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Abstract

There is a dearth of up-to-date literature scrutinising the experiences of soccer
coaches, players and analysts involved in the collection and dissemination of findings
from Performance Analysis (Henceforth PA). Given the rapid expanse of PA within
soccer in recent years, a comprehensive and contemporary account of how PA is
delivered and utilised by coaches appears warranted. Therefore, the purpose of this
research was to investigate the challenges and opportunities experienced by coaches
and analysts in embedding PA within applied soccer environments. Using an
interpretivist theoretical framework and qualitative research method, this thesis
included three different stages of data collection and analysis. In stage one, data were
collected from eight full-time performance analysts working in the English Football
League and English National League, exploring the use of PA across the phases of
match-play (pre-match, match-day, and post-match). Data collected from semi-
structured interviews and reflective thematic analysis identified two higher-order
categories (Flying solo / coach control) and four themes classified as lower-order
(identifying indicators / PA pragmatism / analysis ingredients / autocratic
presentations). Consequently, this study highlighted the types of PA completed by
performance analysts is context-specific and dependent on multiple factors (e.g.,
coach and analyst relationship) which can restrict the value of the PA produced.
Consequently, PA appears to be undertaken on a continuum from coach-controlled to
analyst-controlled processes, pending what aspects of analysis are used, when in the
relationship between analyst and coach the process is developed and when in the

matchday process they are carried out.

Stage two of the research investigated PA “in-situ” through a case-study approach.



This allowed a contextualised process for the use of PA at half-time to be developed
and studied within a soccer academy. Reflective thematic analysis of interviews with
the lead coach, assistant coach, head of coach development and six players, both
before and after PA was available, highlighted two higher-order themes (Opportunity
knocks / Conflict of interest) and four lower-order themes (Supporting current practice
/ Race to the tech / Prioritising performance / The best before the rest). Meanwhile,
reflective thematic analysis of six half-time team teams before and after PA was
introduced, generated two higher-order themes (Coach-controlled feedback and
evidence informed evaluation) and four lower-order themes (Scouting report / effort
and attitude / tactical deconstruction / inspiring individuals). This stage of the research
highlighted that within the Elite Player Performance Plan (Henceforth EPPP), the role
of the coach, and application of PA, appears complicated and multifaceted despite an
enthusiasm expressed by all stakeholders to access PA. (NB the EPPP is the talent
identification and development programme initiated by the Premier League in
consultation with the Football Association and English Football League [Henceforth

EFL] to identify and develop male footballers in England).

In the third stage of the research, twelve coaches were interviewed to identify the ways
in which they engage with PA to underpin their coaching practice and utilise the
findings to aid player and team development. The data analysis identified two higher-
order themes (external auditors and weaponisation of PA) and five lower-order themes
(tick in a box, prescription PA, continuous professional denial, collateral damage and
exit strategy). The results demonstrate that talent development programmes are
complex environments, and several problems were revealed in the manner coaches
are prepared for, and subsequently used, PA to support their practice. Despite an

enthusiasm from coaches about PA, both a lack of education regarding how best to



use PA and the influence of senior coaches within an academy impacted how PA was
used. Furthermore, the desire of an academy to win matches, as well as to develop
the players perceived to be the ‘best’ and achieve a specific EPPP category status

influenced the use of PA.

The empirical findings of this thesis have revealed the complexity experienced when
utilising PA within applied coaches’ practice. Despite coaches appearing enthusiastic
at the prospect of implementing PA, the use of analysis is highly contextualised and
reliant on several cultural and ethical issues including the coach-analyst relationship,
coach education regarding the effective context-specific use of PA and the desire of a
club to be seen to engage in PA to improve EPPP category status. Consequently,
there appears to be several inter-related factors that contribute to PA being used
sporadically by coaches within applied soccer environments. Therefore, as individuals
and clubs embark upon using PA, an understanding of both the opportunities and
challenges of PA should inform the development of the role of the analyst and the way

in which PA is used to support coaching practice.
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Chapter one

Introduction



1.1 PA in soccer

The use of PA by soccer coaches has increased exponentially in the past twenty years
with growing numbers of full-time analysts employed by soccer clubs and players
subject to more analysis than ever before (Blaze, Atkinson, Flarwood & Cale, 2004,
Carling, Reilly & Williams, 2009; Harvey, Cope & Jones, 2016; Wright, Atkins, Jones
& Todd, 2013). Soccer coaches now have access to a range of video and data to
evaluate and manage the performance of individual players, specific units within a
team (e.g., defensive unit) and the whole team (Carling, Wright, Nelson & Bradley,
2014; Groom, Cushion & Nelson, 2011; MacKenzie & Cushion, 2013; Rein &
Memmert, 2016). As such, it has been argued PA is firmly lodged in the coaching
process of soccer (Carling et al., 2014; Groom et al., 2011; Mackenzie & Cushion,
2013; Rein & Memmert, 2016; Wright, 2015; Wright, Atkins & Jones 2012; Wright,
Carling, & Collins, 2014). Consequently, PA is perceived as a critical tool to improving
coach effectiveness, aiding the development of the coach-athlete relationship, and
improving the reflection practices of players and coaches (Fernandez-Echeverria,
Mesquita, Gonzalez-Silva, Claver & Moreno, 2017; Groom et al., 2011; Harvey, Cope
& Jones, 2020; Jones & Hemmestad, 2019; Reeves & Roberts, 2013; Wright et al.,
2014). Indeed, by conducting rigorous observation of performance during training and
competition environments, PA can facilitate the creation of an objective record of
performance. Such scrutiny of player or team performance, it is argued, can then be
used to aid reflection by coaches and players and to promote positive change in

performance (Bishop, 2003; Loo, Francis & Bateman, 2020; Reeves & Roberts, 2013).

Coaches’ use of PA can range from no engagement to the coach acting as the analyst

themselves and therefore carrying out duties such as coding matches, as well as the



coach operating with analyst support (Martin, Swanton, Bradley & McGrath, 2018;
Nicholls, James, Bryant & Wells, 2018; Wright et al., 2012). This spectrum of
engagement is generally guided by the standard of sports participation, the experience
of a coach as well as the qualification of the coach (Martin, Swanton, McGrath &
Bradley, 2017). Notwithstanding, the barriers to a coach working with an analyst and
using PA include cost, time, a lack of training and a lack of staff “buy in” (Fullagar et
al., 2019; Leveaux, 2017; Malone et al., 2018; Martin et al., 2018; Mooney, Corley &

Godfrey, 2015; Rosandich, 2008, Wright et al., 2012).

The predominant focus of a performance analyst in elite soccer concerns the
compilation of video and statistics to various members of an inter-disciplinary coaching
team (Carling, Williams & Reilly, 2005; Groom et al., 2011; Harvey et al., 2016;
McKenna, Cowan, Stevenson & Steven Baker, 2018). Across the three phases of
match play (pre-match, half-time and post-match), video and statistics are provided to
various coaching and sports science staff (Carling et al., 2005; Groom et al., 2011;
Harvey et al., 2016; O’'Donoghue, 2006; Wright et al., 2012). However, for the
performance analyst to be effective in their role, it is argued that they ought to interact
and integrate with the inter-disciplinary team, given a lack of assimilation may result
in localised analytics which could lead to a reduced impact of PA (Bourne, 2012,
Davenport & Harris, 2007; Madeiros, 2014). Despite the attempts to understand the
different forms of PA used by soccer coaches in the early 2010s (e.g., Groom et al.,
2011; Reeves & Roberts, 2013; Wright et al., 2014) recent research within soccer has
steered away from exploring how and why coaches use PA in soccer. The focus has
instead been on investigating the PA-related experiences of players (Gleeson & Kelly,
2021; Jones, 2018; Wright, Carling, Lawlor & Collins, 2016) as well as developing an

understanding of the experiences of performance analysts within applied sports



environments (Bateman & Jones, 2019; Huggan, Nelson & Potrac, 2015; McKenna et
al., 2018; Thompson, Potrac & Jones, 2015). Despite these contributions having value
in understanding the process of PA, given the exponential growth in PA and data
science in the past 10 years (Baerg, 2017; Rein & Memmert, 2016) alongside
technological developments, a refreshed understanding of coaches’ engagement with
PA appears pertinent. This is particularly so given the increasing examination of PA
through a sociological lens (e.g., Booroff, Nelson & Potrac, 2016; Huggan et al., 2015;
Jones, 2018). In addition, further research is required to fulfil the need for the
development of the effective and productive implementation of PA, particularly given
the growth of PA seen in the recent past (Barker-Ruchi, Svensson, Svensson &

Fransson, 2021; Luczak, Burch, Lewis, Chander, & Ball, 2020).

1.2 The value of PA to a soccer coach

While the soccer coach is often considered to be an expert observer (Franks & Miller,
1991), without the aid of video replay, event-recording sheets or additional technology,
soccer coaches cannot always reliably recall appropriate, consecutive facts about
performances (Franks & Miller, 1986; Franks & Miller, 1991; James, 2006; Nicholls &
Worsfold, 2016). Some have suggested that coaches can only accurately recall
between 30 and 50% of events that occur in matches (Franks & Miller, 1986; James,
2006; Nicholls & Worsfold, 2016), which could be considered low for an individual
often thought to be an expert observer (Franks & Miller, 1991). Such poor recollection
of soccer performance could be attributed to the pressure a coach is under (Maslovat
& Franks, 2008) or the restrictive viewpoint of a coach (e.g., on the touchline) (Wright

et al., 2014). However, regardless of the cause(s), basing the subsequent phase of



the coaching process (i.e., training/planning for next match) on limited understanding

would appear problematic.

By engaging with PA, a coach can utilise additional information to support their own
observations (Butterworth, O’'Donoghue & Cropley, 2013; Jones, 2006; Liebermann et
al., 2002; Magwa, 2015; Wright et al., 2014). The supplementary knowledge supplied
to a coach can be provided by, for example, video feedback, statistics, computerised
modelling of sport and movement tracking using GPS technology (Hughes, Franks &
Dancs, 2019; Nicholls et al., 2019). Yet, despite the idea that PA is critical to improving
coach efficacy (Fernandez-Echeverria et al., 2017) there is a scarcity of evidence that
has established the direct impact PA has on improving performance within sport. This
is despite regular claims made concerning the capacity for PA to provide coaches and
players with insight into performance (Franks & Miller, 1986; Franks & Miller, 1991;
Franks & Nagelkerke, 1988; Laird & Waters, 2008; Nicholls & Worsfold, 2016;
Sarmento, Bradley & Travassos, 2015). Although PA within soccer is used by coaches
at different stages of match play, including pre-match, half-time and post-match
(Wright et al., 2014), the complexity of the relationship between coach and analyst
during these periods has received little attention. Meanwhile, only limited information
addresses how PA may affect the decision-making and/or behaviours of a coach,
particularly where this could be observed, such as during a match day at half-time
(James, 2006). This is despite there being routine calls, over the last 20 years, for
more applied research to be carried out exploring the way PA is used by coaches and
the role analysis plays in sport (Barker-Ruchi et al., 2021; Bartlett, 2001; Booroff et al.,
2016; Groom et al., 2011; Martin et al., 2018). Instead, research in PA has tended to
focus on understanding the relationship between specific performance variables and

outcomes (e.g., Hughes & Bartlett, 2002), suggesting the cause-and-effect manner of



research in PA is reductionist in nature (Ryall, 2019). Within soccer, such research
has focused on three areas (1) performance in set pieces, (2) collective system
behaviours and (3) activity profiles of players (Sarmento et al., 2018). Consequently,
research in PA has tended to concentrate on player and team behaviours as closed
systems, frequently overlooking the numerous contextual factors which may also have
an impact on training and match preparation and therefore performance (Mesquita,

Palao, Marcelino, & Afonso, 2013).

1.3 The dark side of PA

The perceived value of a coach engaging in PA has been highlighted (Fernandez-
Echeverria et al., 2017; Groom et al., 2011; Jones & Hemmestad, 2019; Reeves &
Roberts, 2013; Wright et al., 2014) and the investment in PA in soccer appears ever-
growing (Blaze et al., 2004; Carling et al.,, 2009; Harvey et al., 2016). However,
research appraising the rising use of monitoring technology in sport, such as that used
in PA, has identified unintended consequences potentially limiting player performance
and negatively affecting players’ physical, mental, and emotional health (Jones, 2019;
Jones & Denison, 2018; Jones, Marshall & Dennison, 2018; Jones & Toner, 2016;
Manley, Palmer & Roderick, 2012; Taylor, Potrac, Nelson, Jones & Groom, 2015).
Similarly, the practice of coaches, when working with interdisciplinary sport science
support teams, can involve complex coach-led processes that are engulfed in
confusion and difficulty (Cruickshank, Collins & Minten, 2013; Reid, Stewart & Thome,
2004; Wagstaff, Gilmore & Thelwell, 2015). Meanwhile, criticism of the applied use of
PA has emphasised that there are methodological inadequacies, ethical concerns,

conceptual discrepancies, and practical challenges in the way in which PA is carried



out and data and video are used (Baerg, 2017; Carling etal., 2014; Groom et al., 2011;
Kioussis, 2018; Kohe & Purdy, 2019; Luczak, Burch, Lewis, Chander, & Ball, 2020;
Mackenzie & Cushion, 2013; Manley et al., 2012; Willams & Manley, 2016).
Consequently, the suggestion PA is a fool-proof process and a positive force only,
uninfluenced by the context in which it takes place, is an imprudent idea hence scrutiny
of such complexities/issues remains warranted.

The use of PA in the form of video feedback and statistical analysis of match play,
which underpin aspects of PA in soccer, have allowed for more evaluation of player
performance than ever before (Harvey et al., 2016). However, this increase in player
scrutiny has led to the objectification of players by their coaches, who may begin to
see players by their physical, technical, and tactical outputs alone (Denison, 2010;
Gearity & Mills, 2013; Jones & Denison, 2018; Jones & Toner, 2016; Jones et al.,
2018). For example, data and video from PA may be used to threaten players with
deselection or to question a player's commitment (Jones et al., 2016). Therefore, if a
key objective of a coach is to guide players to be successful (Jones, 2008), and if it is
accepted that the monitoring and evaluation of players may be critical to the production
of a winning team (Dennison, Mills & Jones, 2013; Heikkala, 1993), PA could be a
labyrinth of both opportunities and barriers. Indeed, the analyst has been identified as
being a “hired hand” (Bampouras, Cronon & Miller, 2012, p479) who enables the
political and societal motivations of the coach through the provision of statistics and
videos (Booroff, Nelson & Potrac, 2016). This can result in what is intended to be
objective data from PA, being used subjectively to support the coach, their motivations,
and opinions, and highlights the need for analysts to learn to act politically to advance
their position and protect their professional self (Huggan et al., 2015). Although the act

of a coach behaving politically is not new, as coaches complete their role with a range



of motivations (Potrac & Jones, 2009), PA could offer a coach supplementary
information and evidence to reinforce political acts, therefore scrutiny of how PA
underpins coaching practice remains necessary. Notwithstanding that qualitative
literature from the early 2000s has detailed the experiences of coaches, players and
analysts involved in the collection and dissemination of findings from PA, as a result
of the exponential growth of PA within applied sports environments in recent years
(Baerg, 2017; Martin et al., 2018; Raya-Castellano et al., 2020; Rein & Memmert,
2016), a comprehensive contemporary account of how PA is delivered and utilised by
coaches appears warranted. Additionally, given the limited evidence exploring the use
of PA by coaches in lower league and academy soccer further scrutiny of this context
is warranted. Furthermore, with the rule change at the start of the 2018/19 season,
allowing electronic devices to be used pitch-side for coaching within the Premier
League and EFL, reviewing the use of PA by coaches on a match-day, as well as pre-
and post-match is necessary. Finally, the use of an interpretivist method to investigate
the use of PA by coaches could further our understanding of the topic area. Indeed,
use of this theoretical framework will allow PA to be viewed as a complex, social
phenomenon and facilitate understanding of the way individuals (including the coach,
analyst, and player) make sense of their everyday experiences and actions (Bryman,
2012; Coe, 2012). Subsequently, the use of an interpretivist research paradigm
acknowledges the multifaceted relationships that are present between the individuals
involved in the use of PA in soccer. As such this will go beyond previous research that
has used more positivist ontology and epistemology to acknowledge the subjective,
organic process of PA and the relationships between the individuals involved, such as

coach, analyst, and player.



1.4 Aims of thesis

Using an interpretivist theoretical framework and qualitative research method, the
central focus of this thesis is to examine the use of PA by soccer coaches through the
views of coaches, performance analysts and players. As such, this research will
explore the challenges faced by coaches using PA and highlight the opportunities for
coaches to embed PA with their roles. This thesis will also attempt to study the
changes in coaching practice when PA is available on a match day. In doing so, the
thesis will address the following research aims:

e Aim One — To scrutinise the application of PA across the three phases
associated with match-play (pre-match, match-day, post-match) within the EFL,
National League and soccer academy environments.

e Aim Two — To examine the opportunities and challenges to introducing PA into
soccer coaching practice.

e Aim Three — To investigate the way coaching practice may change with access
to PA.

e Aim Four - To develop a number of applied recommendations for coaches to

embed PA within their practice.

1.5 Organisation of the thesis

The programme of research presented in this thesis details the methodological
approach undertaken to scrutinise the application and use of PA in the context of
soccer. Following a review of literature (Chapter two) this process involved empirical
studies addressing the use of PA in the EFL and National League (Chapter four),
before a contextualised, bespoke process of PA at half-time was introduced to

coaches to discern how effectively PA might be integrated in a soccer environment



(Chapter five). Lastly, the use of PA by coaches as a tool for monitoring and evaluating
players in academy contexts was explored (Chapter six). A visual representation of

the organisation of the thesis is available in Figure 1.1.
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Chapter four - The role of the coach in PA: The | Chapter five - Investigating the way a

Chapter six - Academy Coaches and PA: A
view of the analyst.

coach'’s half-time team-talk utilises PA | complex relationship.
support: A case study in an English
soccer academy.

Aim One - Scrutinise the application of PA
across the three phases associated with
match-play (pre-match, match-day, post-
match) within the EFL, National League and
soccer academy environments.

Aim One - Scrutinise the application of PA
across the three phases associated with
match-play (pre-match, match-day, post-
match) within the EFL, National League
and soccer academy environments.

Aim Two - Examine the opportunities and challenges to introducing PA into soccer coaching practice.

Aim Three - Investigate the way coaching practice may change with access to PA.

Aim Four - Develop a number of applied
recommendations for coaches to embed PA
within their practice.

>

| Year One | Year two | Year three | Year four | Year five

Figure 1 Thesis aims and chapter mapping.
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Chapter two

Review of literature

12



2.1 Introduction

This review of literature summarises the developments in the areas of sport coaching
and PA with particular focus on team sports. The review will specifically draw upon
research appraising soccer, though will draw upon relevant theories, models and
concepts developed through research in other team sports where appropriate. The
review has three key aims; firstly, to provide a brief overview of the current trends
within coaching literature, highlighting the complexity of the process of coaching.
Secondly, the review outlines the engagement of coaches with sport science and the
evolving role of science within the coaching process. The support for the use of PA
within sport is explored considering the increasing access and availability of sport
science support for coaches and the role of PA is scrutinised. Finally, the third aim of
the review is to examine the use of PA by coaches and how PA may be considered a

monitoring tool used by coaches.

2.2 Defining coaching in team sports

The role of the modern soccer coach is a complicated one requiring the amalgamation
of multiple skill sets, areas of knowledge, and different roles (Cushion, 2007; Cushion
& Lyle, 2017; Lyle, 2002). Strong administrative skills, the need for extensive technical
and tactical expertise as well as an expansive pedagogical knowledge have all been
highlighted as prominent features of applied practice which can help a coach become
more effective at working with players, aiding them to achieve sporting success (Borrie
& Knowles, 1998; Martens, 2012). Indeed, a coach has been recognised as being
responsible for the ‘purposeful improvement of an individual or team’s performance in
sport’ (Cushion & Lyle, 2017, p. 47). Consequently, Abraham and Collins (2011)

described coaching as a decision-making process focused on achieving specific

13



goals, suggesting a coach’s focus is on determining the direction/goals of the
athlete/team and carrying out interventions to aid their achievement. Meanwhile,
despite the terms coaching, facilitating, leading, and teaching often being used
interchangeably, it is argued that coaching elite sport should be understood as a multi-
purpose role that ‘prepares individuals and teams for participation in sports
competitions’ (Cushion & Lyle, 2017, p. 47). As such, coaching can be understood as
a focused practice in which a coach plans and carries out actions that assist an athlete
in achieving their aims and goals.

The development of a conceptual understanding of coaching has been explored since
the 1980s and further developed in the 1990s when Lyle (1996) highlighted the need
for an understanding of coaching as a profession to be developed. Such scrutiny
instigated future academic research in sport coaching but also demystified a practice
largely seen as complex to outsiders. According to Abraham, Collins, and Martindale
(2006) and Lyle (2002), a well-defined conceptualization of the coaching process, that
identifies the complexity of the roles and responsibilities of a coach, could assist coach
development through the creation of a template which captured the ‘purposeful, direct
and indirect, formal and informal series of activities and interventions designed to
improve competitive performance’ (Lyle, 2002, p. 40). Subsequently, models of the
coaching process have been developed to provide a representation of the structure
and function of the coaching process (Lyle, 1999).

It is important to acknowledge that models of the coaching process and schematics
that attempt to represent the complexity of coaching are valuable in identifying the
different stages and component parts of coaching. There is some value in
deconstructing the process of coaching into a simple step-by-step procedure in terms

of the content of coach education courses. Particularly given that formal coach
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education courses frequently present coaching as a toolbox of professional knowledge
and skills, which learners are expected to mimic (Abraham & Collins, 1998; Nelson &
Cushion, 2006; Cushion et al., 2010). As such, models representing the coaching
process can be used within coach education to break coaching down into specific
components, with students on coach education courses shown a gold standard or
perceived notion of best practice of coaching for each component (Abraham & Collins,
1998). This might allow models representing the coaching process to inform the
content of coach education and frame the way coaching expertise is developed in
formal coach education environments. Such value is likely to be particularly pertinent
to entry level coaches developing their understanding of fundamental coaching roles,
responsibilities, procedures, and practices (Nash & Sproule, 2012). However,
coaching is an inherently complicated practice involving coaches conducting various
activities and actions that aid the individual or group they work with to achieve specific
goals. As such, coaching should not be treated as a simple step-by-step process but
recognised as a complex, multifaceted process which requires a coach to develop the
players they work with technically, tactically, socially, physiologically, and
psychologically. However, despite a number of models of the coaching process
existing, none have received consensual agreement. This is largely because the
models attempt to place a complex procedure into a simple schematic (Cushion, 2007,
Lyle, 2002; Potrac, Brewer, Jones, Armour, & Hoff, 2000).

The presentation of coaching as a ‘knowable sequence’ (Jones, 2005, p. 121) has
perhaps been developed given the desire in early coaching research to identify
effective coaching behaviours (see: Claxton, 1988; Douge & Hastie, 1993; Lacy &
Darst, 1985; Lacy & Goldston, 1990; Lacy & Matrtin, 1994; Tharp & Gallimore, 1976).

Although such research is arguably essential in instigating academic discussions on
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the nature of coaching, the presentation of coaching as a simplistic act fails to replicate
the complexities of coaching and presents the role of the coach as systematic
(Cushion, 2007; Cushion et al., 2004; Jones, 2006; Jones et al., 2004; Lyle, 2002).

The work to develop schematic representations of coaching falls within two
methodological approaches; models of and models for the coaching process (Cushion
etal., 2006; Lyle, 1999; Lyle, 2002). Lyle and Cushion (2017, p. 118) state that ‘Models
of the coaching process are derived from a description and analysis of coaching
practice’ recognising that such models have been created based on empirical
research and are exclusive to the coaching process and the coach(es) being
examined. As models of the coaching process represent the specific domains of the
coaches involved in the empirical research, as well as the unique combination of
contextual factors experienced by the coaches whose experiences are reflected in
models, such models cannot be classed as generalisable or all-embracing. However,
these models identify particular characteristics related to a specific coach or coaching
environment and can demonstrate contextual differences between different coaching
domains such as individual and team sports (Lyle, 2002). As such, Lyle and Cushion
(2017) highlight that models of the coaching process may be categorised as similar to
the ‘case-building’ approach in social science where case-studies are used to
investigate individual narratives and/or problems that identify provoking questions
(Srinivasan et al, 2007). These models of the coaching process are based on research
that has included coach observation, interview, and reflection to allow the practices a
coach follows and the behaviours they display to be tracked and categorised.
Therefore, if case-building is used to investigate the coaching process and models of
the coaching process are subsequently created, they likely represent a case study

which is essentially a coach’s story with a reflective narrative (Mayer, 2009).
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Consequently, models of the coaching process may not be generalised to the
experiences of coaches outside of those included within the case study.

In contrast to models of the coaching process, models for the coaching process are
idealistic representations that arise from the identification of a set of assumptions
made by academics about the coaching process, based on research literature. Lyle
and Cushion (2017, p. 118) state that models for the coaching process “begin from a
set of assumptions about sport coaching and builds a more idealistic or conceptual
model for practice”. Such models are used as an analytic tool which can be refined
(though frequently they are not) as additional empirical research is obtained (Cushion,
2007; Lyle, 2002). As such, models for the coaching process represent how coaching
should be. Subsequently, models for the coaching process are often used as
templates for research and can reflect theory development with more recent research
using such models to identify ‘what works for whom and in what circumstance’ (Lyle &
Cushion, 2017, p. 126). Figure 2.1 displays the development of coaching process
modelling since the 1980s with researchers seeking to capture the nuance of what
coaches do in schematic form. Subsequently, four models will be examined to display
the development of schematics representing the coaching process which have
emerged from sport coaching research. These models were selected due to their
frequent reference within the coaching literature as primary examples of the process

and their applicability to soccer.
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Figure 2.1 Timeline displaying the development of models representing the coaching process.
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Franks et al. (1986) sought to assess coach effectiveness during skill development
and produced a model including the analysis of results and a critique of practice which
were depicted as influencing the decision-making process for future coaching
requirements (See Figure 2.2). The Franks et al. (1986) model illustrates the direct
intervention that takes place with a coach aiming to develop specific skills and was
based on their paper on coach effectiveness. This model reflects the specific roles and
actions the authors suggest a coach ought to engage in where their role is to develop

individual skills and as such, is a model for the coaching process.

Competition
Results of performance Analysis of results —1 Results of performance L
|
Set targets for
performance
|
Conduct practice Critique of practice Conduct practice - Conduct practice

Plan realistic practice
experiences

Prioritise needs
following analysis of s 1
results and practice Identify objectives

Figure 2.2 Franks et al. coaching model (1986)

Within this model the coach is considered as an organiser and manager of direct
intervention with clear planning, delivery, goal setting, competition, and evaluation
phases in the model. Despite the model instigating academic scrutiny of the coaching
process, by reducing the complexity of coaching to a simplistic step-by-step process

and considering progress in relation to performance only, the model fails to fully
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convey the salient features of the role of a coach (Cushion, 2007). Indeed, the lack of
acknowledgement of the context in which the coach operates can also be cited as a
limiting factor of the model due to ‘context dependency of the coaching process’ (Lyle
& Cushion, 2017, p. 123) meaning that without knowledge for whom the model is
intended to be used by or representative of, there can be little taken from it in terms of
recommendations for coach education and training.

In contrast to the lack of contextualisation seen in the Franks et al.’s (1986)
model, Coté et al. (1995) devised a model of coaching ground in empirical research
with coaches acknowledging the impact of the context on their role as a coach (see
Figure 2.3). Coté et al. (1995) interviewed 17 expert high-performance gymnastics
coaches about their coaching practice. The Cété et al. (1995) model of the coaching
process not only recognised the personal characteristics of the coach and the
performer but also considered the individual contextual factors including the domain
the coach operates in. According to Lyle and Cushion (2017, p. 71) the context a coach
operates in is characterised by the players’ “aspirations and abilities, stages of
development, reward environments... organisational contexts, technical demands and
competition formats” which can affect each individual coach in a distinct manner.
This is in clear contrast to the Franks et al. (1986) model that presents the coaching
process as one that is unaffected by the context in which they operate. Moreover, the
model developed by Coété et al. (1995) appreciates the impact of the players’ personal
characteristics and level of development, as well as the coach’s personal features and
experience. This model therefore recognises the unique context in which coaching
takes place and so, in theory, could be applied to a coach operating in any
environment and competitive level. However, despite the recognition of the importance

of context on the coaching process, the generic and simplistic manner of the Coté et
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al. (1995) model means clear, specific, detail on the relationship between the separate
constructs of the model is lacking. There is limited information provided regarding how

the contextual factors affect competition, training, and organisation.

Goal - Developing Athletes

-

Athlete’s Personal
Coach’s Personal Characteristics and Level of

Characteristics Development

Coach’s Mental Model of /
Athletes’ Potential

Competition Training

Organization

|

Contextual factors

Figure 2.3 Coté et al. coaching model (1995)

Although earlier models were helpful for introducing the importance of context in
coaching (C6té et al., 1995) and the basic elements of what a coach does (Franks et
al., 1986), according to Lyle and Cushion (2016) these models were rudimentary. More
recent representations of the coaching process have sought to better convey the
multifaceted nature of the coaching process. For example, Abraham, Collins and

Martindale (2006) presented a model that focused on recognising the knowledge,
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concepts, and decision-making of a coach (See Figure 2.4) and identifying the impact
these have on a coach’s behaviour and actions. The knowledge required by a coach
is broken down into sport-specific knowledge, pedagogical knowledge and the
“...ologies” which includes sport psychology, sociology, and biomechanics. While PA
is not specifically listed under the “ologies” it could be anticipated that given the recent

tendency for coaches to use PA, this would be included under this banner.
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Figure 2.4 Abraham et al. (2006) model of coaching

Abraham et al. (2006) interviewed 16 expert coaches to attempt to gain a
comprehensive understanding of their work and subsequently developed a model of
the coaching process that drew upon both a normative (what coaching should be like

according to the researchers) and empirical validation (comparison of the model to the
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coaches’ descriptions of their practice). The model emphasises the complexities of the
role of the coach particularly around the decision-making and it has been identified as
being of some use in the education and training of coaches (Lyle & Cushion, 2017).
However, the assertion from Abraham et al. (2006) that the model can be applied to a
coach irrespective of context has been critiqued by those researchers keen to see the
context dependency of coaching recognised (Lyle & Cushion, 2017). Thus, despite
the enhanced complexity of the model, relative to previous efforts (e.g., C6té et al.,
1995; Franks et al., 1986), this demonstrates the challenge in converting a dynamic,
contextualised, inter-personal process such as coaching, into a graphic.

The model presented by Lyle and Cushion (2017) is not based on empirical research
but instead based upon the question “What would a coach do if there were no
contextual limitations?” (See Figure 2.5) and as such is classified as a model for the
coaching process. Lyle and Cushion (2017) attempted to accommodate the
differences that can occur within and between the different components of the model
and tried to explain the role of a coach. In identifying the foundations of the coaching
process, which included coaching expertise, planning, goal setting, regulation
procedure and monitoring procedure as well as the analysis or performance, Lyle and
Cushion (2017) highlighted key components of the coaching process. Significantly, PA
can be recognised as potentially being able to support different components within the
model highlighting the way PA may be seen as significant to a coach. Lyle and
Cushion (2017, p. 135) acknowledge that framing the component parts of the coaching
process as “building blocks” is advantageous as “the same building blocks are used
in each wall, but they are of different sizes and quality, and constructed differently by

each coach.” As a result, the authors believe the components of the model are present
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in every coach’s practice to a greater or lesser extent, but they are constructed
differently dependent on each coach and the context in which they operate.

Lyle and Cushion (2017) argue that creating a visual representation of the “building
blocks” and the relationships between each component part is difficult. However, they
state the development of the model should be done to offer an ideal conceptual
representation of coaching for academic critique, though should not be adopted or
interpreted by coaches as a blueprint for what effective coaching is. Instead, the
models provide a conceptualisation of how a coach may operate and the
interconnected parts of the coaching process. Alongside the identification of the
constituent parts of the coaching process, the model developed by Lyle and Cushion
(2017) presents six principal phases: initiation, strategic planning, goal setting,
regulation, preparation, and competition. The authors argue that these phases are
predictable features of the coaching process that can be used to provide an indication

of how a coaching process may be more or less systematic.
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Highlighting that variable patterns of coach interventions, athlete performance and
organisational activity can take place in relation / response to external constraints as
well as personal and performance goals, Lyle and Cushion (2017) present a model
that attempts to capture the sports coaching process as a cyclical series of activities.
While the model attempts to capture the complexity of coaching Lyle and Cushion
(2017) acknowledge that coaching intervention and interpersonal behaviour will be
context and response-dependent with such nuance not easily captured within a model.
It is interesting to note that models displaying what coaching is and representing the
process of coaching have evolved from presenting coaching as a simplistic process
(Franks et al., 1986) to a complex schematic that acknowledges its own limitations
when being applied to multiple coaches operating in different contexts (Lyle &
Cushion, 2017). Indeed, if a model suggests performance enhancement is linear,
achieved via the completion of a step-by-step process, it is likely too simplistic (Lyle,
1999). When attempts have been made to capture coaching in a schematic, models
have been produced that fail to capture the nuances of the role of the coach such as
the behaviours shown (e.g., how, when and why the coach interacts with their athletes
and others involved in coaching) and responsibilites held (e.g., training and
competition schedule, performance and results, goal setting). Instead coaching is
presented as being a generalised process made up of stages and steps that are
flexible enough to be applied to any coach, working in any sport, in any coaching
environment (Lyle, 2002).

Acknowledging coaching as a multifaceted process, it is important to recognise how
academic research has observed the role of the coach and coaching behaviours.
Different perspectives exist on the role of the coach and the coaching behaviours

associated with the role of the coach. Coaching has, from one perspective, been
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viewed as being highly directive, rigid, and prescriptive in nature with the coach
displaying behaviours including, for example, instruction which attempts to directly
lead the actions of the individuals and groups with whom the coach communicates
(Potrac at al., 2007). Researching the work of four male coaches of professional
soccer teams in England, Potrac et al. (2007) observed each coach three times at
specific stages throughout the season (early-, mid- and late-season) in order to identify
trends in their coaching behaviour. Each observation involved the coach’s behaviour
being coded for three 15-minutes periods with a five-minute break between
observations. The tool used to track the coaches’ behaviour was the Arizona State
University Observation Instrument (ASUOI; Lacy & Darst, 1989) to categorise specific
communication, organisation, and session management behaviours. The results
indicated the three categories associated with instruction (pre-instruction, concurrent
instruction, and post-instruction) accounted for over 50% of all recorded behaviours,
suggesting that the role of the coach was as a manager of direct intervention and
instruction. Meanwhile, Partington and Cushion (2013) suggest coaches rely upon
direct instruction to manage coaching sessions and develop the individuals with whom
they work. Indeed, research appraising the behaviours of male soccer academy
coaches revealed they utilise instruction 34-49% of the time (Cushion et al., 2011).
Although the research from Partington and Cushion (2013) as well as Potrac et al.
(2007) highlights the regular use of instruction as a coaching behaviour, the range
noted in the use of instruction (34-49%) emphasises that coaching, and coach
behaviour, is potentially context specific. Despite the emphasis on the use of
instruction by coaches, the role of a coach has also been considered to be as a
facilitator of learning using coaching behaviours such as questioning to guide the

learning of the individuals and groups with whom they work. Lyle and Cushion (2016,
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p. 202) state “facilitation requires more than providing ‘hints’ to unambiguous right
answers; instead, in order to develop autonomous learning, the coach maybe required
to model, scaffold, question, guide, advise, de-brief [and] converse”. Consequently, it
appears difficult to analyse the role of the coach in light of only the coaching
behaviours displayed unless the dynamic and multidimensional nature of coaching is
acknowledged. This therefore suggests coaches should act in a manner which
understands learning may occur as a direct result of the coaching behaviours carried
out where such behaviour is instruction or facilitation based.

Sports coaching is a complex process involving the navigation of multiple
interpersonal relationships alongside the management of various responsibilities (e.qg.,
short term planning, goal setting, reviewing performance, managing support staff)
which take place across the training and competition environments (Bowes & Jones,
2006; Cushion, 2007). Coaches utilise their personal philosophies and values to
navigate their roles and this means a coach’s actions and understanding will be framed
by their value system (Bennie & O’Connor, 2010). A coach’s epistemological chain
can provide a framework to understand the individual's coaching actions and
understanding. Consequently, Grecic and Collins (2013, 151) stated an
epistemological chain can act as “an internal standard or criteria on which to base their
prospective planning or reflection and review”. Epistemology is a branch of philosophy
that focuses on understanding what knowledge is and how knowledge is gained.
Within sports coaching, developing an understanding of a coach’s epistemology can
provide insight into why a coach structures the sessions in the way they do, why they
behave in the manner they do and how/why they utilise support systems such as PA
to underpin their practice.

Perry (1981) and Schommer (1994) discussed that epistemological beliefs exist on a
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continuum from naive to sophisticated. According to Grecic and Collins (2013) a naive
epistemological belief identifies that knowledge resides in authorities such as sports
coaches and is passed from these figures to others in a simplistic manner. As such,
knowledge is viewed as residing within a coach, and success or failure is determined
by palpable results such as changes in the technique of players. Meanwhile,
relationships that are developed between coach and learner focus on the transaction
of information and dictating behaviours. A naive epistemological belief understands
that environments are created in which rules are crafted by the coach and they are in
charge, with players deemed compliant to the coach’s instructions. In contrast,
sophisticated epistemological beliefs are those where knowledge is gained through a
complex, gradual process which includes a reasoning process by the learner.
Consequently, knowledge is seen to be developed through a journey of
experimentation and reflection (Moon, 2004). This means the relationships are built
through trusting, caring and nurturing behaviours (by the coach) and this creates a
learning environment allowing players to experiment without fear of ridicule and ample
opportunity to reflect on performance. Therefore, the role of the coach in player
learning, when it is underpinned by a sophisticated epistemological belief, is to set
challenges and develop opportunities for learning so that the learning process is more

so owned by the player than if a naive epistemology underpins the learning episode.

The continuum of naive to sophisticated epistemology resonates with the spectrum
proposed by Entwistle and Peterson (2004) who highlight conceptions of knowledge
are anchored by either a dualistic or relativistic standpoint. A dualist concept of
knowledge views information as absolute and provided by authorities. Consequently,
a coach would utilise activities such as decontextualised drills and display behaviours,

such as instructions, in order to share their knowledge with players This would
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consequently lead to players merely reproducing the knowledge/instruction of the
coach. In contrast, relativism is an epistemology that sees knowledge as being used
to “support creative and adaptive actions” of players (Olsson, Cruickshank & Collins,
2017, 55). Entwistle and Peterson (2004) highlight learners tend to need to begin with
reproductive learning activities based on dualist epistemology which focus on
reproducing the ‘right answers’ provided by external sources. Therefore, some
coaches may utilise coaching behaviours such as instruction and practice activities
such as drills to form the basis of their coaching practice. In contrast, as learners
develop experience and knowledge, they will recognise different forms of knowledge
and seek meaning by reflecting on their experiences and pursue knowledge through
reasoning. Thus, as coaches develop their knowledge they may utilise games based
coaching practices and coaching behaviours including questioning to facilitate learning
of players. Similarly, the use of PA by a coach could be viewed as a symptom of their
epistemological belief and as a symptom of their experience level with analysis. If
video analysis is used to support a coach’s instruction in the form of evidence to
highlight a player's success or failure (as perceived by the coach), the video then
becomes a resource used to support the coach’s naive/dualist epistemological view.
In contrast, if video analysis is used to support reflective conversations between the
coach/player and this leads to a trusting relationship between coach and player, then

the use of video analysis would support sophisticated/relativist concepts of learning.

Coach education and learning has been orientated towards the replication of expert's
instructions (Olsson, Cruickshank & Collins, 2017) and as such, is underpinned with a
dualist/naive epistemological belief. This is exemplified by the use of competencies
against which coaches are assessed on formal coach education awards. These

competencies are frequently introduced to coaches by coach educators who
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demonstrate the behaviours associated with the competencies in practice scenarios
and offer a simplistic de-contextualised version of coaching knowledge for the
candidate coaches to replicate. Grecic and Collins (2013) state that this approach to
coach education is underpinned by a “learn-drill-do” philosophy which is exemplified
in coach education targeting inexperienced coaches. Meanwhile, within higher levels
of coach education (i.e., UEFA A License) elements of problem-solving and decision-
making feature as aspects of coaching practice that are developed and assessed.
However, according to Olsson, Cruickshank and Collins (2017) these skills are
frequently introduced within a technical/drill orientation and therefore coach education
appears to be underpinned by elements of both naive/dualist and
sophisticated/relativist concepts of learning. Similarly, coaches are typically exposed
to PA on formal coach education courses via decontextualised methods which require
coaches to develop coding grids, KPIs and analysis tools that are generic in nature,
suggesting a naive/pedagogical approach and this might not fully prepare the coaches

for effective use of PA within their club.

The process of coaching and the role of the coach may have been enhanced by the
recent advances in sport science which can provide coaches with access to
supplementary knowledge to support their interactions with individuals and groups
(Reade, Rodgers & Spriggs, 2008). Once accessible to only the coaches working in
the most elite sports environments, aspects of sport science support including PA, are
becoming more accessible to coaches operating at lower standards (Martin et al.,
2018), potentially allowing them to further their coaching practice and possibly work

more effectively with individuals and groups.

2.3 The coach and sport science
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Coaches operating in high performance sport are increasingly working as the head of
a multidisciplinary team which includes such roles as a sport psychologist, exercise
physiologist, nutritionist, strength and conditioning coach, sports rehabilitator,
physiotherapist, and performance analyst as well as assistant coaches (Drust &
Green, 2013; Steel, Harris & Baxter, 2013). Such a diverse team of expertise within
the multidisciplinary team provides supplementary knowledge to a coach (Drust &
Green, 2013; Martindale et al., 2007; Nash et al., 2011; Reade, Rodgers & Hall, 2008).
However, sport science is a varied and broad term which needs to be defined to allow
coaches to recognise the different aspects of support that are available which could
inform their coaching practice and the performance of the players they work with.
According to Reade et al. (2008a), this is particularly important given coaches may
believe they can benefit from sport science by introducing new knowledge to their
practice.

A working, albeit general, definition of sport science was proposed by Bishop et al.
(2006, p.1) who described it as being “concerned with providing evidence that
improves sports performance”. Such an all-encompassing statement provides little
clarity of what is or is not classified as sport science support, potentially leading to
limited clarity of the nuances of sport science support and reinforcing any scepticism
borne out of miscommunication coaches may have (Reade, Rodgers & Spriggs,
2008). Meanwhile, according to the British Association of Sport and Exercise Sciences
(BASES), sport science is the development and application of scientific concepts and
principles to the sporting domain (BASES, 2018). Similarly, Loland (2013) states the
European College of Sport Science (ECSS) regard sport science as the investigation
and development of knowledge focused on human movement. The results of such

investigations can be used by a sport coach to aid the process of supporting player
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development and match performance. Classically, the scientific concepts and
principles of sport science are developed through one of three branches of science:
biomechanics, physiology, and psychology or through an interdisciplinary approach to
investigation (BASES, 2018). While these three divisions (with an additional
interdisciplinary branch) offer a simplistic way to classify sport science support,
according to Loland (2018) it can take many forms and as such it should be recognised
as being a combination of various disciplines and sub-disciplines of human movement.
Indeed, the ECSS view “scientific excellence in sport science [as being] based on
disciplinary competence embedded in the understanding that its essence lies in its
multi- and interdisciplinary character” (Loland, 2018 p. 9). This acknowledges the need
for the individual disciplines of sport science to work collaboratively to aid performance
development and as such recognises the important role it can play in providing
information to coaches to help player and match development in soccer. Indeed,
Balagué et al. (2017) suggest sport science is better conceptualised as an umbrella
term that can include multiple subsectors which are more widespread than the three
subsections of sport science identified by BASES (2018). Therefore, the subsections
of sport science include, but are not limited to, anatomy, biomechanics, health, PA,
physiology, psychology, sociology, sports medicine, talent identification, the analysis
of performance and sport management as well as other interdisciplinary perspectives
(Balague et al., 2017).

