leisure 2021, 1–16. doi: 10.1080/23750472.2021.1918019

Allen, J., and Muir, B. (2020). “Coaching high performance athletes” in Coaching for 
human development and performance in sports. eds. R. Resende and A. R. Gomes (Berlin: 
Springer International Publishing), 169–198.

Ashford, M., Abraham, A., and Poolton, J. (2021). A communal language for decision 
making in team invasion sports. Int. Sport Coach. J. 8, 122–129. doi: 10.1123/
iscj.2019-0062

Ashford, M., Cope, E., Abraham, A., and Poolton, J. (2022). Coaching player decision 
making in rugby union: exploring coaches espoused theories and theories in use as an 
indicator of effective coaching practice. Phys. Educ. Sport Pedagog. 1-22, 1–22. doi: 
10.1080/17408989.2022.2153822

Ashford, M., and Taylor, J. (2022). “Planning your coaching for Young Rugby players” 
in The Young Rugby player. eds. K. Till, J. Weakley, S. Whitehead and B. Jones (Abingdon: 
Routledge), 331–345.

Baker, J., Young, B. W., and Mann, D. (2017). Advances in athlete development: 
understanding conditions of and constraints on optimal practice. Sport Psychol. 16, 
24–27. doi: 10.1016/j.copsyc.2017.03.005

Blackett, A. D., Evans, A., and Piggott, D. (2017). Why ‘the best way of learning to 
coach the game is playing the game’: conceptualising ‘fast-tracked’ high-performance 
coaching pathways. Sport Educ. Soc. 22, 744–758. doi: 10.1080/13573322.2015.1075494

Bohle Carbonell, K., and Dailey-Hebert, A. (2021). Routine expertise, adaptive 
expertise, and task and environmental influences. 39–56. Berlin: Springer 
International Publishing.

https://doi.org/10.3389/fpsyg.2023.1154168
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
mailto:jamie.taylor@dcu.ie
https://doi.org/10.1080/00336297.2011.10483687
https://doi.org/10.1080/02640410500189173
https://doi.org/10.1518/001872095779049462
https://doi.org/10.1080/23750472.2021.1918019
https://doi.org/10.1123/iscj.2019-0062
https://doi.org/10.1123/iscj.2019-0062
https://doi.org/10.1080/17408989.2022.2153822
https://doi.org/10.1016/j.copsyc.2017.03.005
https://doi.org/10.1080/13573322.2015.1075494


Taylor et al. 10.3389/fpsyg.2023.1154168

Frontiers in Psychology 16 frontiersin.org

Bossard, C., Kérivel, T., Dugény, S., Bagot, P., Fontaine, T., and Kermarrec, G. (2022). 
Naturalistic decision-making in sport: how current advances into recognition primed 
decision model offer insights for future research in sport settings? Front. Psychol. 
13:936140. doi: 10.3389/fpsyg.2022.936140

Braun, V., and Clark, V. (2022). Thematic analysis: A practical guide. Thousand Oaks, 
CA: Sage.

Braun, V., and Clarke, V. (2006). Using thematic analysis in psychology. Qual. Res. 
Psychol. 3, 77–101. doi: 10.1191/1478088706qp063oa

Braun, V., and Clarke, V. (2020). One size fits all? What counts as quality practice in 
(reflexive) thematic analysis? Qual. Res. Psychol. 18, 328–352. doi: 
10.1080/14780887.2020.1769238

Braun, V., and Clarke, V. (2023). Is thematic analysis used well in health psychology? 
A critical review of published research, with recommendations for quality practice and 
reporting. Health Psychol. Rev. 1-24, 1–24. doi: 10.1080/17437199.2022.2161594

Burns, A., and Collins, D. (2023). Interdisciplinary practice in performance sport: a 
scoping review of evidence of collaboration. Eur. J. Sport Sci. 1-36, 1–15. doi: 
10.1080/17461391.2023.2201812

Cassidy, T. G., Jones, R. L., and Potrac, P. (2008). Understanding sports coaching: The 
social, cultural and pedagogical foundations of coaching practice. Abingdon: Routledge.

CIMSPA. (2019). Coaching in high performance sport V1.7. Available at: https://www.
cimspa.co.uk/standards-home/professional-standards-library?cid=18&d=463. 
(Accessed November 22, 2022).

CIMSPA. (2021). Coach developer standard V1.0. Available at: https://www.cimspa.
co.uk/standards-home/professional-standards-library?cid=18&d=485. (Accessed 
December 2, 2022).

Collins, D., Abraham, A., and Collins, R. (2012a). On vampires and wolves–exposing 
and exploring reasons for the differential impact of coach education. Int. J. Sport Psychol. 
43, 255–271.

