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Abstract
The purpose of this action research inquiry was to examine the current knowledge and
application of professional development (PD) points and the maintenance of certification (MOC)
process by National Coaching Certification Program trained Canadian rugby coaches. The
research question was, “How can Rugby Canada foster broader acceptance and utilization of
professional development for its certified coaches?” The methods, applied under the Royal
Roads University (2011) Research Ethics Policy, included a survey sent to all Canadian rugby
coaches, and respondents (N = 245) who indicated interest (N = 112) were invited to a thematic
email interview, with a 47% response rate (N = 53). Study findings revealed coaches lacked
awareness of the MOC process yet also significantly valued context, delivery, learning variety,
and purpose of PD. Findings also supported potential coach behaviour change, further informing
the recommendations to galvanize the change process for PD and the MOC for Canadian rugby
coaches.
Keywords: rugby, coaching, coach learning, national coaching certification program,
maintenance of certification, coach professional development
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Chapter One: Focus and Framing
Rugby Canada (RC) is a national sport organization (NSO) that is responsible for the
oversight of the sport of rugby in Canada. As an NSO partially funded by Sport Canada and
underpinned by the ideals of enabling Canadians through the provision of leadership and funding
(Government of Canada, 2017), RC must meet many requirements set out in government
programming and policy. The Canadian Sport Policy 2012 document Sport Canada (2012)
stated, “For sport to achieve its potential as a driver of personal and social development, sport
programming must be of sufficient quality in relation to the varied motivations, interests and
abilities of participants” (p. 6). This document also recognizes the role of coaches as key
stakeholders at every level of sport in Canada, from grassroots or introduction to sport to high
performance sport (Sport Canada, 2012). Similarly, the development of all levels of rugby in
Canada requires focus on athletes, referees, and coaches, as these stakeholders are involved in all
contexts and levels of sport.
This paper examines the coach stakeholder group in the larger Canadian rugby system
and will further delve into the needs and desires regarding coach professional development (PD),
the National Coaching Certification Program (NCCP) maintenance of certification (MOC)
process, and learning both within and without these formal processes. Coach development falls
under the National Rugby Development portfolio and is an area to which RC and its provincial
member unions have contributed significant resources in the past decade (British Columbia
Rugby Union, 2017; RC, 2016b; Rugby Ontario, 2018). Presently, RC is also allocated a
significant amount of money from World Rugby (WR), in accordance with the ranking status
and performance levels of the 15-a-side national senior men’s team (NSMT). Funding is
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dependent on consistent performance and qualification into the Rugby World Cup. In 2018, the
NSMT did not qualify in either of the first two opportunities. There is a final opportunity to
qualify in the repêchage tournament in November 2018 for the 2019 Rugby World Cup;
qualification here could salvage funding levels from WR, which could in turn positively
influence coaching development in Canada. Conversely, should the NSMT not qualify, funding
earmarked to support Canadian rugby coaches will be negatively impacted.
I have extensive experience as a rugby coach in Canada, completing my first certification
in the early 1990s, and I have coached mini rugby for children under 12 years of age as well as
high school, club, university, provincial, and national level rugby in Canada. I am also a full-time
high school teacher and have coached rugby longer than I have been employed in a professional
capacity. Currently, I teach two thirds of the day and fulfill the Interim Head Coaching position
at the Royal Military College of Canada for the men’s rugby program at 50% capacity after 15
years at another Ontario University Athletics institution in the women’s game. Finally, I have a
keen interest in coach education and have been involved in coaching development in rugby and
in multisport delivery for over a decade and have recently become linked to two research to
practice initiatives with the Maple Leaf Sports and Entertainment Launchpad Research to
Practice Symposium and an intersectoral exchange through the True Sport Foundation. In
support of my lifelong journey of learning, I commenced studies at Royal Roads University in
the Master of Arts in Leadership program in June 2016, as I wanted to continue to learn formally
about leadership theory and application. The master’s program allowed me the opportunity to
apply new and more theoretical learning to coaching and challenged me to look at coaching and
coaching development through broader systems and lenses. In my dual professional roles as
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teacher and coach, I became interested in how leaders in my field could increase the
understanding and capacity of coach learning, particularly through available quantitative and
qualitative options.
In 2013, the Coaches Association of Canada (CAC) introduced a process for MOC that
required coaches to accumulate a specific number of points based on the level of certification
achieved (CAC, 2013b). Each NSO has its own specific requirements based on trained
(completed the course) or certified (completed the evaluation of the course) status (CAC, n.d.-f).
All sport organizations have a 5-year window to complete their maintenance points from January
2014 to December 2018. Coombs and Ahmed (1974) referred to three different types of coach
learning: formal, nonformal, and informal. While formal coach training is for certification
purposes, nonformal coach training can initially appear to occur in a formal environment (e.g., as
a seminar or clinic), yet falls outside a specifically mandated certification pathway (Nelson,
Cushion, & Potrac, 2006). Informal coach learning is an enduring process that occurs in regular
daily activities and the coach’s daily environment (Coombs & Ahmed, 1974). One might argue
that MOC is both formal and nonformal, as certification has already been earned yet continued
learning is required.
With the introduction of the MOC and PD points, CAC created a large push to
disseminate that information to the NSOs, provincial sport organizations (PSOs), and the CAC
membership at large. With several years gone by in the maintenance earning cycle, it is worth
investigating how the MOC is supporting the continued learning of certified rugby coaches in
Canada. As a long-term, volunteer rugby coach and coach educator in rugby, I conducted this
inquiry with the aim to support the furthered understanding of continued PD and learning
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practices of all NCCP trained or certified rugby coaches in Canada.