The interdisciplinary sport science support available to coaches is more established
now than ever before, with coaches operating in high performance sport having access
to various individuals employed with specific remits to contribute specialist knowledge
and skills to performance development (Fullagar et al., 2018; Malone et al., 2018;

Sarmento et al., 2018; Steel et al., 2013). Most UK professional soccer teams employ
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an array of sport science personnel with specific responsibility for different aspects of
performance (Collins, Moore, Mitchell, & Alpress, 1999; Drust, 2019; Drust & Green,
2013; Gustafsson, Holmberg, & Hassman, 2008; Wiese-Bjornstal & Smith, 1999). The
roles and responsibilities of such personnel are used across the different phases of a
match day and training, introducing applied practices to facilitate players’ efforts during
pre-match, within-match, and post-match contexts (Drust & Green, 2013). Coaches
who have experience of working with sport science personnel have recognised the
importance of working with significant others, such as those found in interdisciplinary
teams (Martindale et al., 2007; Nash et al., 2011), because of the specialist knowledge
and applied practice that can be introduced. As such, Martindale and Nash (2013)
highlight sport scientists likely add value to coaches’ day-to-day practice as well as
during important training camps and competitions.

Given coaching has not been identified as a subsection of sport science (Balague et
al., 2017; BASES, 2018; Bishop et al., 2006; Loland, 2018), it seems the sports coach
engages with sport science knowledge to inform their practice when supporting an
individual’s development and competitive performance. As such, Williams and Kendall
(2007) highlight those coaches who engage with knowledge from the various sub-
disciplines of sport science may value the findings and garner useful information to aid
their coaching practice. However, if sport science is viewed as having the potential to
aid coaching practice, s/he ought to possess some knowledge of each discipline of
sport science to maximise performance improvement of their players. Despite this
requirement, one of the challenges for sport science is to align the concepts and
practice borne out of research with the applied practice of coaches to allow the

greatest impact on sporting performance (Reade et al., 2008).
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Since the 1970s there have been differences between the activities a coach completes
and the focus of sport science research (Anshel, 1986; Blimkie, 1979; Campbell, 1978;
Colvin, 1979; Elliott, 1997; Haag, 1994; Potrac, Brewer, Jones, Armour, & Hoff, 2000;
Spinks, 1997; Taylor, 1983; Tinning, 1982, Williams & Kendall, 2007). While Burke
(1980, p.24) proposed that “bridging the gap in sports science” was crucial to allowing
theory to influence coach practice and the applied sporting environment, the transfer
of knowledge from scientist to coach has remained a challenge (Goldsmith, 2000;
Spinks, 1997). A coach’s engagement with sport science can be reliant on multiple
factors such as time management, open-mindedness, communication, method of
transfer of information, availability, and accessibility of information, as well as access
to an educated and informed individual who can inform the applied implementation of
knowledge (Fullager et al., 2018; Malone et al., 2018). Similarly, Glasgow et al. (2003)
suggest a coach’s work with an interdisciplinary team is dependent on adequate
systems, infrastructure, and organisation to support the integration of theoretical
knowledge into applied practice by interdisciplinary teams and coaches. This may
explain why sport science support is not always integrated into a coach’s practice.
This may be particularly apparent at lower levels of sports participation where the
infrastructure, budget, or personnel to establish sport science are not key features of
the environment. According to Burke (1980), effective communication between sport
scientists and coaches can result in the scientists’ work having a real impact on
performance development and competitive performance. Similarly, the dissemination
of research findings using lay language and reinforcing sport science concepts in
coach education materials appears to make research findings more likely to have an
impact on a coach’s practice (Goldsmith, 2000; Pyke and Woodman, 1986; Sands,

1998). Meanwhile, Brink et al. (2018) researched the engagement of professional
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soccer coaches with sport science and highlighted that the perceived barriers for using
sport science in daily soccer practice included ‘conservatism in clubs, lack of money,
lack of specific [soccer] knowledge of scientists, poor applicability of sports science in
practice, and lack of time’ (Brink et al., 2018, p150). As such, despite the growing
engagement of sports organisations in sports science (Pyne, 2008), and the increased
employment of sports scientists, it is evident the transfer of sport science findings and
the implementation of practices from research to the applied sporting world remains a
complex problem for both coaches and scientists (Reade et al., 2008; Reid et al., 2004;
Williams & Kendal, 2007).

Despite the challenges of both integrating sport science knowledge into applied
practice and managing interdisciplinary teams composed of various sport science and
medical personnel, soccer coaches are increasingly engaging with sport science to
aid performance development (Drust & Green, 2013). The sport science roles that
soccer coaches regularly engage with include practitioners whose focus is strength
and conditioning, PA, exercise physiology, nutrition, rehabilitation, and sport
psychology (Collins, Moore, Mitchell, & Alpress, 1999; Drust, 2019; Gustafsson,
Holmberg, & Hassman, 2008; Wiese-Bjornstal & Smith, 1999). These positions are
frequently paid full- or part-time roles and are not only based with the most senior
teams but are becoming increasingly common down through age groups and
participation levels. Drust and Green (2013) state that sport science is used to monitor
and evaluate varied and comprehensive aspects of soccer players’ performance and
lives more generally, with it being common for players to be involved in sport science
support focused on nutrition, sleep schedules, recovery methods, travel arrangements
and the evaluation of stresses linked to training and performance. However, according

to Drust (2019), it is the analysis of performance that is a key constituent of a coach’s
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engagement with sport science support. This is probably because of the importance
of evaluating performance to the role of the coach and the coaching process (Cushion
& Lyle, 2017). As investment has increased into sport science support by soccer clubs,
a rising number of performance analysts have been employed to support performance
development across participation levels and age groups (Blaze et al., 2004; Carling et
al., 2009; Harvey et al., 2016; Wright, et al., 2013). As such, video-based PA is
considered a necessary tool for coaches and can also support their own professional
development (Harvey et al., 2020; Reeves & Roberts, 2013). The increased use of PA
by coaches may be because they not only see the value in using PA to support their
coaching practice but, according to Vinson et al. (2016), coaches are increasingly
eager to engage with technology to support their roles. Given the centrality of
performance evaluation and technology to PA, it is perhaps no surprise that the
knowledge supplied by a performance analyst appears to have the ability to bridge the

gap between science and coach given the shared interests.

2.4 Identifying the role of PA in sport

According to Bishop (2003), the purpose of PA is the formation of an objective record
of performance, generated by means of the systematic and rigorous observation of
match and training performance. With this record then provided to a coach, it can be
examined in an attempt to support the individual and group’s development and
performance. As such, information acquired by PA may supplement the knowledge a
coach has to aid them in identifying successful elements of performance as well as
classifying, diagnosing, and correcting technical and tactical faults (Laird & Waters,
2008; O’'Donoghue, 2006; Wright et al., 2012).

Historically, the coach, in conjunction with other coaches, would rely upon their
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subjective judgements as to whether a player/team performed well (Carter, 2006).
However, with the advent of the Premier League in 1992 and the commercialisation of
soccer more generally (Carter, 2016), specialised sport science roles were
increasingly developed to aid the players given the greater intensity of matches
(Williams, Lee & Reilly, 1999). In consort with changes at the applied level, research
has also tended to increasingly address football-specific questions. For example,
Franks and Miller (1991) suggested soccer coaches could benefit from using PA due
to the inability of the human perceptual and memory system to accurately recall
complicated, successive events. In attempting to explain why recollection is poor, it
has been highlighted that stress (Vogel & Schwabe, 2016) and viewpoint (Wright et
al., 2014) (commonly in a soccer match a coach will observe a match from bench on
or near the halfway line, close to ground level) may affect individuals recall ability. PA
has therefore been presented as providing a coach with information to circumvent
these issues using a more objective, systematic evaluation of sporting performance
(Carling, Williams & Reilly, 2007; Hughes, 1993; Liebermann, et al.,, 2002; Magwa,

2015; Wright, et al., 2012).

Franks and Miller (1991) argued a sports coach and their observation could be
compared to when individuals are required to provide eyewitnesses testimony (to
accidents or crime). However, Buckout (1974) and Wells and Loftus (1984) (as cited
in Franks & Miller, 1991) highlighted that such witnesses may be unreliable sources
of information. Such findings have been previously observed within sport coaches.
Nicholls and Worsfold (2016) investigated the observational capabilities of
experienced elite coaches, focusing their research on recall ability in relation to soccer-
specific actions and particular playing positions. Coaches observed eight (U18) soccer

matches and were asked to provide post-match analysis focused on the quantity and
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quality of each player’s technical performance from their observations. An analyst then
examined each match using Gamebreaker to achieve a more objective assessment
of the players’ performance based on video evidence for each of the analysed
variables. When related to the more objective analysis, the coaches showed greater
observational capabilities with regards to shooting (78.6%) than passing (29.9%) and
dribbling (37.2%) (Nicholls & Worsfold, 2016). As such, this suggests actions which
are more important to the outcome of a match (such as shots) are recalled with more
accuracy by coaches than other actions despite the importance of variables such as
dribbling to talent identification (Huijgen, Elferink-Gemser & Post, 2009). Likewise,
coaches lack the capability to distinguish excellent from good technical ability
(Waldron et al., 2015) and so the use of PA appears likely to aid a coach given its
ability to augment both qualitative (e.g., video replay, video telestration) and

guantitative feedback (e.g., match reports, opposition analysis).

Although Franks and Miller (1991) argued that a soccer coach differs somewhat from
an eyewitness to a crime or accident, as a coach may be considered an expert
observer and should be prepared for the actions they are likely to see, their
observation skills remain fallible without additional training or technology (Franks &
Miller, 1986; Franks & Miller, 1991; Franks & Nagelkerke, 1988; Laird & Waters, 2008;
Nicholls & Worsfold, 2016). Franks and Miller (1986) based their research on a study
by Thornton and Zorich (1980) who argued that providing instructions to individuals
before they carried out a video analysis task affected their recall. Participants in the
Thornton and Zorich (1980) study were split in to three groups; participants in group
one watched a 45-minute video with no instruction. Group two participants were asked
to record specific behaviours and group three were given instructions on the way to

circumvent recording errors as well as information on how to focus on information that
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was important for the purpose of the experiment. Franks and Miller (1986) used PE
students to replicate the three participant groups used by Thornton and Zorich (1980)
to investigate if any significant difference could be identified when participants
observed an international soccer game. The results contrasted noticeably from
Thornton and Zorich (1980), given there was no statistical difference between the
three groups. However, Franks and Miller (1986) did highlight that in the three groups
of coaches, individuals may be more accurate at recalling shots and set pieces in
contrast to passing, crosses and goalkeeper contacts. As a result, PA could be used
by coaches to target the events where they experience poor recall to better underpin

subsequent decision-making.

In a similar study, Laird and Waters (2008) utilised coaches they deemed to be more
experienced than the PE students in the Franks and Miller (1986) study in anticipation
of generating findings more applicable to sports coaches than trainee teachers. They
asked participants to observe 45-minutes of a soccer match before completing the
same questionnaire used by Franks and Miller (1986). Laird and Waters (2008)
reported experienced soccer coaches recall of key events during match play was
17.2% greater than the PE students studied by Franks and Miller (1986) suggesting
experienced soccer coaches are possibly more accurate at recalling events than PE
students. However, with a range of 36.7-76.7% in the percentage of questions
answered correctly between the 8 participants in the Laird and Waters (2008) study,
there was an array of recall abilities among the participants with several participants
offering recall worse than documented with the P.E. students. To explain the variation,
Laird and Waters (2008) suggested participants who had completed their coach
education more recently had a more accurate recall potentially because of the courses

making them aware of the critical events in soccer and as such bringing such events
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to the forefront of their attention during this research.

While the aim of PA is to provide the coach with the instruments and knowledge to
develop performance (Hughes & Franks, 1997; Liebermann et al, 2002), the viewing
and analysis of video footage and PA findings should not necessarily be restricted to
coaches as players may benefit from the process too (Francis & Jones, 2014). The
key justification underpinning the use of PA by coaches and players concerns its
supposed ability to gain a competitive advantage through the gathering and analysis
of extensive data (Kuper, 2012); this is believed to increase the likelihood of winning
games because of the objective insight gained (Wooster, 2013). This has led to the
analysis of performance being firmly located as a fundamental part of the coaching
process (Carling et al., 2005; Groom et al., 2011; Hodges & Franks, 2002; Lyle, 2002;
Stratton et al., 2004). However, there is a dearth of evidence that directly demonstrates
the impact PA can have on improving performance, despite the argument PA provides
coaches and players with insight into performance (Franks & Miller, 1986; Franks &
Miller, 1991; Franks & Nagelkerke, 1988; Laird & Waters, 2008; Nicholls & Worsfold,
2016). That is, according to Jenkins, Morgan and O’Donoghue (2007) while players
might view PA and video feedback favourably, a documented improvement in
performance has not been evidenced. Given the role of the coach has been identified
as being significant in managing the motivational climate (Mageau & Vallerand, 2003)
and the link between the role of the coach, motivation and performance has been
positively linked within elite sports environment (Cheon, Reeve, Lee & Lee, 2015), the
influence of PA on motivation (Jenkins et al., 2007) and subsequently performance
cannot be ignored. This suggests researchers need to carry out research that

investigates the potential impact the availability of PA can have on performance.
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The lack of impact from PA on performance is potentially due to the complexities of
sporting performance, where individual behaviours contribute unequally to outcomes,
thereby performance indicators are influenced by the interaction between player and
opposition and understanding the context of a behaviour is critical (McGarry, 2009).
Given this observation, it is interesting to note PA has still become an established part
of coaching practice, particularly within elite sport, and this has resulted in the
development and increasing employment of performance analysts to support
performance development (Carling et al., 2007; Groom & Cushion, 2004;
O’Donoghue, 2010). According to Carling et al. (2013) the increasing employment of
performance analysts has been coupled with the development of portable, more
affordable technology. Such a growth in popularity of PA has resulted in it becoming
an integral part of the professional soccer environment in the UK (Groom & Nelson,
2013; MacKenzie & Cushion, 2013) with coaches engaging with PA on a regular basis

(Groom & Cushion, 2004).

Coaches possessing various levels of qualifications (from entry level awards to expert
coaches) are engaging in PA and working with analysts (Martin et al., 2018). However,
the comprehensive use of PA and employment of analysts appears to be largely
isolated to the professional game and is possibly disproportionately used depending
on the available budget and technology (O’Donoghue, 2013). Meanwhile in amateur
sport, Leveaux (2017) highlighted that even though coaches have a desire to use
technology such as PA, frequently their engagement is restricted by budget
constraints and access to specialised personnel. Such restrictions have been noted
as barriers to coaches also engaging with sport science practices as well as PA
(Martindale & Nash, 2013). Following interviews and focus groups with 58 coaches

from four different sports (soccer, rugby league, curling and judo), Martindale and
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Nash (2013) highlighted there were significant barriers governing the extent to which
sport science was used by coaches. Despite a general acknowledgement of the
usefulness of sport science, the coaches highlighted if they were to engage more
regularly in sport science there needed to be regular opportunities for conversation
between coaches and sport scientists in order to facilitate coaches’ grasp of how sport

science knowledge can be applied (Martindale & Nash, 2013).

The specific role and responsibilities of a performance analyst have revolved around
the facilitation and dissemination of video and statistics (Wright et al., 2014). Wright
(2015) appraised the engagement of coaches with different aspects of PA and
identified that an analyst’s responsibilities likely include tasks such as the production
of motivational DVDs, talent identification and trend analysis (i.e., the identification of
patterns in how a team attacks or defends across a season). However, according to
Wright (2015) these roles would be carried out to a lesser extent than analysis focused
on pre-match, post-match, and live analysis (over 79% of analysts carried out pre-
match, post-match, and live analysis in comparison to 58% who produced motivational
DVDs, 37% completed talent ID and 58% conducted trend analysis). While PA would
tend to utilise video feedback and basic statistical evaluations of performance, it can
also encompass computerised modelling of sport and movement tracking through, for
example, GPS technology (Hughes, 2004; Hughes & Franks, 2004). As such, video
and computer technology are frequently used by performance analysts to provide
detailed information to soccer coaches so they might better evaluate and manage the
performance of individual players, the whole team, or specific units within a team (e.g.,
defensive unit) (Groom & Cushion, 2004). According to Wright (2015), 71% of analysts
completed analysis of match footage and 52% produced supporting statistical

documents to coaches in preparation for matches. Coaches who receive such PA
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utilise it to supplement their coaching practice. This is likely done in an attempt to gain
a competitive advantage by aiding the review and evaluation of their team'’s
performance or by using PA to analyse the performance of future opponents (Wright
etal., 2013). Thus, performance analysts play a specific role within an interdisciplinary

team to support player and match performance.

2.5 The process of PA

The analysis of performance occurs across the match-day process (Carling, Williams,
& Reilly, 2005; Cushion, 2007; Franks, 2002; Lyle, 2002) and where training is
concerned, PA allows the soccer coach to evaluate performance before planning and
implementing practice sessions (Carling et al., 2005; Cushion, 2007; Franks; 2004).
Soccer coaches utilise performance analysts to film training sessions and training
matches in order to highlight positive aspects of play and examine the specific features
of performance that require attention in preparation for the next match (Carling et al.,
2005; Cushion, 2007; Lyle, 2002). According to Carling et al. (2005), this fact-finding
stage informs the training programmes produced by the coach and the planning of
match play. This stage is presented in both the Fairs (1987) and Franks et al. (1986)
models of the coaching process where stages identified as critique of practice (Franks
et al.,, 1986) and observation / data collection (Fairs, 1987) are identified. This
suggests that if the models from Fairs (1987) and Franks et al. (1986) are accepted
as general representations of the process of coaching, even without the aid of the
recent technological advancements in PA, sport coaches may be aware of the
importance of basing their practice on the gathering of insight rather than relying on

their opinion as might otherwise be the case (Nash & Sproule, 2011).
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PA is typically used for opposition analysis in the pre-match phase of the coaching
process (Carling et al., 2005; Groom et al., 2011), motivational videos (Wright et al.,
2012; O’Donoghue, 2006) and tactical planning (Carling et al., 2005; Maslovat &
Franks, 2008; Nelson & Groom, 2012). Carling et al. (2005) state that where opposition
analysis is concerned, data is collated on a team’s impending opposition, documenting
the style of play adopted by the opponents and this is frequently supported by video
to facilitate coaching points. However, there remains scope to expand knowledge
about how the information gathered pre-match by the analyst on the opposition
influences the decision making of the coach in preparation for matches. Similarly, little
is known about the content of motivational videos (O’Donoghue, 2006; Wright et al.,
2012) and the specific way PA is used to inform coaches tactical planning (Carling et
al., 2005; Maslovat & Franks, 2008; Nelson & Groom, 2012).

Carling et al. (2005) state that during a match situation, PA involves the collection of
match statistics in order to aid tactical decision-making of coaches and the increased
portability of technology in PA has increased its use during match situations to facilitate
half-time feedback to coaches and players (Carling et al., 2005). Moreover, the use of
PA during match play has been further increased as UEFA regulations were relaxed
in the 2017/2018 season to allow the use of portable video equipment in the technical
area meaning coaches can access video footage pitch-side. Many models of the
coaching process fail to conceptualise the idea of PA taking place ‘live’ during
competitive sporting performances. This may be due to the recent increase in the use
of PA (Carling et al., 2013; Groom & Nelson, 2013; MacKenzie & Cushion, 2013) and
the dates when models of the coaching process were developed. Multiple models of
the coaching process were produced in the 1980s (e.g., Franks, et al., 1986; Fairs,

1987), 1990s (e.g., Coté et al., 1995) or early 2000s (e.g., Abraham, 2006) and
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therefore fail to capture the recent developments in terms of how PA is used and the
way in which PA is engaged in throughout the entire coaching process. Subsequently,
a contemporary appraisal of the use of PA in applied soccer environments should
include scrutiny of the way in which coaches engage with PA during a match day and
access/use information provided by the analyst during a match (Barker-Ruchti et al.,
2021).

Much of the work of performance analysts is completed post-match (Carling, et al.,
2005), which allows a coach to reflect on the performance and identify areas of
improvement that need to be addressed in the planning and training phases of the
coaching process (Carling, et al., 2005, Carling et al., 2009). Consequently, with an
increasing amount of PA taking place a contemporary appraisal of the use of PA by
coaches post-match appears warranted to understand specifically the video and
statistics used by coaches to review player and team performance. Although models
of the coaching process recognise the role of PA, it is frequently restricted to specific
phases of the coaching process and limited to the duties carried out by the coach
alone. This is despite the increased mobility and affordability of hardware and software
that have been identified as potentially allowing PA to have a greater influence across
the coaching process (Carling et al., 2013; Groom & Nelson, 2013; MacKenzie &
Cushion, 2013). Matrtin et al. (2018) highlighted that 38% of 538 Irish coaches who
completed their questionnaire stated they carried out their own PA and therefore may
benefit from cheaper and more portable hardware and software. However, the 13%
who worked with performance analysts appear to be somewhat reliant on their
employment to use PA as part of their coaching process (Martin et al.,, 2018)
suggesting that the falling price and increased portability of PA software and hardware,

may be only two elements in encouraging coaches to use PA. The increasing
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engagement of coaches with PA, coupled with the lack of inclusion of PA in models of
the coaching process, suggest a disparity between applied practice and research
concerning the use of PA by coaches. Consequently, a reappraisal of models of the
coaching process and the role of the coach seems pertinent particularly where there
is emphasis on the use of PA.

It is understood that the common duties of an analyst involve supporting coaching
practice by providing presentations, video packages and statistical analysis of a
team’s own performance and of future opposition (Carling et al., 2013), the detail of
this information is frequently context specific. Consequently, assuming an analyst is
available to a club, the way in which PA is used may be dependent upon the standard
/ budget of the soccer club (e.g., Premier League, EFL, Non-league), the needs of the
coach (and team more generally) and the availability of technology to a performance
analyst (O’Donoghue, 2013). Despite this, several models of PA have been proposed
that aim to identify the different elements of the role carried out across the coaching
process (Martin et al., 2021; Mayes, 2009; O’'Donoghue, 2006; Wright et al., 2014).
Presenting a model of the process of PA, O’'Donoghue (2006) aimed to establish the
fundamental tasks associated with the role and the use of PA by a coach (See Figure
2.6).

The first stage of analysis according to this model is to film the match and perform a
level of analysis which creates both positive and negative feedback; this can
subsequently inform motivational videos and training and match preparation.
O’Donoghue’s model (2006) suggests the feedback should be previewed by the coach
before being shown to players which, according to the model, demonstrates the coach

is the decision-maker regarding what aspects of performance the players see.
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However, the model fails to consider the individual learning needs of each player,

suggesting a one size fits all approach to PA by coaches.

Match .| Observation ,| Negative ,| Coaches
& Analysis Aspects Decisions
A
A A i ‘
Positive Feedback
Aspects To Team
Y A 4
Motivational Training
Video Sessions
Y
Players

Figure 2.6 O’'Donoghue’s (2006) model of PA

There is a lack of research investigating how the individual learning needs of players
may be accounted for by PA and the way in which PA should be adapted to meet
individual learning needs. However, research exists which examines the way coaches
can deliver practical coaching sessions that include behaviours and interventions for
the differentiated learning needs of individual players. For example, the constraints-
led approach to coaching identifies the need for coaches to carry out interventions
which consider performer constraints including mental skills (e.g., concentration,
confidence, emotional control, or motivation), and perceptual and decision-making

skills (e.g., recognising patterns of play, anticipating by reading the movements of
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opponents) (Davids et al., 2008). The O’Donoghue (2006) schematic represents the
overall procedure of match analysis rudimentarily depicting that positive aspects of
performance are utilised for motivation and negative features of play are used to inform
training decisions. Nevertheless, according to Wright et al. (2012) it is worth
considering that only 55% of coaches engage with PA in the form of motivational DVDs
in contrast to 86% who view the whole match and 82% of coaches who support the
provision of individual clips to players. Similarly, more recent research has
emphasised the main types of PA used by coaches are video, profiing and
performance reports (Nicholls et al., 2018). This suggests the O’Donoghue (2006)
model lacks detail in relation to the forms of PA coaches engage with. Similarly, the
model does not present any discussion on the relationship between the coach and
performance analyst and the transfer of data or video from the analyst to the coach.
This is particularly important given the relationship between the coach and analyst can
have an impact on the way coaches engage with PA (Wright et al.,, 2014).
Consequently, while the O’Donoghue (2006) model presents a schematic of how PA
can be completed, it is simplistic and de-contextualised and therefore lacks value in
representing the way PA is conducted.

While O’'Donoghue’s (2006) model offered some insight into the use of PA, Mayes et
al. (2009) proposed a relatively detailed process of analysis across the phases of the
match day that sees PA as ‘action research’ taking place within a coaching context
(See Figure 2.7). Their model includes a focus on events observed during a match
that are recorded using a match analysis system. Within this model, the coach and
performance analyst communicate what should be fed back to players. By recognising
that a coach and performance analyst work collaboratively to utilise data and video

gathered by the analyst, this model shows greater appreciation that the process is
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interpersonal. However, the contextual conditions (e.g., players’ ambitions, players’
ability level, organisational contexts as well as technical demands and competition
formats; Lyle & Cushion, 2017) potentially influencing PA provision are still not
considered (Bampouras et al., 2012; Reeves & Roberts, 2013; Wright et al., 2012) and
the complexity of a highly fluid competitive environment is not acknowledged (Cushion
et al., 2006; Lyle, 2002). Instead, the model suggests the use of PA within sport is a
simple cyclical step-by-step process which, if followed as a verbatim model of PA by

an analyst, could lead to the sub-optimal provision of analysis.

Post-match
analysis

Live data Analysis by
recording coaches

Communication
about video
clips

Motivational
video feedback

Pre-match Pre training
briefing discussion

Squad training

Figure 2.7 Mayes et al. (2009) model of the performance analysis process.

Similar to Mayes et al. (2009), Wright et al. (2014) developed a model that focuses on
the way in which PA takes place across the different phases of match-play. The model

from Wright et al. (2014) further develops the interaction between the coach and
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analyst introduced by Mayes et al, (2009) and offers further insight and detail on the
roles and responsibilities of the analyst in soccer. Wright et al. (2014) presented a
model (See Figure 2.8) drawn from a combination of the theoretical, conceptual model
of PA presented by Carling et al. (2005) and from the applied reflections of Duckett

(2012).
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Figure 2.8 Wright et al. (2014) pre-and post-match analysis within the weekly coaching

cycle.

The model presents the responsibilities of an analyst as including the collection of data
and video followed by the dissemination of this to both players and coaches. The inter-

personal process of PA is reflected in this model with the interaction between the
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coach and analyst identified as taking place at various points across the weekly
coaching cycle. The identification of the analyst having an involvement throughout the
coaching process appears in contrast to previous models and thus provides an
advancement in terms of models representing the process of PA. However, the way
in which such a process is tailored to an individual analyst, coach, player, soccer club
or context is not presented within the Wright et al. (2014) model, suggesting it fails to
represent the dynamic nature of sport performance (Bornn, Cervone & Fernandez,
2018). Additionally, coach’s philosophy, knowledge of PA and time have been
identified as barriers to a coach engaging in the PA process (Mooney et al., 2015;
Wright et al., 2012) and yet they do not feature on the models of PA discussed above
as influences on the analyst.

Most recently, Martin et al. (2021) identified nine components of practice of analysts
and five area of expertise. Their framework aimed to capture the reality of applied PA
and displayed the five areas of expertise required by analysts as including knowledge
of: contextual awareness, building relationships, PA, and sporting expertise as well as
technical expertise and knowledge of professional behaviour. Meanwhile the
components of practice included establishing relationships and defining roles, needs
and service planning, systems design, data collection and reliability checking, data
management and analysis, reporting to key stakeholders, facilitation of feedback to
athletes and service review (Martin et al., 2021). In acknowledging the pitfalls of
attempting to model the professional practice of performance analysts, Martin et al.,
(2021) hoped to create a framework that was flexible and could be used to represent
different contextual factors in which an analyst operates.

The models presented here appear to display idealistic representations of how PA

takes place within a sports environment. By proposing simple models of PA, there is
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a failure to recognise the complexity of soccer (Bornn, Cervone & Fernandez, 2018)
and performance development (Bailey & Collins, 2013; Baker et al., 2018; Vaeyens et
al., 2008). As such, the interpersonal nature of PA and the complexities of the
environment in which PA takes place are inadequately presented (Martin et al., 2021).
Similar critiques have taken place of early representations of the coaching process
(Lyle & Cushion, 2017). According to Groom et al. (2011) the models of PA present a
simplistic view of performance development which highlights a cycle of planning,
observation, training, and competition. Meanwhile, Martin et al. (2021) state that
models of PA such as those discussed here have frequently been cited as lacking in
applied value. Similarly, the models do not acknowledge the complexities of
embedding a process in to a multidisciplinary, highly competitive environment such as
professional soccer. Instead, the models convey the role of the analyst as one that
exists only between the analyst, coach, and players where the typical scientific support
teams incorporate roles such as a sport psychologist, strength and conditioning coach,
sports rehabilitator, doctor, and performance analyst as well as assistant coaches
(Drust & Green, 2013; Steel, Harris & Baxter, 2013). In addition, given the complexity
of performance (e.g., McGarry, 2009) there is no guarantee if the process proposed
in the model enhances performance. Indeed, there is evidence that the provision of
PA has no bearing on success despite players and coaches displaying an eagerness
to engage in PA (Jenkins, Morgan & O’Donoghue, 2017) and so an appreciation of
this issue within proposed models of PA might facilitate the efforts of an analyst within

the coaching process.

2.6 Applied considerations of PA
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Within the coaching process, Hughes (2008) identified there were five reasons for a
coach to use PA: i) provide immediate feedback, ii) gather resources for database
compilation, iii) identify areas for improvement, iv) evaluate features of performance,
and v) work as a selection instrument in assisting coaches and players. The principal
forms of such analysis are commonly opposition pre-match videos and presentations,
reflective post-match team videos and presentations of the analysts own team, and
individual player positive and negative highlights (O’'Donoghue, 2006; Wright et al,
2013). Pre-match opposition video analysis can be supported by performance profiles
of opposition teams and players (O’Donoghue, 2013) and could include performance
indicators that represent different aspects of performance (e.g., the number of times a
team plays out from the back). O’Donoghue (2013) argues that due to the dynamic
nature of sporting performance, opposition video and statistical analysis should
include examples from multiple scenarios and opponents in order to allow
performance variables and consistency/inconsistency of performance to be better
understood by the coach. Where pre-match feedback is concerned, Groom et al.
(2011) suggest that there are four elements to pre-match opposition analysis to: 1)
build confidence, 2) identify patterns of play in opposition match play, 3) highlight
weaknesses in opposition play, and 4) create managed perceptions of the opposition.
They go on to argue that coaches view videos of opposition performance separately
from players to plan tactics and strategies for future matches but also because
coaches wish to manage what their players see, mindful of managing the impression
of the quality of the opposition shown to players through edited/unedited footage
(Groom et al., 2011). Consequently, the researchers claim coaches have control over

the analysis players engage in, particularly with regards to opposition analysis.
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On a match-day filming and live coding are the principal responsibilities carried out by
a performance analyst (James, 2006), with the primary objective being to gather
accurate video footage and begin the process of cataloguing Key Performance
Indicators (KPIs). Although Wright et al. (2012) reported 25% of the coaches they
researched had access to PA at half-time, little is known about what forms of PA are
used at half-time or during a match by a coach. Despite Sarmento et al. (2013)
highlighting that soccer coaches often see the half-time team talk as the most
appropriate time to carry out interventions such as tactical changes and provide
information to players, there is limited research into the use of PA at half-time to
support these interventions.

Once the match has taken place, O’Donoghue (2006) suggests post-match tactical
analysis begins with the provision of a video of the full match to a coach soon after to
allow tactical evaluation to commence. This form of tactical appraisal allows the coach
to view all features of a match and not just those events and KPIs that are coded by
the performance analyst. Such videos have been identified as being useful tools for
soccer coaches however some coaches prefer viewing highlights only rather than the
full match as part of their post-match routine (Groom & Cushion, 2004; Murtough &
Williams, 1999). However, no research exists demonstrating which form of PA, be it
observation of a full match, observation of highlights or engagement with statistics or
a combination of these types of PA, is perceived to be the most effective in developing
tactical knowledge and affecting the future performance of soccer players and the
decision-making of coaches. Similarly, there is a lack of research explaining coaches
decisions on why they use certain types of PA in contrast to others. Consequently,

further research is required to understand the way in which PA informs coaches
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decision making, behaviours and communication across the three phases of a match
day.

The content of post-match tactical analysis can be important both in terms of affecting
future team performance and also influencing individual players. Groom and Cushion
(2005) state performance analysts and coaches should be aware of balancing positive
and negative highlights to be included in a post-match analysis video. While video
feedback can be a positive tool for developing tactical knowledge, the viewing of
performance can generate varying reactions from different players, at different times,
in different circumstances (Groom & Cushion, 2005). The ratio (1:1) of positive to
negative feedback suggested by Groom and Cushion (2005) is based upon research
with ten youth soccer players from elite academy environments. The players were
interviewed on their experiences of PA and while the results suggested PA could be a
valuable tool in players’ learning, the participants reported a negative effect on
motivation when they observed what they perceived as too much negative feedback.
Consequently, the ratio of positive-to-negative feedback should be considered in post-
match analysis to ensure the motivation of players is not negatively impacted by the
observation of multiple negative features of play.

The use of PA in a post-match environment to aid the development of team and
individual tactical knowledge has been viewed as forming a critical part of the coaching
process (Carling et al., 2005; Groom et al., 2011; Hodges & Franks, 2002; Lyle,
2002; Stratton et al., 2004). This is because PA has been presented as being a
powerful tool for both opposition analysis and helping a coach to review their own
team’s performance as well as individual player's performance, despite limited
evidence of the impact of PA on performance (Groom et al., 2011; Wright et al., 2012).

Subsequently, Wright et al. (2012) state that this analysis may then inform a coach’s

57



short-term planning in terms of team selection, tactical preparation, and training
content. Subsequently, the availability of PA allows a coach to draw upon a broader
range of insight than the coach’s subjective views alone.

The use of monitoring tools, such as those used in PA, allow analysts to complete
detailed evaluations of player performance on a frequent basis and coaches to use
this information to inform their coaching practice (Harvey et al., 2016). The advantages
to a coach of a comprehensive engagement in PA technology include the increased
evaluation of the work done by players, which can inform recovery strategies and
subsequent training (Ehrmann et al, 2016; Wehbe, Hartwig & Duncan, 2014) and
enrich understanding of sporting performance in terms of the technical, tactical,
biomechanical, and physiological components underpinning success (e.g., McGatrry,
O’Donoghue, & Sampaio, 2013; Peters & O’Donoghue, 2013). Paradoxically, despite
the far-reaching monitoring and evaluation of players being seen as critical to the
production of a winning team (Dennison, Mills & Jones, 2013; Heikkala, 1993),
research utilising social theory suggests the increased use of PA might have
unintended consequences that impair the performance of players (Jones & Denison,
2018; Jones & Toner, 2016; Manley, Palmer & Roderick, 2012). Consequently,
research ought to be considered which examines how these tools can be utilised by a
coach as a tool of inspection, monitoring and scrutiny and not merely as a tool for

player and performance development.

2.7 PA as a monitoring tool for coaches

The principal issue that has been highlighted by the increased monitoring of players
via PA technology is the viewing of a player not as a person but as a machine-like

object who is measured and managed by their physical, technical, and tactical outputs
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alone (Denison, 2010; Gearity & Mills, 2013; Jones, Marshall & Denison, 2016).
Manley et al. (2012) state the increased monitoring, observation, and examination of
players, with the data collected by coaches, performance analysts, and sport science
staff more generally, can be classified as surveillance. Such persistent scrutiny can
take the form of ‘documentation, data or information that was retrieved from a process
of video surveillance, human observation and physiological testing’ (Manley et al.,
2012 p. 306). Although the data collected through surveillance is frequently intended
to positively influence and develop the player (Ball, 2005), according to Jones and
Dennison (2018) this kind of surveillance can have a negative effect on the
performance and development of players. The negative effect on performance and
player development is a result of players feeling they have very little autonomy as a
conseqguence of the constant monitoring which subsequently impacts on their mental
and social health (Manley et al., 2012). Moreover, if players are the objects of vast
amounts of scrutiny and observation, they may become docile or passive, with
individuals displaying limited ability to think and act for themselves (McMahon, Penney
& Dinan-Thompson 2012). Consequently, Jones et al. (2016) state that the creation of
docile or passive players could mean that individuals wholeheartedly conform with the
norms outlined by their coach, including those which may be potentially damaging to
their development (such as overtraining or playing when injured). However, given the
research from McMahon et al. (2012) took place with three swimmers and Jones et al.
(2016) with three performance analysts/strength and conditioning coaches working in
rugby league, the use of PA as a monitoring tool by soccer coaches and any potential
negative impacts of such use on player development and performance warrants

further examination.

While a coach may believe having control over aspects of a player’s actions represents
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effective coaching (Dennison et al., 2013), there is evidence learners (or within soccer,
players) may become reliant on the extrinsic information they are provided with, and
this can produce learners (players) who are then less able to perform independently
(Salmoni et al., 1984; Winstein & Schmidt, 1990). As such, the delivery and use of
technologies that provide a coach with data should be carefully considered to avoid
the creation of docile players particularly where their mental health may be negatively

affected (Jones & Denison, 2018).

Jones et al. (2016) discussed issues related to the use of GPS as a ‘disciplinary tool’
and they argued that it was used in order to pressurise individuals to follow specific
practices as designated by the coach. For example, if GPS data is presented to
players as a leader board of distance covered in training, they may be encouraged to
over train. This could then lead to the acceptance of problematic norms that had the
potential to harm the players’ physical, psychological, and emotional health which
could then impact on the performance of individuals and teams. Indeed, research
(Amorose & Horn, 2001; Mageau & Vallerand, 2003) suggests positive associations
between autonomy-supportive coaching (e.g., providing players with choice and
decision, expressing concern for players and the use of a democratic style by the
coach) and player and team performance exist, so reducing the unintended
consequences associated with over-scrutinising players would appear desirable.
While Jones et al. (2016) consider the use of GPS only as a tool of surveillance and
not aspects of PA such as video or statistics, given the increasing use of PA by
coaches it appears pertinent to recognise the way GPS data has been used to control
and manage players. Indeed, Reeves and Roberts (2013) highlighted how players’
motivation may be adversely affected if negative aspects of their performance are

included within team video feedback sessions and so care is needed when utilising
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collected data. Indeed, the collection and storage of data from PA technologies related
to a specific player can be said to create a ‘digital persona’ (Clarke, 1994) which is the
identification of each individual player through the data and video files compiled on
their performance alone. Such an approach may decontextualise an individual player
and represents very specific elements of performance that take place at a given time,
in a specific environment. Lyon (2003) argues that such monitoring can impact the
opportunities available to players. As such, the collection, analysis, and storage of
data from PA can impact upon the opportunities for the players who are the subject of
analysis. As a result of such monitoring and evaluation, players can develop a sense
of self-identity that is “bound by the notions of physicality and performance measures
testing” (Manley et al., 2012 p. 309). This may have implications on both the player's
physical and emotional wellbeing as they are coerced to meet the demands of elite
sport performance regardless of the negative impact on the individual and
performance. Indeed, there is accruing evidence that an increased workload in soccer
is associated with an increase in injury risk, hence players should not be treated as

robots (Malone et al., 2017).

The control of a coach over a player also extends to the selection and delivery of
feedback. So, while the extensive monitoring and evaluation of players can lead to the
creation of individuals, displaying sub-optimal ability to think and act for themselves, a
coach can manage what information is shown to a player in order to fulfil their personal
obligations more successfully (Booroff, Nelson & Potrac, 2016). Such management
involves coaches making use of PA for the development of specific individuals, the
enhancement of performance and to enforce their role and decisions as a coach
(Booroff et al., 2016). The manipulation of video feedback sessions and the impact of

PA as a tool for monitoring and surveillance on the creation of docile individuals further
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suggests that “that the application of video-based performance analysis feedback to
enhance athletic learning is far from a straightforward and unproblematic process”
(Nelson et al., 2014a, p. 32). Consequently, it appears to be a pertinent time to
investigate the way in which coaches use PA, with a focus on how PA may be used
as a tool for monitoring and surveillance which could consequently lead to the creation

of individuals, demonstrating negligible ability to think and act for themselves.

2.8 Coach education, adult learning theory and PA

Adult learning theory has been proposed as ranging from teacher-directed pedagogy
to student-directed andragogy (Knowles, 1980; llleris, 2018). Although Knowles (1980)
has argued this continuum to be effective for both youth and adult learners, pedagogy
was historically viewed as “instructor-centred education for adolescents” (Ross &
Pascale, 2020, p. 1) and andragogy “the art and science of helping adults learn”
(MacLellan, Callary & Young, 2019, p. 33). However, it should be noted that such a
dichotomy of andragogy-pedagogy related to the age of the learner is likely a
falsehood, with learning theory more likely relevant to the experience/knowledge of
the learner in contrast to the age (Merriam, Caffarella, & Baumgartner, 2006). While
traditional pedagogy is frequently viewed as teacher-directed, andragogy suggests a
learner-centred approach to education. This emphasis represents a move to the
learner assuming an influential role in the learning process. This reflects a shift away
from the directed, teacher-mediated style of traditional pedagogy where learners
assume a dependency on the teacher for the learning process to take place. Although
Knowles et al. (2012) suggest that such principles may be used flexibly, even with

younger learners, this will depend on the level of experience and prior learning of the
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individual participating in the learning process. Therefore, adult education theorists
emphasise that adults approach learning in different ways to young people (or people
lacking prior knowledge/experience relevant to the learning taking place) and so
educators should be conscious of utilising specific practices appropriate for adult (or
experienced) learners in contrast to adolescent learners (or people with limited prior

relevant knowledge/experience) (MacLellan, Callary & Young, 2019).

Traditional pedagogical approaches that are teacher-directed assume that learners
have limited experience and they are motivated to learn by external pressures such
as grades or certification. Meanwhile, the role of the teacher in such approaches is to
act as the source of knowledge for learners, leading the learners through the topic
step-by-step. Consequently, knowledge development within pedagogy is the
responsibility of the teacher (Knowles et al., 2012). In contrast, if learning is more
andragogical in nature the learner will take more responsibility their development and
will be prepared to close the gap between what they know and what they want to know.
As such, learners are deemed to be more active participants in the learning process
when an andragogic approach is taken in contrast to when a traditional pedagogic
approach to learning is adopted. While pedagogy highlights the learners as passive
recipients of knowledge, andragogy emphasises that the learning process is still
somewhat educator-led but that the learner assumes greater learner competence and
independence and encompasses more self-directed and problem-based learning
(Anderson, 2013; Knowles, 1975). In the early 2000s, learning theory within vocational
education expanded to include heutagogy which focuses on self-directed learning.
Heutagogy emphasises that learning is a highly autonomous process for which the
learner takes personal responsibility. As such, the learner controls “what will be learnt,

when it will be learnt and how it will be learnt” (Stoszkowski, & Collins, 2017, p. 3). The
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benefit of utilising heutagogy learning theory to underpin the learning process lies in
the outcome of learners acquiring knowledge and skills, as well as the self-reflective
capacity, to apply the knowledge and skills developed, in original and unforeseen
situations (Hase & Kenyon, 2007). Based on the above ideas, learning can therefore
be considered a complex phenomenon which entails more than the mere transmission
of information to passive learners and educators ought to therefore reflect on the
effectiveness of the teaching and learning practices used. This is particularly the case
where learners may be engaging in practices that are individual and context-specific

such as learners on formal coach education courses (e.g., UEFA B Coaching License).