Collins, D., Bailey, R., Ford, P. A., MacNamara, Á., Toms, M., and Pearce, G. (2012b). 
Three worlds: new directions in participant development in sport and physical activity. 
Sport Educ. Soc. 17, 225–243. doi: 10.1080/13573322.2011.607951

Collins, D., Burke, V., Martindale, A., and Cruickshank, A. (2015). The illusion of 
competency versus the desirability of expertise: seeking a common standard for support 
professions in sport. Sports Med. 45, 1–7. doi: 10.1007/s40279-014-0251-1

Collins, L., and Collins, D. (2013). Decision making and risk Management in 
Adventure Sports Coaching. Quest 65, 72–82. doi: 10.1080/00336297.2012.727373

Collins, L., and Collins, D. (2015). Integration of professional judgement and decision-
making in high-level adventure sports coaching practice. J. Sports Sci. 33, 622–633. doi: 
10.1080/02640414.2014.953980

Collins, L., and Collins, D. (2017). The foci of in-action professional judgement and 
decision-making in high-level adventure sports coaching practice. J. Adv. Educ. Outdoor 
Learn. 17, 122–132. doi: 10.1080/14729679.2016.1227717

Collins, L., and Collins, D. (2021). Managing the cognitive loads associated with 
judgment and decision-making in a group of adventure sports coaches: a mixed-
method investigation. J. Adv. Educ. Outdoor Learn. 21, 1–16. doi: 
10.1080/14729679.2019.1686041

Collins, L., and Collins, D. (2022). The role of situational awareness in the professional 
judgement and decision-making of adventure sport coaches. J. Exp. 5, 117–131.

Collins, D., Taylor, J., Ashford, M., and Collins, L. (2022). It depends coaching–the 
most fundamental, simple and complex principle or a mere copout? Sports Coach. Rev. 
1-21, 1–21. doi: 10.1080/21640629.2022.2154189

Cope, E., and Cushion, C. (2020). A move towards reconceptualising direct instruction 
in sport coaching pedagogy. Impact Chartered College of Teaching. Available at: https://
my.chartered.college/impact_article/a-move-towards- reconceptualising-direct-
instruction-in-sport-coaching-pedagogy/.

Crandall, B., Klein, G., and Hoffman, R. R. (2006). Working minds: A practitioner's 
guide to cognitive task analysis. Cambridge, MA: MIT Press.

Crispen, P., and Hoffman, R. R. (2016). How many experts? IEEE Intell. Syst. 31, 
56–62. doi: 10.1109/MIS.2016.95

Cronin, C., Armour, K., and Gano-Overway, L. (2018). “Care theory and sport 
coaching” in Care in Sport Coaching: Pedagogical cases. eds. C. Cronin and K. Armour. 
1st ed (Abingdon: Routledge).

Crowther, M., Collins, D., and Holder, T. (2018). What you think–what you do–what 
you get? Exploring the link between epistemology and PJDM in cricket coaches. Sports 
Coach. Rev. 7, 63–81. doi: 10.1080/21640629.2017.1361165

Cruickshank, A., and Collins, D. (2017). Beyond ‘crude pragmatism’ in sports 
coaching: Insights from C.S. Peirce, William James, and John Dewey: A commentary. 
Int. J. Sports Sci. Coach 12, 70–72. doi: 10.1177/1747954116684226

Cruickshank, A., Martindale, A., and Collins, D. (2020). Raising our game: the 
necessity and progression of expertise-based training in applied sport psychology. J. 
Appl. Sport Psychol. 32, 237–255. doi: 10.1080/10413200.2018.1492471

Cushion, C. (2007). Modelling the complexity of the coaching process. Int. J. Sports 
Sci. Coach. 2, 395–401. doi: 10.1260/174795407783359650

Cushion, C. J., Griffiths, M., and Armour, K. (2019). Professional coach educators 
in-situ: a social analysis of practice. Sport Educ. Soc. 24, 533–546. doi: 
10.1080/13573322.2017.1411795

Cushion, C., Harvey, S., Muir, B., and Nelson, L. (2012). Developing the coach analysis 
and intervention system (CAIS): establishing validity and reliability of a computerised 
systematic observation instrument. J. Sports Sci. 30, 201–216. doi: 
10.1080/02640414.2011.635310

De Bruyckere, P., and Kirschner, P. A. (2016). Authentic teachers: student criteria 
perceiving authenticity of teachers. Cogent Educ. 3:1247609. doi: 
10.1080/2331186X.2016.1247609

Downes, P., and Collins, D. (2021a). Examining the roles and consequent decision-
making processes of high-level strength and conditioning coaches. Societies 11:76. doi: 
10.3390/soc11030076

Downes, P., and Collins, D. (2021b). Exploring the decision making processes of early 
career strength and conditioning coaches. Int. J. Phys. Educ. Fit. Sports 10, 80–87. doi: 
10.34256/ijpefs21210

Ericsson, K. A. (2018). “An introduction to the second edition of the Cambridge 
handbook of expertise and expert performance: its development organisation and 
content” in The Cambridge handbook of expertise and expert performance. eds. K. A. 
Ericsson, R. R. Hoffman, A. Kozbelt and A. M. Williams. 2nd ed (Cambridge: Cambridge 
University Press), 969.