In this inquiry I attempted to engage all NCCP trained rugby coaches to determine how
they know and understand PD within the current CAC MOC model and used the following
question to support this inquiry: How can Rugby Canada foster broader acceptance and
utilization of professional development for its certified coaches? Five subquestions also
supported this inquiry:
1. How do coaches currently engage in professional development?
2. How can coaches learn and develop most effectively?
3. What limits coaches’ ability to learn and develop?
4. What is required to further and facilitate coaches’ learning and development to
maintain certification?
5. What strategies can best support the continued professional development of rugby
coaches in Canada?
Significance of the Inquiry
This inquiry allowed for an opportunity to examine best principles regarding the learning
practices of trained and certified rugby coaches, specifically through the evaluation of the MOC
program. As part of this inquiry, my inquiry team and I examined how information may be
gleaned to support issues that may hold back coaches from achieving continued learning and
development. My inquiry team and I also determined the dominant viewpoints regarding the
MOC program and how best to deliver coach education to rugby coaches in Canada. In January
2018, RC entered the final year of the 5-year MOC cycle. This timing provided an opportunity to
pulse-check the ongoing maintenance program with regard to Canadian rugby coaches. It also
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allowed for an examination of knowledge around the program and the potential pitfalls and
opportunities for growth that arose as the first 5-year cycle comes to an end.
The opportunity for RC and its coach education partners (WR, the CAC, PSOs,
multisport PSOs, etc.) to learn about the current appetite and understanding of the MOC program
emerged from this inquiry. This inquiry encompassed all levels of coaching and supports recent
studies like that for the International Council for Coaching Excellence (ICCE) on serial winning
coaches, which stated that people and environment contributed significantly to coach
developmental pathways and that these coaches are learners with an enduring curiosity and
learning focus (Lara-Bercial & Mallett, 2016; Mallett & Lara-Bercial, 2016). Overall,
researchers have well established that aspiring high-level coaches are regular learners (Erickson,
Bruner, MacDonald, & Côté, 2008; Gilbert & Trudel, 2013; Griffiths, & Armour, 2013;
Werthner & Trudel, 2009), and the MOC program is intended to support continued coach
learning and PD.
The key stakeholders in this area that may benefit from the results of this investigation
include NCCP trained and certified rugby coaches, coach developers, and the RC Coach
Development division. Additionally, since the MOC program is a nationally implemented
program, the findings may have an impact on NSOs even beyond RC. The benefits here include
added knowledge about what PD looks like for coaches, where it is available, and what type or
delivery of PD could best support coaches in Canada. It could also address timing issues such as
when is best to run informal courses and how long these courses might last. Benefits could
further both coach and athlete development over the long term, which could potentially affect the
game of rugby in Canada, and even achievement on the international stage, in a positive fashion.
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Without this further look into the MOC process, there is a risk that the intentions of the
program may not be fully realized. Listening to the voices of current Canadian rugby coaches is
important. As one participant stated, “Thanks for this survey it’s [sic] about time someone asked
for feedback rather than telling us how to think.” In the final year of this round of recertification,
examining the attitudes, understanding, and tracking of PD and coach learning provided
important support for rugby coaches in Canada and those who support their learning and ongoing
development.
Organizational Context
The organizational context of this inquiry is twofold. Firstly, the inquiry supported the
RC (n.d.-a) vision, mission, and values statements. Secondly, the inquiry supported the
importance of continued growth for Canadian coaches who ultimately cultivate and foster
increased athlete capacity and performance within the Canadian sport system and beyond. The
NCCP core competencies that directly apply to this inquiry include critical thinking, interacting,
leading, problem solving, and valuing (CAC, 2013a). Coaches are an essential part of the
leadership of teams and rugby development at any level in Canada. According to Northouse
(2013), “Leadership is a process whereby an individual influences a group of individuals to
achieve a common goal” (p. 5). In this case, investment in a coach’s PD could pay dividends in
the future around the common goal of leading athlete’s rugby development.
The clear vision of RC (n.d.-a) is to picture “Canadians unified AS ONE to challenge the
World through Rugby” (Vision section, para. 1). Accordingly, RC’s (n.d.-a) mission is “to
inspire, develop, promote, govern, and lead Rugby in Canada” (Mission section, para. 1) through
the seven values including integrity, passion, solidarity, discipline, respect, sportsmanship, and
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teamwork (Our Values section, para. 1) that it has prioritized and shared with the membership.
Obviously, the creation of competent, learning-focused coaches alongside athletes, referees, and
rugby administration is a significant goal for RC, which falls directly in line with its vision,
mission, and values (RC, n.d.-a). Additionally, RC (2016c) stated that leadership is central to
supporting core behaviours and responsibilities. For an organizational chart of RC, please see
Appendix A.
For the sport of rugby, the 5-year window ends in December 2018 to complete MOC
points. This study may be able to inform future adjustments for the following 5-year cycle
beginning in January of 2019. Coaches who are trained at the Community Initiation context level
need not accumulate any PD points, as they are not certified coaches (trained status only), while
coaches certified at the Introduction to Competition level must accumulate 20 PD points in 5
years, and coaches certified at the Competition Development level must accumulate 30 PD
points in 5 years (CAC, 2013b). The CAC (2013b) grants points for several types of PD
including but not limited to active coaching (1 point per year), per hour of PD (1–2 points per
hour), and self-directed learning (to a maximum of 3 points in 5 years).
The total number of Canadian rugby coaches who are a part of the first two coaching
contexts in NCCP system is 3,367 coaches (P. Hunter, personal communication, November 27,
2017).1 This number breaks down into the Community Initiation context with 1,229 coaches and
the Competition Introduction context with 2,138 coaches (P. Hunter, personal communication,
November 27, 2017). These total numbers include coaches who are certified, trained, and in