Criticism of formal coach education has focused on the learning process being
mediated by a knowledgeable other (e.g., coach educator) (Moon, 2004). As such, the
learner has been identified as having limited control over what is to be learned and the
learning has been identified as being directed by assessment (Nelson, Cushion &
Potrac, 2012). If the principles of learning theory are applied, it appears as though
formal coach education may utilise principles from traditional pedagogy (Knowles et
al., 2012). However, there appears to be an opportunity for formal coach education to
utilise some of the principles of either andragogy or heutagogy learning theory to
develop knowledge that is context-specific. This could be done by the formal coach
education courses taking into account the individual circumstances (Hase & Kenyon,
2001) in which a coach works and incorporating tasks and teaching/assessment
practices that allow the learner to be the “the major agent in their own learning” (Hase
& Kenyon, 2007, p. 112). Utilizing such an approach would allow coaches to develop
their coaching knowledge in situ, and through active learning in terms of receiving,
building, and applying professional knowledge within a particular context (Nelson et

al.,, 2012; Armour et al.,, 2015). Contextualized coach education would need to
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consider the micro-structures (e.g., situated activities, location, individuals), the meso-
structures (e.g., at an institutional/club level), and macro-structures (e.g., at a
systems/organisational level) of the coach engaging in the education (Griffiths, Armour
& Cushion, 2016). Once the macro, meso, and micro contexts have been considered,
a professional education and development programme can become a personalised
learning activity that is delivered in situ. However, underpinning coach education with
either andragogy or heutagogy learning theory requires the learner to commit to
reflection, have a level of base knowledge, and possess an independent approach to
learning. These factors have been highlighted as potential barriers to the use of
andragogy or heutagogy learning theory to underpin formal coach education
(Stoszkowski, & Collins, 2017). This could be due coach educators not prioritising time
to reflect/ensure base knowledge is developed during ‘face to face’ formal coach
education course delivery, this may be due to contact time between coach and coach
educator being in short supply and consequently, pedagogical approaches may

become the go-to.

In terms of PA, if an andragogy or heutagogy learning theory were utilised to underpin
formal coach education and the introduction of PA to coaches on courses such as the
UEFA B License, coaches may be afforded the opportunity to develop a contextual
understanding of how to use PA. As such, a coach could develop an awareness of the
nuances involved in PA beyond a simplistic introduction to the forms of PA that can
be engaged in. Due to the current pedagogical approach to coach education, it is likely
completion of formal coach education awards, such as the UEFA B Coaching License,
merely introduce coaches to the types of PA that could be carried out. This may
include an overview of aspects of PA such as video feedback, opposition analysis,

and post-match statistical reports. Given at present a more pedagogic approach is
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used within the delivery of coach education (Lyle, Jolly, & North, 2010), discussion on
PA is likely to be tutor-led and lacking contextualisation. This is due to a single coach
educator being unlikely to be able to reflect upon/explain how PA varies across the
many soccer domains of the coaches present on the course (e.g., EPPP category one
to four academies, Regional Talent Clubs [Girls elite soccer development centres in
England], the English Football Pyramid, the Women’s Football Pyramid). Such
delivery methods within coach education have been criticised as simplifying coaching
into what the creator/tutor of the course perceives to be best practice (Jones, 2006).
These approaches risk limiting the learning of individual coaches to a basic
introduction on the component parts of PA that can be used across the coaching
process. This is in contrast to if andragogy/heutagogy were used to underpin the
introduction of PA. In this instance, coaches could then be introduced to the
component parts of PA alongside developing an understanding of how these parts
could be used within their club, with the resources the individual coaches have
available and with the players within their squads. This is in contrast to the coaches
gaining an understanding of the different types of PA that can be done pre-match,
match-day, and post-match regardless of facilities, budget, support staff and players
if a more pedagogic approach is used. These concerns appear particularly warranted
given the recent growth in PA within soccer (Harvey et al., 2016; Wright et al., 2013).
In contrast to pedagogy learning theory underpinning coach education, if andragogy
or heutagogy learning theory were to be used instead, it is likely coaches may develop
an understanding of how PA can be a bespoke, contextualised process tailored to the
individual coach. For example, coaches could do a task that asks them to identify and
define KPlIs aligned to their club’s coaching curriculum/playing philosophy and which

utilises the language of the soccer club in which they operate. Such an approach may
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be more time-consuming for tutors on coach education courses and is reliant on the
knowledge of both the learner and tutor to create contextualised knowledge of how PA
could be used to underpin the coach’s practice. However, were a more learner-centred
learning theory to be used to underpin coach education with regards to the use of PA,
coaches may develop an understanding of how to apply the knowledge and skills
developed with regard to PA, in original and unforeseen situations (Hase & Kenyon,

2007) such as those the coach works in at their soccer club.

2.9 Conclusion

This chapter has examined numerous important aspects of both PA and coaching,
with a particular focus on the application of these concepts within soccer. While there
is a plethora of research focusing on the role of the coach and PA, there is a dearth of
studies investigating the intricacies of how a coach works with a performance analyst
and the way in which information gathered through PA informs the coaching process.
It is clear the use of sport science support and PA in particular is evolving and with an
increasing number of analysts employed by soccer clubs, PA appears to have become
a critical part of the support system for coaches. Yet, the interpersonal nature of PA
and the complexities of the environment in which PA takes place mean that this should
be better understood if PA is to be used more effectively by coaches. Without such
contextualisation of PA, a one size fits all approach could be adopted failing to tailor
the forms of PA carried out to the players, coach, and club in which it takes place. This
would mean that although PA has become increasingly used, there is the chance of
the objectification of players by their coaches who may begin to see their players
increasingly by their physical, technical, and tactical outputs, and this could result in

the inappropriate, and less effective use of data (Denison, 2010; Gearity & Mills, 2013;

67



Jones et al., 2016).

Accordingly, the aims of the current research are to investigate the use of PA by soccer
coaches within their coaching practice, identifying not only the challenges faced when
a coach uses PA but also the opportunities for coaches to embed PA with their roles.
In attempting to ascertain the pre-match, match-day, and post-match use of PA this
research will aim to create a number of applied recommendations for coaches wishing

to use PA.
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Chapter three

General Methods
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3.1 Introduction

The focus of this chapter is to present and analytically appraise the research methods
used throughout this thesis. The chapter does not purport to be a method section for
each of the three stand-alone empirical studies which make up the structure of the
thesis, such detail is provided within the relevant chapters. Instead, this chapter offers
an introduction to, and critical analysis of the core theoretical framework utilised. As a
result, the aim of this chapter is to present and examine the rationale for the theoretical

framework adopted within this thesis.

3.2 Theoretical framework

Outlining the general philosophical approach which underlies this thesis can only be
done with an appreciation of what ontology and epistemology are and the
philosophical approach that was adopted. Historically, sports science and PA research
have adopted a positivist perspective seeking to find one objective truth.
Consequently, reductionism, which is a key component of the positivist paradigm, has
been used as a philosophical approach within sport to recognise the functioning of the
whole, from an analysis of the individual parts (Brustad, 1997). As such, reductionism
has been used within research to view human behaviour as quantifiable and therefore
measurable, which results from a specific source or trigger, and is subsequently
predictable and controllable (Smith, 1989). Within PA, research using a reductionist
approach has historically focused on establishing the relationship between specific
performance variables and outcomes (e.g., Hughes & Bartlett, 2002). This was
perhaps in part due to the nature of PA breaking sporting performance down into
variables and research seeking to establish and evidence links between such

variables and performance outcomes. However, sport is a social phenomenon in
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which individuals in roles such as managers, coaches, players, and performance
analysts can be affected by individuals such as parents, budget-holders and decision-
makers, and whose behaviour cannot be understood through a simple cause and
effect approach as illustrated in the positivist approach (Jones, 2015). For example,
previous research in the area (Martin et al., 2018) has concluded almost 50% of
coaches used PA. However, by adopting the positivist approach Martin et al. (2018)
failed to acknowledge the individual contexts in which the coaches operate.
Subsequently, this suggests they might have missed the influence of factors such as
interpersonal relationships, facilities, historical experiences, budgets, and personnel
(analysts, senior coaches, budget holders at clubs) on the individual coach’s
engagement with PA and so this thesis sought a more appropriate alternative better
accounting for such complex/social phenomena. Therefore, a paradigm that
acknowledges a more complex individual relationship between ontology and
epistemology is more appropriate for this research. Such an approach acknowledged
the subjective, organic process of PA and the relationships more adequately, than a
positivist approach, between the individuals involved, such as coach, analyst, and
player. As a result, this thesis was conducted from an interpretivist viewpoint as the
research was focussed on investigating the experiences of the participants and their
practices in the soccer clubs within which they operated as coaches, players, and
performance analysts. This thereby allowed investigations to focus on the way
individuals made sense of their every-day experiences and actions in light of the
environments and contexts in which they work (Bryman, 2012; Coe, 2012).

Interpretivism is characterised by a subjective ontology where knowledge is
understood to be socially constructed and interpretivist methodologies are focussed

on the individual participant and their personal experiences (Smith, 2010). This thesis

71



recognises the role of the researcher in interpretivism is to decode and decipher the
interpretations and explanations of participants and present the findings as an
‘objective’ reality to the degree that an individual participant will process and label a
specific experience as objective (Sciarra, 1999). As such, the use of interpretivism in
this thesis enabled a process of inquiry and analysis of the methods and practices of
those working in sport and using PA. Interpretivism enabled greater focus on the
context (including, for this thesis, aspects such as the club and participation level of
players, coaches, and analysts) in which the participants operated and allowed
detailed scrutiny of their own personal experiences and knowledge to take place. This
is because the interpretivist approach considers reality to be a representation of the
individual perspective of the participant and focuses on the way in which the research
participant makes sense of their subjective reality and attaches meaning to it (Weber,
1968). Consequently, the interpretivist approach highlights that a process of
construction of social reality occurs on physical things that exist independent of each
individual self (Smith, 2010). Therefore, the adoption of an interpretivist approach
allowed each participant within the three empirical studies of this thesis to discuss their
own personal experiences, and for this to be seen in the light of their own context,
experience, and knowledge. This was important given the aims of the thesis are
focused on appraising the way in which PA is used within specific coaching contexts
by individual coaches, performance analysts and players. Similarly, the importance of
using an interpretivist approach lies in the trend for research in PA to focus on
analysing performance in a reductionist manner and as such observe performance as
a collection of individual performance indicators (Pls) without acknowledging the
influence of social construction and individual context on such measures of

performance (Malone et al., 2018).
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The interpretivist approach to research is a part of the constructivist paradigm.
Constructivist research acknowledges that every participant involved in research has
their own point of view, established as a result of the experiences, knowledge, and
opinions the individual has and as such the aim of constructivist research is to identify
a contextualised meaning to the research participant’s separate points of view (Jones,
2014). The approach adopted for this thesis therefore recognised the unique nature of
the environments in which all the participants in the three studies were operating and
sought to identify meaning in the findings according to the context in which the
participant was working. Consequently, given the role of the researcher in
constructivist research is to offer an impression of the world as the participant in the
research views it (Ratner, 2008), my role within this research was to present the
participants (coaches, analysts, and players) and their interpretation of their personal
reality in relation to the use of PA in soccer. It is important, however, to acknowledge
my own role in data collection and analysis was as an active participant, interpreting
and finding meaning in the participants’ responses. Therefore, findings within this
thesis were established through a rigorous process of inquiry and analysis that
recognised the context in which the participants worked. In addition, it was important
to recognise my own role as a researcher, and the way in which | interpreted the social
phenomenon of PA from the perspective of the embedded participants.

The nature of interpretivism and the focus on contextualisation of findings, as well as
the development of meaning through shared interactions, required a qualitative
approach within this thesis to allow the interpretation rather than simply the
‘measurement’ of findings (Waterfield & Johnson, 2004; Weber, 2004). Within
gualitative data collection and analysis, the primary instrument is the researcher

(Lincoln & Guba, 1985) and the pattern of research usually follows three clear stages:
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stage one, data collection; stage two, data interpretation/analysis; and stage three,
development of a theory/model from the findings (Gratton & Jones, 2010). In this
research the adoption of qualitative research method allowed a relationship to be
formed between the participants and myself as the researcher, as well as enabling
information about the applied world of PA to be gathered (Smith, 2010). Therefore,
this thesis is a product of applied data collection and analysis which has led to the
production of several practical applied recommendations (Chapter seven) to support
the delivery of PA by coaches.

Three chapters in this thesis present empirical data; Chapter four examines the role
of performance analysts working in the EFL and National League highlighting the
responsibilities of an analyst pre-match, post-match and matchday. Chapter five
investigates the development of a contextualised, bespoke process of PA at half-time
and Chapter six scrutinises the use of PA as a tool used by coaches working in
academy soccer environments. In each empirical chapter, specific information on the
participants, the data collection and the data analysis procedure adopted is provided.
However, there are several common themes in the methods and procedures used

across the three empirical chapters which are detailed below.

3.3 Data collection

In Chapter four and six, semi-structured interviews were the main source of data
collection. This allowed a standard set of questions to form the basis of the interviews
whilst facilitating a flexible approach to data collection through the addition of probing
guestions in response to interviewees answers or the amendment of the order of
guestions in response to the participant’s replies (Jones, 2015). This allowed the

interviews to follow a comparable structure and ensure the same topics were
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discussed whilst allowing the interviewer flexibility to probe and explore topics
discussed in a less structured manner where necessary. Though semi-structured
interviews were the sole data collection method in Chapter four and six, in Chapter
five interviews formed a part of a case study. The case study is discussed in detail in
the method section of Chapter five and included a reflective thematic analysis of audio
recordings of half-time team talks as well as semi-structured interviews.

The interviews in Chapter four and Chapter six took place both face-to-face and over
the telephone, meanwhile the interviews in Chapter five, which formed a part of the
case study, all took place face-to-face. The nature of how the individual interviews
took place is detailed in each chapter. Within qualitative data collection, rich data is
gathered using strategies such as the use of well-structured interview guides, probing
interviewee answers, and careful active listening from the interviewer regarding both
what is said and unsaid (Fontana & Frey, 1994; Hermanowicz, 2002; Holstein &
Gubruim, 1995, Merton, Fiske, & Kendal, 1956; Rubin & Rubin, 2011). Strategies
within the data collection for this thesis to facilitate genuine conversation during
interviews over the phone and face-to-face included the use of an interview guide, a
concerted effort by the interviewer to establish a rapport with the interviewee through
‘small-talk’, reviewing the purpose of the interview (Glogowska et al., 2011) at the
outset of the conversation and the use of probing questions. Within both face-to-face
and phone interviews, responsiveness was displayed by techniques such as the
interviewer saying “okay” after answers, rephrasing the answers by stating such
phrases as “so if | understand correctly you are saying” and by linking the current
question to the previous questions (Garbarski, Schaeffer & Dykema, 2016). In
conjunction with these strategies, throughout the phone interviews the researcher,

where appropriate, offered a verbal responses e.g., backchannelling — “hmm”, “yes”
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to the interviewee’s replies throughout the interview (Drabble et al., 2016). This
allowed the lack of non-verbal cues, present in face-to-face interviews, to be
combated. There is a growing body of evidence that supports the use of telephone
interviews due to the logistical and financial convenience when interviewing
participants who are geographically disperse (Carr & Worth, 2001; Musselwhite et al.,
2007; Stephens, 2007). While conducting interviews over the phone has been viewed
as being inferior to face-to-face interviews (Novick, 2008; Rubin & Rubin, 2011),
several authors have argued that we need to change our perceptions of telephone
interviews (Cachia & Milward, 2011; Holt, 2010). Holt (2010) states “there is no need
to consider the use of telephones for narrative interviewing as a ‘second-best’ option:
indeed, there may be sound, ideological, methodological, and practical reasons why it
may be a more favourable mode than the often ‘default mode’ of face-to-face
interviewing” (p. 120). Within the Chapters 4 and 6 phone interviews were used
alongside face-to-face interviews due to the geographically dispersed participants
(Holt, 2010) and the availability of participants working in elite sport meaning a
convenient time and location for face-to-face interviews was difficult to arrange.

Participants carried out member checks (Lincoln & Guba, 1985) / member validation
(Gratton & Jones, 2010) on their interview transcripts and then after data analysis on
the emerging findings. This allowed each participant to check the interview transcripts
as being a true reflection of the interview and comment and / or correct the transcript.
Although the value of member checks in terms of enhancing the quality of qualitative
research has been questioned (e.g., Barbour, 2001), their use has been deemed
important for gaining participant authorisation for using quotations within the

presentation of findings (Thomas, 2017).
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3.4 Data analysis

The qualitative data was analysed using reflective thematic analysis. Thematic
analysis is a cluster of methods that centre on recognising and classifying patterns of
meaning across a dataset (Braun & Clarke, 2021). As such, thematic analysis is an
umbrella term of a collection of processes used to analyse qualitative data with
different procedures and philosophies underpinning each method. Reflective thematic
analysis is classified as being “theoretically flexible” and appropriate for the analysis
of datasets focusing on people’s experiences, views, and perceptions (Braun &
Clarke, 2019) such as those collected within this thesis. Reflective thematic analysis
was carried out with the qualitative data within this thesis in an inductive manner,
meaning the coding and theme development was directed by the content of the data
(Braun & Clarke, 2021). The six stages of analysis developed by Braun and Clarke
(2019) were used and although these phases are described sequentially below, the
analysis was carried out in a recursive way which allowed some movement back and
forwards between the different phases (Braun & Clarke, 2021) in a process of checking
and rechecking themes and codes within the datasets associated with each empirical
chapter in this thesis.

Directly after each interview and half-time recording (which formed part of the data
collection in Chapter five), a post-contact recording sheet was completed to document
immediate reflections and analysis of the interview and half-time recording. After this
initial stage of reflection, the first phase of thematic analysis began (Braun & Clarke,
2019). The interviews and half-time team talks were transcribed verbatim, including all
verbal utterances e.g., coughs, pauses, sighs. This led to the transcripts maintaining
a ‘true’ reflection of the account given by the participant during the interview and during

the half-time team talk (Braun & Clarke, 2019). The second stage involved generating
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initial codes from the interview transcripts and half-time team talk transcripts. All
transcripts (interviews and half-time team talks) were coded line-by-line for as many
potential themes and patterns as possible and these were then sorted into latent
themes that identified rudimentary assumptions, thoughts, beliefs, and concepts
present in the interviews and half-time team talks (Braun & Clarke, 2019) in stage
three of the thematic analysis process. In stage four of the data analysis, the latent
themes were re-examined and reconsidered, and each was defined and given a title
in stage five. Finally, in stage six, concise, coherent, and logical examples were
selected from the coded transcripts to provide sufficient evidence of the themes within
the data (Braun & Clarke, 2019).

Trustworthiness of the data analysis process was ensured by various means including
member validation, researcher reflexivity, and the preservation of an audit trail of the
data collection/analysis process (Gratton & Jones, 2010). As such, research
participants were provided with copies of their interview transcripts / half-time team
talks, as well as information on the themes that were identified. The research
participants were then afforded the opportunity to critically comment on the themes
and findings in relation to their experiences. Throughout the data analysis for this
thesis member validation did not lead to any changes in themes / findings. Meanwhile
a thorough audit trail of the process of analysis was kept and during the process of
data collection and analysis | maintained an awareness of the active role | played. This
allowed me to critically reflect on my own role in order to maintain an awareness of
how my active role may influence the analysis process.

This chapter has provided a rationale for the theoretical framework that was used
within this thesis. In doing so, the relationship between the theoretical framework and

data collection and analysis method for each of the three studies has been highlighted.
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It is argued that the theoretical framework and methods outlined in this chapter allow
the following research aims to be explored and critically analysed.

e Aim One - To scrutinise the application of PA across the three phases
associated with match-play (pre-match, match-day, post-match) within the EFL,
National League and soccer academy environments.

e Aim Two - To examine the opportunities and challenges to introducing PA into
soccer coaching practice.

e Aim Three - To investigate the way coaching practice may change with access
to PA.

e Aim Four - To develop a number of applied recommendations for coaches to
embed PA within their practice.

The next chapter will be the first empirical study and will examine the responsibilities
of an analyst pre-match, post-match and on a matchday, critically analysing the way

PA is used in the EFL and National League.
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Chapter Four

The role of the coach in PA: the view of the analyst
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4.1 Introduction

The use of PA in soccer is well documented (Carling et al., 2014; Groom et al., 2011;
MacKenzie & Cushion, 2013; Rein & Memmert, 2016) and includes the provision of
immediate feedback on performances, the compilation of databases as well as the
evaluation of performance to identify areas of improvement which could offer
additional insight to the coach beyond their observations (Butterworth, O’'Donoghue,
& Cropley, 2013; Jones, 2006; Liebermann et al., 2002; Magwa, 2015; Wright et al.,
2013). As such, coaches increasingly engage with PA in the hope of finding
“‘information that adds to what they can see for themselves” (Bartlett, 2001, p.125).
This has resulted in soccer coaches using data gathered through notational analysis,
video feedback, computerised modelling of sport and motion analyses (Carling et al.,
2005; Groom et al., 2011; Harvey et al., 2016; McKenna et al., 2018) to support their
planning and decision-making. In support of such performance development, an
analyst can find their responsibilities ranging across the training and match day
schedule of a coach. However, the focus of an analyst’s work is generally match-based
evaluation and preparation (Carling et al., 2005; Groom et al., 2011; Harvey et al.,

2016; O’Donoghue, 2006; Wright et al., 2012).

Despite the increasing use of data and video over the last 10 years in soccer (Baerg,
2017; Rein & Memmert, 2016) and the growing number of analysts employed, the
relationship between coach and analyst has garnered only limited research attention.
This is despite the regular calls, over the last 5 years, requesting more applied
research on how PA is used by coaches and the role analysis plays in sport (Barker-
Ruchi et al., 2021; Booroff et al., 2016; Martin et al., 2018; Luczak et al., 2020).
Historically, research has instead sought to establish the relationship between specific

performance variables and outcomes (e.g., Hughes & Bartlett, 2002), an approach
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which has been critiqued for commonly overlooking the abundant contextual factors
which may also have an impact on performance (Mesquita et al., 2013). There have
been attempts to investigate the use of PA by coaches and several models outlining
the nature of PA have been developed (Franks, 1997; Lames & McGarry, 2007;
Mayes, 2009; O’Donoghue, 2006). Such models of PA aim to identify the
interconnected components of PA and propose a schematic of the process which
conveys how PA takes place (Franks, 1997; Lames & McGarry, 2007; Mayes, 2009;
O’Donoghue, 2006). Such models have, however, been criticised for attempting to
present PA as possessing a “magical quality” (Martin et al., 2021 p.846) where the
role of the analyst is somehow separated from PA and for failing to capture the
unpredictable and changing nature of sporting performance (Groom et al., 2011;
Mackenzie & Cushion, 2013). Yet, the complexity of the relationship between coach
and analyst has received little attention despite the lack of integration of an analyst
into an interdisciplinary team potentially leading to localised analysis (Bourne, 2012;

Davenport & Harris, 2007; Madeiros, 2014).

The use of PA by coaches has been identified as being frequently political in nature
(Bampouras et al., 2012; Booroof et al., 2016; Groom et al., 2011; Huggan et al.,
2015). For example, PA can be used to reinforce a coach’s opinion regarding players
or tactics as well as being used to strengthen their role within an organisation
(Bampouras et al., 2012). However, studies investigating the applied use of PA by
coaches have frequently used small scale case studies investigating the use of PA by
a single coach (Bampouras et al., 2012; Booroof et al., 2016). Meanwhile, research
into the different forms of PA used by coaches has tended to use questionnaires (see
for example Wright et al., 2013) or interviews with coaches or players to investigate

their engagement with PA (see for example Gleeson & Kelly, 2021; Jones, 2018) or
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focused on a single team within a club (see for example Reeves & Roberts, 2013).
However, obtaining qualitative information about the nature of PA in relation to the
coaching process from the perspective of the analyst could further inform coaches’
and analysts’ understanding of the complex process of PA and identify how the
findings from analysis are generated and used to inform coaching practice. Such
research would build on previous studies which have explored the experiences of
analysts in sport (Bateman & Jones, 2019; Huggan et al., 2015; McKenna et al., 2018;
Thompson et al., 2015). Consequently, the aims of this study were to investigate, from
the perspective of the analyst, the role of the coach in PA and to examine the applied

use of PA in soccer. This will include scrutiny of the following themes:

1. The coach and performance analyst’s relationship

2. The individuals involved in PA

3. The way findings from PA are transferred to interested parties from the
analyst.

4. The responsibilities of a performance analyst when working in soccer

4.2 Method

Participants and setting

The participants were recruited using convenience and snowball sampling. Recruiting
participants from professional soccer environments is known to be difficult (Kelly &
Waddington, 2006). However, through personal previous coaching and PA roles in
soccer it was possible to access multiple performance analysts to participate in this

research. The firstinterviewees were recruited from personal contacts which stemmed
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from my previous employment as the first team performance analyst at several clubs
in the National League and EFL. Potential participants were invited to participate in
the study via email and six male full-time performance analysts working within the EFL
(n = 4) and National League (n = 2) agreed to participate in the study. Performance
analysts who were interviewed first were then asked to recommend other analysts
they thought would be interested in participating and a further two analysts were
recruited (both worked in the EFL). The selection criteria involved a) participants
working full-time as the lead performance analyst in their club, b) participants having
been employed in their current role for a minimum of 12 months and c) participants
currently working at a club in either the EFL or National League. The participants were
aged 23-29 years and had an average of four years’ experience (range = 2.0-8.5

years) working full-time as a performance analyst in soccer clubs (Table 4.1).

Data collection

Whilst there is more quantitative knowledge about PA, there is only limited qualitative
knowledge which had the potential to be obtained through the interviews. As such,
semi-structured interviews were used to allow the individual stories of the performance
analysts to be explored and investigated in detail. This enabled the investigation of PA
from a more subjective point of view of the performance analyst, allowing their
individual experiences and opinions to be explored with an organised yet flexible
approach.

Institutional ethics approval® was obtained (REF: 16**/20/CM/SES, Appendix 1), and

all performance analysts provided informed consent. Before the interviews took place,

1 Ethical approval was initially granted by University of Bolton ethics committee and subsequently approved by
the University of Chester, Faculty of Medicine, Dentistry and Life Sciences Research Ethics Committee. FREC
reference number FREC reference: 16**/20/CM/SES.
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pilot interviews were conducted with two performance analysts working outside of the
EFL and National League to determine if the interview schedule was appropriate. No
edits were made to the interview schedule; however, the transcripts were not included

in the study as the analysts did not meet the inclusion criteria.

Table 4.1 Participant information

Pseudonym Experience  Type of EFL /
in PA interview National
League
Analyst one 25 Senior 6 years Face-to- EFL
Performance face
Analyst
Analyst two 24 Head of PA 3 years Phone EFL
Analyst 24 Lead 3 years Face-to- EFL
three Performance face
Analyst
Analyst 23 Lead 2 years Phone National
four Performance League
Analyst
Analyst five 27 Head of PA 2 years Face-to- EFL
face
Analyst six 25 Head of PA 4 years Phone National
League
Analyst 29 Lead 8.5 years Phone EFL
seven Performance
Analyst
Analyst 27 Lead Video 5 years Phone EFL
eight Analyst

The interviews were all conducted either over the telephone or in person (Table 4.1).
Phone interviews were used due to the geographically dispersed participants (Holt,
2010) and the availability of participants working in elite sport meaning a convenient
time and location for face-to-face interviews was difficult to arrange. Care was taken
during the interviews to ensure that the data gathered using both telephone and face-

to-face interviews was comparable. For further information on the use of interviews as
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a data collection tool see Chapter three — General Methods. The interviews all took

place from January to March 2017 during the 2016/2017 English soccer season.

Interview guide

A semi-structured interview guide (Appendix 2) was developed and used as a
framework to form the basis of the interview, though clarification and elaboration
probes, prompts and new questions were used (Patton, 2002) to respond to the
interviewee and explore answers as necessary. Questions were included at the start
of the interview to build a rapport and encourage interaction between participant and
interviewer (e.g., ‘How was your last game?’). Open-ended questions were used to
introduce topics (e.g., What methods of PA do you use in your current role?) and then
more specific questions were asked to gain detailed examples of processes,
procedures, and interactions (e.g., ‘What specific things do you choose to show your
players in match preparation?’).

After the opening questions focused on building a rapport and gaining demographic
information of the participants (e.g., age, qualifications, experience in PA), the
guestions focused on four specific areas:

() Pre-match use of PA.

(i) Half-time use of PA.

(iif) Post-match use of PA.

(iv) Opportunities and barriers to the process of PA.

The semi-structured interviews lasted an average of 56 minutes (range = 51-72

minutes).
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Data analysis

A six-stage process of inductive reflective thematic analysis (Braun & Clarke, 2019)
was used to analyse the data gathered through the interviews as discussed in more
detail in Chapter three. The data analysis revealed two higher-order categories (Flying
solo / coach control) and four themes classified as lower-order (identifying indicators /

PA pragmatism / analysis ingredients / autocratic presentations).

4.3 Results

The first higher-order theme, flying solo, highlights the aspects of PA led by the analyst
and the second higher-order, coach control, scrutinises the way in which the coach
leads the player-facing aspects of PA. A framework of higher and lower-order themes

is shown in Figure 4.1.

Identifying indicators
Flying solo PA pragmatism
Process of PA in the
English Football Analysis ingredients
League \I

Coach control Autocratic Presentations

———— e—— ——)

Figure 4.1. Framework comprising two higher-order themes and four lower-order

themes associated with the process of PA in the EFL and National League.
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Flying solo

Identifying indicators

The identifying indicators theme highlights that coaches were perceived to lack
involvement in the identification of the Pls used in PA, emphasising the limited
collaboration between coach and analyst in developing the way in which analysis often
takes place. This was despite the analysts believing the coaches had a desire to lead
other aspects of PA (e.g., directing the content of post-match video feedback for
players). It was felt that coaches would frequently pick and choose when and where
they worked with an analyst and how they engaged in PA. Limited input was given by
the coach regarding what constituted a Pl and the development of the definitions of
Pls was commonly carried out by the performance analysts. Analyst eight argued, “It
is the same every week, obviously | decide what constitutes a chance and things like
that but yeah it's systematic. | just have set things that | key... generally speaking, it
is the same every time”. The lack of coordination between analyst eight and the coach
on the Pls to be recorded during a match reflects that the performance analyst may
be seen as only a data collector by the coach but also reveals analyst eight was often
required to use tactical knowledge to decide the key factors of performance to be
tracked. This reiterates previous research that has highlighted that analysts may
experience difficulty when establishing an analysis system because of the actions and
knowledge of coaches (McKenna et al., 2018). The lack of coordination between
analyst eight and the coach on the Pls to be recorded could have been due to the
expectation from the coach that the performance analyst already knew, for example,
how a change in possession should be classified. However, without clearly agreed
definitions between the coach and analyst misunderstanding is possible (O’Donoghue,

2010). Such a lack of cooperation between coach and analyst emphasises the need
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for analysts to have applied knowledge of the sporting environment in which they are
employed (Huggan et al., 2015). However, even if an analyst has applied knowledge,
a lack of coordination between coach and analyst may still appear foolhardy. This is
particularly relevant given the recent advance in the use of data in sport (Baerg, 2017;
Rein & Memmert, 2016), which means a coach could access more data than ever
before, yet without a strong working relationship between coach and analyst, data may
be captured by the analyst but not inform the decision making of the coach. Like
analyst eight, analyst seven stated that he live-coded matches and this was dependent
on what he saw during a match. Analyst seven said, “Whilst the game is going on, |
would code what | would call key level stuff and then post-match | do each player’s
clips and they get uploaded after the game... yeah, see it log it”. The notion of seeing
an action take place during a match and then live-coding it reinforces that the live-
coding process may not have been pre-agreed by coach and analyst. The opinions
discussed by analyst eight and analyst seven reflect similar views expressed by all the
participants and contrast with previous research from Bampouras et al. (2012, p. 479)
which highlighted the analyst as a “hired hand” operating under the guidance of, and
in response to, the direction of the coach. Instead, the lack of coordination between
coach and analyst in identifying Pls could be seen as an example of how the analyst
may become isolated and/or experience vulnerability (Huggan et al., 2015) if they fail
to build a close relationship and trust with a coach (McKeena et al., 2018). A very
similar process of live coding to analyst eight was highlighted by analyst six who
emphasised the choice of what to code was made by him:

| usually live code on match days and the intern films... The intern films in the

upper gantry so he films the wide angle, then I get the feed from the broadcast

TV footage, and just go from that, just link up the footage if you know what |

89



mean. [I code] just general play and general incidents basically. [What to code

is] just left to me.
The lack of agreed PlIs and definitions between coach and analyst could lead to the
coach being provided with misguided or irrelevant data based upon the differing
interpretation of the subjective Pls being used to gather insight. The regular lack of
collaboration also emphasises that the isolated work of sport scientists could lead to
segregated analytics and a lack of applied impact from data collection and analysis
(Bourne, 2012; Davenport & Harris, 2007; Madeiros, 2014).
The recurrent lack of input from the coach to the performance analyst to select Pls
and develop associated definitions was also mentioned by analyst two who stated the
live coding process during a match was driven by the performance analyst who acted
as a data collector. Analyst two stated, “I code as much as | can because you never
know what they might ask for [post-match], if you know what | mean.” As such, this
highlights the live coding analyst two completes during a match day is based on his
own knowledge and not clearly decided with the coach before a match. Consequently,
there could be confusion on subjective Pls such as ‘change in possession’ and ‘switch
in play’ that are more subjective. This is particularly important given the way in which
PA is used to inform a coach’s short-term planning (Martin et al., 2018) and the
increase in the use of data in sport (Baerg, 2017; Rein & Memmert, 2016). The process
carried out by performance analysts when coding a match includes the coding of
subjective and objective actions. Recording an action such as a ‘free kick’, ‘goal’ or
‘corner’ is objective by deferring the decision to the match officials. However,
subjective Pls such as ‘change in possession’ require a judgement to be made by the
analyst regarding whether a ‘change in possession’ is coded every time a player from

an opposing side touches the ball or when the ball is classed as being under control
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by a team. Subsequently, the lack of coordination between the coach and analyst
identified here in relation to identifying Pls appears to be symptomatic of a relationship
which is complex (Thompson et al., 2013).

The first sub-theme of the flying solo theme has identified the lack of involvement and
collaboration of the coach and analyst in the identification of Pls used to underpin PA
provision. Recognising that without the involvement of a coach in the development of
a live coding grid, PA findings may lack agreement between what the coach expects
to be live-coded and what will be live-coded by the analyst. This could impact on the
data used in PA and potentially the decisions made by the coach as they are based

upon information which has been gathered using definitions the coach is unaware of.

PA pragmatism

The theme PA pragmatism focusses on how a performance analyst adapts and
changes the aspects of PA that are presented to a coach to identify which forms of PA
the coach will engage in. The relationship between the performance analyst and coach
often started with a phase of trial-and-error, where the analyst provided multiple types
of PA to the coach before refining the components of analysis that were carried out
pending what was used by the coach. Analyst three stated, “At the start it was ‘this is
what you can have’ and now it has got to the stage where we [coach and performance
analyst] just, we know what we want as such ... There is no point in me sitting there
and doing something for 2 hours if | know it isn’t going to be used.” The explanation of
the performance analyst initially producing multiple different techniques of PA (such
as video analysis, statistical reports etc) can be attributed to the analyst wanting to
display the elements of PA to the coach in an attempt to identify which aspects of PA

the coach will use. This perhaps reinforces that one of the barriers to coaches using
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PA more is a lack of knowledge and the need for coaches to receive more training
regarding PA and how it can be used within the coaching process (Martin et al., 2018).
Meanwhile, performance analysts also need training on how to work with coaches
considering any social-political realities that may exist in the club in which they operate
(Huggan et al., 2015). Attending such training could allow an analyst to better
understand the key features of, and influences on, a coach, affording the analyst
insight and understanding of organisational life within a club and the factors that may
affect a coach and their use of PA / work with the analyst. Once the analyst had
identified the elements of PA that would be used by the coach, analyst three felt his
efforts were then focused on doing these tasks, reinforcing the importance of analysts
developing role clarity which guides the actions they carry out (McKenna et al., 2018).
Analyst seven highlighted how his role evolved as he worked with the coach as this
allowed him to identify the aspects of PA that were utilised by the coach: “I know what
the gaffer wants because | have been working with him a while”. As such, analyst
seven produced aspects of PA that he was aware the coach would engage in and use,
reducing the collection of redundant data and emphasising the way in which he had
developed the analysis he carried out to meet the contextual requirements of the club
in which he operated (Mesquita et al., 2013). Consequently, after a period of trial-and-
error, analysts may refine the PA they carry out to deliver only those aspects used by
the coach. Therefore, an analyst may manage their workload in accordance with the
forms of analysis used by a coach, reinforcing the importance of the time available to
analysts to carry out PA as a factor in the type of analysis conducted (Nicholls et al.,
2019). Similarly, analyst five emphasises the way the forms of PA he carried out had
developed dependent on what the coach engaged with, stating it had “sort of [been]

left up to me to create everything because before | came in there wasn’t an analyst,
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so everything I have done this season is something | have created. So, all the live stuff
| have done has been tweaked depending on what they are asking for.” The
performance analysts referred to the way in which they developed an understanding
of the aspects of PA that were used by the coach in terms of how analysis should be
carried out and in what format this should be presented to the coach. At the start of
the relationship the analyst would often provide the coach with different forms of
analysis to ascertain what the coach wished to use and when. This also allowed the
analyst to develop an understanding of the coach’s philosophy and experience and
how these impacted upon the use of analysis (Mooney et al., 2016).

The analysts frequently felt that the coaches’ focus would move quickly from a specific
match being reviewed, to planning and coordinating training sessions and opposition
analysis focused on a forthcoming match without ever having the time to fully engage
with the multifaceted analysis being completed outside of the pre-match, half-time,
post-match PA. This highlights the influence time has on a coach’s engagement with
PA (Martin et al., 2018) and suggests analysts must learn to act in a manner suitable
for the environment in which they are employed (Huggan et al., 2015). Consequently,
performance analysts may be said to expected to have sophisticated epistemological
beliefs as knowledge appears gained in-situ of the club in which they are based,
through a complex, gradual process which includes a reasoning process by the
learner.

Analyst three felt that the PA he provided developed over time, becoming increasingly
focused on the aspects of pre-match, half-time, post-match analysis that the coach
engaged in. Analyst three stated “sometimes [early in relationship with coach] | might
have thought we will try that [new form of analysis]... and they [coach] sort of go, oh

thatis good but that is it [there is no enthusiasm], | just won’t do it [new form of analysis]
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again. Trial-and-error.” Analyst three’s description of a process of PA where he has to
use trial-and-error to identify what elements of PA the coach wishes to engage in
portrays a process where subjective feedback from the coach is used to frame the
forms of PA that will be used to support performance development. In such a dynamic,
time pressured environment as competitive soccer the use of trial-and-error, to
understand what elements of PA a coach wants to engage with, could be said to be
an ineffective use of time. So, while coaches might often react with eagerness when
presented with a new form of PA, this enthusiasm might diminish over time meaning
analysts should be aware of which aspects of PA are being used by the coach and
focus their workload accordingly. Such an approach reiterates that there is no
accepted professional framework for PA (Hammond, 2018) and that PA is highly
context specific (Mesquitia et al., 2013). Additionally, analysts should be aware of the
coach’s philosophy, knowledge of PA and time they have available for PA as these
have been identified as barriers to a coach engaging in the PA process (Mooney et
al.,, 2015; Wright et al., 2012). However, if a performance analyst holds naive
epistemological beliefs that view information as absolute and as being provided by
authorities, an analyst may become engrained in only carrying out PA in a specific
manner (as guided by the coach), therefore new and innovative processes and
methods of analysis may not be used (or even proposed by the analyst to the coach)
despite their potential value. Similarly, if a coach has naive epistemological beliefs, it
is likely they will utilise elements of PA introduced to them by knowledgeable others
such as tutors on formal coach education courses. Therefore, as Entwistle and
Peterson (2004) highlight coaches may utilise reproductive learning activities based
on dualist epistemology within coach education activities and consequently will seek

reproduce the ‘right answers’ on how to use PA as informed by tutors. However, while
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coaches receive some training on PA within coaching awards (e.g., UEFA A licence),
more training might be warranted because it could allow a coach to work more
proactively with a performance analyst to gain greater clarity of the various elements
of PA available and how these can be utilised within the coach’s practice. Moreover,
if PA is to be used more effectively, then training coaches on how to use analysis
would potentially allow this from the start of the relationship. Such training could also
be used to mitigate the challenges acknowledged in identifying Pls encouraging earlier
development of a strong working relationship between coach and analyst where the
KPIs to track performance are agreed.

This theme has identified that a performance analyst may often be required to carry
out a trial-and-error stage of performance analysis when they first work with a coach
to identify what aspects of PA to engage in. Once this phase of trial-and-error is over,
a performance analyst will then frequently refine their workload to carry out aspects of
PA that are used by the coach. Consequently, analysts might not be providing the
most pertinent feedback possible without the direct guidance of the coach at the outset
or using the most innovative forms of PA as their relationship with a coach develops.
This therefore places an increased emphasis on the analyst and coach developing an
early working relationship and holding sophisticated epistemological beliefs, if a coach
is to use PA to support their individual coaching practice in an appropriate manner for

the context in which the work.

Analysis ingredients
This theme identifies that a performance analyst is often required to make decisions
regarding how and what specific performance data was collected. Previous research

has emphasised that the disengagement of a coach with PA may be due to a lack of
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knowledge, education, or time available to work with an analyst (Brink et al., 2018;
Leveaux, 2017; Martin et al., 2018; Mooney et al., 2015; Rosandich, 2008). However,
this theme highlights that a lack of interest may also play a role in a coach failing to
proactively engage in different aspects of PA. Both analyst one and analyst six
highlighted the lack of engagement of their coaches concerning how PA was carried
out. Analyst one and analyst six argued their roles were not integrated with coaching
staff. They both referred to their coaches as not being that ‘into it’ with regards to their
engagement in PA. For example, analyst one stated that:
He [lead coach] isn’t into it [PA] and | don’t think he’s, | don’t think he knows
what it all [PA] entails [Pause] | think if | had sat down with him, he might have
seen it as a regular occurrence and thought | need to show them [Players]...
It's just obviously dependent on what he is thinking. He might be thinking ‘I've
been in this position before and | got out of it". Erm yeah. | think the onus is on
him to sit down and say, ‘what do you think about this’?
Consequently, analyst one believed the coach should take the initiative and start
engaging with PA by working more closely with him to underpin the coach’s practice
and aid performance development. Such reflections emphasise the complexity of the
role of the analyst (Thompson et al.,, 2013) and the vulnerability that may be
experienced by an analyst within an elite soccer environment (Huggan et al., 2015;
McKenna et al., 2018). Similarly, analyst six focused on the negative attitude of his
coach in developing the role of the performance analyst: “He’s [coach] not really much
into it [PA], so | just use what | have got already... he’s got to buy in to it. There’s got
to be a point where he’s got to start because that’s the way the game’s going”. This
appears to support research emphasising that a barrier to coaches engaging with sport

science can be staff “buy-in” which limits the amount of time and attention a coach will
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give a support service such as PA (Fullager et al., 2019; Malone et al., 2018). This
lack of interest may be due to a lack of knowledge on how to use PA and embed it
within their practice (Martin et al., 2018; Mooney et al., 2015) and highlights that
coaches may even lack an interest in using PA in their role. Analyst six proposed that
because his coach did not engage with PA, he did not work to encourage the coach
to use PA more and show him what he felt was the full potential of PA.

Analyst six felt frustrated that he did not experience a working environment that was
utilising PA effectively, highlighting a disconnect in the way the coach engaged in PA.
Such a divide has previously been associated with novice coaches (Butterworth et al.,
2012; Martin et al., 2018); however, analyst six emphasises the same challenge may
be seen with more experienced and qualified coaches. Therefore, although PA is
becoming increasingly common in soccer, not all coaches value the development of a
strong working relationship with an analyst or are aware of the way in which analysis
may be used by a coach (Martin et al., 2018; Mooney et al., 2015; Wright et al, 2012).
As such, a paradoxical situation exists within some clubs as PA becomes omnipresent
with an increasing number of performance analysts employed, yet some coaches
appear sceptical about engaging with analysis and analysts. This further emphasises
the need for analysts to understand the organisation in which they are operating and
the social-political context of the club in which they work that may impact on the
coaches at the club (Huggan et al., 2015; McKenna et al., 2018; Thompson et al.,
2015). The use (or lack of use) of PA by a coach may be seen to be a representation
of the coaches epistemological belief and as such as symptom of their experience
level with analysis. A coach disinterested in engaging with PA may poses as naive
epistemological belief and therefore understand that knowledge resides within a

coach, and success or failure is determined by palpable results which are a direct
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result of decisions and actions of a coach. Therefore, PA is seen by the coach as a
resource that (if it is used at all) is done so to support the coach’s naive/dualist
epistemological view and is used as evidence to reinforce their options/actions.