Giacobbi, P. R., Poczwardowski, A., and Hager, P. (2005). A pragmatic research 
philosophy for sport and exercise psychology. Sport Psychol. 19, 18–31. doi: 10.1123/
tsp.19.1.18

Gilbert, W., and Côté, J. (2013). “Defining coaching effectiveness: a focus on coaches’ 
knowledge” in Routledge handbook of sports coaching. eds. P. Potrac, W. Gilbert and J. 
Denison (Abingdon: Routledge)

Gore, J. (2013). Transforming knowledge: capturing engineers' cognitive expertise. In: 
11th International Conference on Naturalistic Decision Making, 2013. Marseilles, 
France.

Gore, J., Banks, A. P., and McDowall, A. (2018). Developing cognitive task analysis 
and the importance of socio-cognitive competence/insight for professional practice. 
Cogn. Tech. Work 20, 555–563. doi: 10.1007/s10111-018-0502-2

Gore, J., and McAndrew, C. (2009). Accessing expert cognition. Psychologist 22, 
218–219.

Gore, J., and McAndrew, C. (2013). Applied cognitive task analysis: crafting the 
elicitation of expert cognition. Acad. Manag. Proc. 2013:10161. doi: 10.5465/
ambpp.2013.10161abstract

Graham, L. A., Gray, C., Wagner, T. H., Illarmo, S., Hawn, M. T., Wren, S. M., et al. 
(2022). Applying cognitive task analysis to health services research. Health Serv. Res. 58, 
415–422. doi: 10.1111/1475-6773.14106

Grecic, D., and Collins, D. (2013). The epistemological chain: practical applications in 
sports. Quest 65, 151–168. doi: 10.1080/00336297.2013.773525

Güllich, A., Barth, M., Macnamara, B. N., and Hambrick, D. Z. (2023). Quantifying 
the extent to which successful juniors and successful seniors are two disparate 
populations: a systematic review and synthesis of findings. Sports Med. 53, 1201–1217. 
doi: 10.1007/s40279-023-01840-1

Haase, L., May, A. C., Falahpour, M., Isakovic, S., Simmons, A. N., Hickman, S. D., 
et al. (2015). A pilot study investigating changes in neural processing after 
mindfulness training in elite athletes. Front. Behav. Neurosci. 9:229. doi: 10.3389/
fnbeh.2015.00229

Harvey, S., Lyle, J. W. B., and Muir, B. (2015). Naturalistic decision making in high 
performance team sport coaching. Int. Sport Coach. J. 2, 152–168. doi: 10.1123/
iscj.2014-0118

Hatano, G., and Inagaki, K. (1986). “Two courses of expertise” in Child development 
and education in Japan. eds. H. Stevenson, K. Azama and K. Hakuta (New York: 
Freeman), 262–272.

Heidari, J. H., and Kellmann, M. (2023). “Recovery as the centrepiece for mental 
health promotion in elite athletes” in Routledge handbook of mental health in elite sport. 
eds. I. Nixdorf, R. Nixdorf, J. Beckmann, S. Martin, and T. Macintyre. (Abingdon: 
Routledge).

Hoffman, R., Adams, J. A., Bisantz, A., Donmez, B., Kaber, D. B., and Roth, E. (2009a). 
Comparing, merging, and adapting methods of cognitive task analysis. Proc. Hum. Fact. 
Ergon. Soc. Annu. Meet. 53, 187–191. doi: 10.1177/154193120905300406

Hoffman, R. R., Crandall, B., and Shadbolt, N. (1998). Use of the critical decision 
method to elicit expert knowledge: a case study in the methodology of cognitive task 
analysis. Hum. Factors 40, 254–276. doi: 10.1518/001872098779480442

Hoffman, R., Klein, G., and Woods, D. (2019). The theoretical Foundation of 
Macrocognition, International Conference on Naturalistic Decision Making. San Francisco, 
California.

Hoffman, R. R., and Militello, L. (2009). Perspectives on cognitive task analysis: 
Historical origins and modern communities of practice. London: Psychology Press.