1

All personal communications in this report are used with permission.
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training (CAC, n.d.-f). Beyond this, there are other certified coaches in the Competition
Development context as well as those who have achieved the Advanced Coaching Diploma
(ACD) certification. The vast majority of coaches in Canada are certified, trained, or in training
in the first two contexts.
Prior to the current 5-year learning cycle, CAC did not require professional learning
beyond attendance and evaluation of formal certification courses. Without MOC requirements, a
large number of inactive coaches were on the rolls for all sports, including rugby. These inactive
coaches also included individuals who had undertaken only minimal coaching certification
through NCCP in the past and in some cases the relatively distant past. With the support of much
coach education research from the likes of the revered coaching researcher Pierre Trudel
(personal communication, January 31, 2018) and others, CAC instituted the MOC requirements
to help maintain the integrity of the coach education process and to ensure that active coaching
and up-to-date knowledge were underscored as highly important to athlete development (CAC,
n.d.-c).
Along with maintaining the integrity of the coach education process, the creation of
CAC’s online certification tracking system, the Locker (CAC, n.d.-a), enabled a far more
accurate method to log formal and informal coach development. The Locker was developed to
aid coaches in guiding their own development by tracking and documenting their formal
coaching records. This was a significant change from past practice, and both newly trained
coaches and coaches who completed their training early in or prior to the MOC cycle remain
uncertain about how the process currently works. According to Armenakis, Harris, and
Mossholder (1993), a readiness factor is the cognitive precursor to the behaviours to, or support
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for, a change effort (p. 681). Additionally, Armenakis et al. stated, “A change agent must
understand the distinction between individual and collective readiness, as well as what influences
the collective interpretation of the readiness message” (p. 684). Within the sizable number of
Canadian rugby coaches and the varied context in which they are coaching, there are many
factors to understand as the implementation of the MOC undergoes its first 5-year process. This
inquiry supported the potential to bring more clarity to how rugby coaches understand the MOC
requirements and how they view the MOC process itself in support of their coaching and
learning endeavours. Also, since coaches provide a crucial contribution to the Canadian rugby
scene, the urgency for coaches to perform well is of the utmost importance in a highperformance environment where RC has a vested interest.
Systems Analysis of the Inquiry
Senge (2006) said systems thinking can make the subtlest aspect of an organization
understandable and allow people to see how their own actions create the reality they experience.
Similarly, Meadows (2008) stated that the importance of understanding a system is to “arrange
the structures and conditions to reduce the probability of destructive behaviors and to encourage
the possibility of beneficial ones” (p. 72). Using these ideas, this action research project can be
described as a form of systems analysis.
Both Senge’s (2006) and Meadows’s (2008) variations on systems theory underscore the
idea of feedback loops within systems and the specific characteristics of highly functional
systems, which ultimately lead to the achievement of system goals. Additionally, the distinctions,
systems, relationships, and perspectives (DSRP) theory, posited by Cabrera, Cabrera, and Powers
(2015), allows for a unification of systems thinking as an organizing principle by which analysis
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can be ascertained. Thinking in systems demands a change in understanding that performance
lags are the consequence of latent fundamental activities in the system rather than isolated issues
to be fixed without affecting the rest of the system (Gilbert, 2017). When combined, all of these
concepts lend clarity to the process of PD for rugby coaches since very little is known about the
current experience of rugby coaches under the new MOC policy. Canadian rugby coaches have
not been surveyed for their thoughts and opinions around the MOC policy in the past, and recent
research suggests gaining participants’ perspectives could provide further insights (Holt et al.,
2018) into RC’s usage of this research to support the facilitation of research-informed practices.
The goal of the NCCP MOC policy and PD in general within the scope of RC is to result
in competent and continually informed coaches who can then contribute their expertise
throughout the levels of the Canadian rugby system. There is no distinct document that
succinctly outlines the aims of PD for coaches in Canadian rugby. However, as far back as 2008,
RC realized that the “provision of a planning tool, based on scientific research and sport-specific
empirical experiences, for coaches and administrators” (p. 9) was necessary in the long-term
rugby development context. Better than a planning tool, the NCCP’s MOC encourages evidencebased opportunities and events for coaches to continually upgrade their knowledge and expertise,
supporting their certification levels and further bolstering RC’s stated goals for coaches.
Within Cabrera and Cabrera’s (2015) DSRP theory, there are several areas that require
distinction in this inquiry. Firstly, the distinction between rugby culture and the culture of other
sports in Canada shall be made. Rugby culture is unique, and in rugby, globally, there is a
distinct flavour that differs from other sports, as values are not just espoused, they are lived and
respected by those involved the sport of rugby. The WR organization extends influence on
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international culture through their principles of the game, which include “integrity, passion,