Analyst five identified that he developed the process of collecting data for PA at his
club and established the way his role was structured, potentially highlighting a lack of
interest, knowledge, skill to available time from the coach he worked with to develop
the way in which PA was completed. He stated that “It has been a bit of a process erm
| suppose he [lead coach] sort of left me to create it because there wasn’t anything
beforehand”. As such, analyst five was required to decide pre-match what elements
of match play would be filmed and live-coded, alongside developing the definitions for
the elements of performance that would be tracked and the amount of time that would
be attached to each action (i.e., how long before and after each individual action would
be recorded for analysis). Analyst five was also responsible for deciding such aspects
of PA as the position of the cameras on a match day. This contrasts with previous
research that has highlighted the analyst may be seen operating under the guidance
of the coach (Bampouras et al., 2012), emphasising the analyst may still be required
to make significant decisions as to how data and video will be gathered. This reinforces
there is no accepted framework for the professional practice of performance analysts
(Hammond, 2018). The frequent lack of involvement or “buy-in” of the coach in this
process may be due to several reasons, including a lack of knowledge, skill, interest
or even time available to work with the analyst on a one-to-one basis (Fullagar et al.,
2019; Leveaux, 2017; Malone et al., 2018; Martin et al., 2018; Mooney et al., 2015;
Rosandich, 2008, Wright et al., 2012). Such explanations have previously been cited
as reasons for coaches not utilising sport science to support their role. Brink et al.

(2018, p. 150) stated perceived barriers for professional soccer coaches not using
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sport science included ‘conservatism in clubs, lack of money, lack of specific [soccer]
knowledge of scientists, poor applicability of sports science in practice, and lack of
time’.

Whilst the coach may not be expected to be involved in the data gathering of PA, it
could be anticipated that they may want to have input on the elements of match play
that should be filmed and live coded to capture aspects they want to focus on.
Similarly, if the coach has an active involvement in the focus of PA, it could facilitate
more effective capture of what they require and what the coach’s interpretation of
subjective measures of performance are. As such, it is important to begin to
understand an environment where a coach is reticent to work with an analyst and
understand PA.

This theme has examined the role of performance analysts in soccer, revealing that
the role of the performance analyst often involves decisions about how data and video
will be collected and highlights that performance analysts may be required to develop
the methods and process of data collection without significant input from the coach. A
lack of coordination between coach and analyst in deciding how data and video will
be collected may be a result of the coach lacking interest or understanding in PA. In
contrast, the coach may have the knowledge and interest in PA but the complexities
of the role of the coach in high performance environments may affect the time they

have available to work closely with an analyst.

Coach Control
Autocratic presentations
Despite performance analysts often formulating the way data was collected via trial-

and-error, coaches frequently directed how the findings of PA were used. This
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highlights coaches may engage with PA on a sliding scale from coach-controlled to
analyst-controlled, pending which aspect of PA is being carried out and / or when in
the relationship the analysis is carried out. The analysts felt the coaches they worked
with directed how the findings of PA would be used particularly when data and video
were shared with players. As such, analysts acted as the video editor who compiled
the pre-match and post-match presentations for the coaches to use with players, with
emphasis on highlighting the strengths and weaknesses of performances (Loo et al.,
2020).

Analyst eight recognised that the opposition analysis was solely focused on guidance
from the coach, whilst he edited the video and compiled the presentation for the coach:
“I just download [from a database of matches available to all clubs in league] the past
two or three games from who we are playing next and just clip it into, just like you do
with your own games, clip it into particular instances that the [coach] wants to see”.
Consequently, the performance analyst often has limited input regarding the content
of the pre-match video and presentations, instead just compiling the specific
example(s) the coach wants to see, reinforcing the coach-controlled context of pre-
match analysis (Martin et al., 2018; Nicholls et al., 2019; Wright et al., 2012) and
echoes the use of PA as a tool to reinforce the coach’s naive epistemological beliefs.
This offers an insight into the importance of the coach-analyst relationship, signifying
the need for coach and analyst to work more collaboratively. Such collaboration could
enable more effective communication from coach to analyst of the content of the PA
to be presented to players (Bateman & Jones, 2019). Analyst three also received a list
of aspects of play to be included in a presentation and would then “put together a
video” for pre-match team meetings. He went on to say that “sometimes you will have

some best practice at the end of the last game, [that] we have done well, sometimes
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it is [all] the opposition, so the video itself can last from 6 minutes to 11”. Similarly, the
structured approach to performance review in the post-match phase of the coaching
process again often involved the performance analyst responding to the coaches’
needs and compiling videos and presentations under their instruction (Nicholls et al.,
2019; Wright et al., 2013). Analyst three emphasised the structured approach used
with the coach he worked with:
After the game they [coach and assistant coach] both have their own
MacBook’s, they will take them home with them then on Sunday, they will watch
it [the full match] back, | will watch it back Sunday morning and then sort of you
are going to get a phone call at some stage during the day. They [coach and
assistant coach] will speak to each other and then if there is anything that they
might want [to show players] we can make sure we have that.
The active role of a coach leading post-match analysis demonstrates the importance
reviewing match footage can have on forward planning for training and matches by
coaches and players (Martin et al.,, 2018; Reeves & Roberts, 2013). Post-match
meetings regularly formed a part of the performance review, with the video or
presentation content of these meetings formulated in a similar way to pre-match
presentations, under the guidance of the coach (Nicholls et al., 2019; Wright et al.,
2013). Analyst seven compiled the post-match presentation after guidance from the
coach regarding the content of the presentation, the coach and assistant coach would
then approve the presentation once it had been compiled. Analyst seven commented
that the coach “will watch the game back and let me know if there is anything they
want [included in post-match presentation], they will let me know. Once I've done the
clips, just before the meeting the [coach] will have a quick check, so he knows what

he is about to present”. Likewise, analyst two stated that the process of performance
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review and content for the post-match review meeting was led by the coach, whilst he
searched for the specific footage requested by the coach and compiled the
presentation (Nicholls et al., 2019; Wright et al., 2013). Analyst two said:
Well, I have already clipped it during the game so by Saturday evening, Sunday
morning the player clips are up, we have a thing where the players have a log
in and by Sunday morning [at the] latest the player clips are up. [Pause] And
usually Sunday afternoon, the gaffer [lead coach], ready for the Monday, will
message me and ask me to clip certain things to he wants to show the players
[in post-match presentation] on Monday.
Subsequently, it appears individual coaches engage with their performance analyst on
a sliding scale dependent on what aspect of the analyst’s role is being carried out. As
such, a performance analyst may play a marginalised role in the development of
players (Bateman & Jones, 2019; Huggan et al., 2015; McKenna et al., 2018;
Thompson et al., 2015) given the analyst operates under the instruction of a coach
with regards to the compilation of pre- and post-match presentations (Bampouras et
al., 2012), and often uses only limited amount of their expertise and capability. Such
use of PA may be reflective of if a coach has a naive or sophisticated epistemological
belief. If a coach and analysts epistemological belief clash this may lead to cognitive
dissonance which can result in detrimental performance (Hallet, 2010). For example
a coach may have a naive epistemological belief and utilise video analysis to support
their instruction as evidence to highlight a players success or failure. Diversly, if an
analyst believes video should be used to support reflective conversations between the
analyst/coach/player in order to lead to a trusting relationship being built between
analyst, coach and player, their epistemological belief is likely sophisticated. If the

epistemological belief of coach, player and analyst are similar it may reduce the
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possibility of mixed messages being presented by staff to players which could
detrimentally affect the team dynamics (Carron & Hausenblas, 1998).
Performance review at half-time frequently involved the performance analyst reacting
to the coaches’ need to show players specific aspects of their performance. The
process of using video feedback at half-time was often sporadic and instigated by the
coaches who liaised with the performance analyst during the match, usually via a radio
transceiver, reinforcing the inconsistent use of PA at half-time (Martin et al., 2018).
Analyst four described a process where, during a match, he was required by the coach
to give PA feedback at half-time. Analyst four stated:
| am on the walkie-talkie all the way through the half so if there is anything they
[coaches] want to see at half-time then | will carry it [laptop] down with me.
Generally, it is a trend that we are not doing well enough, i.e., a winger might
be out of position when he is trying to pass the full back so if I can find two clips
of that during the half, I will show them [coaches] that at half-time.
Analyst three also felt PA at half-time was used sporadically and highlighted the
challenge of showing video to players during this break. Analyst three stated:
Occasionally we will call one [player] over [at half-time] and say have a look at
that but nothing where we sit them [whole squad] down and say look at this
here. You don’t have time and | don’t think they would take it in, because they
are that pumped up and there is that much going on. They might have had a
bollocking. | don’t think they would really take it in.
Therefore, the status of the game can have an impact on the way PA is used at half-
time and an analyst needs to be prepared to respond to the needs of the coach and
the performance, which may dictate how, when and if PA is used at half-time. This

supports the notion that the half-time team talk can be used for various means

103



including feedback focused on players’ accountability for actions in the first half, the
performance of specific players, any collective failures that had occurred, the
significance of any actions within the team, and identifying the feelings that may be
experienced because of match performance (Turman, 2007).
Where PA was used at half-time the focus of the feedback was on match performance,
however, it also included coaches requesting to see key refereeing decisions.
Consequently, the topics covered by PA at half-time can reflect the analyst acting in
response to the social and political motivations of a coach (e.g., using findings from
PAto influence a referee) (Huggan et al., 2015). As such, analyst two highlighted that
video feedback during a match may not always be used for tactical development but
can be used for more contentious reasons:
If 1 go down at half-time [to the dressing room] it's usually because there is a
major incident, usually. Like a penalty or an offside or usually it's not much, just
one or two clips... Just to clear it with them [coach and assistant coach] really
so they know if the decision was right or wrong and then to be on the ref's back.
The use of PA to view controversial incidents, instead of reviewing tactical play, offers
an insight into the coach’s in-match mindset and reaffirms another scenario where the
performance analyst responds to the needs of the coach. It seems plausible that
coaches choose, at times, to influence a referee by viewing video of incidents at half-
time because of the associated status of the match. In addition, this may highlight the
way in which PA can be used to assist a coach in achieving the goals and outcomes
that they understand to be expected of them (Booroff et al., 2016; Huggan, et al.,
2015), such as winning a match. This can perhaps be explained by the pressurised

nature of professional soccer where there is high value placed on winning matches.
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This theme has identified the way in which the content was selected for presentations
and half-time feedback, highlighting that coaches are often keen to control the video
and statistics shared with players, directing the review of performance with the
performance analyst acting as a video editor by compiling the selected clips for the
presentation. The coach may show little interest in what or how data is collected
despite the potential consequences of a lack of correlation between what the coach
expects to be live-coded and what will be live-coded by the analyst. However, it
appears the coach may wish to guide the use of PA when it is used in presentations
to players to inform their preparation for, and evaluation of, matches possibly because
of the player-facing nature of the presentations. Such use of PA echoes the findings
of Potrac et al. (2002) who highlight the way in which a coach can manage their
pedagogical behaviour, to consciously create a professional, idealised image of a
coach whom players respect as a competent, knowledgeable professional. By
controlling the content of presentations, coaches potentially reinforce a professional

image for their players to respect and to reiterate their knowledge as an expert.

4.4 Discussion

The purpose of this study was to investigate, from the perspective of the analyst, the
role of the coach in PA and to examine the applied use of PA in soccer. Research has
begun to develop an understanding of the experiences of performance analysts within
sport (e.g., Bateman & Jones, 2019; Huggan et al., 2015; McKenna et al., 2018;
Thompson et al.,, 2015). However, despite these contributions having value in
understanding the opportunities and challenges experienced by analysts, given the
exponential growth in video and data in the past 10 years (Baerg, 2017; Rein &

Memmert, 2016), a refreshed understanding of coaches’ engagement with PA
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appears pertinent. Consequently, this study provides new insight accounting for the
perspective of the performance analyst working within soccer in the EFL and National
League. The findings suggest the types of PA engaged in by performance analysts is
context-specific and dependent on multiple factors including the relationship between
coach and analyst which can restrict the value of the PA produced. However, it is too
simplistic to state that the role of the coach within PA is to act as the arbiter of analysis
between the data collector (the performance analyst) and the data recipient (the
player). This is particularly so given that PA and the various roles carried out by an
analyst, appear to be carried out on a continuum from coach-controlled to analyst-
controlled, dependent on what aspects of analysis are used, when in the relationship
between analyst and coach they are developed and when in the match-play process

they are carried out.

Research that took place in the early 2000s established that coaches were keen to
engage in PA (Carling et al., 2005; Groom et al., 2011; Hodges & Franks, 2002; Lyle,
2002; Stratton et al., 2004) and with employment of analysts increasing in professional
soccer (Blaze et al., 2004; Carling, et al., 2009; Wright et al., 2013) PA is now an
established part of applied soccer practice. This chapter builds on the previous
research in the way PA is used in soccer, however it also identifies that the coach is
often a gatekeeper to how PA is used (or not used), particularly in respect to the
presentations and video produced by analysts for players. This is problematic as the
analyst has previously been cited as being a “hired hand” (Bampouras et al., 2012, p.
479) to enable a coach’s opinion and role within an organisation to be reinforced
(Booroff et al., 2016). Meanwhile, though previous research has highlighted the need
for more education for analysts addressing the complexities of the environments in

which analysis is completed (Huggan et al., 2015), it is apparent that the education of
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coaches places only limited value on aspects of performance development, such as
PA, within their curriculum. This is perhaps emblematic of formal coach education
courses promoting a naive epistemological belief which proposes that knowledge
resides in authorities such as sports coaches and is passed from these authorities to
others in a simplistic manner. As such, relationships between the coach and analyst
may be seen to be built with a focus on the transaction of information (in the form of
video and statistics form PA) which leads to the dictation of behaviours. If in contrast
a sophisticated epistemological belief is used to underpin the introduction of PA on
coach education courses, PA may be seen as a tool to encourage the attainment of
knowledge through a complex, contextualised, gradual process which includes a

reasoning process by the learner.

The coach-controlled aspects of PA are unsurprising given the acknowledgement of
the coach as the head of an interdisciplinary team (Drust & Green, 2013; Steel et al.,
2013). Yet, a lack of involvement in the formulation of the definitions for subjective Pls
could lead to confused data sets and video being produced. Despite attempts to
produce lists of subjective Pls to be used within PA in soccer (Hughes et al., 2012),
this study suggests it is common for the analyst alone to identify Pls and develop
operational definitions for Pls. This further demonstrates the findings from previous
research suggesting the isolated work of sport scientists can lead to segregated
analytics and a lack of applied impact from data collection and analysis (Bourne, 2012;
Davenport & Harris, 2007; Madeiros, 2014). In addition, a lack of involvement of the
coach, when the analyst is formulating the types of PA to be carried out, leads to a
period of trial-and-error as the analyst ‘feels’ their way into understanding the types of
analysis that will be used by the coach. Such an approach appears in line with previous

research emphasising the need for analysts to develop trust and role clarity when
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working with soccer coaches (McKenna et al., 2018). However, in an elite environment
where performance pressures for coaches are extensive (Mielke, 2007) and time
between matches is short (Kelly et al., 2019), the use of trial-and-error seems a high-
risk strategy to approach performance evaluation and development. This appears
particularly significant where a more systematic process, tailored to the individual
environment in which it will take place and including the coach early in the formulation
of the process of PA, may be beneficial to establish a comprehensive process (Martin
et al., 2021). Such an individual process would likely echo PA as tool to support
sophisticated epistemological belief of coach’s, analyst's and player's and could
include the identification of subjective Pls and associated definitions leading to the
opportunity for greater validity in the data and video gathered by the analyst
(O’Donoghue, 2010). The actions of a coach in not collaborating with an analyst to
establish how PA will be carried out may be explained not by a lack of desire or interest
in PA, but by a lack of time and competing priorities. This could be caused by the
complexities of the role of the coach (Lyle & Cushion, 2013) and the requirement of a
coach to manage an interdisciplinary team (Drust & Green, 2013; Steel, Harris &

Baxter, 2013).

A holistic approach to PA that includes player, analyst and coach may be beneficial in
ensuring analysis has a greater impact on performance (Bourne, 2012; Davenport &
Harris, 2007; Gleeson & Keely; 2021; Madeiros, 2014; Reeves & Roberts, 2013). The
identification of PA as a highly contextualised process, as well as the recognition of
the coach-controlled and analyst-controlled aspects of PA, calls in to question the
applicability of models (e.g., Franks, 1997; Lames & McGarry, 2007; Mayes, 2009;
O’Donoghue, 2006) which propose a simplistic, decontextualised process of PA

(Martin et al., 2021). Models of processes, such as the models that were developed of
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the process of PA (e.g., Franks, 1997; Lames & McGarry, 2007; Mayes, 2009;
O’Donoghue, 2006), can be of value to identify and explain relationships between
components, to provide guidelines for research and education and to allow analysis of
practice using comparative methods (Lyle & Cushion, 2016). However, while there
might be value in the identification and classification of the core components of PA,
this study highlights that PA is highly personalised, and consequently, the value of
such ‘one size fits all models is limited when they are observed as reflections of
practice. Indeed, these existing models do not consider the individual influences of the
personnel involved in PA in relation to the dynamics or the unpredictability of soccer
(Bornn, Cervone & Fernandez, 2018). Moreover, there is also inadequate
consideration given to the environment in which PA takes place (Martin et al., 2021)
and the socio-political influences on PA, such as individual self-interests and an
organisation’s priorities (Huggan et al., 2015; McKenna et al., 2018), despite the
impact these can have on PA. Clearly, ‘one size fits all’ models lacking consideration
of these broader social influences are unlikely to provide a solution to a coach working
with a performance analyst and engaging in PA.

The significance of a context-based process lies in the need for PA to be tailored to
the situation in which it is to be carried out. Some are critical of the way in which
coaching ‘recycles’ practice and theory from other academic areas such as education
(Cushion & Nelson, 2013) and this study emphasises a coach’s engagement with PA
should not replicate practice that has worked in different contexts and domains (e.g.,
clubs in the EFL and National League should not look to replicate the PA practices of
Premier League teams). Research proposing the consideration of the context in which
a coach operates is not limited to PA. Proposals regarding the development of specific

coaching continuous professional development (CPD) have suggested it ought to
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have a greater impact on a coach and their practice if tailored to the environment in
which the coach works. It has been proposed, for example, that the development and
delivery of coaching CPD should consider the micro- (e.g., situated activities, location,
individuals), meso- (e.g., at an institutional/club level) and macro-structures (e.g., at a
systems / organisational level) that operate to influence a coach and recognise the
way in which these factors can mediate the learning impact of CPD (Griffiths et al.,
2016). Once the macro-, meso- and micro-contexts have been considered, a coach
education programme can become a personalised learning activity that is delivered in-
situ to coaches (Griffiths et al., 2016). Such a proposal could also guide the use of PA
by a coach, where if a coach is keen to engage in PA and develop how PA is utilised
then the various structures at a macro, micro and meso level should be scrutinised to
form the basis of the context upon which PA could be developed. This would allow an
individual, context, and situation-specific process to be developed addressing,
amongst other factors, the individual coach and analyst working together whilst
considering the club and its resources. The complex engagement of coaches with PA
as discussed by the analysts in this study might be explained by a lack of education
in coaches regarding how to best use PA (Martin et al., 2018) or in analysts where
working with coaches effectively is concerned (Huggan et al., 2015). This may further
emphasise a critique of formal coach education which has highlighted that coaches
often feel that they have gained only limited applied knowledge from coaching courses

which they can take into their own practice (Chesterfield, Potrac & Jones, 2010).

The key finding from this study is that PA takes place in a context-specific environment
with greater and lesser input from the coach pending various factors including the
coach’s experience with PA, the coach-analyst relationship, the hardware, and

software available, the role of PA within the club and the length of the relationship
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between coach and analyst. This suggests that future research could attempt to
develop a process of PA that acknowledges the different influences (contextual,
structural, and social including macro-, meso- and micro-contexts) there are on those
involved in PA within a specific club. Thus, there is an opportunity for action research
utilising a case study method to take place analysing, through observation and
interviews, how PA is/is not introduced and then embedded (or not) within a coach’s
practice. This would document not only how a coach may or may not use PA, but the
way in which PA can become embedded in a coach’s practice and the potential
changes that can occur to a coach’s practice as well as the challenges/barriers
experienced by a coach when using PA. As such, Chapter five will use a case study
approach to observe and analyse the way in which PA is used within one specific

soccer club, investigating the use of PA at half-time and during a match-day.

It is important to recognise this study is not without limitations. This investigation
understood that PA is focused on match analysis carried out through the provision of
statistical evaluations of match performance and videos (Carling et al., 2005; Groom
et al.,, 2011; Harvey et al., 2016; O’'Donoghue, 2006; Wright et al., 2012).
Consequently, the study did not investigate the role of a performance analyst or the
engagement of a coach with regards to recruitment analysts, training analysis,
computerised modelling of sport and movement and work rate tracking via other
technologies like GPS (Hughes, 2004; Hughes & Franks, 2004). While it is not
anticipated that these technologies would have been used on a regular basis by the
participants in this study, mainly due to the affordability and accessibility of such
aspects of PA, it would have been of interest to establish the performance analyst’s
role in the use of such elements. Secondly, it remains unclear if the findings observed

here would be translated to performance analysts working in higher standards of
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soccer, e.g., the Premier League with different facilities, budgets, playing ability. The
findings must therefore be generalised to other soccer and sporting environments with

some caution.

4.5 Conclusion

This study presents PA as a complex process, dependent upon multiple factors if it is
to be utilised more effectively within the coaching process. These findings build on
several previous investigations (e.g., Groom et al., 2011; O’'Donoghue, 2013; Wright,
2015) contributing empirical data on the coach and performance analyst’s relationship,
the individuals involved in PA, the way PA data are transferred to interested parties
and the responsibilities of a performance analyst when working in soccer. This study
highlights the one-dimensional, de-contextualised models of the PA process proposed
by others (e.g., Franks, 1997; Lames & McGarry, 2007; Mayes et al.,, 2009;
O’Donoghue, 2006) should be used with caution as a framework of how PA should be
applied (Martin et al., 2021). As such, there appears to be a practice-to-theory gap
where the PA taking place in competitive soccer environments is far more complex

than the simplistic models presented by academics.

To allow individual stories to be further collated and presented beyond the interviews
carried out in this study further research could take an action research / case study
approach. As such, the context-specific process of PA could be analysed ‘in-situ’
investigating not only how PA is carried out but the interactions between coach and
analyst. Several studies (e.g., Cushion & Jones, 2007; Purdy et al., 2008) that have
investigated the processes involved in performance enhancement and sport coaching
have used ethnographic or case study approaches which have involved participant

observation, interviews, and short stories. The use of participant observation of

112



performance analysts and coaches in practice could offer additional information to that
which has been presented within this chapter and provide a timely insight into the use
of PA. Meanwhile, using interviews to gather data from coaches could further enhance

the knowledge and understanding of how PA is used in soccer by coaches.
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Chapter five
The use of PA during a coach’s half-time team-talk: A case study in an English

soccer academy.
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5.1 Introduction

The results of Chapter four highlighted several important issues that build on research
seeking to locate the role of PA within the coaching process. It was recognised that a
multifaceted, context-specific process of PA is used in soccer and that PA appears to
occur on a spectrum from coach-led to analyst-led. This was dependent on the
activities being completed, when in the match-play process they were conducted and
how long the coach and analyst had worked together. While this reaffirms that video
and computer technology is commonplace in elite soccer, the findings in the previous
chapter challenge the idea PA is a fundamental part of the coaching process that is
used systematically (Carling et al., 2014; Groom et al., 2011; Mackenzie & Cushion,
2013; Rein & Memmert, 2016; Wright et al., 2012; Wright et al., 2014). Instead,
coaches engage with individual aspects of PA on a continuum from no or limited
involvement (e.g., the identification of Pls and their associated definitions) to full
control (e.g., content for pre- and post-match presentations to players). In addition, the
previous chapter emphasised PA needs to be contextualised to the surroundings in
which the analysis takes place and as such casts doubt over the simplistic models of
analysis previously presented (e.g., Franks, 1997; Lames & McGarry, 2007; Mayes et
al., 2009; O’Dongohue, 2006). Consequently, these models have limited practical
applicability due to the over-simplification of a complex, contextualised process (Martin
etal, 2021).

It seems plausible that if PA is to be tailored to the environment in which it takes place,
the analyst, coach, and other stakeholders involved in PA should be afforded the
opportunity to work collaboratively to decide how, when and what type of analysis
might be used. Consequently, the process of PA would be developed using a journey

of experimentation and reflection which would be symptomatic of sophisticated
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epistemological beliefs. If a holistic approach to PA is adopted, including input from
several sources, there is a greater opportunity for analysis to have an impact on
performance (Bourne, 2012; Davenport & Harris, 2007; Madeiros, 2014). This appears
particularly true given the identification of PA as taking place in a nuanced way
dependent on the context of the club, player and analyst involved in PA identified in
Chapter four. To confirm the benefits of such an approach, however, this process
should be studied considering its applied value for stakeholders such as the coach,
analyst, and player. To date, this has not been achieved despite the analysis of
performance being firmly located as a fundamental part of the coaching process. As
such, there is a dearth of evidence that directly demonstrates the impact PA can have
on coaching practice, despite the argument PA provides coaches and players with
insight into performance (Franks & Miller, 1986; Franks & Miller, 1991; Franks &
Nagelkerke, 1988; Laird & Waters, 2008; Nicholls & Worsfold, 2016). Consequently,
this study aims to investigate the applied process of PA through the critique of the
practice and methods adopted and carried out ‘in situ’ of the coaching process.

To track the development and implementation of a contextualised process of PA, an
appropriate moment in the coaching process was identified. Although PA can be used
at different stages of the match play, including pre-match, half-time and post-match
(Wright et al., 2014), the use of PA at half-time, given its relative brevity, appeared to
offer the opportunity for a coach’s in-game decision-making to be more directly
influenced (James, 2006). As such, this suggests half-time team talks were a suitable
time to embed an in-situ study to explore a coach’s use of PA. To date, research on
coaching behaviours has focused on the training (Cushion & Jones, 2001; Cushion et
al., 2003; Cushion et al., 2011; Ford et al., 2010; Lyle & Cushion, 2016; Partington &

Cushion, 2013) and pre-match environments (Breakey et al., 2009; Vargas-Tonsing,

116



2007) with limited research focused on what coaches do during half-time. Half-time
also offered a suitable time for this research to explore the use of PA, particularly given
on a match day it required no additional contribution from the participants. Had pre- or
post-match analysis been used, time out of the training schedule of the squad would
be required to complete the feedback sessions. These factors resulted in half-time
being selected as the period that would be used to develop a contextualised process
of PA with input from coach, player, analyst, and other key stakeholders.

Half-time in soccer involves a 15-minute break in play where coaches convey their
appraisal of match performance and initiate tactical changes (Avugos et al., 2018).
Consequently, this is an opportune moment for an analyst to provide feedback to
coaches and players given their role of filming and coding ceases during the half-time
break. As a result, any pertinent observations can be presented to coaches and
players in anticipation of influencing second half performance. Indeed, within the half-
time period a coach will often convey their assessment of the first half of the match
and make tactical changes in preparation of the second half (Avugos et al., 2018),
which could be supported by video and statistics provided by a performance analyst.
Sarmento et al. (2013) highlighted that soccer coaches saw half-time as the most
appropriate time to carry out interventions and provide information to players.
Meanwhile, Wright et al. (2012) reported only 25% of the coaches they researched
had access to performance analysis at half-time, highlighting that PA at half-time is
perhaps an opportune moment for PA to be used that is not always exploited. While
the Wright et al. (2012) paper is over a decade old and so it is likely a greater
percentage of coaches may now engage in PA at half time, Martin et al. (2018)
recognised that of the Irish coaches they surveyed only 22% of coaches with analyst

support received video feedback at half-time. Therefore, the use of half-time data and
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video feedback could allow the most direct route to provide PA within a match to aid
tactical decision-making. Although filming and live coding are carried out by a
performance analyst throughout a match day (James, 2006), little is known about the
way in which PA is used during half-time, or how it might affect a coach’s decision-
making during this period. Similarly, within Chapter four, analysts failed to identify a
systematic use of PA at half-time to aid decision-making and feedback to players,
instead evidencing a reactive approach whereby analysts responded to sporadic
requests from the coaches. Such requests were frequently identified in Chapter four
as being focused on refereeing decisions and contentious incidents. Moreover,
despite a plethora of studies addressing the behaviours and communication of
coaches during training sessions (e.g., Ford et al., 2010; Partington & Cushion, 2013),
and on a match day more generally (e.g., Hastie, 1999; Smith & Cushion, 2006;
Trudel, Cété, & Bernard, 1996), there remains a dearth of research examining the
activities and communication of coaches during half-time, let alone half-time feedback
when PA is available.

Of the limited studies that have examined half-time coach behaviour, the half-time
team talk has been described by Avugos et al. (2018 p.129) as “an intimate meeting
between coaches and their players” which might contain both “emotional and
informational content” (p. 129). Meanwhile, Turman (2007) found that information
provided by a coach during competition frequently focused on accountability,
individual performance, collective failure, social significance, regret reduction, and
future regret. However, given the proliferation of PA in elite soccer (Blaze et al., 2004;
Carling et al., 2009; Harvey et al., 2016; Wright, et al., 2013), little is known regarding
how it influences half-time feedback processes. In Chapter four, the need for the use

of PA to be investigated ‘in situ’ was highlighted alongside the recognition that PA
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should be contextualised to the environment in which it takes place. Subsequently,
following the development of a contextualised intervention for the use of video
feedback at half-time, the aims of this study were to:

1. Determine the strategies used and perceptions of players and coaches to
the delivery of half-time feedback, with and without PA.

2. Appraise the challenges faced by a lead coach and assistant coach when

embedding PA in the coaching process during a match.

5.2 Method

Participants and setting

The club were recruited using purposive sampling. Three potential participant clubs
were approached to be involved in the study via email, with phone conversations
regarding the study then taking place with key contacts at each club. One club
withdrew their interest in the study when the key contact left their role and a second
was discounted due to a lack of engagement in the study from the Head of Coach
Development (HCD) of the club’s academy. The selection criteria for the clubs that
were approached included the following: a) Soccer club must be one with Football
Association recognised Category three Elite Player Performance Pathway Academy
(EPPP) status, b) Team to be U15 academy side and c) Team to have no current half-
time feedback process using PA. This selection criteria represents the highest
standard of soccer academy in England where PA need not be utilised regularly at the
academy and the U15 side was selected due to the age group being a part of the youth
development phase in the EPPP. The youth development phase is the point at which
the professionalisation of soccer begins for academy players and additional sport

science support is provided to players . As such, it was anticipated the introduction of
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PA would align well to this age group as they prepared to sign apprenticeship contracts
at the Under 16 age group.

The following inclusion criteria were also applied to participants:

a) Participants were HCD / lead coach of U15 side / assistant coach of U15 side / U15
player / performance analyst, all of whom had been at the club for a minimum of 12
months b) Lead coach was required to have UEFA A licence and c) Assistant coach
was required to have UEFA B licence.

The role of lead coach and assistant coach were included because of their involvement
in half-time team-talks. Meanwhile, the HCD was selected because they were the
member of staff who coordinated the coaching programme for the academy and
organised the integration of sport science support into the academy. Given proposals
regarding the development of, and engagement with, specific coaching programmes
have suggested the planning and delivery of such initiatives should consider the micro
(e.g., situated activities, location, individuals), meso (e.g., at an institutional/club level)
and macro (e.g., at a systems / organisational level) structures that operate to
influence a coach (Griffiths et al., 2016), the inclusion of multiple different roles was
seen as appropriate. Subsequently, a personalised approach to using PA at half-time
was developed and delivered ‘in situ’, meaning the study participants would develop
and control both the focus of PA and the method used to collect and feedback PA
findings at half-time.

The club’s U23 performance analyst was included as the analyst to work with the U15
side. The U23 performance analyst was recruited owing to his experience of working
within the club as an analyst though not with the U15 squad. It was anticipated that
recruiting a performance analyst who already worked within the club would allow all

the participants to have a common experience of the environment in which the study
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took place and ensure a competent analyst was involved in the study who was able to

provide a typical service to coaches.

Six players out of the playing squad of 16 were randomly selected to be included in

the study. This number was selected in order that a representative view of the squad

was obtained, and this appears consistent with research of a case study / action

research nature (Clarke, Cushion & Harwood, 2018; Gedhill & Harwood, 2014; Morris,

Tod & Eubank, 2017). The enrolled players represented a selection of playing

positions and playing experience (see Table 5.1).

Table 5.1 Participant information

Pseudonym

Role at club / Playing
position

Time at
Club

HCD 46 HCD — Full time Four years
Lead coach 31 Lead coach of U15 — Part | Four years
time
Assistant coach 42 Assistant coach of U15 — | Three years
Part time
Performance analyst 22 U23 Performance Analyst One year
— Part time

Player one 15 Centre back One years
Player two 14 Striker Five years
Player three 14 Winger Six years

Player four 14 Central midfielder Three years
Player five 15 Central midfielder One years
Player six 14 Fullback Six years

Data Collection
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A single case study approach (Smith, 1988) was selected to investigate the role PA
has within half-time team talks, allowing a detailed investigation that has been used in
previous research analysing the process of PA in a sports setting (Groom et al., 2011,
Middlemiss, 2014; O’Donoghue, 2007). The case study was structured as follows

(Figure 5.1):

Stage one - Semi-structured interview*

Stage two - Half-time audio recording of six matches*

Stage four - Half-time audio recording of six matches*

Stage five - Semi-structured interview*

Note: Green stages depict semi-structured interviews, yellow portray the audio recording of half-time team talks, and blue shows
the intervention that took place to develop the half-time feedback process.

* denotes pre-intervention stage; # denotes post-intervention stage.

Figure 5.1. Five stage case study design to investigate a coach’s use of PA at half-

time.

Institutional ethics approval was obtained (REF: 1427/18/CM/SES, Appendix 3), and
all participants, and their guardians where necessary, provided written informed
consent. Before the case study took place, pilot interviews were completed with two
coaches and two players who participated in semi-professional adult soccer. The pilot
interviews were carried out to determine a suitable interview schedule and two half-

time team talks were recorded to pilot the method of recording half-time interactions.
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Minor edits were made to the interview schedules for the order of questions and the
process of recording half-time feedback was deemed appropriate to capture the team-
talk and input from players, coaches and analyst with a suitable audio quality recorded
for transcription. Neither the pilot interviews nor the pilot half-time recording were used
in the results for the final study as they were not conducted with the team described
in the case study.

Stage one — semi-structured interviews (pre-intervention)

The participants were interviewed individually using a semi-structured approach
because the flexibility afforded via a combination of questions, probing and follow-up
questions facilitated the interviewee’s response(s). The interviews forming the first part
of the data collection addressed the participants’ experience of PA, their role within
half-time and their opinion on the use of PA at half-time. The interviews lasted an
average of 52 minutes (range = 37-74 minutes) and were recorded using a Dictaphone
(WS-852, Olympus).

Stage two and four — Coaches’ half-time communication

In line with previous literature appraising coach behaviour (Cushion et al., 2012;
Groom et al., 2011; Harvey et al., 2010), the current study involved 12 matches in total
(Six pre- and Six post-intervention). Six half-time feedback cycles were recorded
without the use of PA and, following the intervention to develop a half-time feedback
process including PA, six half-time feedback cycles were recorded where PA was
available to the coaches. The 12 matches that were utilised took place consecutively
from October to March in the 2018-2019 season. The 12 matches were part of the 24
matches that were scheduled for the team from September to May and were part of
the team’s non-competitive EPPP fixture cycle (while it is acknowledged both teams

participating in the matches wished to win, the matches were not a part of a structured
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league or cup schedule). These matches were selected because the lead coach,
assistant coach, and performance analyst attended the matches when PA was
utilised. The first match took place in October and was not the team’s first fixture of
the season due to a time delay in obtaining permission from all participants and
parents / guardians. The data were collected from 12 consecutive matches, which was
extended into March 2019 due to the cancellation of matches because of poor
weather.

The half-time team talks took place on the side of the pitch and were recorded using
two microphones, one lapel clip microphone was linked to a Dictaphone (WS-852,
Olympus) that was attached to the lead coach and a second Dictaphone (WS-852,
Olympus) was positioned to capture the player and the assistant coach input into the
half-time feedback.

Stage three — The creation of half-time PA process

The creation of the half-time PA process involved input from the HCD, lead coach,
assistant coach, club performance analyst and the six players who were interviewed.
Following the findings from Chapter four that PA was carried out in a context-specific
manner, a workshop was developed to acquire insight as to how PA could be made
available at half-time. The aim of the workshop was to create an efficient and holistic
process whereby PA video and data would be available if the coaches wanted to
engage with it in order to facilitate half-time feedback.

To this effect, a 60-minute workshop (See appendix 4 for slide deck used and Figure
5.2 for description of workshop activities) took place involving discussions in small
groups, which consisted of 2-4 participants and included either players only or staff
only (the groups were selected randomly) and whole group discussions lasting 10

minutes per discussion also took place. The three guiding principles of a community
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of practice, mutual agreement, joint enterprise, and shared repertoire (Culver & Trudel,
2008) were used to create a collaborative learning environment and allow input from
players and staff of the club to be managed with parity. Social constructivist
approaches to learning (Spratt & Florain, 2015) were adopted throughout the delivery
of the workshop to create an environment where all participants could contribute to
the development of the half-time intervention. Strategies such as using appropriate
language to express the value of all participants contribution and including
collaborative tasks that allowed everyone to be involved in discussions and decisions
were included throughout the workshop. This allowed both interplay and
interdependence between the workshop leader and all the participants to create new
knowledge (Spratt & Florain, 2015) in the form of a half-time intervention using PA.
Topics covered in the workshop discussions included whose actions were to be live
coded (e.g., whole team, unit — defences / attack / midfield or individual players), what
elements of team play should be coded during a game for half-time feedback (e.g., set
pieces and / or playing philosophy) and what aspects of the current phase of training
could be live coded and used as feedback at half-time. The workshop also identified
the PIs that would be tracked throughout the match as well as developing the process
to be followed when providing half-time feedback from the performance analyst to the
players and coaches. The workshop did not form part of the data collection stage and
as such was not recorded or transcribed. The activities that took place in the workshop
can be seen in Figure 5.2 and further detail is available in appendix 4.

Each definition created in the workshop needed to be clear, concise, and easily
identifiable in a video. Subsequently, each Pl was required to have a clear beginning
and end to the action which could be encapsulated by the inclusion of a pre-roll

(amount of footage recorded in video before the action) and post-roll (amount of
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footage recorded after the action). The club already had similar definitions for some
Pls which were used in their coaching curriculum (e.g., transition — the first five
seconds after gaining / losing possession) though if needed the definition was
amended to suit the needs of the coaches and players. As such, the selection of the
Pls was influenced by the individuals involved in the workshop but also by the
coaching curriculum in place at the club. Significantly, a number of Pls that were
selected for use have been recognised in early research on PA in soccer as valid
indicators of successful performance (e.g., Garganta, Maia & Basto,1997; Hughes,
Robertson & Nicholson, 1988; Olsen & Larsen, 1997; Partridge & Franks, 1989; Pettit

& Hughes, 2001).

( N\ ( N\ ( \ 4 N\
Whole group discussion -
Introduction of aim of how can current phase Regroup - Small groups Summary of discussion
workshop of training inform coding 3/4 and next steps
grid?
| J . J . J . J
( N\ ( N\ ( \ 4 N\
Pairs activity to identify Pairs activity to decide Whole group discussion -
X what elements of Small group task -
whose actions should be R : . When / Where should
. . individual play (attack / Developing definitions
live coded (Team, unit, feedback take place at
L - defence) should be for Pls .
individual, opposition) half-time.
coded
\ J \ J \ J \ J
e N s N e N\ s N
Pairs activity to decide
what should be live Small group discussion - Small group discussion -
coded (Set pieces, Regroup - Pairs Who should receive When / Where should
attacking philosophy, feedback feedback take place
defending philosophy)
\ J \ J \ J \ J
e N s N e N\ s N
Small groups - Unit Whole group discussion -
coding - who makes up .
. . iy Who should recieve Re group - Small groups
Re organise groups units (defence / midfield .
video / data feedback at 3/4
/ attack), what should be half-time
coded for these units
\ J \ J \ J \ J

Figure 5.2 — Activities carried out in the workshop to identify and develop Pls and half-

time feedback process.

The Pls that were selected in the workshop and their associated definitions formed
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the basis of the coding grid that was used by the performance analyst in the six
matches analysed. The Pls were then the basis of both simple statistical information
(e.g., attempts at goal on target and off target, number of regains in the final third of
the pitch) and videos (e.g., through balls could be shown to midfielders and attackers)
that could be provided to the coach and players at half-time. The Pls identified can be
seen in table 5.2, with the full list of Pls, definitions, and pitch diagrams to support
definitions available in appendix 5. Ease of use of the coding grid and reliability of the
PIs was checked by the analyst who carried out intra-operator reliability by analysing
an Under-23 match using the performance analysis system three times. Consistent
analyses were produced in this pilot which showed that the analyst could use the

system systematically.

Table 5.2: Pls developed in workshop to be used in PA.

Pls — In possession Pls — Out of possession Pls — Transition
Switch in play Regains in final third Delaying play
Crossing Forcing play wide Counter attacks
Attempts created central Screening Regain
area
Through-ball Possession
End product — Off target
End product — On target

The half-time process that was developed in the workshop can be seen in figure 5.3.
The process that was developed for using PA at half-time was: When the half-time
whistle blew, the assistant coach then began the half-time team talk with the players
(This followed the same process that was carried out when PA was not available

where the assistant coach would be the first coach at half-time to communicate with
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the players).

Half-time whistle

Performance analyst / Assistant coach provides
Lead coach conversation feedback to players

Performance analyst

" Assistant coach hand
proposes video /

over to lead coach

Lead coach requests to
see video / statistics

statisitcs
Video / statistics seen by Lead Coach team-talk to Assistant coach request
lead coach players to see video / statisitcs
Lead coach highlight specitcstion) datiics | | | ‘ideny scticks e
ific player(s) to be P
HrsEus] e to be shown to whole shown to whole squad /
shown video / statistics
squad players
Specific players(s) Whole squad observe
observe video / statistics video / statistics

Figure 5.3 — Half-time process of PA developed in workshop

Whilst the assistant coach spoke to the players, the lead coach and performance
analyst would discuss the first half and the lead coach could request to see certain
videos and statistics if he wished to. Meanwhile, the performance analyst was also

free to suggest the coach view certain videos and statistics if he felt this was
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necessary. The lead coach would then highlight if he wanted any video to be shared
with the whole squad, specific players or not shown to the players. Once the assistant
coach had completed his team-talk he could then request to see video and statistics
as the lead coach took over the team talk using PA to support when / where he felt
appropriate.

The matches were filmed by the performance analyst using a video camera (Sony
Handycam, HDR-CX240, Tokyo, Japan) which was mounted on a tripod. The coding
of the match was done using the Focus X2 software package which allowed the
performance analyst to code the match in real-time.

Stage five — semi-structured interviews (post-intervention)

After the recording of the six half-time feedback sessions with PA, one-to-one semi-
structured interviews were carried out with the participants who were interviewed at
the start of the study. The interviews involved the participants reflecting on the
changes to the process of half-time that occurred after the introduction of PA and the
participants’ thoughts on the opportunities and challenges to embedding PA into half-
time team talks. The interviews lasted an average of 42 minutes (range = 31-63

minutes) and were recorded using a Dictaphone (WS-852, Olympus).

Interview guide

For both the pre- and post-intervention semi-structured interviews an interview guide
was created and utilised for each interview (Pre-intervention - Appendix 6 and post-
intervention - Appendix 7). The use of semi-structured interview guides ensured that
although the same questions were asked, probing questions could be added to allow
participants to expand their answers (Patton, 2002). The pre-intervention interview

schedule began with several demographic questions (e.g., ‘What is your highest level
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of coaching qualification?’, ‘How long have you been playing football?’) and the
building of rapport between the interviewer and participant (e.g., ‘How was your last
game?’, ‘How is training going at the moment?’). The pre-intervention interview
schedule then covered four main topics a) experience with PA b) current half-time
team talks c) the provision of feedback d) future opportunities for PA. The post-
intervention interview began with rapport building before moving on to discussing three
topics a) half-time team-talks with PA b) the development of the half-time process c)
challenges to embedding PA at half-time.