Hoffman, R., Norman, D. O., and Vagners, J. (2009b). Complex sociotechnical joint 
cognitive work systems. IEEE Intell. Syst. 24, 82–c3. doi: 10.1109/MIS.2009.39

https://doi.org/10.3389/fpsyg.2023.1154168
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.3389/fpsyg.2022.936140
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/14780887.2020.1769238
https://doi.org/10.1080/17437199.2022.2161594
https://doi.org/10.1080/17461391.2023.2201812
https://www.cimspa.co.uk/standards-home/professional-standards-library?cid=18&d=463
https://www.cimspa.co.uk/standards-home/professional-standards-library?cid=18&d=463
https://www.cimspa.co.uk/standards-home/professional-standards-library?cid=18&d=485
https://www.cimspa.co.uk/standards-home/professional-standards-library?cid=18&d=485
https://doi.org/10.1080/13573322.2011.607951
https://doi.org/10.1007/s40279-014-0251-1
https://doi.org/10.1080/00336297.2012.727373
https://doi.org/10.1080/02640414.2014.953980
https://doi.org/10.1080/14729679.2016.1227717
https://doi.org/10.1080/14729679.2019.1686041
https://doi.org/10.1080/21640629.2022.2154189
https://my.chartered.college/impact_article/a-move-towards-reconceptualising-direct-instruction-in-sport-coaching-pedagogy/
https://my.chartered.college/impact_article/a-move-towards-reconceptualising-direct-instruction-in-sport-coaching-pedagogy/
https://my.chartered.college/impact_article/a-move-towards-reconceptualising-direct-instruction-in-sport-coaching-pedagogy/
https://doi.org/10.1109/MIS.2016.95
https://doi.org/10.1080/21640629.2017.1361165
https://doi.org/10.1177/1747954116684226
https://doi.org/10.1080/10413200.2018.1492471
https://doi.org/10.1260/174795407783359650
https://doi.org/10.1080/13573322.2017.1411795
https://doi.org/10.1080/02640414.2011.635310
https://doi.org/10.1080/2331186X.2016.1247609
https://doi.org/10.3390/soc11030076
https://doi.org/10.34256/ijpefs21210
https://doi.org/10.1123/tsp.19.1.18
https://doi.org/10.1123/tsp.19.1.18
https://doi.org/10.1007/s10111-018-0502-2
https://doi.org/10.5465/ambpp.2013.10161abstract
https://doi.org/10.5465/ambpp.2013.10161abstract
https://doi.org/10.1111/1475-6773.14106
https://doi.org/10.1080/00336297.2013.773525
https://doi.org/10.1007/s40279-023-01840-1
https://doi.org/10.3389/fnbeh.2015.00229
https://doi.org/10.3389/fnbeh.2015.00229
https://doi.org/10.1123/iscj.2014-0118
https://doi.org/10.1123/iscj.2014-0118
https://doi.org/10.1177/154193120905300406
https://doi.org/10.1518/001872098779480442
https://doi.org/10.1109/MIS.2009.39


Taylor et al. 10.3389/fpsyg.2023.1154168

Frontiers in Psychology 17 frontiersin.org

Hoffman, R. R., Ward, P., Feltovich, P. J., DiBello, L., Fiore, S. M., and Andrews, D. H. 
(2014). Accelerated expertise: Training for high proficiency in a complex world. London: 
Psychology Press.

Hogenboom, S., Vinnem, J. E., Utne, I. B., and Kongsvik, T. (2021). Risk-based 
decision-making support model for offshore dynamic positioning operations. Saf. Sci. 
140:105280. doi: 10.1016/j.ssci.2021.105280

Hutton, R. (2019). “Macrocognitive models of expertise” in The Oxford handbook of 
expertise. eds. P. Ward, J. M. Schraagen, J. Gore and E. M. Roth (Oxford: Oxford 
University Press), 190–218.

Hutton, R. J., and Militello, L. G. (1997). “Pplied cognitive task analysis (ACTA): a 
practitioner’s window into skilled decision making” in Engineering psychology and 
cognitive ergonomics: Volume 2: Job design and product design. ed. D. Harris (Abingdon: 
Routledge), 17–23.

Johnston, K., and Baker, J. (2022). The complex and (sometimes) conflicting beliefs 
about talent: a case study of elite distance running coaches. J. Exp. 5, 38–57.

Jones, R., and Wallace, M. (2006). “The coach as ‘orchestrator’: more realistically 
managing the complex coaching context” in The sports coach as educator: 
Reconceptualising sports coaching. ed. R. Jones (Abingdon: Routledge), 51–64.

Jowett, S. (2017). Coaching effectiveness: the coach–athlete relationship at its heart. 
Sport Psychol. 16, 154–158. doi: 10.1016/j.copsyc.2017.05.006

Jowett, S., and Cockerill, I. M. (2003). Olympic medallists’ perspective of the athlete-
coach relationship. Psychol. Sport Exerc. 4, 313–331. doi: 10.1016/
S1469-0292(02)00011-0

Jowett, S., and Slade, K. (2021). “Coach-athlete relationships: the role of ability, 
intentions, and integrity” in Athletic development. eds. C. Heaney, N. Kentzer and B. 
Oakley (Abingdon: Routledge), 89–106.

Kahneman, D., and Klein, G. (2009). Conditions for intuitive expertise: a failure to 
disagree. Am. Psychol. 64, 515–526. doi: 10.1037/a0016755

Kiely, J. (2016). A new understanding of stress and the implications of our cultural 
training paradigm. New Stud Athl. 30, 27–35.