solidarity, discipline, and respect” (WR, 2018, p. 12). In addition, WR extends the code of
conduct and spirit of the game, enshrined in the global law book, and highlights that all
individuals, including “coaches, captains, players, and referees” (WR, 2018, p. 13) are integral to
supporting behaviour that results in the palpable culture of rugby globally, but also retains its
own specific version in Canada. These values in turn influence those of each particular country,
including Canada.
Historically, ex-patriots who settled in Canada and brought their favourite sport with
them established many of the rugby clubs in Canada. For example, Doug Sturrock, RC’s former
honorary historian, recently published a book detailing “the beginning of rugby in Canada, with
British military and immigrants believed to have brought the game across the Atlantic”
(Davidson, 2018, para. 9). Many newcomers to Canada actively stay involved in rugby once they
arrive, and those who were born in Canada add their own flavour to Canadian rugby combining
for a culture that is quintessentially Canadian in a culture already different from that of many
other team sports. As Schein (2004) argued, “If we can understand where culture comes from
and how it evolves, then we can grasp something that is abstract; that exists in a group’s
unconscious, yet that has powerful influences on a group’s behavior” (p. 15). By adopting a
stance that is grounded in Senge’s (2006) limits to growth theory, I had hoped that this inquiry
would validate knowledge that is currently and inherently ingrained in rugby coaching culture.
Growth via PD and learning can be promoted in this context by changing the stories stakeholders
tell about themselves and others by changing the behaviours (Senge, 2006), which are linked
with these current stories and culture.
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Secondly, Cabrera and Cabrera (2015) noted a distinction between currently certified
coaches and those who do not require accumulation of MOC points because their credentials are
ineligible since they are based in the old, noncompetency based system. In order to understand
the system as a whole, leaders must look at the whole and then break it into its constituent parts
to determine the boundaries of the system (Cabrera et al., 2015). Much of the contact information
for these coaches is not accurate; therefore, connecting with them was difficult and outside the
scope of this inquiry. However, a suggestion for future inquiries could include examining the
decisions from coaches who were certified under the old system and who chose not to continue
with the new, competency-based system.
The changes to certification processes from a one-time event to an ongoing certification
process will undoubtedly present challenges to participants and to those who administer the
programs since the system for maintaining certification is new and as yet unproven. Within the
NCCP system, there is a “co-implicative relationship between part and whole” (Cabrera et al.,
2015, p. 536). The MOC is a part of this entire system, as are the relationships (Cabrera &
Cabrera, 2015) between coaches and the system itself. This inquiry provided RC with an
opportunity to understand how the coaches view their own relationship with the MOC and with
PD as a whole in formal learning (Nelson et al., 2006) and could perhaps inform further study in
informal and nonformal (Nelson et al., 2006) learning as well.
Finally, perspectives from Canadian rugby coaches within the system regarding the MOC
and PD must be considered. As Cabrera et al. (2015) said, “Perspectives can be used to expand
our thinking and include more options or to restrict our thinking and cause greater focus when
necessary” (p. 537). In this inquiry, I examined perspectives from coaches and then compared
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these with the perspectives of RC and the NCCP framework. From a logistical and
administrative perspective, systemic change is wrought with potential difficulty. Change goes
beyond logistics and deep into the hearts and minds of the participants. This was, perhaps, the
crux of this project; the analysis of how the participants know, understand, and value the changes
in combination with the potential initiatives to enhance effectiveness of the MOC program and
PD for Canadian rugby coaches is presented. This is a complicated system (Snowden & Boone,
2007) that requires analysis and response within the DSRP framework (Cabrera & Cabrera,
2015) that shapes the problem of how to understand broader acceptance and utilization of PD for
Canadian rugby coaches. Experts on the subject of coach education hold that learning through
formal, informal, and nonformal development (Nelson et al., 2006) in a mediated, unmediated, or
internal process (Werthner & Trudel, 2009) offers the best learning opportunities. The three
learning situations are dependent on how the coach learns: in mediated situations, the material is
not chosen by the coach; in unmediated situations, the coach chooses what to learn with out an
instructor assigned to the learning; and, in internal coach learning, there is no new learning yet
the coach reflects cognitively on ideas individually (Werthner & Trudel, 2009). However,
Snowden and Boone (2007) suggested that including the views of nonexperts—the
preponderance of Canadian rugby coaches in this case—in a complicated system can help
organizational members to respond appropriately to challenges (p. 73). Continued research on
coaching developmental paths “reinforced the need to consider the coaching context when
examining coach development and when designing coach development initiatives” (Gilbert,
Côté, & Mallett, 2006, p. 69), which I sought to address through conducting this inquiry within
the Canadian rugby coach contextual levels of certification. Snowden and Boone (2007) further
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stated that feedback from stakeholders internal and external to the complicated system should be
solicited to challenge expert opinions and accepted thinking on the subject at hand (p. 73).