The language used for the players was adapted slightly from the language used when
interviewing the HCD, lead coach, assistant coach, and performance analyst because
of the age of the players. The interviewer also attended four coaching sessions with
the U15 team and two matches before the interviews were carried out in the hope that
the answers elicited would be more in-depth if the players had some familiarity with

the researcher before the interview (Shenton, 2004).

Data analysis

The transcripts for the pre- and post-intervention semi-structured interviews and the
half-time team talks were analysed using the six-stage stage process of inductive
reflective thematic analysis proposed by Braun and Clarke (2019) which is described
in Chapter three. Analysis of the half-time team talks identified two higher-order
themes (Coach-controlled feedback and Evidence informed evaluation) and four
lower-order themes (Scouting report / effort and attitude / tactical deconstruction /
inspiring individuals). Analysis of the interview transcripts identified two higher-order
themes (Opportunity knocks / Conflict of interest) and four lower-order themes

(Supporting current practice / Race to the tech / Prioritising performance / The best
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before the rest).

Results

The data are presented in two distinct sections; Results section A summarises the
findings from the half-time team talks and the themes that were identified pre- and
post-intervention. Meanwhile, Results section B presents the findings from the

interviews conducted pre- and post-intervention.

5.3. Results section A — analysis of the half-time team talk

Analysis of the data produced two higher-order themes (Coach-controlled feedback
and evidence informed evaluation) and four lower-order themes (Scouting report /
effort and attitude / tactical deconstruction / inspiring individuals). A framework of the

higher-order and lower-order can be seen in Figure 5.4.

Scouting report

Coach-controlled feedback

Effort and attitude

Comparrison of pre- and
post-intervention half-time
team talk

Tactical deconstruction

Evidence informed evaluation

ANV

Inspiring individuals

Figure 5.4 Framework comprising two higher-order and four lower-order themes

associated with half-time team talks with and without PA.
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The four themes were identified in half-time team talks both when PA was available
and when it was not, however only the tactical deconstruction and inspiring individuals
themes were directly supported by performance analysis. In the matches where PA
was available the coaches, analyst and players always followed the process outlined
in the method section (Figure 5.3) and as such video and data was shared each match
between the coach and analyst post-intervention. Outlined below are the themes
identified within the half-time team talks with and without PA and where it was available
(post-intervention) specific examples of where PA was either referenced or used within
the team talks are explained. Itis important to note that data and video were not always
directly referenced or used in the team talks, however, the lead coach and analyst
always had a conversation and data and video was continually shared at the start of

the half-time break in the post-intervention matches.

Coach-controlled feedback

The coach-controlled feedback theme highlights the way in which half-time team talks,
both where PA was and was not available, focused on reviewing the first half
performance of the opposition and the effort and attitude of players. For these
observations, the coaches relied upon their own reflections of the first half
performance and did not directly use PA to support their thoughts on the opposition or

the perceived work-rate of their own team.

Scouting report

Half-time team talks, regardless of the availability of PA, were often used as an

opportunity for the lead and assistant coaches to review and feedback their personal
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observations regarding the opposition. The information provided to players frequently
included the identification of the tactical set up, key players and general observations
of how the opposition were playing. Consequently, the half-time team talk can perhaps
be seen as being emblematic of the coaches having a dualistic concept of knowledge
where knowledge is provided by authorities (coaches) to learners (players) and
learners have to reproduce knowledge (Olsson, Cruickshank & Collins, 2017).
Significantly, where PA was available it was not regularly used to support these
observations. Both pre- and post-intervention, the assistant coach consistently offered
general reflections of the opposition, for example in match three pre-intervention (half-
time score losing 0-1), the assistant coach stated “They are not bad at knocking it
about, are they? They are alright.” Offering little insight in to the tactical set up of the
opposition but reviewing their performance in a rather general manner. Frequently, the
lead coach would follow the assistant coach in providing a brief review of how the
opposition played to start his half-time team talk. For example, following the assistant
coach’s reflections of the opposition detailed above, the lead coach stated in match
three, pre-intervention (half-time score losing 0-1), “They are playing the three [in
defence]. The lad’s not bad up front. The right winger is not bad”. Such general
observations often provided the platform for further coach-led scrutiny which offered
greater insight in to how the opposition was playing and identifying their key players
with a view to providing information to negate the impact of the key players. Avugos
et al. (2018) also found that half-time team talks in soccer were frequently used to
convey a coach’s appraisal of match performance, including a review of the
opposition’s tactics and strategies.

The lead coach regularly used his general observations to initiate further tactical

review of the opposition team’s performance. However, the lead coach consistently
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did not use PA to support these observations despite its availability. Providing
feedback in this manner frequently allowed the lead coach to review the performance
of the opposition, highlight key players and then link to the performance of his own
team. The lead coach said (Match two pre-intervention — half-time score losing 1-2):
They have gone to a four, three, three with a point down. [Opposition player] is
a point down. Screening naturally when they are playing out with the two centre
halves and the goalkeeper, he is not looking at getting the ball so much now. It
IS more so the two centre halves.
Similarly, in match six post-intervention (half-time score winning 3-2), the lead coach
provided a general overview of the opposition before highlighting specific player
actions which could have been supported by video feedback, but which were not. The
lead coach said:
they are playing nice pretty [soccer] even at three nil, they have to be respected
because they play around the corner passes, they have got a... lad in the
middle of the pitch that turns on a six pence and switches it very, very well.
You’ve got wingers inverted, we are still following wingers and getting carried
away with it. We are forcing players inside.
This form of review was regularly used as a way of providing tactical information about
how the opposition was playing, mirroring Avugos et al. (2018) and Armento et al.
(2013) who found that soccer coaches often perceive half-time as the most appropriate
time to carry out interventions and provide tactical information to players. When PA
was available, it was not necessarily used to support the discussions by the coaches
on how the opposition played or to provide evidence to support the coach’s
observations. The lead coach stated (in match three post-intervention — half-time

score losing 0-3) “What is happening they are playing a diamond right through the
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centre of the pitch. There is the four, then you have got two centre mids, that are doing
this every single time to you and [you]... But you are not picking it up, you are not
recognising what is happening.” Such aspects of reviewing the opposition’s playing
style could have been supported by the use of video from the analyst or with basic
statistical information at half-time. However, this was not regularly done and instead
the coach would verbally explain his thoughts on the opposition, despite coaches
frequently using PA to support their pre-match opposition analysis (Wright et al., 2014)
and increasingly engaging in PA in the hope of finding “information that adds to what
they can see for themselves” (Bartlett, 2001, p.125). It is possible that the coach did
not use PA regularly to support their half-time team talk due a lack of time or due to a
lack of familiarity with analysis and it not becoming a normalised part of the half-time
process in the six matches which formed the observation period. However, such use
of PA to back up the coach’s opinion could be seen to represent the coach having a
naive epistemology and therefore using PA to provide ‘the right answers’ to the players
(Entwistle & Peterson, 2004).

The lead coach would commonly use his reflections, not only of the tactical style of
play of the opposition but also of the opposition’s attitude and effort, to highlight
insufficiencies in his team’s play. In match three post-intervention, the lead coach’s
team were losing three-nil at half-time, and then he used his interpretation on how the
opposition celebrated their goals to focus his players on their poor performance: “Did
you see how they celebrated the first goal? Did you? Did you not see how they
celebrated the first goal? They celebrated the second goal. They celebrated the third
goal the way they did, like they are pros!”. The lead coach continued “They have not
purposefully tried to penetrate. Because we have been narrow, they have just done it

because they could”. The derogatory tone from the lead coach appears to have been
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used to explain the reason for the half-time score was not good play from the
opposition but poor play from his team. As such, by highlighting that it was not the
effort and skill of the opposition but his team’s own poor play that had resulted in the
score line, he emphasised to his players that an improvement in their own performance
could influence the result of the match. Both the use of PA (Bampouras et al., 2012;
Booroof et al., 2016; Groom et al., 2011) and half-time team talks (Avugos et al., 2018)
have been highlighted as being political in nature. This appears to have been done by
both coaches at half-time, through their team-talks and not the use of PA, to encourage
accountability for the score line and to motivate players before the second half of the
match. Turman (2007) also found that information provided by a coach during
competition frequently focused on player accountability, individual performance,
collective failure, and future regret however, within this study such information was not
supported by PA and information on these topics were from the coaches half-time
team talks alone. Where PA was available it could have influenced the information
provided to players by the coaches, particularly given at the start of each half-time
where PA was available the lead coach and analyst shared video and data of the first
half performance however such information on the opposition was not directly
supported by PA.

This theme has highlighted that when PA was available, it was often not used despite
its potential value, to support the review of the opposition which appears to have been
a missed opportunity, particularly where key tactical information was provided by the
coaches as this could have been supported using video and data collected by the
analyst. Instead, half-time team talks, both with and without PA, frequently involved
the coaches feeding back to players regarding the tactical set up of the opposition,

key players for the opposition and the coaches’ general observations on how the
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opposition was playing with no objective evidence shown directly to the players to

support these thoughts.

Effort and attitude

Both pre- and post-intervention, the lead and assistant coach regularly used the half-
time team talk to communicate information regarding the perceived effort and attitude
of their own team in the first half, often linking this to their expectations of the players.
Once more, this was regularly conducted without PA to support these observations
despite its availability (post-intervention). The emphasis on the efforts of players being
inadequate was often discussed by both the lead and assistant coach. In match one
pre-intervention (half-time score losing 1-4), the assistant coach stated, “Off the ball
we were stood there, we were watching, we were not trying to fill space, we are not
marking men. It is not good enough boys. Not good enough at all.” Similarly, the lead
coach said (match six, pre-intervention — half-time score winning 3-2) “Not good
enough. Just not good enough. How can you accept it? Are you happy with it?... That
is not good enough”. Such comments were likely influenced by the score line and
potentially, where PA was available, any data and video shared between lead coach
and analyst at the start of the half-time break. In match one pre-intervention the team
were losing 1-4 and although the team was winning 3-2 at half-time in match six pre
intervention they had been winning 3-0. Subsequently, the comments on the players
attitude and efforts were potentially the result of frustration from the coach at the
player’s performance. The coaches highlighted that they perceived a lack of work-rate
of players to be shown by actions such as a lack of movement, ‘ball-watching’ and a
failure to carrying out defensive duties such as marking. Consequently, the coaches

observed that in their opinion the effort and energy of the team did not meet the
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expected standards, showing that both coaches had specific expectations regarding
the effort and intensity their players ought to demonstrate during a match. However,
the examples frequently used by the coaches to highlight a supposed lack of work-
rate were presented with a coaching vernacular and emphasised a lack of knowledge
of the scientific terminology focused on work-rate of players. Indeed, discussions
centred on player effort may be used as an opportunity for coaches to condemn
players potentially in the hope of inspiring a change in effort and attitude. Similarly,
Avugos et al. (2018) emphasised that half-time team talks in soccer can focus on
criticism of player and team performance in the hope of inspiring change in
performance in the second half of a match. However, given the use of PA by coaches
to reinforce their opinion (Bampouras et al., 2012), itis perhaps surprising that despite
the video and statistics collected by the analyst in this study holding potential value to
support these observations, the coaches choose not to use it when it was available to
support their evaluation at half-time.

The observation of effort and attitude was present in both half-time team talks pre- and
post-intervention. In match four, post-intervention (half-time score — losing 1-2) where
PA was available, the lead coach stated, “The problem was first 10-15 minutes we
didn’t get nowhere near the man on the ball, so they are having two touches and still
keeping their eyes up before they made that pass with the third touch. It tells me we
are not close enough, so we needed to step up”. Such observations could have been
supported by video and highlights both the lead coach and assistant coach appeared
to believe that one of the fundamental aspects of being a soccer player at an academy
was displaying high energy levels. The lead coach often used the idea of exertion and
being seen to put effort into a match (by displaying high energy levels, movement, and

eagerness) as being a core component of a soccer player. This was regularly
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discussed in a manner to suggest that those who did not demonstrate the necessary
effort and exertion within a match, would fail to progress beyond the level at which
they currently played. The lead coach stated (match three, post-intervention — half-
time score losing 0-3), “listen there are a lot of naive footballers in this group thinking
that other people will do the job for us, you are never going to get anywhere with that
attitude”. Christensen (2009 p. 376) also highlighted that coaches working in talent
development environments may emphasise the importance of a soccer player having
‘a “drive to succeed” and an attitude signalling “will and perseverance”.

At half-time the subjective comments focused on effort and attitude were not supported
by PA despite the data holding potential merit in this regard. That is, if the tracked
aspects of performance (e.g., counter attacks and regains in the final third) tended to
demonstrate low frequencies in these instances, this could have provided some
indication of the team’s work rate. However, the use of such Pls by a coach in a half-
time team talk would need to take account of the contextual factors such as the
opposition, the style of play being adopted and the status of the match. Therefore, it
is plausible that the availability of data or video from the analyst, to supplement the
coaches’ feedback regarding effort and exertion (e.g., analysis to support such
feedback as a lack of movement, ‘ball-watching’ and a failure to carrying out defensive
duties such as marking), may be redundant or require more time and effort to
contextualise than a coach is prepared to use at half-time. This is despite PA being
used more broadly (e.g., pre-, and post-match) to support the societal and political
motivations of coaches’ (Booroff et al., 2016).

Feedback on the effort and attitude of players was generally focused on the whole
squad, however, individual players were occasionally highlighted for their poor

communication which was used as an example of a bad attitude and poor play. This
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was perhaps done in an attempt of make an example of these players for the rest of
the squad. The lead coach highlighted one of the central defenders in his half-time
team talk (match three post-intervention — half-time score losing 0-3) saying “That is
when you have got to talk, you and your back line. ‘Yes, yes I'll take him, you drop in’,
you have got to talk and communicate boys. If you don’t talk, there is no organisation.
Like | say, touch, it is not good enough at times. It has to improve. 3-0 down let's
improve it and be competitive”. On this occasion the lead coach chose to highlight a
specific player; at other times he implied the work rate of certain players was not what
was expected without explicitly highlighting which players he was discussing or
emphasising what was meant by work rate. While such observations may have been
influenced by the PA shared by the analyst at the start of half-time, the lead coach
choose not to reference specific data or video that could have supported these
discussion where PA was available in his half time team-talks to players. The lead
coach (match three pre-intervention — half-time score — losing 0-1) said:
| think work rate from one or two individuals has been surprising because it has
been positive but equally there has been difficulties with some, in certain
individuals and letting other people down within the group because certain lads
have not been pulling their weight as well as they should be doing.
Without the use of GPS technology, it would perhaps have been difficult for PA to have
been used to accurately support the lead and assistant coaches’ discussions of work
rate. However, it seems likely that the coaches were using the phrase work rate from
the coaching vernacular to highlight and discuss the attitude shown by players.
Although GPS technology could have provided some insight into the players’ effort
and work rate, the movements of players are highly dependent on match context and

as such, any data of this nature provided to a coach may need to be contextualised.
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However, the regular reference to attitude and effort at half-time highlights these are
key elements of performance to the lead coach and assistant coach, albeit discussions
on player work rate were not grounded in scientific terminology. The regular reference
to attitude at half-time reinforces the perceived importance placed by coaches on
attitude in talent development environments (Mills et al., 2012). However, despite data
and video being available to the coach to potentially support the observations on effort
and attitude these were not directly used by the coaches within their communication
with players at half-time.

This theme has highlighted the coaches’ regular reference to work rate and effort
during half-time team talks, though PA was not used to support these observations.
This is despite the data collected by the analyst holding some potential in supporting
feedback on work-rate and effort through the tracked aspects of performance (e.g.,
counter attacks and regains in the final third). That is, low frequencies of particular
actions could have provided some indication of the players’ work-rate as long as there
is clarity on how a coach defines it and what indicators of effort they utilise. However,
contextualised factors such as the status of the match, the opposition and the style of
play being adopted would have needed to be taken in to account if the coach used
these frequencies during half-time team talks. Consequently, it is possible that despite
the availability of relevant data or video from the analyst, this may not have been used
because it required more time to contextualise it in order that it be successfully
integrated to the half-time team talks. Similarly, the coaches may have not used PA
directly to elucidate player effort owing to a lack of familiarity with the data collected
by the analyst, a belief they did not need to use data / video directly to support their

observations despite information at the start of half-time being provided by the analyst
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influencing their perceptions or a lack of knowledge of work rate and effort as

measurable constructs.

Evidence informed evaluation
The evidence informed evaluation theme highlights the way that video and statistics
were used to support both individual players and the coaches’ tactical analysis of their

team’s performance.

Tactical deconstruction

Tactical information was frequently provided by the lead coach to the whole team
during the half-time team talk. Details about how the team played in the first half was
regularly provided to support explanations of the way the coach wanted the team to
attack and defend in the second half. This tactical information often provided individual
players, team units (defence, midfield, and attackers), as well as the whole team, with
specific instructions on systems of play, technique, and tactics. This form of coaching
regularly allowed the players to receive information on how they had played and
provided suggestions as to how they might alter performance. In the half-time team
talk of match one, pre-intervention (half-time score — losing 1-4), the lead coach
discussed the role of the winger when the opposition had the ball. The lead coach
stated “when we naturally fall [into a defensive shape], granted it is not your [To winger]
position, but when their two-centre halves are playing out, he is not the first man you
engage on. Your centre forward and the number 10 will do that”. This provided the
winger with information on how he could change the way he was playing in a specific
scenario in the second half of the match, allowing him to develop his knowledge as

well as his match performance.
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Tactical information was frequently provided following a review of an aspect of the first
half, seemingly allowing the lead coach to say what had happened and how he wanted
the players to counteract this in the second half. This potentially reflects the lead coach
having a naive or dualistic epistemological stance (Grecic & Collins, 2013) where the
coach is the expert and possess the knowledge to pass on to the learner through
instruction. The lead coach stated (match one, pre-intervention — half-time score losing
1-4)
when the opposition get the ball, we do fall back but there is a level of how far
we can fall back because we are defending in your [To goalkeeper] 18-yard box
at the minute. But that is naturally because you are not speaking [To centre
back] or you are sat on your goal line [To goalkeeper]. So, get up. You are
better at dealing with a longer ball outside your 18-yard box than inside your
18-yard box.
Such tactical information gave the players instructions concerning how they should
play in certain situations. In the half-time team talk of match three, pre-intervention
(half-time score - losing 0-3), the lead coach stated:
you [central midfielder] have done really well, but what we are not doing well
enough, when it goes into centre mids, we are playing with our nearest full back
well, but we are not looking to switch play. Okay? He [fullback] is in bags of
space. The game is predominantly played on the right at the minute. Listen. He
[fullback] is intelligent. Get the ball out to him. Get on your bike and support in
two v ones and take risks.
The provision of tactical information to individuals, units and the whole team appears
to support the view that coaches are recognised as being responsible for the

‘purposeful improvement of an individual or team’s performance in sport’ (Cushion &
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Lyle, 2017, p. 47) and as such the provision of feedback to support player performance
is an important aspect of their role (Borrie & Knowles, 1998; Martens, 2012).
When PA was available, tactical feedback on the coaches’ own team was, at times,
directly supported within the coaches’ communication to players through the use of
video and statistics. The information provided from the analyst was occasionally used
by the lead coach to reinforce his point of view on how the team or individuals were
playing in terms of the tactics and style of play used. In the half-time team talk of match
one post-intervention, (the half-time score was one-one) the coach used statistics
provided by the performance analyst to reinforce his observation that the team were
playing well and creating goal scoring chances. The lead coach stated
Right listen. We are fine we are doing alright. They are here for the taking: aren’t
they? Yeah?... Right just looking at basic stats there, 13 attempts you have had.
13. 13! They have had about two. 13 attempts! Now second stat from there is
how many have come from us regaining the ball in the final third. 50% of the 13
S0 7.5, 6.5 have been from us regaining the ball, through pressing and winning
it high up the pitch and then having an attempt on goal.
The information referenced by the lead coach had been shared by the analyst at the
start of the half-time break and was then directly referenced in the lead coach’s half-
time team talk with players. In addition, at times the lead coach used video to support
his explanations of performance having been shown the video by the analyst before
talking to the players at half-time. The lead coach showed the players three videos of
the success they were getting when attacking during one half-time team talk. As such,
the videos are used to support a coach’s instruction in the form of evidence to highlight
a players success or failure (as perceived by the coach), therefore the video then

becomes a resource which may be used to support the coach’s naive/dualist
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epistemological view. The lead coach (match two, post-intervention — half-time score
- winning 2-1) said “Right, look at these three examples, quick, very quickly so this left-
hand side, is where we are getting... Three simple examples of how we are cutting
down the throat of their right full back and centre half.” The video was used when the
team were winning two — one which highlights that the lead coach was keen to
reinforce good play and emphasise what the players had done well to be in a winning
position at half-time. The lead coach continued, at half-time of match two post-
intervention, having shown the players three videos of them attacking: “Simple
examples. Good bit of play, so if we are not working it coming in off the line and getting
shots on goal, we are absolutely battering them in-between fullback and centre half.
And this is where they have got a big problem”. Where the players were shown videos
at half-time, they were often able to see what they had done well which appears to
have reinforced the observations of the coach during the team talk. Such a use of PA
is similar to the way in which post-match analysis is carried out where players are
shown videos of their performance with the strengths and weaknesses highlighted
(Carling et al., 2005; Groom et al., 2011; Hodges & Franks, 2002; Stratton et al., 2004).
Additionally, the half-time team talk seems to provide a suitable break in play where
coaches may take the opportunity to convey their evaluation of the first half match
performance and induce tactical changes (Avugos et al., 2018) and support this with
information provided by a performance analyst.

Statistical information and videos from the analyst were shared with the players in
match one and match two where PA was available. However, despite the analyst
sharing findings with the coach in each of the matches where PA was available, the
videos and statistics were not always shared with the squad, possibly because the

status of the match directed what the coach wanted to say. Consequently, the coaches
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could have been keen to control the PA players engaged with and manage the use of
PA to reinforce their own perceptions and opinions (Booroof et al., 2016). In match
three post-intervention (half-time score — losing 0-3), the coach commented to the
analyst, as the analyst played the video he had requested to see “It is weight [of the
through ball] again isn’t it, but appreciating [the] goalkeepers starting position is key...
It is channels isn’t it. Channels between full backs and centre half every time.... It is
just the quality. It is channels every time, isn’tit? ... Wow. Jesus there are loads”. This
commentary, whilst watching the video shown by the analyst of unsuccessful through
balls played by his team, shows the lead coach was keen to see how his team was
performing, despite the coach not then going on to share the videos he viewed with
the players. Such a lack of input of players is perhaps not surprising given previous
research has highlighted the lack of involvement of players in PA (Bampouras et al.,
2012) and reinforces the coach as gatekeeper to what players see in terms of PA as
highlighted in Chapter four which may be deemed to be representative of the coach
having naive or dualistic epistemological belief.

In match four post-analysis (half-time score — losing 1-2), the lead coach viewed
several videos of his team before starting his half-time team talk. The coach
commented to the analyst “Jesus there are loads [of clips of winger]. But he is too
narrow, so he is always in a race against him [defender] a foot race... He [winger] is
getting annoyed if he gives himself more width then he receives it to feet and then he
goes at the man.” The viewing of video and provision of data from the analyst to the
lead coach prior to his half-time team talk, may have informed the coaches’ feedback
to players, influenced tactical changes, and even affected the coaches’ thoughts on
substitutions even if the lead coach did not directly use video or data during their half-

time team talk. As such, the players may be seen to indirectly benefit from the use of
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PA even if they do not directly see video or hear of data that has been gathered from
the analyst during the half-time team talk.

The opportunity to use PA to support the team talk at half-time allowed the coach to
provide the players with evidence to support their observations and also see video and
get data that may have influenced their decision-making in the second half. The use
of video and data was focused on the coaches’ own team and not in relation to the
performance of opposition where the coaches’ observations were not supported by
video or statistical evidence. A possible reason for the coaches not opting to provide
video and statistics on the opposition may have been their desire to focus players on
their own development. This could, in part, be explained by the age group of the
players and it could be anticipated that this may change pending the age and
competitive level of the team with PA potentially becoming more extensive as players
progress toward more senior squads. Thus, although the coaches verbally fed back
on the opposition’s performance at half-time, they might have felt the limited time
available to show video and share statistics meant PA was better used to support the
team’s own performance. Indeed, the use of PA by the coach to support their own
team is supported by Martindale et al. (2007) who suggested a talent development
environment should emphasise age-appropriate development in contrast to match
success. Also, with limited time available the coaches may not at times have used the
video and statistics directly with the players but instead chosen to use the information
to inform their decision-making on tactical changes and substitutions (Anderson,
Francis & Bateman, 2022). The lead coach’s use of PA to underpin his observations
of his own team’s performance tactically contrasted to the lack of use to support his
observations and feedback on effort and attitude. However, it is noteworthy that the

use of PA to support his tactical feedback was sporadic in nature. This may be
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explained by a lack of familiarity with PA in this context, particularly as it was a novel
resource (owing to the study), which meant the coach tended to rely on his own
observations rather than using the PA available. Divergently, the lead coach may have
felt that as he had viewed video and received data at the start of the half-time break,
there was limited additional value in showing players or directly referencing the data if
it had influenced what he would say, possibly because of the time it would take in

particular to show video to players.

Inspiring individuals
During the half-time team talk, tactical information was often provided to specific
individuals regarding how they could improve their performance. Both pre- and post-
intervention the lead coach would regularly highlight a player and then provide detailed
information to them describing how they might improve their tactical play. For example,
the lead coach in half-time team talk five, pre-intervention (half-time score — 1-1) said:
[Player two] initially may have to start here and have to drift in there, so because
he is not necessarily there you have got time but sometimes too much time is
troublesome for you because you are thinking who is making the run, who is
coming in short. But you need to dictate at times in early opportunities when we
win it back where the ball should go to get a reaction from their movement. Do
you understand? And that is care in the pass and that is all it is.
Frequently providing tactical information to individuals during half-time appears to
have been a key tactic of the lead coach and assistant coach in trying to ensure
performance improved in the second half, therefore increasing the chance that the full-
time result would be a desirable one for the team. Short specific instructions were

often directed at specific players, this likely echoed the coaches epistemological belief
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being dualistic/naive potentially to provide the player with precise information on how
to act in given situations. In match two pre-intervention (half-time score — losing 1-2),
the lead coach spoke to a winger telling him “[keep] talking, keeping asking for the
ball”. This form of short instruction told the winger to communicate more, a clear
objective for the player for the second half. Similarly, in the half-time team talk of match
three pre-intervention (Half-time score — losing — 0-1), the lead coach used simple
consecutive instructions to different players to give each player a specific way they
could improve their play in the second half. The lead coach said, “[Centre midfielder]
get down on the wing, get crosses in. Try and stay onside [Striker], you've not had
much to do but when you have you have done really well’. This format for providing
information to players through short direct instructions allowed the coach to give
instructions and objectives to multiple players within a short space of time. This
supports previous research that has highlighted that the interactions of coaches during
a match may follow a consistent pattern including the provision of short specific
instructions within a match (Allain, Bloom & Gilbert, 2018). However, the content of
such instructions may vary dependent on situation factors such as the score, the team
performance and the behaviours and actions of players (Allain et al., 2018).
The lead coach also provided tactical information to individuals regarding how players
could improve their performance when PA was available. However, despite this
communication potentially being informed by data and video shared by the analyst to
the lead coach at the start of half-time breaks this was not generally supported through
the direct use of PA in the form of either videos or statistics being shared with players.
The lead coach said (match six, post-intervention — half-time score losing — 1-2),
[Player six] you are going to be screening so we are going to play completely

opposite. So, there is the centre forward, screen the centre forward and play,
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then the 8 and the 10, always deeper than the 8 and the 10. If you are in line
with the 8 and the 10, one you can’t do your screening job for the 9 and two
they take you out of the game even with a drop of the shoulder. So, play deeper
than the 10 and the 8.
The provision of specific information to individual players was further used in match
two post-intervention (half-time score winning 2-1) and could have been supported by
PA but was not. The lead coach stated ‘Midfield, looking solid, you are doing well.
[Player three] causing them loads of problems down there, [player one] and [player
six] nice and solid. [Player six] like | say you have played some great balls down the
left-hand side, sometimes when you're receiving in there and we can go forward early,
go forward early.” The short statements of tactical information provided specific players
with alterations to their style of play and highlighted areas in which they could improve.
The provision of such information may have been done to develop the performance in
the second half, however, would likely also lead to the player gaining tactical and
technical information from the coach’s half-time team talk which could have been
further supported through the provision of PA which, although available was not
regularly used. This may offer some support that the role of the coach in talent
development environments is balanced with coaches believing winning and on field
performance is a priority whilst also recognising the importance of learning and player
development (Santos et al., 2017). However, despite PA being available and having
the potential to support the short tactical instructions provided by coaches to players
at half-time this was not regularly done.
Where PA was available it was directly referenced on occasion within the half-time
team talk in the form of videos shown to individual players, to support the coaches’

analysis. The use of PA was focused on specific players selected by the lead coach,
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who were asked to speak to the analyst to see certain clips that the lead coach had
picked out. In match one post-intervention (Half-time score — 1-1) the coach asked a
player who had made a mistake to observe a video in order to highlight an error he
had made that led to a goal being conceded. The lead coach stated ‘[The] full back is
too high. Even the back four is way too high. Tracking. Yeah tracking [Centre
midfielder]. [Centre midfielder] you didn’t track your man... Have a look at it, it is
powerful. Watch it.” Similarly, when speaking to the full squad, the lead coach
specifically referenced information provided by the analyst intermittently in his half-
time team talks and then asked the analyst to show the players videos. In match four
post-intervention (Half-time score — losing 1-2) the lead coach said:
So, | am going... to set a trap in-between their right full back and their centre
half, the same here. So, striker drops to the 6, so when we win it in the diamond,
which they are playing, how well can we release these, so can they pull off...
[Player four] go and have a look at these videos.
The lead coach then asked the analyst to show a specific player a video of their
performance while he fed back to the rest of the squad allowing the player to see
evidence of their own performance. This may have reinforced the instructions given
by the lead coach to the player, however, this was only infrequently used where PA
was available. The use of PA to support feedback has been reported by players to aid
their self-reflection (Middlemas & Harwood, 2017) and if used as a tool to aid reflection
may be argued to be an expression of a coach with a sophisticated epistemological
approach. Although research has not focused on the use of PA at half-time in aiding
self-reflection, there is limited reason to believe that half-time feedback with PA would
not be able to facilitate such reflective practices if used in a collaborative manner

between coach and player. This may be particularly relevant given Wright et al. (2016)

151



reported players’ eagerness to engage in short post-match feedback sessions lasting
11-20 minutes, similar to that of a half-time team talk.

The coach-led feedback provided at half-time echoes previous research that
highlighted coaches working in lower-level professional soccer clubs may use an
autocratic style and direct instruction to give specific information to players (Nesti &
Sulley, 2014). Additionally, given the context of a half-time team talk and the short
period of time available this may result in the need to convey information effectively
and efficiently (Anderson et al., 2022; Bloom, 1996) and therefore means a coach
might choose to be more autocratic in their approach without resorting to PA to support
their team talk — particularly where they have received feedback at the start of the half-
time break from an analyst influence what is said to players. However, Nelson et al.
(2011, p.9) argue that individuals learn more as a result of ‘engaging in social
interaction’ within feedback sessions. This emphasises that coaches leading the
feedback at half-time may not encourage improved learning if there is a reliance on
instructions from the coach in contrast to players being involved in the learning
experience beyond receiving instructions from a coach.

The lead coach typically used the video and data to inform his team talk without
showing video to individual players. Still, where used, such use of video to support the
coach’s observations on individual players highlights that PA can be used at half-time.
However, the lead coach preferred to use PA to inform his team talk and not directly
to show players. Again, this may be due to the novelty of PA and an analyst operating
alongside the coaches introduced within this study or the dedicated time being set
aside for the coach to speak with the analyst during half-time as a result of the process
developed for half-time feedback (Figure 5.3). Additionality it could be attributed to the

short amount of time available at half-time meaning the coach preferred to have the
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PA inform their instruction rather than directly support their team-talks which may have

taken up additional time during the team-talk.

The results thus far (Result Section A) have summarised the findings from the half-
time team talks both pre- and post-intervention, highlighting PA was used by the
coaches, albeit occasionally and in a non-systematic manner, to support their
observation of their own team’s tactical play and provide specific players with insight
on their performance. However, PA was not directly used to address opposition
performance or the work-rate of players despite these being discussed regularly in the
half-time team talks despite the potential of video and data to support these
discussions. The subsequent results (Results Section B) will now present the findings
of the interviews completed pre- and post-intervention and focus on the motivation of
individuals to engage in PA. The section will also address the challenges and
opportunities to using PA at half-time within an academy soccer environment. In
particularly it will highlight the way the coaches half-time team talks were frequently
influenced by the PA shared by the analyst at the start of the half-time break, without

being directly referenced / shared with players.

The case study was structured in the following manner with the interviews taking place

at the start and end of the case study (green highlight):
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Stage one - Semi structured interview

Stage five - Semi structured interview

Figure 5.5. Five stage case study design to investigate a coach’s use of PA at half-

time.

5.4 Section B — Analysis of pre-/ post-intervention interviews

Analysis of the data produced two higher-order themes (Opportunity knocks / Conflict
of interest) and four lower-order themes (Supporting current practice / Race to the tech
/ Prioritising performance / The best before the rest). A framework of the higher and

lower-order themes can be seen in Figure 5.6.

Supporting current practice

Opportunity knocks

Expectation vs. reality

Prioritising perfomance

Conflict of interest

The best before the rest

Race to the tech l
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Figure 5.6. Framework of higher and lower-order themes from reflective thematic

analysis of interviews.

Opportunity knocks

The opportunity knocks theme focuses on the way in which players and coaches were
keen to engage in PA despite having limited experience of using it previously. A desire
to use PA was built on the aspiration of developing the current match day and training
practices alongside completion of an activity conducted regularly in EPPP category

one academies.

Supporting current practice

PA was viewed by both the coaches and players as a positive opportunity. Indeed, the
coaches suggested PA could be utilised to aid the academy in fulfilling their objective
of developing soccer players. The players could then either be retained by the club
(and potentially play for the first team) or to be sold to generate income which could
be reinvested in the academy. As such, there was an aspiration for PA to be used at
half-time to aid the development of players (via feedback of data and videos),
confirming previous research (Bampouras et al., 2012), however despite this
enthusiasm PA was only sporadically used directly within half-time team talks and
information provided to players, although it did likely inform what coaches said and
tactical changes. It was proposed by the lead coach and HCD that the use of PA could
support coaches in their roles and provide players with additional support to enhance
the coaching provided at the academy (Reeves & Roberts, 2013). It was felt by the
HCD that PA should be used to aid players with their development as this aligns with

the role of the academy to prepare players to enter professional soccer. This desire
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for PA to be used to aid player development was outlined in the interviews that took
place before the half-time intervention was developed. The HCD stated:
If is a development environment, then, “How are we using [PA] for that
development?” We've got to live that process, otherwise the players don’t
believe it, and really what we’re doing is just paying it lip service. So, with
everything that we bring into that environment, the first question has got to be,
“Well, how does this support development?” and not, “How does this
necessarily help us win more games?” which is the real default setting of all of
us, because we’re all competitive.
This suggests the HCD felt PA could be used at half-time to support player
development, as well as acknowledging there was a desire to win matches.
Consequently, although the HCD viewed the role of the coach as being to develop
players, he acknowledged the constraint that may be present for a coach to focus on
the results of matches. Together, this suggests the use of PA in an academy may be
used to support the achievement of both player development and to aid winning
matches. Where the latter is concerned, by using PA as an aid to win matches, the
players’ knowledge may be developed as a by-product. The coaches’ motivation to
both develop players and also win matches has been highlighted previously by
Dowling, Reeves, Littlewood, Nesti and Richardson (2018), who highlighted coaches
working in talent development environments can be trapped between two distinct
cultures of winning and player development. Like the HCD, the lead coach discussed
the role of half-time PA and the value it could provide to players by stating in his pre-
intervention interview: “I'd want it to be powerful for the team, in that it would be an
education for them of how they can better themselves”. The lead coach here continues

to discuss the idea of player development; however little description was provided
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about what player development or learning entailed, perhaps emphasising the
nuanced nature of talent development. The lead coach continued to discuss the idea
of generic player development and learning being supported by PA, stating:
There’s a certain percentage [of player] who figure out [what is being coached],
there are so many individuals who learn more visually, anyway, particularly at
that young age. When they see themselves in that environment [on video], it's
more of a powerful tool than giving them some verbal information that they can’t
digest or transfer [it] as well, onto the pitch, as they can do visually.
The desire to focus PA at half-time on individual player development and the generic
concept of learning, highlights that the use of PA (whether directly used with players
or used by informing what coaches say) at half-time might be a way that PA could be
used to work towards the aspiration of the academy to develop the players to become
professional. However, the description of player development and learning should be
defined and detailed if PA is to be effectively used in support of these objectives.
Though, given the complexity of talent development (Bailey & Collins, 2013; Baker et
al., 2018; Vaeyens et al., 2008) and coaches’ understanding of the process of
identifying and developing talent (Christensen, 2009), this would be a difficult task.
To provide half-time feedback focused on player development, the players and
coaches discussed that the training curriculum could be used to offer guidance on the
focus of PA during matches. As an EPPP category three academy, a training
curriculum is followed which dictates that weekly session topics should be completed
as part of a six-week block of training. This block of training has a specific primary
focus to develop one aspect of tactical or technical play. The assistant coach
suggested this curriculum could be used to provide focus for PA at half-time. The

assistant coach stated: “I think [at half-time I'd want to see], not so much the goals or
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set pieces, more patterns of play, the way we want them played, is that coming out.
Again, it would be linked to the block [of training] a little bit, in the way we want to play”.
This desire for a focused use of PA at half-time to support the current practice of the
U15 squad was re-emphasised by the HCD who stated:
The way | see it is the group stuff, the things that we’re working on as moments
in a game. Let’s say it’s playing through the midfield third. Then, if we’re not
creating enough space and enough height and width on the pitch, it's then
looking at that on the footage and that then tees into individuals... Within the
bigger picture of that, then there will be the opportunity to deliver information to
individuals that’s relevant to them and their learning plan.
It was proposed to focus half-time PA on the aspects that were being covered in
training to allow key learning points to be reinforced in a match environment perhaps
emphasising the aspiration to offer more holistic player development across matchday
and training environments (Nesti & Sulley, 2016). However, the extent to which this
was achieved appeared limited with the focus of half-time feedback being primarily on
the match performance with scant reference to the contents of the training curriculum.
This hints perhaps at the dissonance between coaches intent and coaching behaviour
during match play. Similar to the coaches, player one stated in his pre-intervention
interview he wanted PA at half-time to be focused on “whatever we are learning in
training. Like for instance now we are learning about counter-attacking and that phase,
so if we see that in our game or like, your positioning out of possession, like staying
narrow or attacking, don’t always ball watch, defenders know where your men is, don’t
always step up.” This aim for half-time video and statistics, to be focused on the
training topic, could have been proposed to allow individual players to develop their

knowledge and understanding regarding specific topics in a match-situation but needs
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to be considered with players sporadic engagement with PA (Wright et al., 2016).
However, focusing half-time PA on the training curriculum would have required the Pls
to be continually adapted to re-align the focus of the analysis with the revised training
curriculum. As such, statistical and video feedback based on the training curriculum
could have been implemented at half-time but would require the adaption of the coding
grid used by the performance analyst to ensure that the Pls being used were focused
on the training curriculum. While it is clear there was a desire to focus the PA on the
training curriculum to support player development, no evidence of PA directly
supporting the delivery of the training curriculum was apparent in the half-time
feedback where PA was available.
The lead coach discussed in the post-intervention interview how video feedback was
used to share aspects of good play and allowed players to learn from each other.
However this contrasts with previous research which has highlighted players can
experience a negative psychological impact of PA taking place in front of their peers
(Middlemas & Harwood, 2017). The lead coach stated:
it was clear where we were getting the success, and ironically it was through
those players again... in that wide area. But others needed to see the benefit
of hitting that diagonal pass and the potential with us being in a comfortable
position at half-time with that game anyway, it afforded the opportunity for,
‘Look, you’ve got success, here’s how we can generate more success’.
Consequently, the lead coach seemed comfortable using PA to support player
development when his team were winning. As such, while there was a strong desire
to embed PA focused on player development and the training curriculum, multiple
factors including the opposition, the status of the match and the desire to win matches

might have an impact not only on how PA is used at half-time but also on the content
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of the coaches’ feedback at half-time (Allain et al., 2018; Avugos et al., 2018). The
complexity of what should be the focus for PA at half-time was summarised by player
five in his post-intervention interview where he discussed the challenge of encouraging
individuals to win matches whilst also identifying that the development of players
knowledge, skill and technique is also important: “[how PA should be used] depends
if you want more of a winning mentality then you need to vary the points that [the
performance analyst] show us which is better. But also, if it is the curriculum that you
want to base it on it can help us [players] more”. It is important to acknowledge this
complexity as it emphasises that a match day offers both learning opportunities for
individual players and the whole squad but also highlights that there may be a conflict
of interest within an academy setting on a match day with a desire to win matches
guiding how PA is used. Regardless, PA appears to be a tool that individuals aspire
to use to aid player development. However, such use is complex because of the issues
in defining player development and the potential conflict between player development
and the desire to win matches.

This theme has highlighted the way both coaches and players viewed PA as an
opportunity to support their current practice. The coaches felt PA could be used to
allow the academy to fulfil its objective of developing soccer players to play
professionally. Meanwhile, the players felt the use of PA at half-time could support the
delivery of the training curriculum. Despite such expectations from the players and
coaches there was no evidence in the half-time feedback post-intervention that PA
was used to support the training curriculum. Indeed, where PA at half-time was used
to support player development this appeared to be dependent on the status of the
match with the lead coach preferring to focus half-time feedback on the match

performance, particularly if the team were losing. While this is perhaps not surprising
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for a coach to have a desire to win matches, it highlights the complexity of using PA
in an academy environment and the reality that despite an enthusiasm to use PA at

half-time coaches frequently will not use the data and video collected by an analyst.