Kirschner, P. A. (2009). “Epistemology or pedagogy, that is the question” in 
Constructivist instruction: Success or failure? eds. S. Tobias and T. M. Duffy (Abingdon: 
Routledge/Taylor & Francis Group), 144–157.

Klein, G. (1997). Developing expertise in decision making. Think. Reason. 3, 337–352. 
doi: 10.1080/135467897394329

Klein, G. (2007). Flexecution as a paradigm for replanning, part 1. IEEE Intell. Syst. 
22, 79–83. doi: 10.1109/MIS.2007.4338498

Klein, G. (2008). Naturalistic decision making. Hum. Factors 50, 456–460. doi: 
10.1518/001872008X288385

Klein, G., and Militello, L. (2001). “Some guidelines for conducting a cognitive task 
analysis” in Advances in human performance and cognitive engineering research. ed. E. 
Salas, vol. 1 (Bingley, UK: Emerald Group Publishing Limited), 163–199.

Klein, G., Moon, B., and Hoffman, R. R. (2006a). Making sense of sensemaking 1: 
alternative perspectives. IEEE Intell. Syst. 21, 70–73. doi: 10.1109/MIS.2006.75

Klein, G., Moon, B., and Hoffman, R. R. (2006b). Making sense of sensemaking 2: a 
macrocognitive model. IEEE Intell. Syst. 21, 88–92. doi: 10.1109/MIS.2006.100

Klein, G., Ross, K. G., Moon, B. M., Klein, D. E., Hoffman, R. R., and 
Hollnagel, E. (2003). Macrocognition. IEEE Intell. Syst. 18, 81–85. doi: 10.1109/
MIS.2003.1200735

Levitt, H. M., Motulsky, S. L., Wertz, F. J., Morrow, S. L., and Ponterotto, J. G. 
(2017). Recommendations for designing and reviewing qualitative research in 
psychology: promoting methodological integrity. Qual. Psychol. 4, 2–22. doi: 
10.1037/qup0000082

Lingard, L. (2019). Beyond the default colon: effective use of quotes in qualitative 
research. Perspect. Med. Educ. 8, 360–364. doi: 10.1007/s40037-019-00550-7

Lyle, J., and Cushion, C. (2017). Sport coaching concepts: a framework for coaching, 
practice, Abingdon: Routledge.

Lyle, J., and Muir, B. (2020). “Coaches’ decision making” in The Routledge international 
Encyclopedia of sport and exercise psychology: Volume 2: Applied and practical measures. 
eds. D. Hackfort and R. J. Schinke. 1st ed (Abingdon: Routledge), 135–153.

Lyle, J., and Vergeer, I. (2013). “Recommendations on the methods used to investigate 
coaches' decision making” in Routledge handbook of sports coaching. eds. P. Potrac, W. 
Gilbert and J. Denison (Abingdon: Routledge), 121–132.

Mallett, C. J., and Lara-Bercial, S. (2016). “Serial winning coaches: people, vision, and 
environment” in Sport and exercise psychology research: From theory to practice. eds. M. 
Raab, P. Wylleman, R. Seiler, A.-M. Elbe, and A. Hatzigeorgiadis. (Amsterdam, 
Netherlands: Elsevier, Academic Press), 289–322.

Martindale, A., and Collins, D. (2005). Professional judgment and decision 
making: the role of intention for impact. Sport Psychol. 19, 303–317. doi: 10.1123/
tsp.19.3.303

Martindale, A., and Collins, D. (2007). Enhancing the evaluation of effectiveness with 
professional judgment and decision making. Sport Psychol. 21, 458–474. doi: 10.1123/
tsp.21.4.458

Martindale, R. J., Collins, D., and Daubney, J. (2005). Talent development: a guide for 
practice and research within sport. Quest 57, 353–375. doi: 
10.1080/00336297.2005.10491862

Martindale, A., Collins, D., and Morton, V. (2017). Cognition at the crime scene: 
identifying cognitive demands on professional judgment and decision making expertise of 
crime scene examiners. Proceedings of the 13th bi-annual international conference on 
Naturalistic Decision Making, Bath.

McAndrew, C., and Gore, J. (2013). Understanding preferences in experience-based 
choice:a study of cognition in the “wild”. J. Cogn. Eng. Decis. Mak. 7, 179–197. doi: 
10.1177/1555343412463922

McAuley, A. B. T., Baker, J., and Kelly, A. L. (2022). Defining “elite” status in sport: 
from chaos to clarity. German J. Exerc. Sport Res. 52, 193–197. doi: 10.1007/
s12662-021-00737-3

Mees, A., Sinfield, D., Collins, D., and Collins, L. (2020). Adaptive expertise – a 
characteristic of expertise in outdoor instructors? Phys. Educ. Sport Pedagog. 25, 
423–438. doi: 10.1080/17408989.2020.1727870

Militello, L. G., and Anders, S. (2019). “Incident-based methods for studying 
expertise” in The Oxford handbook of expertise. eds. P. Ward, J. Maarten Schraagen, J. 
Gore and E. M. Roth (Oxford: Oxford University Press), 429–450.