Herein lies the systems analysis of this inquiry.
Beyond RC, the CAC’s NCCP system is inexorably linked with coaching certification
and coach development. The connection between both organizations is made evident in
Appendix B. The CAC’s system and coach education policy framework supports all NSOs and
PSOs in coach certification delivery. As such, CAC completes stringent and regular reviews of
coaching material and delivery methods by which RC must abide. This ensures a level of
consistency and professionalism between sport partners that otherwise may not exist. It also
creates a culture of competency and skills that help the Canadian rugby coaching program to
offer pertinent and engaging education to rugby coaches.
Since this time-period falls into the first 5-year PD points accumulation cycle, it will be
fascinating to see how each system—the CAC, RC, the coaches themselves—may influence
overall outcomes of continued coach competency and development. Currently, only anecdotal
evidence exists regarding the coaches’ perceptions of the MOC and how the MOC process
meshes with current rugby culture and coach learning in Canada; more research is necessary in
the Canadian context. In fact, the outcomes of this inquiry support Holt et al.’s (2018) suggestion
for incorporating more research-based evidence into practice in Canadian NSOs. By far, the
majority of coaches in Canada are not professional, yet coaching has an important place at the
table within the Canadian rugby picture.
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Overview of the Thesis
In this chapter, I presented the significance and organizational context for this research
and provided a systems analysis of the inquiry. The four subsequent chapters include a review of
the body of literature (see Chapter 2); the inquiry approach and methodology of the inquiry,
including a review of study participants, project methods, and ethical issues that arose in the
research (see Chapter 3); inquiry findings and conclusions and the scope and limitations of the
inquiry (see Chapter 4); and inquiry implications informing recommendations for RC in the
change process and a systems analysis of the study (see Chapter 5).
In the following chapter, I provide an exploration of relevant literature to coach learning.
I also discuss PD and the MOC process connected to the literature.
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Chapter Two: Literature Review
This review of the literature forms a basis for a body of evidence for the learning and PD
of Canadian rugby coaches. This related to my main inquiry research question: How can Rugby
Canada foster broader acceptance and utilization of professional development for its certified
coaches? The literature noted similarities in support for the current understanding of coach PD
and learning practices, and continued PD and certification strategies related to the Canadian
rugby context. Throughout this literature review, I further examine the constructs of learning
practices, the benefits to organizations through coach learning, PD, and current certification
practices connected to Canadian rugby culture. All of these areas supported PD potential for both
the individual coach and within a system-wide basis.
Coach Learning Practices
Documented aspects of coach learning are well examined and, in this case, expanding
upon the options for learning will allow more understanding of the opportunities for coaches to
continue to support their own growth and development. Coach learning comprises three main
areas including formal, nonformal, and informal learning (Coombs & Ahmed, 1974; Nelson et
al., 2006). As Schunk (2012) asserted, learning manifests itself as a change in behaviour, and
Senge (2006) said that learning is a continual process of growth, renewal, and learning.
Therefore, learning is an active process and can occur in many ways that are significant to the
learner. Learning to support coaching effectiveness should also address three areas, which Côté
and Gilbert (2009) defined as professional, interpersonal, and intrapersonal knowledge.
While studies on coach learning have mainly examined youth sport and sport at the
international level (Erickson, Côté, & Fraser-Thomas, 2007; Griffiths & Armour, 2013; Nelson
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et al., 2006), I found little information on how coaches in a sport specific environment learn in
order to meet continued certification requirements. A review of materials that could provide
insight into how coaches learn effectively in other areas of sport likely informs potential future
options (Erickson et al., 2008; Mallett, Trudel, Lyle, & Rynne, 2009), particularly with a focus
on PD for Canadian rugby coaches. In this section I review the types of learning available to
coaches (Lefebvre, Evans, Turnnidge, Gainforth, & Côté, 2016), some approaches to learning
that ascribe to collaborative ventures (Culver & Trudel, 2008), and the characteristics required of
coaches for learning collaboratively. I also examine adult learning, a prospective ontological
shift, and coach critical reflection as integral components of the coach learning process.
Formal learning. Formal learning comprises the “highly institutionalized,
chronologically graded and hierarchically structured ‘education system’” (Coombs & Ahmed,
1974, p. 8) and coach “activities conforming to this definition include large-scale coach
certification programmes developed by the national governing bodies of sport and tertiary
courses relating to sport science and coaching” (Nelson et al., 2006, p. 249). In Canada, the
NCCP through the CAC is largely responsible for such formalized learning (CAC, n.d.-d). Other
provincial bodies also help to disseminate these courses and other aspects of the MOC process to
the masses. In addition to provincially and nationally sanctioned learning, many international
sport federations have their own formalized learning structures. For example, WR has partnered
with the CAC through NCCP, and would-be rugby or current coaches in Canada can earn both
the Canadian and international certifications concurrently, since the two entities have combined
their competency requirements.