Race to the tech

Players and coaches were keen to use PA to support their current practice reinforcing
an eagerness to engage with PA in sport (Carling et al., 2005; Groom et al., 2011;
Hodges & Franks, 2002; Lyle, 2002; Stratton et al., 2004). However, the eagerness of
the coaches and players in this research occurred despite them possessing limited
knowledge regarding the way PA could be applied to the individual club environment,
team, and player. However, despite such eagerness and also despite the development
of a contextualised process of PA (developed through the intervention in this study)
PA was not regularly directly used with half-time team talks. The players and coaches
justified their desire to use PA by describing it as a feature of an elite soccer club
practice, typically out of reach to an EPPP category three club. However, the coaches
felt that although the coach education they had attended introduced them to the
technology used in PA, they were not afforded the opportunity to learn how PA could
be tailored to their environment emphasising the lack of contextualisation which has
frequently been a criticism of formal coach education (Cushion & Nelson, 2013). This
potentially points to coach education being underpinned by a dualistic/naive
epistemological beliefs in which video analysis is seen as being a tool to support a
coach’s instruction in the form of video/statistics as evidence of a players success or
failure (as perceived by the coach). Consequently, despite there being an ambition to
use PA because of the perception that PA was a feature of an elite club, there was

only a limited understanding of how this could be done within their own environment.
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Within the intervention for this study a contextualised process to use PA at half-time
was developed for the team, potentially negating some of the challenges identified by
the coaches with regards to coach education lacking information on how to
contextualise PA. However, despite a contextualised process of PA being developed,
coaches only sporadically directly used video of referenced data PA within their half-
time team talks. Although, the information by the analyst at the start of the half-time
break to the lead coach may have influenced what they said and tactical changes that
took place in the second half.
There was an eagerness for the academy to use technological advancements and
sport and exercise science support more widely. The lack of PA was highlighted by
the coaches who discussed the challenge of even video recording matches without a
performance analyst. The HCD discussed this challenge as one faced across the age
groups of the academy. The HCD stated:
We get access to opposition footage [of the youth team] when we request it.
We've got really good relationships with everyone else in the league and it’s a
sort of gentlemen’s agreement that if you want footage of a team’s previous
opposition, then they’ll make sure it's made available for you, and, likewise, we
do the same. That’s at youth team level. [Below youth team there is] very little
at all. I mean, very occasionally, you’ll get some of the wealthier [EPPP] Cat 3
academies... who have a bit more funds to film games or will have footage of
games that they’ll share with us, but it's very, very rare.
Similarly, the assistant coach acknowledged his experience of PA was as a semi-
professional player and as the parent of a current professional player. The assistant
coach said “As | played, we used to have our games videoed. At professional and

semi-pro, we used to have them videoed.” He continued “My son is at [Premier League
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club] in around the first’s there, now. He’s always gone through that [PA]... And still
do[es] it with the under-23s and that, you can get online, and you can watch your
games and stuff, so I'm used to it [PA] from that point of view from my son actually
doing it.” This limited experience of PA as a coach, despite having seen its use as a
player and parent, appears to underpin a desire to want to engage in PA and has been
seen in other research which displays coaches, in general, have a positive perception
of PA (Blaze et al., 2004; Martin et al., 2018; Reeves & Roberts, 2014). For the lead
coach this wish to use PA was driven by his previous experience with it at a previous
club he worked at. The lead coach stated of his previous club:
They’d invite the part-time members of staff and the players into the auditorium
before the training session, show them clips of the game. Very, very simple, in
terms of the angle in which the analysis was taken and it might be behind the
goal, just to look at play out from the back. Then, that information was dissected
before we’d go out to train. It'd be a five, 10-minute clip before training, then
we’d go out and mimic that scenario and work on that.
This prior use of PA by the lead coach, alongside the assertion that PA is a part of the
modern game of soccer, as well as a desire to use PA as other clubs do, appears to
have instigated a desire to engage in PA. The coaching staff and HCD were
particularly keen to see the club use support services and technology that could
advance the club’s practice. This was done in an attempt to align what was done in
other wealthier clubs who already had PA departments. Indeed, previous research has
highlighted coaches value PA to a greater perceived extent than the organisation at
which they work, implying the introduction of PA into an organisation is far from
simplistic (Martin et al., 2018). As an EPPP category three academy there is currently

no requirement for PA to be used at either the foundation phase (age groups U5 to
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U11) or the youth development phase (age groups U12 to U16). However, there was
a desire to engage in PA and further the provision of sport and exercise sciences more
generally. The HCD stated “I would hope that the next pot of cash will be thrown at
either sports science, getting a full-time sports scientist in or getting a full-time analyst
in... Those are the two prominent areas at the moment that clubs haven’t got the
resources to fund unless they are big boys [wealthier clubs and academies]”. The lead
coach discussed his employment at an EPPP category one club, where PA was used
in the academy and the way in which this reinforced his demand for PA. The lead
coach stated:
The issue [here is] the lack of time and availability and resources to be able to
facilitate that. It's been a problem and I think if there was one key area that was
going to highlight, that is apparent, in the difference between [EPPP] Cat One
and [EPPP] Cat Three, that would breach that gap for [EPPP] Cat Three, it
would be the use and accessibility of PA.
The desire to receive specific funding to employ sport scientists or performance
analysts is cloaked in a belief these features of soccer are only available to wealthier
clubs who can afford them. While this highlights an imbalance in the opportunities
available for players across the range of EPPP academies, it also shows there is little
knowledge how PA could be embedded into a coach’s practice and what impact such
engagement could have, with a limited budget and restricted access to hardware /
software, despite the increasing employment of analysts (including volunteer analysts
on placements) and the availability of cheap PA technology (Carling et al., 2009;
Wright et al., 2013).
The eagerness to utilise technology, PA, and other support services that other soccer

clubs engage in was encapsulated by the performance analyst:
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| mean, it happens in the professional... league, doesn’t it? Sort of, | know the
Premier League, they have it. Like... you go into the changing rooms, and they
have all the analysis, sort of, to one side, and then they put it onto a projector,
and the players come in, they watch the clip, and they tell them what they need
to do and stuff like that... So, if it happens in the modern game, it'll probably
also prepare [academy player] better for the game going forward, because
that’s what they’ll end up doing anyway.
Likewise, the lead coach discussed the idea that PA was a part of the recent
advancements in the game: ‘I think I've been appreciative to see the kind of
development in the need for [PA], but also the progression of its importance in today’s
modern game.” Given this, it was clear that most participants felt that using PA within
an EPPP academy would also be important for the development of players likely to be
exposed to PA at other points in their career. The lack of knowledge of how PA could
change the coaches’ practice or be tailored to the individual club is unsurprising given
the lack of education coaches receive on PA. Despite the HCD, lead coach and
assistant coach completing multiple coach education programmes, none had received
specific training on how to work with a performance analyst, how to use PA findings
or how PA could be used to provide an effective learning environment for players. This
was despite the participants taking part in coaching awards that included modules
containing PA. However, such modules, usually lasting 3 hours, involved the coach
taking the role of the analyst and were not focused on the integration of PA as a part
of a multidisciplinary support team. This emphasises dualistic/naive epistemological
beliefs likely underpinned the introduction of PA on coach education courses viewing

knowledge as being held by the coach and PA as tool that can be used to underpin
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the coach’s opinion. The lead coach discussed his experience on the UEFA A licence
stating:
| would observe, with the video, certain sessions, indoor, outdoor, from different
angles and different topics of play, more sides of games, stages of play, and |
would recognise how to code differently, depending on the type of session, the
type of thing that the coach would want to see. I'd do that, I'd do reports on it,
I'd look at key areas... that might be very, very vague.
As such it can be argued that despite a coach receiving some information on how to
code matches and create data reports they may still lack knowledge specific to their
environment on how to embed PA within their practice and how to develop particular
PA tools bespoke to their team. Martin et al. (2018) previously emphasised the need
for coach education to be supported by “the provision of ‘bite-sized’ learning
opportunities in PA as continuing professional development for coaches.” This
research emphasises that such coach education could focus on educating coaches
how to work with an analyst, how to use PA with their own club as a tool to aid reflection
and learning thereby engaging in more dualistic/sophisticated epistemological beliefs
of knowledge.
This lower-order theme has revealed the apparent intention of coaches to use PA
despite the individuals possessing only a rudimentary grasp of the way PA can be
effectively integrated to the individual coaches’ environment, team, and players. This
highlights that although coaches are keen to use PA and embed it within their
matchday practice there is only a limited understanding of how this could be done
within their own environment given the staff, players, facilities, and budget available.
Even when a contextualised process of PA is developed, as in the intervention within

this study, coaches frequently choose to not directly integrate video and data from PA
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into their half-time team talks. This highlights that the availability of PA may influence
the information provided to players (and possibly tactical changes / substitutions in the
second half of a match) but that this may not be directly supported by evidence of

video and data being used to support the coaches communication at half-time.

Conflict of interest
Prioritising performance
When video and data from PA was directly referenced/used at half-time, the use was
done in a manner to support changes in match performance as specific statistics and
videos were selected by the lead coach and shared with players to instigate changes
in performance. This process of selection was explained in the interviews as
necessary to enhance performance against the opposition. While it was acknowledged
that the role of the academy was to develop the knowledge and ability of players, the
use of PA at half-time was done in a manner where information was filtered by the
coach and then provided to players with the objective of improving match performance.
Nevertheless, learning may have taken place as a by-product of the information
provided by the coach at half-time to improve the match performance. Similarly,
Avugos et al. (2018) found the use of half-time team talks by coaches may lead to an
improvement in the second half performance by a team. In the interview post-
intervention, the lead coach acknowledged that when PA was used at half-time, it was
done to support the team to improve their performance in the match. The lead coach
stated:

at the end of the day at half-time you’re in the middle of a game, so if there’s

something critical happening with performance, then that needs to be

addressed primarily rather than going into something which is maybe a
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secondary concern and can be picked up afterwards, whether that’s through

PMAZ? or whether it’s in training; | guess there’s that balance, isn’t there?
The balance discussed by the lead coach was also referenced by the assistant coach
who spoke about the values that underpinned the academy and the desire to win. The
assistant coach said the academy “philosophy is not about winning, and we have all
got that sort of philosophy, but there’s got to be a bit of an edge where you want to
win.” He continued, “we did adapt [use of PA] at times, because we do realise that it’s
a game and we are trying to win”. Where PA was used by the lead coach, through
referencing data and showing video to players, it was done to support the coaches
half-time team talk, and improve the match performance of the team, this is perhaps
not surprising given the conflict discussed by the coaches with their roles being to win
matches and develop players’ technical and tactical ability. This is despite previous
research (Henriksen, Stambulova & Roessler, 2010) emphasising that a key factor to
creating a successful talent development environment is a focus on performance and
development as opposed to a focus on results. Indeed, early success within a talent
development environment is not predictive of senior success (Bailey & Collins, 2013;
Baker et al., 2018; Vaeyens et al., 2008). Still, it is plausible that the provision of PA-
based information seemingly targeting match outcome could have indirectly facilitated
the development of players and so perhaps the coaches were conducting a “balancing
act” between these two interests (winning the match & developing players).
Consequently, it may be too simplistic to state a half-time team talk focuses on either

the provision of information to support player development or winning a match.

2 Performance Management Application — was provided by the Premier League to all Categories of
Academies as part of the implementation of the EPPP. The PMA enables Clubs to collate productivity
analysis, benchmarked data, and match analysis/analytics
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The filtering of information and selection of specific aspects of PA to support the half-
time team talk was further acknowledged by the lead coach who spoke about how he
would get the information from the analyst at half-time, then consider the status of the
match, before providing his feedback. This reinforced the coach’s role as being one of
a gatekeeper to the PA seen by players. Reflecting on his use of PA the lead coach
said “[there were] maybe one or two occasions where the current... performance
dictated what | said at half-time, so | felt maybe once or twice | acknowledged it myself
with the information, but | didn’t interpret it to them, because | needed to affect them
in a different way”. Bampouras et al. (2012, p479) also found that the analyst can act
as a “hired hand” working under the guidance and in response to the direction of the
coach. However, the selection of specific statistics and videos by the coach, given to
the players to facilitate team performance, was positively received by the players.
Player two stated that when PA was shown / shared with players at half-time the focus
on match performance allowed the team to have greater clarity in the way they ought
to play in the second half: “we all knew what to do going forwards obviously [seeing
videos] gave us [information] in the second half to go on and win the game knowing
what we needed to do”. Where clips and data were shown to and shared with players
they were selected because of the ability of the chosen statistics and video to support
the lead and assistant coach’s observations on the status of the match and how the
match could be won. The lead coach explained that “the length as to which [PA has]
influenced me [at half-time] has been different, but that's been driven by the current
status of the game”. The selection of what statistics and video to show players and the
use of PA to support match performance has implications for the data / video being
collected by the analyst and also the role of the analyst at half-time. With limited time

available at half-time, the analyst should be prepared to respond to the needs of the
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coach and their requests for video and statistics which will more than likely focus on
match performance and how it can be improved.

This theme has highlighted a potential contradiction in the coaches’ use of PA to
manage both match performance and player development. Despite a desire to use PA
to support the development of players, the coaches felt the need to use PA in matches
to advance their team’s chances of winning. This suggests there are competing
pressures on a coach to simultaneously manage player development and match
performance. While these two aspects of a coach’s role may not be binary, and a
coach may be able to develop players through the sharing of knowledge that could aid
the winning of matches, it affected the data and video shared with players at half-time

by the coaches in this research.

The best before the rest

There was an apparent intention of the coaches to utilise PA (at half-time) to provide
support to the players who were perceived as being the most competent performers.
The justification for an unbalanced use of a resource concerned the players selected
to receive PA at half-time as potentially future first team players or as assets to sell for
the financial gain of the academy. As such, the coaches believed a resource such as
PA could be focused on specific individuals as opposed to being used with all players
in the squad. The targeted use of PA has previously been explored; however, it has
been linked to players experiencing a negative impact of PA when individuals have
been highlighted in post-match meetings for their undesirable contribution to the match
(Middlemas & Harwood, 2017). In contrast, the lead coach expressed his desire to
develop the best players by using PA, he stated “Other individuals will fall off; they

won’t ask questions or get stuck [in], but ultimately, I've got to educate to the top, so
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any sort of resources that can, or application that can support me to do that, then I'm
all game for it, definitely”. The lead coach continued
| would like to have used it [PA] more so for the players specifically, the ones
that are striving to be the best, [use it to] influence their performance within
games better. | would have done that more so at half-time; like working with
[player three] and [player five] to try and stretch them and improve them.”
The desire to focus half-time feedback and PA support on the best players within the
squad was observed in the way the half-time feedback was delivered directly to
specific players during team talks. In the half-time feedback for match four post-
intervention, the lead coach referred player three and five to watch video feedback
with the performance analyst. Following a brief discussion between the performance
analyst and lead coach, where the performance analyst showed the lead coach
several videos of attacking opportunities, the lead coach requested the two players
see the videos “[Player five], [player three] go and have a look at these videos.” The
lead coach reflected on this use of PA acknowledging it was done because he believed
players three and five needed to be pushed and challenged as they were deemed two
of the top players in the Under-15 squad. The lead coach stated: “I could have asked
for those clips [used at half-time in match four post-intervention] and | could have
worked with the fullbacks that weren’t overlapping player three or supporting player
three, or work with a striker, or tell player five to hit the striker. It's because player three
and player five are at the top of the group that they need to be stretched.” The
acknowledgement that PA could be used as an additional resource to develop only
certain players questions the equality of experience for all players in the academy,
particularly given that over 90% of players who play and train within the academy

system will fail to make it as a professional soccer player (Green, 2008; Kelly et al.,
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2018). Consequently, by focusing PA resources on only a few players, in order to
preferentially develop these individuals, may be at the expense of other players in the
Under-15 squad, despite the nuanced nature of talent development and the potential
for “late developers” to be deemed less talented than their more physically mature
peers at such an age (Cobley & Till, 2017). Itis possible that the lead coach highlighted
specific players to receive information from the performance analyst because of the
expectation they were more able to understand the specific feedback because of their
perceived expertise. However, it appeared as though the justification from the lead
coach for such targeted use of PA was the status of the academy and the financial
reward to an academy of selling players, reinforcing the way in which PA can be used
to meet a coach's political and societal motivations (Booroff et al., 2016) and the
financial gain that an academy player could bring a soccer club (Larkin & Reeves,
2018; Unnithan, White, Georgiou, Iga, & Drust, 2012). The lead coach said, “If we're
going to consider at [this club] that we’re a [EPPP category] three selling club and
preparing individuals for League One or League Two, you've got to use it [PA] to get
the best out of your group, and ultimately, | coach to the top end.” Indeed, for the
academy, generating revenue was a key priority because of the financial instability of
the club, hence this was used to justify the targeted approach to feedback and PA.
The lead coach stated: “the owner has told [Head of Academy] that he’s not investing
£120K into the academy next year... to keep it going. ‘So, you need to be selling
players by the end of the season’.” This highlights the way a coach’s practice can be
manipulated by the financial needs of the club (Larkin & Reeves, 2018). However, it
also emphasises the importance of clarity on what a talented player may look like and
how the coaches are identifying, categorising, and monitoring talent development,

particularly of players who may be deemed to be late maturing individuals. This is
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especially important given coaches have been found to lack ability to reliably discern
good technique during closed environment drills (Waldron et al., 2015) and the
disputed merits of talent as a concept at all (Howe, 1998; Baker & Wattie, 2018). As
such, the Under 15 age group could be deemed too early to identify specific individuals
for preferential treatment, including increased exposure to PA at half-time in matches.
Away from the coaches, the performance analyst and assistant coach expressed
concern over focusing feedback on specific players, not because of the complexity of
talent development but because of the way the selective use of PA may be perceived
by others. The performance analyst stated “It [PA] can be useful like that [to focus
resources of best players], but then they’ve just got to be careful of singling players
out.” Meanwhile the assistant coach stated:
If we did that and the word gets out that three or four [players] are getting
feedback on videos, you’d just get hammered from the parents for the ones that
are not getting it... People would just start... Parents would be moaning, and
players will down tools as well a little bit.... “You know what? You're not
interested in me. You're interested in [Player] and whatever. We don’t agree.”
The parents are mad enough anyway and they’ll tell you.
However, despite this attitude, PA was used more often for those players who were at
the top end of the squad. For example, at half-time (during the post-intervention, match
six) feedback to player four, who was identified as being one of the best players in the
squad by the lead coach, was supported with video evidence. The lead coach said to
player four, while the analyst showed the player a video from the first half:
[Player four] for the amount of flying you make going forward | keep saying the
same thing. Don’t stand next to your full back. You are coming off the line to

easy, far too often and without the opportunity of having your full back high
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when you so that, we are missing a trick with you not being able to come in off

the line to pass to you.
Such a focused use of a resource suggests that coaches are under pressure to
develop the best players. This is perhaps as these players might also have the
greatest impact upon match outcome and belies the suggestion that every player
within a squad is provided with an equal opportunity to develop and flourish in a soccer
academy environment. Still, even though the assistant coach highlighted that parents
/ guardians would not be pleased to see PA used only for specific players, this is how
it was used at half-time when individual players were shown video. This demonstrates
that while the assistant coach was conscious of the opinion of the parents, the desire
to win and the potential financial gain made for the academy (if a player is sold), is
substantial enough to ensure, when used, PA was preferentially focused on supporting
the players identified as being the best players in the squad.
This theme has highlighted there was a focus from the lead coach to utilise PA (at half-
time) to provide support to the players who were perceived as being the most
competent performers. The justification for such an unbalanced use of a resource
concerned the lead coach's perception certain players in the squad had a greater
chance of being future first team players or being future assets to the club to sell for
the financial gain of the academy. However, at such an age (Under 15), the
identification of a player with potential as a professional player remains a contentious
issue and how the coaches are identifying, categorising, and monitoring talent
development, to justify the use of a resource like PA, is of concern. Despite this, the
few players who were perceived as being of “highly talented” in terms of playing ability

received the majority of attention from the lead coach at half-time in terms of
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supporting resources such as PA, while the players, deemed to be of a lesser ability,

received the least attention (see Figure 5.7).

High

VN
AN

- o

Perceived talent Amount of PA provided
to player

Note: the width of respective triangles denotes the amount of talent the coaches perceived players to have and the
amount of PA that was provided to players, with the width of the pyramid representing more talent / PA the wider

the base.

Figure 5.7 — Use of PA for specific players by coaches.

5.5 Discussion

The purpose of this chapter was to investigate how PA can be utilised by a soccer
coach within a matchday environment with particular attention on the half-time break.
Although PA has previously been highlighted as being embedded in the practice of
soccer teams (e.g., Carling et al., 2014; Groom et al., 2011; Mackenzie & Cushion,
2013; Reeves & Roberts, 2013; Wright et al.,, 2014), research examining the
introduction of PA to coaches and its impact on coaching behaviour, communication

and practice is sparse (see for example, Groom et al., 2011; Jenkins et al., 2007).
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Moreover, where scrutiny of the implementation of PA has taken place, it has not
focused on the use of PA at half-time nor has it explored how coaches use the findings
from PA within their coaching practice in a match environment. Additionally, given the
proliferation of research investigating the use of PA (e.g., Carling et al., 2014; Groom
etal., 2011; Reeves & Roberts, 2013; Rein & Memmert, 2016; Wright et al., 2012) and
the recent advance in the use of data science and more broadly PA in sport (Baerg,
2017; Rein & Memmert, 2016), the scrutiny afforded in this study reveals some
important issues that ought to be considered in advance of attempts to implement PA
into matchday practice/feedback.

Soccer clubs invest millions of pounds per year in their academy programmes (Larkin
& Reeves, 2018), however talent identification and development are complex
processes encountering several issues (Bailey & Collins, 2013; Baker et al., 2018;
Vaeyens et al.,, 2008). This chapter highlights that within a talent development
programme, such as the EPPP category three academy in which this study was based,
the role of the coach, and the use of PA, appears complicated and multifaceted despite
an enthusiasm expressed by all in this study to have access to PA. The imprecise
nature of talent ID is particularly apparent where simplistic measures of physiological,
psychological, and social factors are used to understand and categorise future athletic
talent (Cobley & Till, 2017). As such, within this chapter, PA may be seen as another
vehicle to classify and track talent and / or support the development of players
previously identified as talented by coaches. However, this chapter also highlighted
that coaches view winning matches and developing all players in a squad as
somewhat binary objectives (although it is likely in practice these objectives are not
exclusively binary) within their roles. Subsequently, coaches used their own feedback

and, where PA was used, video and statistics at half-time to support the development
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of players they perceived to be the best, despite previous research finding that
coaches are not able to reliably discern good technique during closed environment
drills (Waldron et al., 2015) and the dubious virtues of talent as a concept (Howe,
1998; Baker & Wattie, 2018). Consequently, winning matches and developing all
soccer players within a squad were perceived to be two competing responsibilities of
coaches, both of which had the potential to be supported by PA at half-time. However,
winning was frequently prioritised at half-time through the feedback from coaches and
through the, albeit sporadic, use of PA within the coaches half-time team talks to
players. Similarly, Santos et al. (2017) found that coaches in soccer talent
development environments often believe winning and on field performance is a priority
whilst also recognising the importance of learning and player development. Although
the provision of feedback at half-time may have been directly linked to the coach
aiming to provide information to win the match, it is plausible that players developed
their technical and tactical knowledge as a by-product of this focus. Such topics as to
how to counteract an opposition team’s tactics or how to thwart a specific player, if
discussed at half-time and possibly supported by PA, could act as tools for learning to
develop players. Consequently, this information theoretically then increases the
player’'s knowledge of how to play soccer whilst also helping the team to win. Thus,
the role of a coach and/or a half-time team talk, regardless of PA availability and use,
need not necessarily focus on winning games at the expense of player development,
but might potentially achieve both objectives.

The introduction of PA at half-time resulted in only a limited observed change to the
communication of the coaches during their team talks. While the PA provided to the
coaches may have influenced their decisions on tactical changes and substitutions

(factors which could not have been tracked by the analysis of half-time team talks),
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little change was observed in the content of the half-time team talks where PA was
and was not available. As such, the coaches continued the trend (from when PA was
not available) of verbally critiquing the opposition’s style of play, providing tactical and
technical information and appraising effort during their team talks even when PA was
available. Therefore, the coaches may be seen to utilise their half-time team talks
(when PA was/was not available) to underpin their dualistic/naive epistemological
belief on knowledge and the coach as the authority to provide direct information to the
players. Video and statistics were sporadically shown to players, particularly those
deemed to be more talented and shared with the whole team when it was available,
however the typical content of the half-time team talks remained consistent across the
study period acknowledge PA as a tool to support the dualistic/naive epistemological
beliefs of the coaches. Consequently, although coaches appear keen to use PA to
support their practice (Bartlett, 2001; Booroff et al., 2016; Groom, et al., 2011; Martin
et al., 2018), it appears PA may have a limited impact on coaches’ behaviour and
practice. This is potentially because of a number of factors including; the complexity
of the role of the coach (Cushion, 2007; Lyle, 2002; Lyle & Cushion, 2017), the
epistemological beliefs of the coach, the short time available at half-time restricting the
information provided (Avugos et al., 2018), the situational factors such as the score of
the game, the team’s performance, the athletes’ emotions (Allain, Bloom & Gilbert,
2018) as well as a lack of education (Fullagar et al., 2019; Martin et al., 2018) regarding
how best to use PA and embed findings within a coach’s own practice. Meanwhile,
similar to Chapter four, coaches use of PA appears to be on a spectrum from coach-
led to analyst-led with the coach frequently preferring to lead the player facing aspects
of PA. Analysis, like sport science more generally (Drust & Green, 2013; Martindale et

al., 2007; Nash et al., 2011; Reade et al., 2008), appears to be fetishised over by
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coaches and clubs keen to engage in practices used by clubs purported to be ‘more
successful’, ‘richer’ or ‘bigger’. However, this study highlights coaches largely retained
their use of more subjective approaches to player/team scrutiny choosing to integrate
PA sporadically. It is plausible though the coaches of this study lacked expertise to
effectively integrate PA into their half-time team talks and so coaches might require
additional training (Fullagar et al., 2019; Martin et al., 2018), this may be particularly
apparent in this study given the short period of time available at half-time. It is also
possible that the effective integration of PA during half-time requires the inclusion of
more than six matches.

As with Chapter four, this study found that PA allows coaches access to data and
video which could subsequently permit an amplified evaluation of players (Harvey et
al., 2016). However, despite the availability of data and video from PA, this was not
always directly used within a half-time team talk by the coach within this study. As
such, this chapter, like Chapter four, found that despite there being the opportunity for
coaches to engage with PA, and this often being presented as having a positive impact
on coaching practice (Carling et al. 2014; Wright et al. 2013), the use of PA by coaches
is often done in a sporadic manner. Although evidence to support the ‘arms race’ style
rush to engage in PA has been present since the early 2000s (Drust, 2010; Groom &
Cushion, 2004; Liebermann et al., 2002; Mackenzie & Cushion, 2013), its use within
coaching practice may not be straightforward. Indeed, where PA was used, it was
often done to merely reinforce the perceptions / views of the coach, potentially
meaning the ambitions of a coach (e.g., to win matches, to be seen to have played a
role in a professional player’s journey) drive the use of PA at half-time (Booroff et al.,
2016). Consequently, as PA becomes increasingly used within sporting environments

it may further become a tool for coaches to monitor and manage their players (Harvey
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et al., 2016) to potentially further their own professional standing (Booroff et al., 2016).
Though this study is one of few to investigate half-time team talks by soccer coaches
and appears to be unique in its assessment of the introduction of PA to half-time team
talks it is not without limitations. Given the case study design, it remains difficult to
generalise the findings beyond the team used in this study. With the EPPP imposing
stringent measures in terms of the support for players and coaches across its tiered
system of academies, the findings from this study may not be transferable across the
different tiers due to the availability of different facilities, support staff and budgets.
Similarly, the findings may not be transferable to other contexts where PA is used,
such as senior professional soccer. The experience and qualification level of the
coaches may also be a limitation to the study and the transferability of findings.
Previous research has highlighted that the Level 2 coaching qualification is a key
distinguisher between coaches using and not using performance analysis (Martin et
al., 2018) and has emphasised the impact the context (e.g., match situation, player
performance) in which a half-time team talk takes place can have on the information
provided by a coach (Avugos et al., 2018). Meanwhile, the nuanced nature of
introducing PA to an environment where it had previously been unavailable also needs
to be highlighted as a potential limiting factor to the study. The club and age group
were purposefully selected because the lack of exposure to PA was seen as an
opportunity to develop a tailored process to PA at half-time, potentially immune from
the influences of previous PA practice. However, the novelty of PA might have meant
the coaches had not yet fully realised its potential hence its sporadic use after its
introduction. Martin et al. (2018) found that while coaches who have regular access to
an analyst will spend more time analysing and using PA to inform their decision

making, a lack of access to resources and the level of performer coached can impact
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on the engagement with PA (Leveaux, 2017; Martin et al., 2018; Mooney, Corley &
Godfrey, 2015; Rosandich, 2008, Wright et al., 2012). As such, within this research
the six matches where PA was available may not have been enough for coaches to

embed PA within their match day practice despite a desire to do so.

5.6 Conclusion

The findings highlight coaches may only sporadically use PA at half-time despite the
apparent eagerness of coaches and players to work with an analyst and have video
and statistics available. As such, more training and exposure to PA is needed if
coaches are to more frequently directly use it within their matchday practice. Where
PA was used at half-time it was often done by the coaches to reinforce their own
opinion. This highlights that PA, when used at half-time, might not be the source of
new information previously suggested of PA (Franks & Miller, 1986; James, 2006;
Nicholls & Worsfold, 2016) or that it is too difficult to integrate directly in to a 15-minute
half-time team talk. Coaches’ feedback was frequently targeted at winning matches,
potentially at the expense of broader player development. Although it is recognised
these are not mutually exclusive factors. However, the targeted nature of the coaches’
feedback where specific players, deemed to be the best players in the squad, received
video and statistics from PA suggests the coaches’ practice could be viewed as
somewhat unethical. This is despite the complex nature of talent development and the
potential for “late developers” to be considered less talented (Cobley & Till, 2017).
This chapter provides new information regarding the embedding of PA into the
coaching process, however, there remains a need to investigate this area further.
While this chapter highlights coaches have a positive attitude towards the use of PA,

and that PA can be embedded into the half-time process of a team, further
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investigation might explore how coaches use the findings from PA, beyond the half-
time team talk, in academy soccer environments. In particular, research ought to
address the way coaches in academy environments use PA to underpin their coaching
practice and utilise the findings to aid player and team development. Meanwhile,
having revealed the questionable use of PA by coaches (e.g., the targeted use to
support the players perceived to be the ‘best’) in this chapter, research might consider

exploring this issue in more detail also.
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Chapter Six

Academy Coaches and PA: A complex relationship.
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6.1 Introduction

Chapter five highlighted that the individuals involved in academy soccer, in both
coaching and leadership roles, were keen to engage in PA to support their practice,
yet their use of PA was sporadic. Meanwhile, Chapter four emphasised coaches used
PA and worked with analysts on a sliding scale from coach-led to analyst-led roles and
responsibilities related to PA. Such engagement was dependent on multiple factors
including the coach-analyst relationship, when in the match-play process the analysis
was carried out, the analyst's/coach’s epistemological beliefs, if the analysis was to
be shared with players and how long the analyst and coach had worked together.
Consequently, despite the acknowledgement that PA had the capability to introduce
‘new’ information to a coach, findings from Chapter four and Chapter five emphasise
the role of the coach and their use of PA appears unpredictable and multifaceted.
Coaches tended to use their own feedback and PA, to support the development of
players they perceived to be the best and to prioritise winning matches. The complex
relationship between winning and player development in soccer has been emphasised
previously. Santos et al. (2017) found that coaches in soccer talent development
environments frequently recognise both learning and winning as competing priorities.
Meanwhile, Chapter five highlighted the somewhat unethical use of PA to support
specific players within a team who are deemed the most ‘talented’ and as a result the
most ‘valuable’ to a club. As a result, although PA is increasingly used within soccer
(Blaze et al., 2004; Carling, et al., 2014; Groom et al., 2011; MacKenzie & Cushion,
2013; Rein & Memmert, 2016), more scrutiny is needed to elucidate how and why it is
being used.

The use of the tools which form PA, such as video feedback and analysis of match

play, allow for the more comprehensive evaluation of player performance and players
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are now subjected to more analysis than before (Harvey et al., 2016). Although this
increased analysis has been typically presented as both a positive development in
sport (Fernandez-Echeverria et al., 2017; Groom et al., 2011; Jones & Hemmestad,
2019; Reeves & Roberts, 2013; Wright et al., 2014) and a contributing factor in the
development of a winning team (Dennison et al., 2013), the use of technology as an
aid to monitoring player performance by coaches has been cautioned by some (Jones,
2019; Jones & Denison, 2018; Jones & Toner, 2016; Jones et al., 2018; Manley et al.,
2012). These authors have been critical of coaching practice that utilises the video
and data from PA to objectify players by their physical, technical, and tactical outputs
alone (Denison, 2010; Gearity & Mills, 2013; Jones et al., 2016). Indeed, these data
have been used to threaten players with deselection or to question their commitment
(Jones et al., 2016; Middlemas & Harwood, 2017) and so research is needed to
highlight the way in which coaches engage with PA and work with analysts. The
findings from both previous empirical chapters (four and five) show that although
coaches were keen to engage in PA, its use may have had limited impact on their
decision-making and communication, with coaches frequently picking and choosing
when and where to use PA to support their opinions and observations. Consequently,
the aims of this chapter are to identify the ways in which coaches engage with PA to
underpin their coaching practice and utilise the findings to aid player and team
development. This will include scrutiny of the following specific aims:

1. Identify the ways soccer coaches use PA to monitor and evaluate players.

2. Examine the extent to which players may be objectified by their physical,
technical, and tactical outputs.

3. Determine the extent to which the coach acts as a gatekeeper for how PA is

used and shared with players.
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6.2 Method

Participants and setting

The participants were recruited via convenience sampling, which is a sample that is
‘available to the researcher by the virtue of accessibility’ (Bryman, 2012, p.201) and
through personal previous coaching and PA roles in soccer it was possible to access
multiple coaches to participate in this research who met the selection criteria. The
selection criteria involved: a) participants who worked as lead coach in an EPPP
category one or two academy in the youth development phase (U12 to U16); b)
participants who worked at a club employing a performance analyst to aid the youth
development phase; c) participants who held a minimum of UEFA B licence; and d)
participants who had an active role in the recruitment and retention of players.
Potential participants were invited to take part in the study via email with 16
participants initially approached to be interviewed. 14 participants responded to the
invitation and agreed to be involved in the study, from which two participants later
withdrew due to a lack of availability to carry out the interview. Consequently, 12 male,
soccer coaches, aged 23-62 years, working within EPPP category one (n = 8) and
EPPP category two (n = 4) academies agreed to take part (Table 6.1). The coaches

did not work for the same clubs used in Chapter four and Chapter five.

Data collection

The method of data collection for this study was semi-structured interviews. Each
coach was asked a standard set of questions as the framework for the interview
though this was adapted in terms of the order of questions and included probing

guestions based on the responses of the coaches (Jones, 2015). In Chapter four and
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Chapter five information has been gathered which highlights the enthusiasm coaches
have to use PA. However, such engagement was not straightforward, particularly
within talent development programmes, therefore further information is needed on how
coaches engage with PA. The use of semi-structured interviews allowed coaches’
experiences, thoughts, and feelings of using PA in talent development environments
to be investigated in a detailed way. However, little is known about the detail of how
PA informs coaches’ decision-making and in what way decisions on the types of PA
used by coaches are made.

The use of semi-structured interviews therefore allowed more subjective information
to be gathered on how coaches engage with PA and utilise this to aid player and team
development (Richards & Morse, 2007). For further information on the use of
interviews as a data collection tool see Chapter three — General Methods.
Institutional ethics approval for the study was obtained from the Faculty of Medicine,
Dentistry and Life Sciences Research Ethics Committee (REF: 1427/18/CM/SES,
Appendix 8), and all coaches provided informed written consent before the interviews
took place. Beforehand, two pilot interviews were conducted enabling wider reflection
on the suitability of the interview schedule though the results of the pilot interviews did
not form part of the results section of this chapter (given these coaches did not meet
the selection criteria for the study). Minor edits were made to the interview schedule
in terms of the ordering of questions, however, aside from this the interview schedule
was deemed suitable for use. All interviews were conducted over the phone or face-
to-face (Table 6.1). The interviews all took place in the 2019/2020 English soccer

season between October and December.

187



Table 6.1 Participant information

Pseudonym Age (y) Coaching Type of EPPP

gualification interview status
Coach one 44 UEFA A licence Face-to-face One
Coach two 37 UEFA B licence Phone One
Coach three 37 UEFA B licence Phone Two
Coach four 34 UEFA B licence Phone Two
Coach five 62 UEFA A licence Phone One
Coach six 37 UEFA A licence Face-to-face One
Coach seven 38 UEFA A licence Face-to-face Two
Coach eight 37 UEFA B licence Phone One
Coach nine 36 UEFA A licence Face-to-face Two
Coach ten 35 UEFA A licence Phone One
Coach eleven 29 UEFA A licence Face-to-face One
Coach twelve 23 UEFA B licence Face-to-face One

Interview guide

All interviews used the same semi-structured interview guide (Appendix 9) to ensure
consistency in the topics covered, although probes were utilised to allow interviewees
to develop their answers. Similarly, flexibility within the interview schedule was
adopted to allow the interviewer to follow and respond to the answers provided. The
interview began with questions focused on the interviewee’s coaching history (e.g.,
What is your highest coaching qualification?) which allowed the interviewee to develop

a rapport with the interviewer. The interview then focused on the way in which coaches
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used PA to evaluate player performance and development. The questions in the

interview schedule focused on four specific areas:

(i) The manner coaches monitor and evaluate player performance.

(i) The methods which coaches use PA to support their role.

(iif) The ways the coach works with a performance analyst.

(iv) The way PA is used to inform the decision-making of the coach.

The semi-structured interviews lasted an average of 67 minutes (range = 56-98

minutes).

Data analysis

As with Chapters 4 and 5, the qualitative data was analysed using Braun and Clarke’s
six stage process of inductive reflective thematic analysis (2019) - see Chapter three
— general methods for more detail on the process of thematic analysis followed. The
data analysis identified two higher-order themes (external auditors and weaponisation
of PA) and five lower-order themes (tick in a box, prescription PA, continuous

professional denial, collateral damage and exit strategy).

6.3 Results

The first higher-order theme, external auditors, highlighted how the nature/application
of PA was shaped by individuals (and “external forces”) other than the coaches and
identified the personnel who guide how PA is utilised by the coach(es). The second
higher-order theme, weaponisation of PA, focuses on the way in which PA is used by
coaches and their colleagues as a tool to reinforce their authority and dominance. A

framework of higher and lower-order themes is shown in Figure 6.1.

189



Tick in a box

External Auditors Prescription PA

. Continuous Professional Denial
PA as a mechanism of

monitoring and
evaluation.

Collateral damage

___—

Weaponisation of PA

Exit strategy

Figure 6.1. Framework comprising two higher order themes and five lower order

themes associated with the coaches use of PA.

External auditors

Tick in a box

Coaches aside, the external influences on PA began with the requirement of
academies to employ a performance analyst and engage in PA because of their EPPP
tier status. Soccer academies in England are graded on a tiered system, one to four,
with a category one academy the highest category based upon factors including for
example, sport science support, facilities, and coaching. For PA support, a named
analyst is required for U12 to U23 at category one and category two academies.
However, many of the activities associated with achieving a specific category of

academy were completed to fulfil such criteria and not for their broader value to player
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and coach development. This may be seen to be similar to Goodhart’'s Law which
states that using individual metrics to measure success could lead to problems when
other equally important aspects of a situation are neglected (Goodhart, 1975;
Mcintyre, 1999). For example, within the EPPP audit, measures such as the
employment of an analyst at each age group are used to determine the extent of PA
provision instead of metrics such as what forms of PA are used or how the coaches
practice is influenced by PA. This may mean analysts are employed with little thought
given to how the coach might integrate them to benefit the team. As such, PA was not
necessarily introduced because of a desire to use PA, but to allow the academy to
display that they met the compulsory criteria. For example, coach four stated “there’s
a lot of tick box auditing. It used to be every two or three years, | think they’re auditing
every year, now, the EPPP. So yes, it's a bit like Ofsted, isn’t it, you get everything
nice and shiny... And then a week later, you’re back to your old ways, aren’t you?”.
This may explain why previous research has suggested that performance analyst
interns often experience difficulty in establishing and displaying an effect of the
analysis carried out (McKenna et al., 2018) given the engagement of some clubs with
PA appears figurative. The result of such a failure to demonstrate effect and impact
from PA could then contribute further to a club’s lack of engagement with PA as they
see it as something that needs to be done to get a specific EPPP category status, but
then itis not always integrated effectively and subsequently may be perceived to have
limited applied value. Such symbolic engagement in support services could lead to
isolated analytics being produced by an analyst and a lack of applied impact from data
collection and analysis (Bourne, 2012; Davenport & Harris, 2007; Madeiros, 2014).
The influence of the EPPP auditing process was further felt by coach ten who

emphasised PA was introduced in his club because it was a key area in the EPPP
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auditing process. Coach ten stated “Earlier this year, they went for relicensing at Cat
one. They were re-awarded it for another three years... [PA is] one of the key areas
that they needed to try and invest in and push... now it’'s spanned right across the
club.” Similarly, coach seven emphasised the way the auditing process guided the
activities of an academy, with PA taking place, but had limited impact on what coaches
actually did. Coach seven argued with regards to PA taking place post-match:
| think the problem with clubs... [the match] It's clipped, it's coded. It's sent to
them [coaches]. How worthwhile is it? What is it? | think they [coaches] do it
[PA], but there’s no... inform[ing] practice. They just do it because it’s a tick-box
exercise as part of the EPPP.
The motivation of the analyst who represents the ‘tick in the box’ must be
acknowledged as they potentially see their work being treated with limited value.
Previous research on motivation (e.g., Deci & Ryan, 2000) could suggest the
motivation of an analyst, asked to carry out duties simply so a club can meet the
requirements of an EPPP category, may be negatively affected as the analyst
experiences low levels autonomy / relatedness and subsequently of self-determined
motivation. The analyst could potentially become isolated and ostracised, particularly
if they fail to understand the socio-political environment of the club (Huggan et al.,
2015). When an individual is put in such a position their self-worth may be adversely
affected (Deci & Ryan, 2000). Subsequently, the idea of “tick box” auditing suggests
clubs may be more interested in achieving a specific category status than they are in
creating an environment that is an “innovative and effective way to enhance the
production of more and better home-grown players” as suggested by the Premier

League (2020).
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With PA taking place to allow a club to achieve a specific category status and having
limited impact on coaching practice, this reinforces the idea developed in Chapter four
that the work of an analyst may have limited influence on the applied practice of a
coach. Similarly, while the use of PA by coaches may be political in nature (Bampouras
et al., 2012; Booroof et al., 2016; Groom et al., 2011), so too is the introduction and
use of PA within an academy soccer environment, motivated by a desire to achieve a
specific EPPP category.

With a club choosing to engage in PA in order to “put a tick in a box” for the auditing
process, there is the chance that elements of sport and exercise science, such as PA,
become tokenistic in the development of players. Despite this, coach one was keen to
emphasise the introduction of the EPPP has changed academy culture, encouraging
a more professional approach to player development: “(when] the EPPP came in...
there was more stipulation around recording games, having more paperwork trails
around that as well, and generally having more credibility”. Such a statement hints at
the impact that the EPPP has had in terms of establishing professional environments
and introducing accountability for player development. However, since the introduction
of the EPPP in 2012, it appears that much of the professionalisation that has taken
place was to achieve a specific academy category status, with limited impact on the
applied practice of coaches. This further supports previous research that suggested
the introduction of the EPPP had little impact on changing the beliefs and behaviours
of coaches (Champ et al., 2020). The value of holding a higher EPPP category status
lies in the increased investment for tier one clubs and the increased access to players
from lower tier clubs. In clubs below Category One, a player who is Under-18 can only
be signed who lives in the clubs “catchment area” of 90 minutes from the clubs training

facilities. In contrast, Category One clubs can send scouts to other training grounds to
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observe matches and the club are then able to buy a player for a relatively low fee
making the scouting process potentially more comprehensive for Category One clubs.
Indeed, if a player is aged 9-11 the compensation paid to a club will be £3,000 and if
the player is aged 12-16 the compensation will range from £12,500-£40,000
dependent on age. Yet, despite these benefits to holding a Category One license, the
EPPP appears to have limited impact on coach’s practice and use of PA, reinforcing
its tokenistic position in the coaching process.

This theme highlights that the EPPP offers clubs a framework for the employment of
analysts and the type of analysis that should be carried out. However, though the
auditing process sees clubs introduce PA to an academy, this is often done to achieve
a certain EPPP category status with little thought regarding how or why analysis
should be used to encourage the development of players. Moreover, coaches appear
sceptical about the impact of the EPPP and how the auditing process affects their role

and the environment in which they work.