Militello, L. G., and Hutton, R. J. B. (1998). Applied cognitive task analysis (ACTA): a 
practitioner's toolkit for understanding cognitive task demands. Ergonomics 41, 
1618–1641. doi: 10.1080/001401398186108

Minotra, D., and Feigh, K. (2017). Eliciting knowledge from helicopter pilots: 
recommendations for revising the ACTA method for helicopter landing tasks. Proc. 
Hum. Fact. Ergon. Soc. Annu. Meet. 61, 242–246. doi: 10.1177/1541931213601544

Morgan, K., Jones, R. L., Gilbourne, D., and Llewellyn, D. (2013). Changing the face 
of coach education: using ethno-drama to depict lived realities. Phys. Educ. Sport 
Pedagog. 18, 520–533. doi: 10.1080/17408989.2012.690863

Mosston, M. (1966). Teaching physical education. New York: Merrill.

Muir, B., Morgan, G., Abraham, A., and Morley, D. (2011). “Developmentally 
appropriate approaches to coaching children” in Coaching children in sport. ed. I. Stafford 
(Abingdon: Routledge), 17–37.

Nash, C., and Collins, D. (2006). Tacit knowledge in expert coaching: science or art? 
Quest 58, 465–477. doi: 10.1080/00336297.2006.10491894

Nash, C., Martindale, R., Collins, D., and Martindale, A. (2012). Parameterising 
expertise in coaching: past, present and future. J. Sports Sci. 30, 985–994. doi: 
10.1080/02640414.2012.682079

North, J. (2017). Sport coaching research and practice: Ontology, interdisciplinarity and 
critical realism. Abingdon: Routledge.

Patterson, M. D., Militello, L. G., Bunger, A., Taylor, R. G., Wheeler, D. S., Klein, G., 
et al. (2016). Leveraging the critical decision method to develop simulation-based 
training for early recognition of sepsis. J. Cogn. Eng. Decis. Mak. 10, 36–56. doi: 
10.1177/1555343416629520

Pill, S. (2018). Perspectives on athlete-centred coaching. Abingdon: Routledge.

Potrac, P., and Jones, R. (2009). Power, conflict, and cooperation: toward a 
micropolitics of coaching. Quest 61, 223–236. doi: 10.1080/00336297.2009.10483612

Prinet, J. C., Mize, A. C., and Sarter, N. (2016). Triggering and detecting attentional 
narrowing in controlled environments. Proc. Hum. Fact. Ergon. Soc. Annu. Meet. 60, 
298–302. doi: 10.1177/1541931213601068

Richards, P., and Collins, D. (2020). Commentary: team cognition in sport: how 
current insights into how teamwork is achieved in naturalistic settings can Lead to 
simulation studies. Front. Psychol. 11:81. doi: 10.3389/fpsyg.2020.00081

Robinson, F. E., Shalin, V. L., Steele-Johnson, D., and Brian, S. (2022). Context matters 
in expert performance. J. Exp. 5, 1–6.

Roth, E. M., O’Hara, J., Bisantz, A., Endsley, M. R., Hoffman, R., Klein, G., et al. 
(2014). Discussion panel:how to recognize a “good” cognitive task analysis. Proc. Hum. 
Fact. Ergon. Soc. Annu. Meet. 58, 320–324. doi: 10.1177/1541931214581066

Saury, J., and Durand, M. (1998). Practical knowledge in expert coaches: on-site study 
of coaching in sailing. Res. Q. Exerc. Sport 69, 254–266. doi: 
10.1080/02701367.1998.10607692

Schempp, P. G., McCullick, B., Lyle, J., and Cushion, C. (2010). “Coaches’ expertise” 
in Sports coaching: Professionalisation and practice. eds. J. Lyle and C. Cushion 
(Amsterdam, Netherlands: Elsevier Health Sciences), 221–231.

Schunk, D. H. (2012). Learning theories: An educational perspective. 6th Edn. London: 
Pearson.

Schwartz, D. L., Bransford, J. D., and Sears, D. (2005). “Innovation and efficiency in 
learning and transfer” in Transfer of learning from a modern multidisciplinary perspective. 
ed. J. P. Mestre (Charlotte, NC: Information Age Publishing), 1–51.