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There is a drawback to formal learning as these “courses have tended to occur in short
blocks of time, usually several months and often years apart, with minimum follow-up, and few
opportunities to facilitate the integration of new knowledge into coaching practice” (Nelson et
al., 2006, p. 249). Additionally, complaints around formal coach education courses “include a
lack of interaction between coaches and an inability to transcribe the complexity of coaching into
a brief course of coaching science” (Erickson et al., 2008, p. 528). Formal learning has a
significant place in coach education; however, it is not a panacea for every coach in any context.
Nelson et al. (2006) recognized that both nonformal and informal learning are important to
support formal coach development programs.
There are various pathways that coaches can take in their respective self-development
paths. In fact, Young, Jemczyk, Brophy, and Côté (2009) described a great diversity in the
developmental paths of coaches, and not all paths are at all dependent on formal coach
development programs. While development programs are important in setting and maintaining
standards for coaches, there are many other opportunities for them to continue their journeys of
personal development. Some coaches choose to expand themselves beyond formal learning for
certification through a nonformal and informal approach (Nelson et al., 2006) throughout their
coaching careers at different times and on the basis of specific or ongoing need.
Nonformal learning. Nonformal learning is “any organized, systematic, educational
activity carried on outside the framework of the formal system to provide select types of learning
to particular subgroups in the population” (Coombs & Ahmed, 1974, p. 8). Generally, nonformal
learning does not provide credits toward certification yet can include similarly experienced
constructs as seminars, conferences, workshops, and clinics (Nelson et al., 2006). Nonformal
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learning differs, as it presents coaches with “alternative sources of learning . . . outside the
formalized structured learning pathway” (Nelson et al., 2006, p. 253).
Nonformal learning is difficult to study since the line between formal and nonformal is
blurred when “headings such as ‘coaching courses’” (Nelson et al., 2006, p. 253) are used to
describe learning. Additionally, the NCCP set a requirement from January 2014 (CAC, n.d.-c)
for MOC; as a result, many formerly nonformal learning activities will be logged to support
formal certification, further blurring the line between nonformal and formal coach learning.
Nonformal learning can initially appear to be similar to formal learning in that it is often
presented in conference-based format; however, the difference is that nonformal learning usually
targets a specific subpopulation with information on a particular area of interest (Nelson et al.,
2006). Informal learning tends to take the form of self-directed learning, which can take place in
a variety of contexts (Nelson et al., 2006; Werthner & Trudel, 2009). Situations of informal
learning are reliant on the needs and desires of the learner, which are often determined by the
developmental stage and experiential level of the coach (Erickson et al., 2007). This statement is
important to relate to the current state of PD for Canadian rugby coaches, as the stages and
contexts of coaches in Canada vary significantly.
Informal learning. Informal learning is “the lifelong process by which every person
acquires and accumulates knowledge, skills, attitudes and insights from daily experiences and
exposure to the environment” (Coombs & Ahmed, 1974, p. 8). Nelson et al. (2006) also
indicated informal learning is often used interchangeably with self-directed learning and that
learning occurs in a variety of contexts; for coaches, learning is not only influenced at work or
when they are actively coaching. In a study on learning paths of elite Canadian coaches,
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Werthner and Trudel (2009) observed a “sustained thinking state regarding coaching . . . labeled
‘always thinking about’” (p. 439) and connected this idea with the fact that “coaches were
constantly in a process of creating knowledge and not acting merely as technicians applying
coaching theories” (p. 446). The coaches were active learners, and interacting with other
coaches, mentors, and athletes influenced their learning. This compels consideration of the social
context of learning, particularly as coaches who are new to the high-performance setting must
learn the dominant language, values, and norms (Trudel & Gilbert, 2013). Furthermore, coaches
who are working outside of high-performance and are new to the sport or specific context may
struggle initially to learn these precise ideas since the volume of information is exceptionally
high in the early stages. Since many rugby coaches are working in club environments, these
coaches could benefit from colearning the contextual understanding surrounding expectations
and ideals of performance and informal learning can be used to enhance their continued coach
development. High school coaches may struggle with this, as schools typically have only a few
coaches who may not have time to connect due to their obligations with respective teams.
Types of informal learning are multitudinous, and although informal learning can be
undertaken individually, coaches are also presented with many opportunities to learn in a social
context as well. These may encompass books or other multimedia resources, Internet-based
video resources, or online interactions with other coaches or mentors (Cushion & Nelson, 2013),
reflection (Nelson et al., 2006), communities of practice (Erickson et al., 2008), and the widely
accepted and assumed helpfulness of previous experience in the sport as an athlete. Additionally,
Erickson et al. (2008) also found, “Coaches wishing to improve at their current competitive level
. . . would obtain more benefit from the reciprocal sharing of coaching experiences with their