Prescription PA

A coach’s engagement with PA was often affected by staff members in leadership
positions who guided how a coach worked with an analyst and used data / video from
PA. Coaches highlighted that individuals in roles such as Head of Academy and HCD
as well as phase lead coaches (e.g., lead coach for the youth development phase),
would coordinate how coaches used PA. Coaches frequently felt that these proposals,
from senior coaches, regarding how PA should be used were informed by personal
opinion on the value of PA and not informed by an in-depth understanding. Such
critique has previously been directed at coaches and how their engagement with PA

can be reliant on the coach’s style (McKenna et al., 2018) and their level of education
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/ experience (Martin et al., 2018). However, no research has explored the influence of
senior coaches, such as HCD and phase lead coaches, and how they can guide the
engagement of age group coaches with PA. Coach eleven spoke about the way in
which he felt individuals in leadership positions used their influence to reinforce their
power and dominance. Coach eleven stated:
| think there are still too many legitimate power structures that exist within
coaching, within clubs still. It’s like, ‘I'm in this position, so | hold all the power
and therefore | tell you what to do.” There are too many people who still feel like
their role is, ‘Oh, he’s in charge and | just feed into what they want, so I'll just
do that'.
While such an approach could be seen to enable the coaches in leadership positions
to assert their power over the other coaches at the club, it also implies that senior staff
stipulate how coaches engage with support services such as PA. As aresult, if a senior
coach does not “buy in” to PA or sport science, similar to the barriers observed with
coaches using PA and / or sport science (Fullagar et al., 2019; Malone et al., 2018), a
research-practice gap could occur (Van de Ven & Johnson, 2006). Subsequently,
there may be a failure of knowledge transfer (Esteves et al., 2010) as information from
PA, which could inform coaching practice, is not used because of a lack of “buy in”
from senior coaches in academy soccer. Coach eight argued that there was little
engagement with PA within the academy where he worked because of the opinion of
coaches in leadership positions. He stated
| think the actual club philosophy from the ages of six up until twelve or thirteen
Is about the playing of sport and the love of the game and falling in love with

the game. We recognise in terms of, like, analysis, we don'’t really, we don’t do
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it basically because my line manager doesn’t think it’s right. As a group they

don’t need it. If you go to other clubs, they do.
This demonstrates the control that an individual in a leadership position can have
within an academy setting and the way they may utilise their authority to establish how
a support service such as PA is used (or not) within an academy. So, although an age
group coach may “buy-in” to PA, if the phase lead coach or HCD lacks “buy-in”, it is
likely PA will not be used extensively by the age group coach. Previous research has
highlighted within an EPPP academy environment the importance of academy
managers and senior coaches in managing the cultural climate and working practices
(Mitchell & Gledhill, 2020) and this appears to be replicated where PA is concerned.
This is unsurprising given research has found coaching is often a power-laden pursuit
where individuals manage other's impressions of them in order to generate and
accomplish the perceived appropriate environment to carry out their role (Potrac &
Jones, 2006). Subsequently, it may be anticipated that the senior coaches, discussed
in this study by the age group coaches, direct how PA should be used in order to
manage the impressions of others regarding their role and to assert their dominance.
Coach two suggested the negative attitude towards PA of an individual in a leadership
role was due to a lack of education regarding the value PA could have to player
development:

the technical director [of the academy] was an ex-professional. But obviously

he was quite, using the phrase, old school, in his way. So, | don’t think the

thought process in terms of the understanding of video analysts or performance

analysts, and how it can be used, | don’t think they were in his thought process.

Therefore, he was more about just doing pitch stuff. So, | think it was more
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down to the actual technical director, his thought process, and his decisions.

That’s why it wasn’t brought in.
The perception from coach two was that the technical director was unaware of the
value of PA, and this may have led to PA not being utilised extensively in the academy.
Given the high-performance sport environments are increasingly multidisciplinary, with
such roles as a sport psychologist, strength and conditioning coach, sports
rehabilitator, and performance analyst as well as assistant coaches (Drust & Green,
2013; Steel et al., 2013), it is unsurprising coaches might not engage wholeheartedly
with all support staff instead opting to prioritise their efforts using approaches ground
in previous personal experience (Reade, 2012). Consequently, the way individuals in
leadership roles attempt to influence the use of PA, based on personal opinion,
illustrates the importance of analysts developing strong working relationships with
coaching staff (Bateman & Jones, 2019). Such an approach may lead to the more
effective use of interdisciplinary support teams, particularly given Jeffreys’ (2015)
highlighted the coach needs efficient communication and leadership skills. However,
none of these skills are addressed in traditional coach education programmes
(Chesterfield et al., 2010), reinforcing the need for coach education to more overtly
reflect the applied skills needed by coaches beyond technical and tactical knowledge.
Similarly, the education of performance analysts likely needs to include information on
how to work with coaches and how to effectively communicate information, as well as
the development of skill sets such as using software, developing coding grids and
understanding the different ways PA can be carried out.
Despite the coaches in this chapter outlining some individuals in leadership positions
lacked interest in PA, some coaches highlighted senior staff were keen to see PA

used. However, where individuals in leadership positions encouraged the use of PA,
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it was commonly done in a way where they directed what to code, how to film and how
to feedback to players with little input from the coaches or analysts working with the
age group. This may be seen as reflecting the lead coaches holding naive/dualistic
epistemological beliefs, thereby understanding knowledge transfer as being guided by
authorities such as coaches who can use PA as evidence to back up their
opinion/knowledge. Coach one discussed how his Head of Academy managed the
type of PA that was carried out. He stated that the Head of Academy “comes up with
the categories in terms of what to code. So, I've had no contact at all actually with the
analysts.” Similarly, coach eleven stated that his Head of Coaching led the PA that
was carried out with the age group he worked with highlighting “the Head of Coaching
often will clip up certain moments. He can record something and share with the
players. It might be, “The theme of the session this week is x. Here’s what it looked
like in practice and then here’s what it looked like in the game’.” This shows that the
influence of a coach in a leadership role may extend to them delivering PA to players
in an autocratic/coach lead manner, which can be argued to be reflective of the
individuals dualistic/naive epistemological beliefs. Such an approach saw little input
from the age group coaches and analysts on how PA was to be used, both in terms of
the data gathered and the information fed back to players. This suggests a silo
approach to PA in academy soccer with specific individuals guiding its formulation and
execution in a similar way to the Head Coaches discussed in Chapter four.
Accordingly, the coaches in leadership roles identified within this chapter can be
described as seeing analysts and age group coaches as “hired hand[s]’ (Bampouras
etal., 2012, p479) to enable their political and societal motivations to be met (Booroff

et al., 2016).
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This theme has focused upon the way in which the coaches in leadership roles in an
academy can be a controlling voice regarding engagement with PA. Individuals in roles
such as Head of Academy and HCD, as well as phase lead coaches, would lead the
integration (if any) of PA into coaches’ practice. The way coaches in senior positions
guided how PA should be used was frequently underpinned by their subjective
opinions on PA and were possibly done to reinforce their power attributed to the role

they held.

Continuous Professional Denial

Coaches working at academies in England are required to hold a minimum coaching
award of the UEFA B licence. Despite the UEFA B license, and the higher award of
the UEFA A licence, including elements of PA in their curriculum, the coaches within
this study felt ill-equipped by the courses to use PA in their own practice. The need for
coaches to receive education on how to use PA was exemplified by coach three who
stated that “l think sometimes you just don’t really know how to use it. | think that’s
part of the issue and part of the problem”. Despite some coaches being keen to
engage in PA, there was a belief that they were not educated in what PA was, how
they might use analysis within their own club, or how to work with an analyst. This
reinforces previous research that has highlighted coaches frequently feel a sense of
frustration and lack of fulfilment upon completing courses in relation to acquiring
applied knowledge (Chesterfield et al., 2010). However, new insight is provided
through the coaches in this study who identified annoyance with the content of coach
education related to PA and critiqued the pedagogic nature of delivery strategies used
within coach education activities. Coach three also discussed the way in which ‘in-

house’ coach education, run by the academy, tended to focus on the technical and
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tactical aspects of coaching and performance instead of the broader coaching process
which would include PA. Coach three felt that “they [academy] do stuff and | done little
bits of things, but it's all been nearly in and around practice design, working with
individual players and nothing’s been done on match analysis”. According to coach
three, CPD was provided to coaches with a focus on how to design effective coaching
practices and not on how to use PA, resulting in a lack of information for coaches on
how they could use PA within their own environment. Furthermore, recent research
suggests that the introduction of the EPPP has reduced the amount of time available
for internal coach education owing to the need to satisfy EPPP requirements (e.g.,
additional paperwork, meetings, and player reports) (O’'Gorman et al., 2021). This
potentially emphasises those individuals in roles such as HCD and Head of Academy
who design and deliver ‘in-house’ coach education programmes may prioritise the
inclusion of technical and tactical knowledge as opposed to wider elements of the
coaching process. This is despite a potential dissonance between what coaches need
from coach education and what individuals in leadership roles may perceive is needed
(North et al., 2020).

The coaches had completed their UEFA B licence at various times from the 1990s to
late 2010s, however, all presented accounts of courses that failed to discuss PA
beyond a simple introduction and small practical pedagogic tutor lead tasks. Coach
four discussed this limited exposure to PA in formal coach education stating: “I've done
up to my B licence and the youth [modules]. The badges are pretty much all technical,
tactical information, and then the modules are more how to coach. I'm currently on the
advanced youth [award], which is like the A licence for kids, and that’s pretty similar;
there’s no PA on that, that I've seen”. Whilst it is perhaps not surprising that a coaching

course focuses more on the practical coaching delivery rather than PA, a simplistic
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picture of analysis is presented to coaches on formal coach education, usually through
additional tasks that coaches are asked to carry out as they progress towards
assessment. Such activities were focused on the tutor as the source of knowledge and
candidate coaches on the courses were lead through the learning process step-by-
step, such activities reflected a pedagogic approach to learning being taken (Knowles
et al., 2012). This is similar to previous research which has highlighted coach
education frequently presents the role of a coach as simplistic and one which can be
learned and easily replicated regardless of the context the coach operates within
(Cushion & Nelson, 2013). While more recent research has argued coach education
is evolving to reflect the complexity of the process of coaching (Armour et al., 2015;
Nelson et al., 2012) and in so doing likely utilises andragogy or heutagogy learning
theory to underpin activities, it appears this is not applied to the process of PA and the
way in which this is presented to coaches.
When studying the UEFA B licence and A licence with The FA, coaches are required
to complete a number of workshops and tasks which focus on activities such as
technical and tactical content as well as PA (The FA 2021a; The FA 2021b). While it
is likely the content and tasks may have differed dependent on when the coaches
completed the qualification, they all highlighted they were introduced to PA through
simplistic, rudimentary activities. Coach nine said
there wasn’t really much about analysis at the time [completed early 2010’s],
from what | can remember. Obviously, in the [learning] pack, you had things
where the small bits were like, ‘How many passes?’ if you're watching a game,
but to be fair, from what | can remember of doing it, it was very much about the

practical — your phases, functions, and small-sided games.
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Although the UEFA B licence contained little PA related information beyond a simple
annotation task, the UEFA A licence contained a workshop specifically focused on PA.
Coach nine discussed his experience on the UEFA A license in comparison to the B
License stating:
[On the A License] within the [analysis] workshop... it was looking at videos. It
was being very specific because you could say, ‘crosses’, but crosses from
where, crosses how? That type of thing. “This is PA. This is what you can do
with it.” 1 think a little bit might have been, “Yes, you can do that back at your
clubs,” but it was more kind of, “Have a look at this. This could help you out. It’s
beneficial”.
Despite the introduction of PA in such a workshop, coaches highlighted that often only
limited information was shared on how to embed PA within the academy, team, and
environment in which they operated. This emphasises the use of activities which can
be argued to underpinned by pedagogic learning theory and focused on instructor-
centred education (Ross, & Pascale, 2020,). This is in contrast to underpinning
activities with andragogy or heutagogy learning theory that would see activities
included in coach education courses that allowed coaches to be active participants in
the learning process (Stoszkowski, & Collins, 2017) and subsequently develop
contextualised knowledge. Griffiths, Armour and Cushion (2016) emphasised the
importance of tailoring content on coach education to the micro, meso and macro
structures of an individual coach, as this can have an impact on a coach’s practice.
Chapter four also highlighted the context specific process of PA that was followed by
coaches in the EFL and National League. This is particularly important given
contextual and cultural influences, such as those within a soccer academy, can

overrule the implementation of new coaching content such as that which may be
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introduced in coach education (Stodter & Cushion, 2014). Coach eleven further
highlighted the importance of context stating:
| think context is key, ultimately, and that’s where | think courses needed to be
embedded just into the environments in which people work in. You might need
to go on a B licence, and you don’t have an analyst because you work for a Cat
three team, so yes, you might want to learn how to code the game. If you're
working in a Cat one club and you’ve got other Cat one academies where there
are five or six analysts, and you might have an analyst per age group or
whatever, then, yes, how | engage with that person [analyst] is going to be
really, vitally important.
As such, one of the key problems for coaching courses is contextualising the
curriculum to allow all the coaches in attendance to gain insight into the practices of
PA and understand how these might then be applied to their own coaching. This would
allow coaches to be active participants in the learning process and develop not only
the knowledge and skills related to PA (such as how to code a match), but also the
self-reflective capacity to apply the knowledge and skills developed, in original and
unforeseen situations (Hase & Kenyon, 2007) such as those experienced within the
clubs in which they work.
PA technology was used throughout the UEFA A licence and UEFA B licence;
however, this was for coaches to observe and analyse their own coaching behaviours.
Coach six felt the focus was on how to use video feedback in order to analyse his own
coaching behaviour: “[we did] analysis looking at coach behaviours, looking at filming
sessions, but [there was] no use of particular pieces of software”. He continued to
state: “In its broadest sense, PA is probably used [in coach education] more for the

coaches’ own development in terms of recording their own sessions, linking related
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coach behaviour to the actual practice”. The filming of coaches and the use of video
as a tool to aid reflection by coaches displays recent developments in coach education
as technology is used more to aid coach learning (Harvey et al., 2020; Stoszkowski,
Collins & Olsson, 2015). This use also displays andragogy or heutagogy learning
theory may be used to underpin activities on coach education courses which allow
coaches to reflect on their in training session coach behaviours and consequently
allow coaches to be “the major agent in their own learning” (Hase & Kenyon, 2007, p.
112). Similarly, it also highlights the way in which analysts may be used within
academy setting to support player and coach reflection (Harvey et al., 2020; Reeves
& Roberts, 2013). It is worth noting, however, such use of PA was identified as being
dependent, as previously mentioned, on the senior coaches’ and academy managers’
attitude and opinion of analysis. Coach ten discussed how analysts are not only filming
and analysing players at his academy, but he said they were starting to link PA:
into coaching appraisals and the coach competency frameworks. Performance
analysts are actually coming out now, videoing [coaches], mic-ing us up and
measuring the amount of communication versus time spend on the pitch giving
coaching demonstrations, etc... and we’re actually looking back on that. So
that’s the staff-development thing.
This emphasises the developing role of an analyst within an academy setting and also
highlights that coaches are becoming increasingly familiar with the tools of PA whether
the focus be on player development or coach reflection (Harvey et al., 2020; Reeves
& Roberts, 2013). Previous research within elite adult soccer has focused on the role
of the coach across pre-match, matchday and post-match with little discussion on
wider responsibilities such as coach development (Wright, 2015; Wright et al., 2013).

As such, as PA becomes increasingly used across the age groups within a soccer
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club, the responsibilities of an analyst may evolve to cover wider topics including coach
development alongside supporting player and team performance.

In summary, while coach education presents a simplistic view of what PA is, coaches
were ill-equipped by the education provided by The FA regarding how to develop
contextualised PA for their own clubs and teams. Subsequently, coaches are given
only a brief glimpse of PA and the role of an analyst, likely leaving them unable to fully

integrate PA and the analyst within their own practices.

Weaponisation of PA

Collateral damage

The collateral damage theme highlights how coaches working in academies may focus
their efforts, and the support services available, on the players deemed to be the best,
similar to the use of PA observed at half-time in Chapter five. The consequence of
such focused attention is that much of the squad might become by-standers during
activities that aim to develop one or two specific players. While the use of PA to
develop players is not new (Revees & Roberts, 2013), the use of PA to support only
certain players perhaps demonstrates the pressure and expectation an academy
coach, in particular, is under to identify and develop players deemed to be the most
likely to play soccer professionally. This is likely due to the financial value attributed to
players within academy soccer and their worth to clubs if they are sold or go on to play
for the first team (Larkin & Reeves, 2018; Unnithan et al., 2012). Coach four stated
that such a focussed approach can lead to a situation where “you end up with like half
a squad being collateral damage really, unfortunately”. Previous research has
highlighted that less than 10% of players at academies in England will become

professional soccer players (Green, 2008; Kelly et al., 2018). This appears to lead to
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coaches potentially using support services, such as PA, specifically with those players
they believe are more likely to play professionally and this in tandem may contribute
to fewer players progressing their soccer careers. While coach four acknowledged that
this situation was regrettable, other coaches recognised the select development and
specific focus of support services and coaching on only a few players was the main
objective of a coach operating at an academy. Coach seven argued that he saw his
role as developing the very best players and preparing them for professional soccer.
He said “I think also in [soccer], especially in the academy environment... It's an
argument I've been having recently, but your role [as a coach], realistically, is not to
produce a team or system of play. It’s to produce players. So, you’re actually trying to
produce an individual in a team sport.” The focus of a coach’s efforts on the best
players aligns with the findings of Chapter five where the lead coach’s use of PA at
half-time was directed at the best players in order to support their development more
than other players. However, within this chapter the way in which coaches tended to
not only focus support systems, such as PA, on the best players but also focus their
own coaching behaviours on the development of specific players is of note. This
highlights that the targeted development of players may be entrenched throughout the
actions of coaches operating in academy environments. This may be due to the
financial gain that an academy player can bring a soccer club (Larkin & Reeves, 2018;
Unnithan et al., 2012) and/or the esteem that a coach may receive from being
associated with developing players who go on to play for the first team. Moreover, the
timing of when a coach began to focus their efforts and attention on individual players
is significant. Coach three felt that he would often consider early in an academy

player’s career what the individual player’s chances of playing professionally were:
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Being completely honest, and this is for me, but when you’re in that system and
it's that pressured, | think naturally everyone in the [squad] is going to get better,
but | think you are just looking at the one or two and you’re going, this is who
you’re trying to kick on. Everybody is going to develop to the best of whatever
they’re abilities are, but you just sometimes give more early on to certain
players. You just realise fairly early on.
Coach three highlighted how he used feedback to focus on the players he thought
were the best. Identifying the players who could influence the match and potentially
had the best opportunity to develop and become professional players led to the
focussing of coaches’ efforts on these specific players and may result in the tailored
use of support services such as PA. Yet, research has highlighted those players who
achieve professional playing status as adults frequently experience cycles of selection
and deselection from talent development programmes (Gdullich, 2014), underlining the
complex and individual nature of players’ journeys to play professionally.
Subsequently, although the coaches in this study emphasised their desire to identify
and develop those players perceived by the coach as the most talented, this additional
attention may not necessarily increase the likelihood of the player progressing into
professional soccer. However, the unintended consequence of targeting coaching and
potentially PA at particular players could mean those not deemed deserving of
additional attention might experience deselection, a loss of identity and emotional
turmoil (Brown & Potrac, 2007) and had they received the additional coaching / PA
could have had an increased chance of playing professionally.
The coaches recognised that in order for them to help those players perceived to be
the most talented they, at times, had to work with other players in the squad in order

that those ‘lesser able’ players could contribute to the development of the ‘talented’
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players. Coach seven discussed the way in which he focussed his efforts on certain
players and how, at times, this meant developing those he identified as being ‘lesser
able’ in order that they could aid the development of the players he perceived to be
the very best players in his squad. He stated that:
In my time at [my old club] that’s what | did, with the 15s/16s certainly. | knew
who my key players were. | was lucky. In my under-16s | had six players that
then went and won the Alliance and got to the semi-final of the FA Youth Cup.
But them six were my core, and the rest of them just filled holes. And | might
have to work with the left-back. Not to improve the left-back for the left-back.
To improve the left-back so he can get the ball into my midfield player.
The objective appears to be clear for coaches in EPPP category one and two
academies, to develop the best players to either play for the first team of the club or
develop a player so that they can be sold for financial gain (Larkin & Reeves, 2018;
Unnithan et al., 2012). Such an expectation seems to result in coaches focussing their
efforts on the better players and allowing those deemed weaker to develop only as a
by-product of the efforts to develop the best players in the squad. Support services
such as PA are therefore often used to help to facilitate this concentrated and focused
player development. As such, analysts working in academy soccer should be aware
of the likely requirement from coaches to direct their analysis towards the development
of specific players. This supports previous research which emphasised PA can be
used to support the societal and political motivations of a coach (Booroff et al., 2016)
and this includes focussing their efforts on developing the minority of players because
of their potential financial value to a club. Meanwhile, it is likely that a coach would
receive kudos for being observed to be a part of a player’s journey who is given a

professional contract and goes on to play professionally. Such kudos would likely
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contribute to the perception of a coach as a successful or effective coach within a
talent development environment.

The coaches focus on the best players emphasises the complexity of talent and what
components of a soccer player make them the ‘best’ and the use of PA to support the
‘best’ players reflects the use of PA seen in Chapter five. While previous researchers
have recognised that coaches perceive psychological and technical/tactical attributes
as the most important contributors to development (Kite et al., 2021), the coaches in
this study did not discuss the specific attributes that allowed a player to be identified
as better than his teammates. As such, academy coaches may be keen to use PA in
a targeted manner, with players they perceive to be talented, or players perceived to
be able to add the team to win matches. This theme has discussed the way in which
academy coaches direct their coaching behaviours and use of support systems, such
as PA, to aid the development players they deemed to be the very best players within
a squad. This focused approach can result in a large number of players within a squad

becoming obsolete parts in a process which prioritises one or two specific players.

Exit strategy

The exit strategy theme considers the use of PA in supporting the decision-making
process of coaches with regards to the retention and release of players. Coaches
would usually have to make decisions with regards to which players to release or keep
from the academy at the end of each season, with players usually on twelve-month
contracts with the academy. This theme revealed PA was used as a form of evidence
to support the decision-making process, reinforcing the decisions being made by

coaches in helping justify the decisions to players and their parents/guardians. Coach
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four felt the “retain-release” decision-making process should be informed by PA and
the evidence supplied by an analyst:
So, rather than one person, i.e., the academy manager, coming in and saying,
“Right, no, no, good,” it'd take several people to come in and they’d have to
base their opinion on evidence, so PA will be a good example. And they’d have
to form an opinion away from the group, so there wasn’t that kind of groupthink.
So that’s where | would have looked to influence it a little bit... given the chance.
Like coach four, coach ten spoke about the way in which PA was frequently used to
aid individuals in leadership positions who do not work regularly with players to help
them make informed decisions about who to retain or release. He stated that coaches:
should focus on that [PA] as a go-to place or a troubleshooting sort of method,
so other individuals, like the Head of Academy Coaching, who doesn’t always
spend time looking at the players [gets to see them]. Therefore, they’re not just

”

relying on simple word of mouth. “Yes, we should release him.” “No, we
shouldn’t release him.” You've got an objective tool available that they can
utilise, manipulate, and make reference to as best as they can.
Such use of PA by coaches to reinforce their decisions was seemingly based upon a
desire to corroborate their own decisions and not necessarily to ameliorate/shape or
challenge their perspectives. Consequently, coaches appear to habitually use PA as
an objective process in situations where they wish to evidence their decision-making,
as such using the so-called objective data to reinforce their subjective opinions. This
could be seen as being emblematic of the coach possessing a naive epistemological

belief and the coach recognising that knowledge resides in authorities such as sports

coaches. Knowledge is then passed from these authorities to others in a simplistic

210



manner (Grecic & Collins, 2013) where PA is offered as evidence to support the
decision.
Coach eleven felt PA was of particular importance with older age groups where players
were close to signing scholarship agreements with clubs. He stated that:
| think, particularly in my age group [Under 15], where we’re getting so close to
release or retain and they’re so itchy about the scholarships, you have to have
as much data to be able to inform discussions as possible. Otherwise, it just
becomes this subjective argument, basically, where you go, ‘Oh, | don’t think
he’s quite good enough for this,” and they go, ‘Well, no, | think he is’.
As such, it appears coaches are keen to use PA not only in their decision-making of
who to retain and release but also to help evidence such decisions to individuals in
leadership positions, particularly where these decisions might be viewed as
contentious. The use of PA as a purported objective record of performance is well
documented (e.g., Bishop, 2003; Laird & Waters, 2008; O’'Donoghue, 2006) however,
there is limited research scrutinising the use of PA to support the (de)selection process
in soccer. However, given coaches have been identified as having only a limited ability
to consistently distinguish technique during closed environment drills (Waldron et al.,
2015), and that coaches have only showed limited accuracy in identifying fithess levels
of players (McCormack, Jones, Elliott, Rotheram & Till, 2021), the use of PA to support
their practice appears a pertinent decision as long as it is used to inform decision-
making and not reinforce what may be unreliable/inaccurate decisions.
Although coaches may appear to be well intentioned in their use of PA to inform
decision-making, it does not always mean that a decision concerning retaining and
releasing players was made based on evidence. Coach eleven discussed how he

selected video clips to reinforce his “retain-release” decision-making and gave these
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to individuals in leadership roles within his academy. However, coach eleven felt that
the individuals in leadership positions regularly based their decision on who to retain
and release using their own personal experiences. Consequently, the senior coaches
may be seen to have dualistic/naive epistemological beliefs and may recognise that
knowledge is developed directly from authorities figures. Thereby senior coaches may
believe due to their higher position within an academy that they have the knowledge
(above and beyond that of an age group coach) to make the decision, on which players
to release and retain without requiring information from PA to inform that decision.
This suggests the use of PA in an organisation is far from simplistic and can depend
on the organisation for which a coach works (Huggan et al., 2015; Martin et al., 2018),
with senior coaches epistemological beliefs influencing the use (or lack of use) of PA
to inform/evidence their decisions. Coach eleven said:
Ultimately, decisions will be made regardless. The coaching team will always
put together, ‘We think this player is good and this, blah-blah-blah. Here are
some videos to back that up,” but there still might be some subjective opinion
from above [senior coaches] that just goes, ‘No,” because they’ve been doing
for 30 years or whatever. So, it's always a battle, but it’s really hard to justify.
Consequently, coach eleven felt that although he worked with players weekly, the
decisions he made on who to retain and release could be undermined by individuals
in leadership positions at his academy with little knowledge or experience of working
with the squad. This further emphasises findings discussed in the PA prescription
theme that highlighted the influence of senior coaches within academy environments
and the way in which they frequently dictate how and why PA should be used. This is

unsurprising given research has highlighted coaching to be a power laden pursuit
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(Potrac & Jones, 2006) in which senior coaches may assert their opinion in relation to
retaining and releasing players.
A number of the coaches spoke about how data and video can be interpreted to
reinforce a coach’s decision on which players to retain and which players to release.
For example, coach six stated: “I think sometimes PA is weaponised to prove or
disprove coaches’ or support staff’'s thoughts”. Similarly, coach nine discussed how
PA can be used to substantiate either retaining or releasing a player by selecting
specific video and statistics to reinforce the decisions made: “I think you, as coaches,
say, for example, going back to releasing a player, you’re not just going off, Well, ‘he
said, she said.” The evidence is actually there to back up what your thoughts are.” The
provision of evidence to support the decision to retain or release a player is clearly
appealing to coaches as it allows decisions to be justified with the support of data or
video. Additionally, such use may reflect the coaches epistemological beliefs as video
analysis is used to support a coach’s instruction in the form of evidence to highlight a
players success or failure (as perceived by the coach), the video then becomes a
resources used to support the coach’s naive/dualist epistemological view.
Often when players are released, this is conducted in a face-to-face meeting, PA can
therefore be used in such a meeting to provide evidence as to why a player is being
signed for another year or released. Coach twelve highlighted how PA was used in
these meetings:
For the players that are released, if we are able to collate clips that maybe
showcase, to the parents more than the [player], this is potentially why. Some
parents come in and they go, ‘| completely understand.” Some parents are like,
‘No.” That might be the time where it would become really useful to avoid any

really difficult situations.
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Subsequently, the situation of releasing a player in a face-to-face meeting may be
managed by the coach if they use pre-selected evidence from PA to justify the decision
that was made. Coach eleven felt this was especially important with regards to parents
and guardians of players who may attend the meetings, suggesting that using PA in a
player release meeting allowed the coach to manage any arising debates or
discussions more effectively. Given there appears to be a substantial discontent
among coaches with parental behaviour, particularly around parental support
(Lobinger, Eckardt & Lautenback, 2021), PA may be used in the knowledge that
‘retain-release” meetings may include awkward conversations within which there will
be differing opinions about if to release a player form the academy or not. Meanwhile,
coaches are increasingly seeing parents and families as customers (Mills, Butt,
Maynard & Harwood, 2014) and as such may feel the need to provide data and video
to evidence their decisions because of the narrative that “the customer is always right”.
The impact of de-selection on players can be significant (Wilkinson, 2020) and coach
eleven appeared to believe that it was critical to the de-selection process to provide
evidence to support the decision. While coach eleven discussed how clips could be
used to explain the decision both to the parent/ guardian and player, coach one spoke
about how a comparison of videos from the start and end of the season could be used
to display the apparent lack of progress a player has made. Coach one said that this
was used more “to justify the release. Especially if you go, ‘Here’s playlist one [from
the start of the season], and then here’s playlist four [from the end of the season] and
there’s no difference between playlist one and playlist four,’ then I think it's clearly an
area then that there has been little or no development over the season.” As such,
coach one perceived that PA could be used as a tool to not only reinforce decisions

on which players were retained and released but also allowed a coach to effectively
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manage the meeting to avoid conflict where players and parents / guardians were
informed of the decision.

This theme has focused on the use of PA by coaches during the process of retaining
and releasing players and the perception of coaches that PA is objective. Coaches
may use video and statistics as a form of evidence to justify the decisions made and
to provide parents and guardians with a type of verification as to why a particular

judgement concerning retention has been made.

6.4 Discussion

Given coaches are working to a greater capacity than ever before with multi-
disciplinary support teams (Drust & Green, 2013; Steel et al., 2013), little is known
about how sport and exercise practitioners work with a coach to achieve their aims
despite the increasing application of science in soccer (Steel et al., 2013).
Consequently, the aim of this research was to identify the ways in which coaches
engage with PA and utilise the findings to aid player and team development. In
examining the engagement of coaches with PA, the complexities of talent
development programmes were highlighted, and several problems were revealed in
the manner coaches are prepared for, and subsequently utilised, PA to support their
practice. Meanwhile, this chapter builds on the previous two empirical chapters that
revealed the complexity of coaches’ engagement with PA, the influence the context
had on how PA was conducted and how this influenced the role of the analyst. As in
Chapter four, which identified coaches in first-team environments use PA on a sliding
scale from coach-led to analyst-led, this study highlights that coaches within academy
environments also utilise such an approach. Consequently, this chapter further

highlights that PA is a support system that is not systematically embedded within
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applied soccer environments. Instead, PA is used in a sporadic and potentially
unethical manner by coaches to reinforce their decision-making, to facilitate
applications for specific EPPP category status and to assert the position of senior
coaches.

Previous research has established less than one percent of players who have been a
part of an elite soccer development programme such as the EPPP ultimately go on to
play soccer professionally (Green, 2008). Within this chapter, it was revealed in a
talent development environment, PA was often used to support the small percentage
of players the age group coaches, or senior coaches perceived to be the best. Indeed,
previous research emphasised the importance of senior coaches in managing the
cultural climate of a soccer club (Mitchell & Gledhill, 2020) and the findings herein
reveal the way in which PA is used to support the political and societal motivations of
coaches working in talent development environments (Bampouras et al.,, 2012;
Booroof et al., 2016; Groom et al., 2011). With the selective use of PA to support the
players perceived to be the best, the coaches displayed the transfer of knowledge
from scientist to coach is far from straightforward (Goldsmith, 2000; Spinks, 1997).
Therefore, accepting the premise that talent identification is largely flawed (Bailey &
Collins, 2013; Baker et al., 2018; Vaeyens et al., 2008), such unethical use of PA ought
to prompt talent programmes to ensure more even access to SES support services
such as PA for all players. For example, the EPPP could mandate not only the
employment of analysts within academies but also the engagement of all players in
specific aspects of PA. This may include players taking ownership of their own analysis
(Wright, 2015) or dedicated PA sessions taking place during player-coach contact
time. Meanwhile, coach education could include information on the complexities of

talent identification and the way PA can be contextualised and used to support the
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development of all players. Yet, given the tokenistic engagement in PA discussed in
this chapter and Chapter five, clarity is needed regarding how and when PA should be
used by coaches with the hope of aiding player development.

Given the financial gain the clubs can make from academy players (Larkin & Reeves,
2018; Unnithan et al., 2012), it is perhaps unsurprising that coaches are keen to
maximise the support systems in place for such players and the development
opportunities available. However, given the complexity of talent development and that
the engagement of coaches with PA has been highlighted in this chapter as being
complex, the use of support systems by coaches in applied soccer environments
appears far from simplistic. This might conceivably be explained by a lack of education
for coaches on how to use PA and the influence of senior coaches on the behaviour
and beliefs of coaches operating in talent development settings (Mitchell & Gledhill,
2020). Additionally it could be explained by the coaches/senior coaches
epistemological beliefs influences the use of PA. As such, if video analysis and/or
statistics are used to support a coach’s decision on if to retain/release a player, the
video/statistics then become a resource that is used to support the coach’s
naive/dualist epistemological view. In contrast if video analysis and/or statistics are
used to inform reflective conversations between an interdisciplinary team on which
players to retain/release, then the use of video analysis and/or statistics may be seen
to be a symptom of sophisticated/relativist concepts of learning underpinning the use

of PA.

Within this chapter, the coaches highlighted that although PA was a topic discussed
on the coach education they attended, they had limited knowledge on how to develop
and implement a process of PA that could be carried out within the club. This

reinforces wider critiques of formal coach education which have condemned the
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decontextualised nature of the content on courses (Stodter & Cushion, 2014) and
exposed coach education as being underpinned by traditional pedagogic learning
theory. In such learning theory the tutor on the coach education course is seen as the
authority and passes knowledge to the candidate coach in a step-by-step process
(Knowles et al., 2012). Additionally, it has highlighted that coaches frequently feel they
have not gained applied knowledge from coach education which they can take into
their own practice (Chesterfield et al., 2010). This might explain the reliance on senior
coaches to develop the way PA is used in an academy and then how PA can be used
to further support the decisions of senior coaches.

The EPPP was introduced with the aim of creating talent development environments
to provide optimal conditions for the development of players, yet the tick in a box theme
highlights the limited impact the EPPP has had on the practice of coaches. This limited
impact was discussed in terms of the support services being engaged in to enable a
club to meet the requirements of a specific EPPP category. Champ et al. (2020) also
found the lack of impact the EPPP has had on the behaviours and beliefs of coaches.
So, while EPPP category one and two academies are required to employ analysts and
film matches, it appears there is a tendency to use PA to fit with the coaches’ current
practice and not to alter it. This is perhaps because the introduction of the EPPP has
increased the coach workload particularly in terms of paperwork, planning and
evaluation (O’'Gorman et al., 2021) suggesting coaches may not have time to work
with an analyst beyond requesting information to reinforce their perceptions. So, while
coaches may be keen to use PA (Hughes et al., 2019; Nicholls et al., 2019),
consideration should be given to how much time a coach has available to work with
an analyst and engage in activities associated with PA (e.g., reading reports and

watching videos). As such, the importance placed on PA by a club and the club’s
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prioritisation of coaching time / tasks appears of high importance if PA is to become
embedded within day-to-day practice (Martin et al., 2018). A club could therefore
identify specific time for a coach to engage with PA by, for example, establishing a
time each week for the coach and analyst to work collaboratively or dedicated time for
the coach to engage in reports/videos.

This chapter has emphasised coaches frequently used PA to support the “retain-
release” process, with coaches frequently using PA as a tool to reinforce their opinions
and decisions on which players should be released or retained. Previous research has
been critical of the way in which coaching practice may use the increasingly available
video and data from PA to objectify players by their physical, technical, and tactical
outputs alone (Denison, 2010; Gearity & Mills, 2013; Jones & Denison, 2018; Jones &
Toner, 2016; Jones et al., 2018). While Jones et al. (2016) emphasised that this data
may be used to threaten players with deselection or to question their commitment, this
research highlights coaches may use PA to justify the reason for selection /
deselection. So, while senior rugby league players are objectified by their physical,
technical, and tactical outputs (Jones et al., 2016), this is also done in relation to youth
soccer players to underpin “retain-release” decisions within a talent development
programme. By selecting video to purposefully support the coach’s perspective
regarding a player’s potential, PA could be viewed as an inappropriate mechanism to
justify decisions made by the coaching staff. Furthermore, this suggests coaches may
not be aware of the way data and video from PA may not be wholly representative of
players’ ability and potential (Jones & Dennison, 2018). Recommendations to increase
coaches’ knowledge and understanding of how to use PA could include embedding
more information on PA in formal coach education or creating a more transparent

process for how PA will be used within the “retain-release” process. As such, a
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standardised video report could be used within the decision-making process.
However, if coaches are aware that PA is not a holistic representation of a player’s
talent and potential yet pick and choose the video and data to support their opinion
(as described in the collateral damage theme), then it can be argued that coaches are
using PA as a tool to assert their power and opinion (Bampouras et al., 2012; Booroof
et al., 2016). This coach-controlled (and lead coach controlled) analysis to evidence
retain/release decisions is likely symptomatic of the coach holding dualistic/naive
epistemological beliefs which then underpin the way the coach selects video and
statistics from PA to evidence decisions on which players to retain and release. Such
coach-controlled analysis was also seen in Chapter four where first team performance
analysts reflected on the manner in which coaches tended to control the PA that was
shared with players through pre- and post-match analysis. This therefore further
emphasises that although an increasing amount of PA and data science is available
to coaches (Baerg, 2017; Rein & Memmert, 2016), the way in which this is used may
be more political in nature to support the coaches aims and opinions (Bampouras et
al., 2012; Booroff et al., 2016; Huggan et al., 2015).

While this chapter presents the developing use of PA within soccer it is important to
acknowledge the limitations of this study. It became apparent during data collection
that despite the inclusion criteria targeting a group of coaches from particular EPPP
categories, there was some variance in the PA departments of the clubs at which the
coaches worked. This included different software, hardware, and personnel. This
resulted in some coaches having the opportunity to engage in more analysis support
than others. However, the inclusion criteria meant all coaches had a minimum level of
PA support available to them which included working with a specific performance

analyst to aid the youth development phase. Meanwhile, the findings may not be
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transferable to other coaches and environments because of the qualification level of
the coaches and the environments in which the coaches worked. Indeed, previous
research has highlighted coaching qualifications as a key distinguisher influencing
how coaches use PA with less experienced coaches more likely to engage with
analysis (Martin et al., 2017; Matrtin et al., 2018). As such, these findings may not be
transferable to coaches operating outside of the academy environment who do not

have access to an analyst.

6.5 Conclusion

This chapter has presented findings that demonstrate within an EPPP academy the
use of PA is not a straightforward process, reinforcing the multifaceted nature of talent
development (Bailey & Collins, 2013; Baker et al., 2018; Vaeyens et al., 2008). The
findings highlight that PA is often used to evidence the decisions made during the
‘retain-release” process and that PA is frequently used specifically with the players
deemed to be the best. Meanwhile, PA was commonly used to provide additional
support to the players that coaches considered to be the most “talented”. This led to
the description of many squad players as “collateral damage” in the talent
development process, as players were used as tools to aid the development of others
perceived to be more “talented” with little expectation from the coaches that such
players would ever play professionally.

The use of PA in this way is perhaps a symptom of both a failure in coach education
to affect a coach’s practice (Chesterfield et al., 2010) and a result of the financial gain
the clubs can make from academy players (Larkin & Reeves, 2018; Unnithan et al.,
2012). However, given the intricate nature of talent development and the likelihood for

“late developers” to be considered by coaches as less talented (Cobley & Till, 2017),
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the selective nature of using PA to support only the players perceived to be the best
appears rash. So, while coaches appear keen to use analysis (Drust, 2010;
Liebermann et al., 2002; Mackenzie & Cushion, 2013), the way in which it actually
informs decision-making and is embedded within their coaching practice appears less
than systematic. The findings enrich those from Chapter four and Chapter five in
revealing the complexity underpinning the use of PA in soccer and highlights the
various influences which impact the way analysis is used by coaches. Despite a desire
to utilise PA as a source of information to aid player development, coaches work
sporadically with performance analysts and engage with PA. Such use is often guided
by individuals in leadership roles and frequently involves the findings from analysis
being focused on the best players. The way coaches used PA was influenced by a
combination of a lack of coach education regarding how to use PA and the motivation

of coaches in leadership roles to guide the way PA was used.
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Chapter seven

Conclusion
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7.1 Main Findings

Given the proliferation of PA in soccer, and despite the efforts to understand the types
of PA used by coaches (e.g., Reeves & Roberts, 2013; Wright et al., 2014), additional
research was needed to aid the development and implementation of PA by coaches
(Barker-Ruchi et al., 2021; Luczak et al., 2020). Consequently, this work sought to
examine the use of PA by soccer coaches, using qualitative research methods.
Although the work focused on the use of PA by coaches, the perspectives of the
analyst, player and coach were considered. This process involved empirical studies
focussing on the use of PA across the different phases of match-play in the EFL and
National League (Chapter four). Subsequently, a contextualised, bespoke process of
PA at half-time was then developed and introduced to coaches in Chapter five to
discern how effectively PA might be integrated in a soccer environment. Finally, the
use of PA by coaches as a tool for monitoring and evaluating players in a soccer

academy was explored in Chapter six.

In investigating research aim one, an in-depth analysis of the use of PA by coaches
was carried out from the perspective of analysts working in the EFL and National
League (Chapter four) and a detailed analysis of academy coaches use of PA was
conducted (Chapter six). Meanwhile, Chapter five focused on investigating the way a
coach used PA, or not, to support his half-time team talk. Despite previous research
emphasising coaches’ eagerness to use PA (Carling et al., 2014; Groom et al., 2011;
MacKenzie & Cushion, 2013; Rein & Memmert, 2016), this thesis highlights that PA
appears to be carried out on a continuum from coach-controlled to analyst-controlled.
The engagement was generally dependent on the epistemological beliefs of the
coach/analyst, the aspects of analysis used, when in the relationship between analyst

and coach they were developed and when in the matchday process they were carried
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out. Meanwhile, the influence of senior coaches, coach education and organisational
structures, such as the EPPP, were discussed as influencing the way in which a coach
used PA. This underlines the one-dimensional, de-contextualised models of the PA
process proposed by others (e.g., Franks, 1997; Lames & McGarry, 2007; Mayes et
al., 2009; O’Donoghue, 2006) should be treated with caution when considering how
PA should be applied (Martin et al., 2021). As a result, PA ought to be contextualised
to the micro- (e.g., situated activities, location, individuals), meso- (e.g., at an
institutional/club level) and macro-structures (e.g., at a systems / organisational level)
that influence a coach. Meanwhile, improvements to coach education might also
facilitate the effective use of PA. This could include, for example, information on the
different ways PA can be used to underpin a coach’s practice, introducing coaches to
the way PA can be contextualised and how it could be used to support the

development of all players.

In scrutinising research aim two, the three empirical chapters of this thesis found that
different factors can combine to affect the way a coach uses PA. The influence (or lack
thereof) of coach education as well as a lack of “buy in” has been discussed in this
thesis reflecting similar findings elsewhere (e.g., Fullagar et al., 2019; Leveaux, 2017;
Malone et al., 2018). However, these findings add that such issues exist in the novel
settings in which the research was based (i.e., EPPP academy settings and EFL /
National League clubs). Meanwhile, the influence of the EPPP as a trigger to PA being
introduced to academy environments was discussed in Chapter six where it was
revealed the introduction of the EPPP has had little impact on changing the beliefs
and behaviours of coaches. While this finding echo’s research from Champ et al.
(2020) which focused more broadly on the beliefs and behaviours of coaches, this

thesis highlights the lack of impact the EPPP has on coaches’ opinions and actions
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related to PA. Within the three empirical chapters in this thesis, coaches sought to use
PA to reinforce their decisions. In Chapter four, coaches guided the content of pre-
and post-match presentations to support their observations and in Chapter five, video
and statistics were used at half-time, albeit sporadically, by the lead coach to support
his observations. Lastly, in Chapter six coaches discussed the way PA was used to
evidence and explain decisions relating to player release and retainment. This
suggests coaches are keen to engage in PA to support some aspects of their practice,
though such use is generally constrained to support the coach’s opinion (Chapter four,
five) or the opinion of a senior coach (Chapter six), such use likely reflects the

epistemological beliefs of the coach/lead coach.