Serpell, B. G., Harrison, D., Dower, R., and Cook, C. J. (2023). The under 
representation of women coaches in high-performance sport. Int. J. Sports Sci. 
Coach.:1602. doi: 10.1177/17479541231160229

Shulman, L. S. (1986). Those who understand: knowledge growth in teaching. Educ. 
Res. 15, 4–14. doi: 10.3102/0013189X015002004

https://doi.org/10.3389/fpsyg.2023.1154168
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1016/j.ssci.2021.105280
https://doi.org/10.1016/j.copsyc.2017.05.006
https://doi.org/10.1016/S1469-0292(02)00011-0
https://doi.org/10.1016/S1469-0292(02)00011-0
https://doi.org/10.1037/a0016755
https://doi.org/10.1080/135467897394329
https://doi.org/10.1109/MIS.2007.4338498
https://doi.org/10.1518/001872008X288385
https://doi.org/10.1109/MIS.2006.75
https://doi.org/10.1109/MIS.2006.100
https://doi.org/10.1109/MIS.2003.1200735
https://doi.org/10.1109/MIS.2003.1200735
https://doi.org/10.1037/qup0000082
https://doi.org/10.1007/s40037-019-00550-7
https://doi.org/10.1123/tsp.19.3.303
https://doi.org/10.1123/tsp.19.3.303
https://doi.org/10.1123/tsp.21.4.458
https://doi.org/10.1123/tsp.21.4.458
https://doi.org/10.1080/00336297.2005.10491862
https://doi.org/10.1177/1555343412463922
https://doi.org/10.1007/s12662-021-00737-3
https://doi.org/10.1007/s12662-021-00737-3
https://doi.org/10.1080/17408989.2020.1727870
https://doi.org/10.1080/001401398186108
https://doi.org/10.1177/1541931213601544
https://doi.org/10.1080/17408989.2012.690863
https://doi.org/10.1080/00336297.2006.10491894
https://doi.org/10.1080/02640414.2012.682079
https://doi.org/10.1177/1555343416629520
https://doi.org/10.1080/00336297.2009.10483612
https://doi.org/10.1177/1541931213601068
https://doi.org/10.3389/fpsyg.2020.00081
https://doi.org/10.1177/1541931214581066
https://doi.org/10.1080/02701367.1998.10607692
https://doi.org/10.1177/17479541231160229
https://doi.org/10.3102/0013189X015002004


Taylor et al. 10.3389/fpsyg.2023.1154168

Frontiers in Psychology 18 frontiersin.org

Sieck, W. R., Klein, G., Peluso, D. A., Smith, J. L., and Harris-Thompson, D. (2007). 
Focus: A model of sensemaking. Final Report.

Simon, S., and Richards, P. (2022). Individualising coaching in Olympic and 
paralympic worlds: an applied perspective. Int. Sport Coach. J. 9, 382–389. doi: 10.1123/
iscj.2021-0047

Smith, B., and McGannon, K. R. (2018). Developing rigor in qualitative research: 
problems and opportunities within sport and exercise psychology. Int. Rev. Sport Exerc. 
Psychol. 11, 101–121. doi: 10.1080/1750984X.2017.1317357

Stodter, A., and Cushion, C. J. (2019). Evidencing the impact of coaches’ learning: 
changes in coaching knowledge and practice over time. J. Sports Sci. 37, 2086–2093. doi: 
10.1080/02640414.2019.1621045

Stoszkowski, J., and Collins, D. (2016). Sources, topics and use of knowledge by 
coaches. J. Sports Sci. 34, 794–802. doi: 10.1080/02640414.2015.1072279

Stoszkowski, J., and Collins, D. (2017). Nirvana or never-never land: does heutagogy 
have a place in coach development? Int. Sport Coach. J. 4, 353–358. doi: 10.1123/
iscj.2017-0001

Stoszkowski, J., MacNamara, À., Collins, D., and Hodgkinson, A. (2020). “Opinion 
and fact, perspective and truth”: seeking truthfulness and integrity in coaching and 
coach education. Int. Sport Coach. J. 8, 263–269. doi: 10.1123/iscj.2020-0023

Swann, C., Moran, A., and Piggott, D. (2015). Defining elite athletes: issues in the 
study of expert performance in sport psychology. Psychol. Sport Exerc. 16, 3–14. doi: 
10.1016/j.psychsport.2014.07.004

Swettenham, L., and Whitehead, A. E. (2022). Developing the triad of knowledge in 
coaching: think aloud as a reflective tool within a category 1 football academy. Int. Sport 
Coach. J. 9, 122–132. doi: 10.1123/iscj.2020-0122

Taylor, J., Ashford, M., and Collins, D. (2022). Tough love: impactful, caring coaching 
in psychologically unsafe environments. MDPI Sports 10:83. doi: 10.3390/
sports10060083

Taylor, J., and Collins, D. (2019). Shoulda, Coulda, Didnae–why don’t high-potential 
players make it? Sport Psychol. 33, 85–96. doi: 10.1123/tsp.2017-0153

Taylor, J., and Collins, D. (2020). The highs and the lows–exploring the nature of 
optimally impactful development experiences on the talent pathway. Sport Psychol. 34, 
319–328. doi: 10.1123/tsp.2020-0034

Taylor, J., and Collins, D. (2022). “The talent development curriculum” in Practical 
sport coaching. ed. C. Nash. 2nd ed (Abingdon: Routledge), 77–91.