RUGBY COACH PROFESSIONAL DEVELOPMENT

32

peers” (p. 536). All Canadian rugby coaches could indeed benefit from mutual sharing of
experiences to continue to inform their own learning.
I examined specific examples of this learning in two studies carried out to determine how
high-performance coaches access sport science knowledge. Learning nonformally from other
coaches was the most common method of knowledge acquisition, followed by learning from
formal or informal coaching clinics and seminars (Reade, Rodgers, & Spriggs, 2008). The
overwhelming majority of high performance coaches did not learn or lean on information from
sport scientists or their research (Reade et al., 2008). In a related study, Reade, Rodgers, and Hall
(2008) found that high-performance coaches understand sport science is important, but they find
it difficult to prioritize the time to gather and read academic journals and usually do not have
access to a researcher who specializes in sport science. In an unrelated study, Rodgers, Reade,
and Hall (2007) also found that factors beyond coaching education influence coach behaviour;
therefore, continued research is needed outside the NCCP system to expand coach learning
opportunities. There is opportunity to look beyond the formal and NCCP tracked learning and to
support and to expand internal learning for coaches through appreciative means, as the most
effective learning meets coachs’ unique needs at the moment of a specific situation (ICCE,
2013).
However, there is a need for restraint as well, since there is limited research and
knowledge with regard to social learning by coaches. The negative aspect of social learning,
which often supports informal learning, could pose a “threat to coach development and may
simply serve to magnify and perpetuate many of the issues which coach developers should
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endeavour to nullify” (Stoszkowski & Collins, 2014, p. 775). Thus, informal learning should be
mediated with an end result in mind; this may extend to PD or beyond for the individual.
Adult learning. Although by far the majority of trained and certified coaches in Canada
are adults, as certification begins at 16 years of age (CAC, n.d.-e), NSOs can apply for an
exemption to train coaches as early as 14 years of age (CAC, n.d.-e). As coaches move into the
Canadian rugby system, they bring with them their unique and accumulated experiences, both
inside and outside of the sport environment, which in many cases have been developed through
their personal maturation over a number of years. The PD approach supports this process from a
formal learning standpoint. As such, it is important to understand the theory regarding adult
learning (Mezirow, 1997), specifically the evolution of coach learning and the underlying
frameworks (Lyle, 2018), which supports much of the competency-based certification practices
through RC and WR.
Additionally, it is important to understand the definition of learning with regard to adult
learning and PD. Learning, according to Schunk (2012), is “an enduring change in behaviour, or
in the capacity to behave in a given fashion, which results from practice or other forms of
experience” (p. 3). Schunk further clarified learning as an act that involves change, endures over
time, and occurs through experience. The limitation in coach education research is that there is
little direct evidence or independent observation of coach learning.
Coach learning and the approach to research regarding coach learning is not based on a
singular or specific theory of learning; instead, this area of research is constructed largely from
three main theoretical areas including behaviourism, cognitivism, and social constructivism
(Cushion et al., 2010). Countless theories have been used to inform the literature presented in
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this chapter, including Sfard’s (1998) acquisition and participation metaphors of learning,
Moon’s (2004) generic view of learning, Bronfenbrenner’s (1979) ecological systems theory,
Wenger’s (1998, 2000) social learning systems theory, Bourdieu’s (1989) social practice theory,
andragogy (Merriam, 2001), transformative learning (Mezirow, 1997), experiential learning
(Kolb & Kolb, 2009; Kolb, 1984), self-efficacy and social learning theory (Bandura, 1977), and
many others. All of the aforementioned theories fall into the three theoretical areas of
behaviourism, cognitivism, and social constructivism.
Researched leadership theories in adult learning within a professional coaching
environment are summarized as integrative in nature. In two such studies focusing on adult
personal coaches, Cox (2006, 2015) argued andragogy and transformative learning are extremely
important to adult learning and that an understanding of many adult learning principles is
necessary to inform learning and professional practice. In fact, the five principles of andragogy
can be applied to PD for Canadian rugby coaches. The assumptions of andragogy are as follows:
•