Chapter five investigated the way in which a coach’s communication may change with
access to PA and as such examined research aim three. In so doing, it was highlighted
in Chapter five that access to PA had limited influence on the half-time team talks of a
coach, however the use of PA in talent development environments was complex,
sporadic and at times unethical. Frequently the coach used PA to aid the development
of those players perceived to be the best, emphasising talent identification and
development are complex processes influenced by several issues (Bailey & Collins,
2013; Baker et al., 2018; Vaeyens et al., 2008). Within Chapter five, PA was viewed
as another vehicle to support the development of players previously identified as
talented by coaches and to develop the team’s chances of winning matches. However,
it was also stressed that coaches may view winning matches and developing all
players within a squad as somewhat dichotomous objectives within their roles. As
such, coaches frequently used their own feedback, at half-time, to support the
development of players they perceived to be the best and to provide information to

help the team win. So, despite coaches appearing keen to use PA to support their
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practice (Bartlett, 2001; Booroff et al., 2016; Groom, et al., 2011; Martin et al., 2018),
this thesis highlights access to PA may have a limited impact on coaches’
communication and practice. This is possibly due to a number of reasons including
the complex nature of the role of the coach (Cushion, 2007; Lyle & Cushion, 2017;
Lyle, 2002), the epistemological beliefs of the coach/analyst, the short period of the
interval at half-time restricting the information that can be given (Avugos et al., 2018),
situational factors such as the score line (Allain et al., 2018) and a lack of education

(Fullagar et al., 2019; Matrtin et al., 2018) regarding how best to use PA.

The empirical chapters within this thesis advance our understanding of how soccer
coaches engage with PA, contributing new and innovative knowledge to the literature.
Firstly, context is key to the way in which a coach engages with PA. As such,
previously developed models of PA, if adopted within applied soccer environments,
may fail. The identification of PA as a highly contextualised process, as well as the
recognition of the coach-controlled and analyst-controlled aspects of PA, contrast to
the simplistic, decontextualised process of PA (Martin et al., 2021) proposed by
Franks, (1997), Lames and McGarry (2007), Mayes (2009) and O’'Donoghue (2006).
Models of processes, such as the models that were developed of the process of PA,
may be of value to identify and explain relationships between components although,
this research highlights that these models do not reflect the way in which coaches use
PA in applied soccer environments. Within Chapter four and six coaches who worked
with a performance analyst worked with them on a continuum of analyst-led activities
to coach-led activities, with some coaches showing a lack of enthusiasm to engage in
PA even at the simplest level. Where PA was used by coaches it was done
sporadically, politically, and sometimes unethically. The sporadic use of PA was

highlighted in Chapter, four, five and six where despite the coaches in general
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expressing an enthusiasm for PA, it was not systematically embedded within their
practice but selectively used throughout the coaching process. When coaches
engaged with PA this was done to reinforce their opinions and decision-making such
as in Chapter five where PA was used at half-time to develop the players deemed to
be the best by the coach. This use of PA might be considered unethical as coaches
focused their attention on specific players often disregarding those players who do not
receive the additional support. Meanwhile, coaches also discussed how they used
selective elements of PA to evidence “retain-release” decisions (Chapter six). The
selective use of specific data and video to support individual players and evidence
these decisions can be seen to represent the coach’s dualistic/naive epistemological
beliefs. Subsequently, it suggests coaches may not be aware of the way data and
video from PA is unlikely to be wholly representative of a player’s ability and potential
(Jones & Dennison, 2018) or the way in which it could be used to support reflective
practice to develop knowledge (Grecic & Collins, 2013). This finding highlights the use
of PA is perhaps a symptom of both a failure in coach education to affect a coach’s
practice (Chesterfield et al., 2010) and a result of the financial gain the clubs can make
from academy players (Larkin & Reeves, 2018; Unnithan et al., 2012) in that coaches
believe targeted use of PA will positively influence the progression of specific players

deemed talented.

These findings signify the first empirically based critique of the way coaches and
analysts work in different ways depending on the aspects of analysis used, when in
the coach-analyst relationship they are developed and when in the coaching process
they are carried out. Such findings develop the understanding from the early 2010s
(e.g., Carling et al., 2014; Groom et al., 2011; MacKenzie & Cushion, 2013) which

discussed the availability of PA to coaches and the role of the analyst. However,
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previous research has not elucidated the different ways in which individual coaches
engage with individual aspects of PA on a continuum of coach-led to analyst-led, nor
has it suggested some coaches may have no desire to use PA in practice at all, despite
what they might actually say. As such, if PA is to be more appropriately embedded,
then coaches and analysts should look to develop a process of PA tailored to the
environment in which they work, attempting to understand what will work most
effectively, when in the coaching process PA will take place and how it will inform

coaching practice, behaviour, and communication.

This thesis used an interpretivist research paradigm to investigate the way coaches
use PA, thus acknowledging the importance of context on the research participants
and building on previous work of a similar nature (e.g., Groom, 2012). In utilising an
interpretivist approach, this research has provided an alternative to many previous
studies that have used reductionism to view human behaviour as quantifiable, causally
derived, and thus predictable and controllable (Smith, 1989). Previous PA research
using a reductionist approach has focused on establishing the relationship between
specific performance variables and outcomes (e.g., Hughes & Bartlett, 2002). The
empirical work herein, however, acknowledges that sport is a complex social
phenomenon, and the behaviour, actions, belief and opinions of coaches, players, and
performance analysts may be influenced by a range of factors (which may be
interconnected) and which can include individuals such as budget-holders and
decision-makers. Therefore, behaviour cannot be understood through a simple cause
and effect approach as illustrated in the positivist approach (Jones, 2015).
Consequently, by adopting an interpretivist approach this research better accounts for
coaches’ use of PA and acknowledges the need for it to be seen as a complex social

phenomena taking place in a context-specific manner for each coach and analyst.
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In analysing the communication of a coach where PA was made available at half-time
(Chapter five), this thesis is the first empirical study in which the behaviour of a soccer
coach is studied to recognise the influence (or lack of) that PA can have on their
communication during match-play. In using a comparative pre- and post-intervention
method, an understanding of how a coach may use PA at half-time to support their
team was established. Such an understanding offers insight regarding the influence
PA may have on a coach, their behaviours, communication, and decision-making. The
findings of Chapter five highlight that a coach may only sporadically use PA at half-
time to underpin their team talk. This is despite the apparent eagerness of those
coaches and players to work with an analyst and have video and statistics available.
This suggests that a coach may find it difficult to integrate video and statistics into a
half-time team talk, possibly because of the short period of time available and/or
because the coach prioritises their own verbal feedback from their observations.
Additionally, a coach may believe their behaviours and decisions are affected by the
information provided to them by an analyst and that this data/video does not need to
be directly shared with players if it informs the coach’s communication and behaviours
(e.g., the coach’s team-talk, tactical changes, and substitutions). Such coach-
controlled elements of PA reflects the finding form Chapter four that coaches
frequently manage the content of pre-match and post-match presentations/videos

shared with players.

Finally, this thesis offers preliminary insight into the role soccer clubs, The FA and the
EPPP can have on the use of PA by coaches. Through the coordination of coach
education of soccer coaches in England, The FA have been highlighted as managing
the initial exposure many coaches have to PA and coaches appear to develop limited

understanding of the potential, and the pitfalls, of PA by attending such courses as the
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UEFA A and UEFA B coaching license. Meanwhile, this thesis has also emphasised
the role the EPPP can play in encouraging academies to employ an analyst although
Chapter six revealed that such employment does not necessarily lead to a coach using

PA systematically within their practice.

7.2 Limitations

7.2.1 Definition of PA

In Chapter four and Chapter five, this research focused on the use of PA during the
different phases of match-play, understanding that PA is focused on match analysis
which is carried out through the provision of statistical evaluations of match
performance and videos (Carling et al., 2005; Groom et al., 2011; Harvey et al., 2016;
O’Donoghue, 2006; Wright et al., 2012). As such, the research did not investigate the
role of a performance analyst or the engagement of a coach with data science, video
telestration, analysis of training, movement tracking and recruitment analysis
(Anderson et al., 2022; Barker-Ruchti et al., 2021; Hughes, 2004; Hughes & Franks,
2004). Although Chapter six focused more broadly on the use of PA by coaches
working in academy soccer and included reflection on how PA was used in “retain-
release” meetings, the focus remained on the use of data and video gathered from
match-play analysis. Although it is likely these technologies and forms of analysis
would not have been engaged in on a systematic, regular basis, principally because
of the affordability of such types of PA and the potential need for additional staff (e.g.,
recruitment analyst) it would have been of interest to understand how coaches use

these other aspects of PA within their applied practice.

7.2.2 Systematic application of findings
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Across the three empirical chapters of this thesis various different participation levels
and environments were used. This included analysts working within the EFL and
National League, as well as staff and players involved in academy soccer. However,
the findings should be generalised with caution to other environments outside of the
participants within the empirical chapters of this thesis and, as such, this may be seen
to be a limiting factor of the thesis. For example, a performance analyst working with
an U23 side in the Premier League might experience little in common with the analysts
in Chapter four (e.g., different facilities, budgets, playing ability) and coaches working
in Girls Regional Talent Clubs may find their context is significantly different to that
which is described by coaches from EPPP clubs in Chapter six. This means the

findings must be generalised to other soccer and sporting environments with caution.

7.3 Future research directions

7.3.1 Ethnographic research methodologies

While this research has sought to understand the complexities of the use of PA within
the coaching process and add to the volume of literature on the use of PA within sport,
future research could utilise alternative methods of investigation to further understand
the use of PA by coaches. Future research could use ethnographic research
methodologies such as observation, analysis of video recordings and interviews to
further understand the way in which PA is used within soccer. Such forms of research
are increasingly being used to investigate coach education (e.g., Downham &
Cushion, 2020; Koic et al., 2020) and more broadly coaching practice (e.g., Champ et
al., 2020; Townsend & Cushion, 2021) to understand the applied role of the coach.
Investigating PA using ethnographic methodologies may include the researcher

undertaking some embedded research when they conduct observation and data
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collection in situ of the PA and coaching taking place. While this would be similar to
the analysis of the communication of half-time team talks completed in Chapter five of
this thesis and the work of Groom and Cushion (2005) investigating video feedback
sessions, observation could be expanded to explore the various phases of PA. This
could include analysis of pre- and post-match team meetings as well as coach-analyst
meetings and individual planning / reflection meetings with players and members of
the multi-disciplinary team. Given the increasing engagement of coaches with PA
(Martin et al., 2018), such research would further the knowledge developed within this
research which identified the continuum of coach-led and analyst-led PA.
Subsequently, the use of PA in different phases of the coaching process, including
match and training environments, could be observed, and critiqued from the
embedded perspective of the researcher. Consequently, an ethnographic approach
would further our understanding of the contextualised process of PA, identified as a
key feature of PA in soccer in this thesis. Such work could inform the development of
education programmes for both coaches and analysts on effective working practices
and develop the idea discussed in this thesis of creating contextualised PA for

individual clubs, coaches, and analysts.

7.3.2 The ethical / unethical use of PA

The ethically questionable use of PA by coaches within talent development
environments ought to be further scrutinised, particularly from the perspective of the
player. While previous research has sought to understand the opinion of players on
PA (e.g., Reeves & Roberts, 2013) and has emphasised the need for PA to be player
focused (Gleeson & Kelly, 2020), the unethical use of PA in evidencing “retain-release”

decisions and focusing PA on the perceived best players provides a reason for this
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topic to be re-examined. Although this research has revealed players have a desire to
engage in PA at half-time (Chapter five), further research needs to be completed to
better understand player perceptions regarding how PA is used by coaches within
talent development environments, particularly with reference to the ethical/unethical
use of PA. The players interviewed in Chapter five were relative beginners in terms of
their experiences with PA and given the complexity in use of PA highlighted in Chapter
six and four (where coaches controlled the PA players engaged with), further
investigation of players opinions, thoughts, and feelings when they are involved in PA
is required. Recent research has sought to develop an understanding of the
experiences of English professional football players from different levels of the English
football pyramid (Webb, Dicks, Brown & O’Gorman, 2020), such research has
highlighted the complexity of talent development and found significant issues with
talent development processes; further research is therefore warranted from the
perspective of players currently within the EPPP focusing on the use of PA. The use
of PA as a tool to support “retain-release” decisions and also the focused use of PA
on specific players would be of particular interest in future research with players.
Although the “retain-release” decisions have received some attention (e.g., Wixley,
Ryom & Kingston, 2020), little is known of player’s experiences and their opinions on
how PA is used in the ‘retain-release’ meetings. Likewise, further research is also
warranted from players with regards to how coaches may use PA in a targeted manner
to support the development of those players perceived to be the best. Such research
would be of value to applied environments such as EPPP academies and could be
used to inform the development of processes that place player welfare at the heart of
the use of PA, recognising the impact the use of PA in an unethical manner could

have.
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7.3.3 The evolving role of PA in soccer

This research has understood PA to be focused on match analysis which is carried
out through the provision of statistical evaluations of match performance and videos
(Carling et al., 2005; Groom et al., 2011; Harvey et al., 2016; O’'Donoghue, 2006;
Wright et al., 2012). However, as the use of PA expands within soccer and aspects of
PA such as data science, training analysis, recruitment analysis, video telestration and
movement tracking become increasingly common, further investigation is needed into
how coaches engage with these different aspects of PA. Similar to early research in
PA, research focused on data science in soccer has primarily used a reductionist
approach to establish the relationship between specific performance variables and
outcomes (Goes, Kempe, Meerhoff & Lemmink, 2019; Memmert & Rein, 2018).
However, little is known of how coaches work with data scientists, recruitment analysts
and use training analysis, telestration and movement tracking to inform their coaching
practice. Consequently, as highlighted by Barker-Ruchti et al. (2021), a pertinent query
related to coaches’ use of the contemporary aspects of PA, such as data science, is
required. This is particularly the case given this thesis has highlighted the sporadic
use of PA by coaches and recognised that coaches perceive they lack the formal
education to engage effectively in even basic forms of PA. Consequently, as PA
evolves and opportunities for coaches to use analysis move beyond video and basic
statistical analysis, without renewed investigation in to coaches’ use of PA and
coaches’ experiences of PA within coach education (to understand if the failings
discussed in this thesis still exist in preparing coaches to use aspects of PA such as
recruitment analysis, training analysis, telestration and movement tracking) the

knowledge addressing how coaching practice is informed by PA will be limited. As
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such, a renewed investigation into the different aspects of PA available in soccer clubs
should be carried out, followed by an in-depth qualitative investigation, using an
interpretivist approach, to allow the experiences of coaches with the broader forms of
PA to be explored. Such research would allow further understanding to be developed
of how coaching practice is (or is not) informed by PA and may allow coaches and
analysts to further develop their working practices to be more effective within their

context.

7.3.4 Investigating the EPPP

This research has identified that the EPPP is a complex environment in which PA is
sporadically used, and at times, used in unethical ways to support coaching practice.
Future research could investigate the EPPP as a talent development framework with
a particular focus on senior coaches such as phase leads, HCD and Head of Academy
and the role they play within the talent development process. The influence of senior
coaches on how PA is completed as well as the influence they have on “retain-release”
decision-making has been identified in Chapter six. However, despite the complexities
of talent development in England being investigated (Wixley et al., 2020) much of the
research on the EPPP has focused on physiological aspects of players’ performance
such as training load (e.g., Salter, Croix, Hughes, Weston & Towlson, 2020) and injury
(e.g., Tears, Chesterton & Wijinbergen, 2018). Consequently, research ought to
explore the perceptions of those involved in the development of players (e.g., coaches,
players, support staff, senior coaches, parents) where the EPPP as a talent
development environment is considered. Such research would benefit the
organisation coordinating and running EPPP academies (e.g., Premier League, The

FA, EFL, soccer clubs) and allow them to reflect on the working practices of EPPP
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academies understanding the talent development programmes from the perspective
of those involved. This could lead to changes being made to processes and practices

with them becoming more effective and allowing any concerns raised to be addressed.

7.3.5 Coaches and sport and exercise science

Finally, further research is required into the use of sport and exercise science by
coaches and the way in which soccer coaches work with sport science practitioners.
Although research has identified that coaches regularly engage with practitioners
whose focus is strength and conditioning, exercise physiology, nutrition, rehabilitation,
and sport psychology (Collins et al., 1999; Drust, 2019; Gustafsson et al., 2008;
Wiese-Bjornstal & Smith, 1999), little is known of how coaches’ decision-making,
behaviours and communication are affected by the availability of sport science.
Although it has been identified that one of the challenges for sport science is to align
research with the applied practice of coaches (Reade et al., 2008), research on
coaches and sport science has primarily investigated the way in which the former
engage with sport science knowledge (Martindale & Nash, 2013) and not how
practitioners might collaborate with colleagues to maximise impact. Consequently,
research should be completed to explore how soccer coaches work with sport science
practitioners (Drust & Green, 2013; Steel et al., 2013). This research could underpin
applied recommendations regarding the way in which coaches engage with sport
science practitioners and potentially the identification of what ‘effective’ engagement

looks like.

7.4 Implications for practice

Given earlier criticism of coaching models (see Chapter two, page 65-66), suggesting

that one size fits all models fail to conceptualise the complex, contextualised
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relationship between coach and analyst, it would be inappropriate to propose a new
model attempting to circumvent the weaknesses highlighted. However, given the
applied nature of the research within this thesis, it is appropriate to make several
applied recommendations. Such suggestions are not intended to be an exhaustive list
of good practice but guidance notes which might aid the development of the coach-
analyst relationship and allow a coach to embed PA support throughout their coaching

practice more effectively.

Negating silver-bullet
syndrome

Create a
contextualised
process

Define the role

The importance
of ethics

Employing an
analyst or
using PA

Figure 7.1 — Applied recommendations
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Employing an analyst or using PA

The EPPP, soccer clubs and coaches should develop an awareness that employment
of an analyst does not correspond to the use of PA by coaches. Consequently, the
EPPP could include within its requirements not only the need to employ analysts but
also for clubs to engage in particular aspects of PA. For example, clubs could be
required to timetable specific time each week alongside training sessions for feedback
sessions (using video and data from PA) for all players. Meanwhile, clubs should
allocate specific time for which a coach is paid to engage with PA, perhaps by ring-
fencing time each week for the coach and analyst to work collaboratively or by
providing scheduled time for the coach to engage in reports/videos. However, given
that time has been highlighted as a barrier to coaches using PA (Anderson et al., 2022)
it is clear that a balance needs to be struck between allocating time for the coach and
analyst to work collaboratively and the responsibilities that compete for time within

applied sports environments.

The importance of ethics

Coaches need education on the ethical issues of using PA considering the dangers of
selectively using PA to merely reinforce their decisions and develop only players
perceived to be the best. This should include the development of understanding by
coaches working in soccer talent programmes regarding how they can use PA to
inform the “retain-release” decision-making process and the development of all
players within a squad. However, given the complexity surrounding talent identification
and development (Taylor & Collins, 2021; Webb et al., 2016), a note of caution needs
to be acknowledged to ensure that the use of PA within these processes do not

present talent identification and development as simple, linear practices. As such,
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coach education needs to not only present an understanding of what PA is and how it
can be contextualised but also a warning of the impact the misuse of PA could have

on individual players.

Define the role

Coaches should work with analysts to identify which aspects of PA each individual will
lead. This should lead to the clear identification of the roles and responsibilities of the
analyst and the coach across the coaching process, consequently, ensuring the
somewhat sporadic use of PA identified across the empirical chapters of this thesis is
mitigated. Role clarity can be developed through the clear communication of
responsibilities, explanation of the behaviors needed to carry out the role, clarification
of how the performance in the role will be evaluated, and elucidation of the
consequences that will experienced if role performance is not deemed adequate
(Beauchamp, Bray, Eys & Carron, 2002). If a performance analyst has a clearly
defined role this should make them aware of which aspects of PA will be coach-led
and which aspects will be analyst-led providing greater clarity at the start of the
relationship. Such clarity should allow analysts to understand not only what they are
responsible for but how PA will be used by the coach, meaning analysts should be

better positioned in supporting the coach and the team more generally.

Create a contextualised process

A coach should work with the analyst to develop a contextualised process of PA
bespoke to the individuals involved in the data/video collection and to the environment
in which the data/video collection and use will take place. If the context is better

considered, then aspects such as the individuals involved in PA, the finance, and
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facilities available can be better considered. This would allow an individual, context,
and situation-specific process to be developed addressing, amongst other factors, the
individual coach and analyst working together whilst considering the club and its
resources. Caution should therefore be shown in engaging in PA simply because it is
perceived to be a feature of another club’s practice. Consequently, understanding
what works, for whom, when and why, in terms of PA is critical when attempting to

integrate it into the coaching cycle.

Negating silver-bullet syndrome

A soccer coach ought to develop an understanding of the conceivable benefits of using
PA before they access PA services. However, without an understanding of the types
of PA available and how such analysis can be effectively integrated within their
practice, the use of PA may become tokenistic or, worse still, used unethically as a
tool to assert a coach’s power and dominance over players. Engaging with the latest
research on how to use PA effectively (albeit in a coach-friendly manner) should be a
high priority for a coach if they are to understand both the potential, and pitfalls, of PA
to support their practice. Consequently, PA should not be viewed by coaches as a
silver-bullet remedy to reinforce their subjective views but more so a collection of tools

that have the potential to aid their practice and enhance player and team performance.
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Appendix 2

Semi-structured interview guide — Chapter four

Thank you for agreeing to speak to me today, to start with | want to confirm that you
are still free to withdraw at any time and without giving a reason. A decision to

withdraw at any time will not affect you in any way.

Can | confirm you are happy with this, and you are happy to proceed?

Demographic questions

- Name

- Age

- Club / organisation

- Years of professional coaching / performance analysis

- Highest coaching / performance analysis qualification

- Related qualifications e.g., teaching

- Current squads worked with

- Previous squads / clubs / organisations work with

PA questions

- How many staff make up the Performance Analysis team at your current job? What

are the different roles / responsibilities within the team?

Video feedback questions

What types of methods of performance analysis do you use in your current role?
- Why do you use these analysis methods?

- Who introduced these methods to the club?
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How long have you used video feedback as a method of performance analysis?
- Why did you start using video feedback as form of performance analysis?
Have you found using video feedback useful?
- In what way?
- Who have you found video feedback beneficial to? Why?
- Specific examples
How do you typically use performance analysis in match day preparation?
- Why?
- Who?
- Specific examples
How do you typically use video feedback in match day preparation?
- Why?
- Who?
- Specific examples
How do you typically use portable technology in match day preparation?
- Why?
- Who?
- Specific examples
What are the specific things you choose to show your players in match preparation?
- How?
- Why?
- Who (Individuals, unites, whole team, squad, subs)?
What are the specific things you choose to show your coaches in match preparation?
- How?

- Why?
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- Who?
What technology do you use to feedback during match preparation?
- Why?
- What? Specific examples
In an ideal world what would you add to your performance analysis match
preparation regime?
- Why?
- How?
- Who?
How do you typically use performance analysis on a match day?
- What?
- Why?
- Who?
- Specific examples?
How do you typically use video feedback on a match day?
- What?
- Why?
- Who?
- Specific examples
How do you use portable technology e.g., iPad on a match day?
- Why?
- Who?
- What? Specific examples
What are the specific things you choose to show your players on a match day?

- How?
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- Why?
- Who (Individuals, unites, whole team, squad, subs)?
- Specific examples
What are the specific things you choose to show your coaches on a match day?
- How?
- Why?
- Who?
- Specific examples
Do you use performance analysis at half time on a match day?
- How?
- Why?
- Who?
Do you use video feedback at half time on a match day?
- How?
- Why?
- Who?
What are the specific things you choose to show your players at half time on a match
day?
- How?
- Why?
- Who (Individuals, unites, whole team, squad, subs)?
What are the specific things you choose to show your coaches at half time on a
match day?
- How?

- Why?
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- Who?
- Specific examples
What technology do you use to provide video feedback on a match day?
- Why
- Who?
In an ideal world what would your half time feedback procedure be?
- Why
- Who
What is your procedure for filming games?
- Why?
- Who?
What technology do you use to record / feedback on a match day?
- Why?
- Who?
- What? Specific examples
Are there any elements of video feedback you wish you could use on a match but
that is currently not possible?
- What?
- How?
- Why?
- Barriers?
How do you typically feedback footage taken during a match?
- What?
- Who?

- Why?
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What are the specific things you choose to show your players from the match day
footage?

- How?

- Why?

- Who (Individuals, unites, whole team, squad, subs)?
What are the specific things you choose to show your coaches from the match day
footage?

- How?

- Why?

- Who?

- Specific examples
How do you use portable technology e.g., iPad to feedback footage taken during a
match?
- Why?

- Who?

- What? Specific examples
What technology do you use to feedback performance analysis findings from a
match?
- Why?

- Who?

- What? Specific examples
How would you ideally feedback footage taken during a match?
- What?
- Who?

- Why?
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- Barriers?
How do you typically use of performance analysis in a training environment?
- Why?
- Who?
- What? Specific examples.
How do you typically use video feedback in a training environment?
- Why?
- Who?
- What? Specific examples
What are the specific things you choose to show your players in a training
environment?
- How?
- Why?
- Who?
- What? Specific examples
What are the specific things you choose to show your coaches in a training
environment?
- How?
- Why?
- Who?
- Specific examples
How do you use portable technology in a training environment?
- Why?
- Who?

- What? Specific examples
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What technology do you use in a training environment to record performance
analysis data?
- Why?
- Who?
- What? Specific examples
In an ideal world how would you use performance video feedback in the training
environment?
- Who?
- What?
- Why?
What is the best thing about using video in a training environment?
- Why?
- Specific examples.
What is the best thing about using video feedback in a match day environment?
- Why?
- Specific examples.
Do you think video feedback can directly affect a player's performance in training /
match?
- How?
- Why?
- Specific examples
What is the principal reason you use video feedback in your role as a performance
analyst?
- Specific examples

What would allow you to use video feedback more on a match day?
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- Why?
- Who?
- Specific examples
What would allow you to use video feedback more on a training day?
- Why?
- Who?
- Specific examples

Review of discussions — any additional information?
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Appendix 4
Slide deck and activities — Chapter five
Seminar Intervention
The intervention was delivered by the lead researcher.

The seminar included multiple small group activities and discussions that are based
on the teaching practices as recommended through the Generic Tutor Training
Programme of The Football Association. To encourage engagement and contribution
of all participants in a discussion The FA recommend groups of 2/3 be changed
regularly.

Tutor selected the groups of 2/3 that will work together throughout activities changing
the groupings to encourage discussion.

Note — The players will be split in to changing small groups of 2/3 as identified below
however the Head Coach of the Academy, the Performance Analyst and the Lead
Coach of the Under 15’s worked as one group through the activities joining with the
players for the whole group discussion.

Note — If there was disagreement between the individuals on the process being
developed or on the KPI’s to be tracked the final decision shall be made by the
performance analyst and their reasons and value for inclusion / exclusion will be
explained and discussed. Performance analyst to set maximum number of KPI's to
be tracked in line with their skill set.
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Slide 1 — The session by explaining this is the third phase of the study following the
initial observation phase and the interview phase.

Explain that this session will involve everyone having input, expressing their opinion
and that all opinions are welcome throughout.

Reinforce that everyone will be anonymous in the study and there is the opportunity
for an individual to withdraw from the study at any stage.

Explain this workshop will last approx. 60 minutes.

Developing a half time

feedback process
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Slide 2 — State that by the end of the session the things to be live coded and fed
back during half time will be identified and definitions for such KPI's will be created.
Who, what, where and when the video feed back process will be decided and
agreed.

Reinforce all opinions are welcome and everyone’s input is valued.

Aims and objectives

Identify key performance indicators to be fracked during a match
and fed back at half time.

Develop and agree on definitions for key performance indicators to
be tracked during a match and fed back at half fime.

Decide feedback process for half fime.
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Slide 3 — Ultimately this process will allow video feedback to support the half time
feedback process.

End product

Create a comprehensive half time feedback process supported by
video.
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Slide 4 — In pairs discuss on who should be the focus of the actions that are live
coded.

Emphasize that this is not the focus of post-match feedback and that individual’s
teams, and units will still receive post-match feedback but that this is solely for video
feedback at half time.

Start point - Who's actions to be live
coded?

Team
Unit - Defence / Midfield / Attack
Individual
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Slide 5 — Group split into pairs and asked to identify what they feel should be live
coded.

First activity —Pairs to decide what set pieces to be live coded.

Second activity —Pairs to decide what aspects of attacking philosophy should be live
coded.

Third activity —Pairs to decide what aspects of defending philosophy should be live
coded.

Pairs to feedback what set pieces / attacking philosophy / defending philosophy
should be coded. Discussion on what should be live coded and fed back at half time.
Final list of standard coding for team to be agreed.

Start point - standard coding - Team

What elements of tfeam play should be coded during the game for
half fime feedback?

Set pieces
Goal kicks, Corners, Freekicks, Penalties, throw in.
Playing philosophy
Attacking philosophy
Defending philosophy
E.G. Playing out from the back, playing through the thirds.
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Slide 6 — Group split into groups of 3 and asked to identify what they feel should be
live coded.

First activity —Groups to decide what set pieces to be live coded.

Second activity —Groups to decide what aspects of attacking philosophy should be
live coded.

Third activity —Groups to decide what aspects of defending philosophy should be live
coded.

Groups to feedback what set pieces / attacking philosophy / defending philosophy
should be coded. Discussion on what should be live coded and fed back at half time.
Final list of standard coding for units to be agreed.

Start point - standard coding - unit

Do you want to receive unit specific feedback at half fime?

Who makes up defence / midfield / attack?

What elements of unit play should be coded during the game for
half time feedback?
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Slide 7 — Group split into pairs and asked to identify what they feel should be live
coded from an individual player point of view.

First activity —Pairs to decide what aspects of individual attacking play should be live
coded.

Third activity —Pairs to decide what aspects of individual defending play should be
live coded.

Pairs to feedback what set individual play should be coded. Discussion on what
should be live coded and fed back at half time.

Final list of individual coding to be agreed.

Start point - standard coding -Individual

Do you want to receive feedback specific to individuals at half
time?

What elements of individual play should be coded during the game
for half tfime feedback?
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Slide 8 — Identify through whole group discussion what the current phase of training
is and identify what aspects of the current phase of training can be live coded and
used as feedback at half time.

Start point — phase specific coding - Team

What elements of team play, related to the current phase of
training you are progressing through, should be coded during the
game for half time feedback?
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Slide 9 — Identify through whole group discussion if half time video feedback should
be based on units / the phase of coaching current being worked through.

If decision is made unit-based feedback would be of value identify what aspects of
the current phase of training can be live coded and used as feedback at half time via
unit focused videos.

Start point — phase specific coding - Unit

Do you want to receive unit specific feedback at half fime?

What elements of unit play, related to the current phase of training
you are progressing through, should be coded during the game for

half fime feedback?
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Slide 10 - Identify through whole group discussion if individual half time video
feedback should be used based the phase of coaching current being worked
through.

If decision is made for individual based video feedback to be used identification of
what aspects of the current phase of training can be live coded and used as
feedback at half time via individual focused videos.

Start point — phase specific coding -
individual

Do you want to receive individual specific feedback at half fime?

What elements of individual play, related to the current phase of
training you are progressing through, should be coded during the
game for half time feedback?
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Slide 11 — Split group into small groups of 3.

Divide the different KPI's that have been identified and give each group a number of
KPI's and ask each group to develop a definition of the KPI’s they have.

Ask that each definition should be clear and concise and that it should be easily
identifiable in video.

Once each group has developed their definitions ask the groups to walk around all
the definitions and add / amend the definitions from each of the other groups.

Once all the groups have seen each definition and had the opportunity to agree or
amend the definitions feedback all the definitions to the whole group and ask if
anyone has any disagreements / challenges to the definitions.

Developing definitions

As a group, we will now develop definitions for each of the key
performance indicators we have identified what will be fracked /
fed back at half time.
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Slide 12 — Complete this grid with each definition that is agreed upon.
Share this with the whole group via printed copy.

Developing definitions — standard coding

Individual
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Slide 13 — Complete this grid with each definition that is agreed upon.
Share this with the whole group via printed copy.

Developing definitions — phase specific
coding
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Slide 14 — Explain the session will now focus on a match day and how the video will
be fed back.

Developing a process

We will now identify:
Who will be involved in the video feedback process.

Where will the feedback process will take place.
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Slide 15 — Whole group discussion on who should receive the video feedback.
Decide who should receive the feedback initially and secondly.
e.g., Coach first / player second?

Developing a process - Who

Who should be shown the video feedback at half time?
Players — All players?
Coaches - All coaches?
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Slide 16 — Discussion on where the feedback should be placed.

Developing a process - Where

Where should the feedback be provided?

There are a number of options for where the performance analysis can
take place

E.g. Pitch side, changingroom, coaches room.

Where do you think would be the most effective place to show you the
video clips that have been recorded in the first half of the match?
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Slide 17 — Summarize the decisions made on what will be live coded and the process of
feedback for half time.

Explain this process will now be followed for 6 matches and then interviews will take place to
discuss perceptions of the process.

Final thoughts

The aim of this session has been to clearly identify a process for half
time video feedback.

What, when, how and where.

This process willnow be followed for 6 half time feedback sessions
and the half time feedback will be recorded on a dictaphone.
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Appendix 5

Pls, definitions, pitch maps — Chapter five

In possession

Switch in play Transferring the ball through limited passes and | 10 10
quickly to the opposite side of the pitch in order to
change the point of attack.

Crossing Transfer of the ball from a wide area of the pitch | 10 10
to a central area close to goal with the purpose of
finding a teammate to score.

Attempts created | A effort towards goal with the objective of scoring | 10 4

central area from the central area of the pitch.

Through ball Ball played beyond the opposition defence from 10 10
midfield third of pitch

End product — Off | A shot toward the goal with the aim of scoring 10 |4

target which is off target and remains off target from the

moment the ball is struck.

End product — On | A shot toward the goal with the aim of scoring 10 |4
target which is on target from the moment it is struck.
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Out of possession

Regains in final
third

Player regains possession of the ball in the final
third of the pitch and has the ball under control to
allow a deliberate influence on its direction.

10

10

Forcing play wide

Players in central areas, protecting their goal and
stopping the attack from building through the
middle of the field forcing the player in
possession to pass in to or move into a wide
area.

10

10

Screening

Players work as a unit to force the play in a
specific direction by adopting specific body
position / angle of run.

10

10

Transition

Delaying play

Actions of defenders and defensive unit to reduce
time, space, and opportunities for opponents to
breach defence and create goal scoring
opportunity.

10

10

Counter attacks

Regains of possession in defensive half of pitch
where team recognises an opportunity to quickly
attack opponent who has lost possession and is
unbalanced / disorganised / outnumbered.

10

10

Regain

Possession regained with in 5 seconds of loss of
possession.

10

10

Possession

Player has the ball under control to allow a
deliberate influence on its direction.

N/A
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Appendix 6

Semi-structured interview guide — pre-intervention — Chapter five

Pre intervention interviews — Interview questions — Staff

Thank you for agreeing to speak to me today, to start with | want to confirm that you
are still free to withdraw at any time and without giving a reason. A decision to

withdraw at any time will not affect you in any way.

Can | confirm you are happy with this, and you are happy to proceed?

Demographic questions

- Age

- Years of professional coaching / performance analysis

- Highest coaching / performance analysis qualification

- Related qualifications e.g., teaching

- Current squads worked with

- Previous squads / clubs / organisations work with

- How many staff make up the Performance Analysis team at your current job? What
are the different roles / responsibilities within the team?

Video feedback questions

- How do you analyse the performance of your teams?

- Why do you use these analysis methods?

- Who introduced these methods to the club? When and why were these introduced?

- How do you typically use performance analysis in match day?
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- Why?
- Specific examples
- (If no discussion on video) How do you typically use video feedback on a match day?
- What?
- Why?
- Who?
- Specific examples
- Would there be any circumstances when your use of performance analysis and video
feedback may change on a match day?
- How do you use portable technology e.g., iPad on a match day?
- Why?
- Who?
- What? Specific examples
- What are the specific things you choose to show your players on a match day?
- How?
- Why?
- Who (Individuals, units, whole team, squad, subs)?
- Specific examples
- What do you typically discuss at half time? And who is involved in the half time
feedback?
- How do you decide what to discuss at half time?
- When might you change what you discuss at half time?
- Do you typically use performance analysis at half time on a match day?
- How?

- Why?
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- Who?
- Do you typically use video feedback at half time on a match day?

- How?

- Why?

- Who?
- When might this change? In what scenario would this typical approach to half time
performance analysis not be taken.
- What are the specific things you typically choose to show your players at half time
on a match day?

- How?

- Why?

- Who (Individuals, units, whole team, squad, subs)?
- What technology do you use to provide video feedback on a match day?

- Why

- Who?
- If you don’t currently use video feedback at half time, how would you feel if video
feedback was to be available at half time?

- Why?

- Are there any elements of video feedback you wish you could use on a match but
that is currently not possible?
- What?
- How?
- Why?
- Barriers?

- How do you typically use video feedback footage taken during a match?
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- When?

- What?
- Who?
- Why?
- What are the specific things you typically choose to show your players from the match
day footage?

- How?

- Why?

- Who (Individuals, units, whole team, squad, subs)?

- What? Specific examples
- What would allow you to use video feedback more on a match day with the current
squad you work with if you wanted to?

- Why?

- Who?

- Specific examples
- How are the key performance indicators used in performance analysis identified and
defined?

- by whom?

Review of discussions — any additional information?

Pre intervention interviews — Interview questions — Player

Thank you for agreeing to speak to me today, to start with | want to confirm that you
are still free to withdraw at any time and without giving a reason. A decision to

withdraw at any time will not affect you in any way.
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Can | confirm you are happy with this, and you are happy to proceed?

Demographic
- Name
- Age
- Years of playing
- Experience of playing at EPPP Category 1/ 2/ 3 level- Previous squads / clubs /
played for.
Video feedback questions
-What experience of receiving performance analysis have you had as a football
player?
- Have you found video feedback beneficial to you as a player? Why?
- Specific examples
- How do you typically feel about the way video feedback is used in performance
analysis?
- Specific examples
- How do you typically use performance analysis on a match day?
- What?
- Why?
- Who?
- Specific examples?
- Would there be any circumstances when your use of performance analysis and video
feedback may change on a match day?
- How do you typically use portable technology e.g., iPad on a match day?

- Why?
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- Who?
- What? Specific examples
- What are the specific things you are typically shown on a match day by the coach /
manager / performance analyst?
- How?
- Why?
- Who (Individuals, units, whole team, squad, subs)?
- Specific examples
- Would there be any circumstances when you were shown something different?
- How do you think that your coaches review performance during in a game?
- What kind of things are typically discussed at half time?
- Does your team typically use performance analysis at half time on a match day?
- How?
- Why?
- Who?
- Would there be any circumstances when your use of performance analysis at half
time may change?
- (If there is no discussion on use of video feedback) Does your team typically use
video feedback at half time on a match day?
- How?
- Why?
- Who?
- What are the specific things you are typically shown at half time on a match day?
- How?

- Why?
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- Who (Individuals, unites, whole team, squad, subs)?
- Would there be any circumstances when your use of video feedback may change at
half time?
- In an ideal world what would your half time feedback procedure be for the Under
16’s?

- Why

- Who
-How are the key performance indicators used in performance analysis identified a
defined?

- By whom?

Review of discussions — any additional information?
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Appendix 7
Semi-structured interview guide — post-intervention — Chapter five
Thank you for agreeing to speak to me today, to start with | want to confirm that you
are still free to withdraw at any time and without giving a reason. A decision to

withdraw at any time will not affect you in any way.

Can | confirm you are happy with this, and you are happy to proceed?

- Were any changes made to the process of performance analysis after the
intervention?
- What changes were made to the process?
- How did you feel about making these changes?
- Were there any advantages to you from the performance analysis that was provided
after the intervention?
If yes — What where these advantages?
If no — Why do you think there were no advantages?
- What challenges were experienced because of the changes to the process of
performance analysis?
- How were these challenges overcome?
- How could these challenges be overcome?
- How has your match day performance analysis changed since the intervention?
- How has your involvement in the process of performance analysis changed?
- Why has your involvement changed in the process of performance analysis?
- How were the key performance indicators used in performance analysis identified

and defined?

323



- By whom?
- How did you feel about the process of identifying and defining the key performance
indicators?
- What were the advantages of being involved in the process of identifying and defining
the key performance indicators?
- What were the challenges of being involved in the process of identifying and defining

the key performance indicators?
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Appendix 8

Ethical approval — Chapter six

Approval 2018/19
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Research Ethics Committee for review.
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conditions set out in the attached document and adhere to the processes described in your
application form and supporting documentation.

The final list of documents reviewed and approved by the Committee is as follows:

Faculty of Medicine, Dentistry and Life Sciences Research Ethics Committee
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Please note that this approval is given in accordance with the requirements of English law only. For
research taking place wholly or partly within other jurisdictions (including Wales, Scotland, and
Northern Ireland), you should seek further advice from the Committee Chair / Secretary or the
Research and Knowledge Transfer Office and may need additional approval from the appropriate
agencies in the country (or countries) in which the research will take place.

With the Committee’s best wishes for the success of this project. Yours sincerely,

Professor Eustace Johnson
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Appendix 9

Semi-structured interview guide - Chapter six

Thank you for agreeing to speak to me today, to start with | want to confirm that you

are still free to withdraw at any time and without giving a reason. A decision to

withdraw at any time will not affect you in any way.

Can | confirm you are happy with this, and you are happy to proceed?

Thanks. I'd like to begin by asking you a number of biographical questions, starting

with ‘how old are you?

What is your highest coaching?

When did you do this qualification?

Do you have any related qualifications e.g., teaching, talent identification?

How many years of have spent working in professional coaching?

What previous squads / clubs / organisations did you work with?

And currently which club do you work?

What level EPPP are they?
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Which squad are you currently working with?

What is your opinion of performance analysis?

What level of performance analysis support do you currently receive at your club?

How many staff make up the Performance Analysis team at your current job within the

academy?

What are the different roles / responsibilities within the team?

Have you had any experience of performance analysis before the current club you are

working at?

What was this experience? How did you use performance analysis previously?

How do you analyse and track the performance of your current teams?

Why do you use these analysis methods?

How do you analyse and track the performance of individual players?

Why do you use these analysis methods?

What evidence is used to support player evaluation and PMA report?
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Who decided these methods would be used? When and why were these introduced?

What role did you play in deciding to use these methods?

Thinking about player performance in training, how do you evaluate performance in
training?

Why?

Can you give any specific examples of you evaluating performance in training
and how you use this to inform your decision making?

How do you keep a record of this evaluation?

What records do you personally keep tracking progress and performance in training?
When is this used?

Does it influence your decision making in any way?

What records do the club keep tracking performance in training?
When is this information used by you?

When is this information used by other members of staff at the club?

How does the club typically use performance analysis on a match day?

How do you typically use performance analysis in match day?

Why?

Can you give any specific examples of you using performance analysis on a

match day?
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How do you evaluate performance on a match day?
Why?

What evidence is used to support this evaluation?

What evaluation of player performance does the club require you to do on a match

day?

Do you typically use performance analysis at half time on a match day?
- How is it used?
- Why is it used in this way?
- Who is involved in the performance analysis at half time?
- Does the feedback you receive from half time performance analysis influence

your decision making in any way?

After the game has finished how do you typically use video feedback footage taken
during a match to evaluate performance?

- When is this done?
- Who is involved in the post-match analysis?

- Why is this is done?

What are the specific things you typically choose to show your players from the match
day footage?
- How do you share this with the players?

- Why do you share it this way?
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- Can you give any specific examples of how you have shared video

footage from a match with players?

How do you use performance analysis findings to set goals for players?

How do you use performance analysis to monitor performance of players throughout

the season?

Do you ever use performance analysis findings in coaches meetings?

- How?

- Why?

Do you ever use performance analysis findings in team meetings?

- How?

- Why?

Do you ever use performance analysis findings in parents and player meetings?

- How?

- Why?

What is the most positive way you use performance analysis findings?

How do you use performance analysis to support retaining a player?

How can the findings from performance analysis have a positive effect on players?
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Have you ever experienced these positive effects?

Can you give a specific example?

What is the least positive way you use performance analysis findings?

How do you use performance analysis to support releasing a player?

How can the findings from performance analysis have a negative effect on players?

Have you ever experienced these negative effects?

Can you give a specific example?

Review of discussion — any additional information?

332



	Figure 2.3. Côté et al. Coaching Model (1995).      21
	Figure 2.3 Côté et al. coaching model (1995)
	3.2 Theoretical framework
	4.2 Method
	Data collection
	Interview guide
	Data analysis
	4.3 Results
	PA pragmatism
	Analysis ingredients
	Coach Control
	Autocratic presentations
	4.4 Discussion
	4.5 Conclusion