Taylor, J., Collins, D., and Cruickshank, A. (2021). Too many cooks, not enough 
gourmets: examining provision and use of feedback for the developing athlete. Sport 
Psychol. 36, 89–100. doi: 10.1123/tsp.2021-0037

Taylor, J., MacNamara, À., and Collins, D. (2023). The 3Ps: a tool for coach 
observation. Front. Sports Act. Living 4:1066378. doi: 10.3389/fspor.2022.1066378

Taylor, J., and Nash, C. (2023). “Sensemaking for the coach developer” in Coach 
Development. ed. C. Nash (Abingdon: Routledge)

Till, K., Muir, B., Abraham, A., Piggott, D., and Tee, J. (2019). A framework for 
decision-making within strength and conditioning coaching. Strength Cond. J. 41, 
14–26. doi: 10.1519/SSC.0000000000000408

Tracy, S. J. (2019). Qualitative research methods: Collecting evidence, crafting analysis, 
communicating impact. 2nd Edn. Hoboken, NJ: Wiley-Blackwell.

Turner, D., Nelson, L., and Potrac, P. (2012). The journey is the destination: 
reconsidering the expert sports coach. Quest 64, 313–325. doi: 
10.1080/00336297.2012.706886

UK Sport. (2020). UK sport coach development team and EIS performance pathway 
coaching position statement. Available at: https://www.uksport.gov.uk/news/2020/12/02/
coaching-pathway-position-statement.

Ward, P., Gore, J., Hutton, R., Conway, G. E., and Hoffman, R. R. (2018). Adaptive skill 
as the Conditio sine qua non of expertise. J. Appl. Res. Mem. Cogn. 7, 35–50. doi: 
10.1016/j.jarmac.2018.01.009

Ward, P., Schraagen, J. M., Gore, J., and Roth, E. I. E. (2019). “An introduction to the 
handbook, communities of practice, and definitions of expertise” in The Oxford 
handbook of expertise. eds. P. Ward, J. M. Schraagen, J. Gore and E. M. Roth (Oxford: 
Oxford University Press)

https://doi.org/10.3389/fpsyg.2023.1154168
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1123/iscj.2021-0047
https://doi.org/10.1123/iscj.2021-0047
https://doi.org/10.1080/1750984X.2017.1317357
https://doi.org/10.1080/02640414.2019.1621045
https://doi.org/10.1080/02640414.2015.1072279
https://doi.org/10.1123/iscj.2017-0001
https://doi.org/10.1123/iscj.2017-0001
https://doi.org/10.1123/iscj.2020-0023
https://doi.org/10.1016/j.psychsport.2014.07.004
https://doi.org/10.1123/iscj.2020-0122
https://doi.org/10.3390/sports10060083
https://doi.org/10.3390/sports10060083
https://doi.org/10.1123/tsp.2017-0153
https://doi.org/10.1123/tsp.2020-0034
https://doi.org/10.1123/tsp.2021-0037
https://doi.org/10.3389/fspor.2022.1066378
https://doi.org/10.1519/SSC.0000000000000408
https://doi.org/10.1080/00336297.2012.706886
https://www.uksport.gov.uk/news/2020/12/02/coaching-pathway-position-statement
https://www.uksport.gov.uk/news/2020/12/02/coaching-pathway-position-statement
https://doi.org/10.1016/j.jarmac.2018.01.009

	High performance coach cognition in the wild: using applied cognitive task analysis for practical insights–cognitive challenges and curriculum knowledge
	1. Introduction
	1.1. Professional judgment and decision making
	1.2. Adaptability
	1.3. Coaching knowledge
	1.4. Investigating sport coach cognition

	2. Method
	2.1. Research philosophy
	2.2. Participants
	2.3. Procedure
	2.3.1. Trustworthiness
	2.3.2. Task diagram
	2.3.3. Knowledge audit
	2.3.4. Simulation interview
	2.4. Data analysis
	2.4.1. Cognitive demands table
	2.4.2. Reflexive thematic analysis

	3. Findings
	3.1. Cognitive demands of coaching
	3.1.1. Making sense of individual context
	3.1.2. Planning for contextual priorities
	3.1.3. Stress management for the athlete
	3.1.4. When to push or pull?
	3.1.5. Managing the coach-athlete relationship
	3.1.6. Orchestrating inputs to the athlete
	3.2. Coaching knowledge
	3.2.1. Breadth and depth of knowledge
	3.2.2. Flexible and contextualized use of knowledge
	3.3. Discussion
	3.3.1. Adaptive skill
	3.3.2. Interpersonal dynamics
	3.3.3. Pedagogic influences
	3.3.4. Knowledge
	3.3.5. Curriculum knowledge

	4. Implications for practice: CTA tools in sport coaching
	5. Limitations
	6. Conclusion
	Data availability statement
	Ethics statement
	Author contributions
	Funding
	Conflict of interest
	Publisher’s note

	References