self-directed learning,

•

use of life experiences as a resource for learning,

•

the learner’s needs are related to the learner’s social roles,

•

the learner is problem focused and applies learning immediately, and

•

the learner is motivated to learn by internal factors (Merriam, 2001).

Application of these adult learning principles is important in the sport coaching context since the
vast majority of Canadian rugby coaches are adults and have unique learning needs that must be
addressed to create effective learning.
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Constructivism advocates the process of learning as a method whereby learners use
experiences to construct new meaning in combination with their previous experiences (Cox,
2006). This approach is aided by several coach development studies that agree with the idea that
learning is a process that builds upon itself or by the learning scaffolding bits of learning on top
of the next to reach higher heights; Werthner and Trudel (2009) specifically mentioned Sfard’s
(1998) metaphors on learning and Moon’s (2004) generic view of learning. Both of these
theories support formal education through coaching development programs, the acquisition of
personal experience and knowledge, and the creation of a network of learning to support coach
growth (Werthner & Trudel, 2009). I noted few studies that examine constructivism and coach
development (Hussain, Trudel, Patrick, & Rossi, 2012; Werthner, Culver, & Trudel, 2012).
Werthner et al. (2012) used a constructivist perspective to examine the current NCCP standards
and operation of the entire coaching education program. Changes were made to enhance and
expand the NCCP program based on the CAC’s belief system that coaching requires lifelong
learning and collective effort inside and outside the sport system (CAC, n.d.-b). Under their
review, Werthner et al. (2012) highlighted four areas of difficulty with the constructivist
approach, which included consistent delivery, facilitation with coaches with diverse motivations
and readiness to learn, effective learning facilitator evaluation, and balancing the amount of
learning material to ensure impact on coaches. Similarly, Paquette, Hussain, Trudel, and Camiré
(2014) reviewed the restructure of one sport federation’s coach education using constructivist
principles and found the program emphasized coaches’ biographies, reflection on learning, and
coach portrayal of learning.
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Experience is regularly identified as important to coach learning, development, and
expertise. Critically, transformative learning is an area that defines potential growth for coach
development. According to Mezirow (1997), transformative learning is “the process of effecting
change in a frame of reference . . . which encompasses cognitive, conative, and emotional
components and is composed of two dimensions: habits of mind and points of view” (p. 5).
Coaches share many experiences and characteristics; yet, in order to become experts, they
will have different viewpoints and an idiosyncratic approach (Werthner & Trudel, 2009) on what
and how they want to continue learning to develop and how to refine their expertise (Mallett et
al., 2009). Coaches may also complete the requisite formal levels of coach training, although
there remain other ways to learn outside the formal certification system. In their study on elite
coach education, Jones and Allison (2014) indicated that the majority of coaches desire to learn
better ways to continue to teach and train effectively and also indicated the benefits of colleagueto-colleague learning opportunities and recurrent gatherings. Additionally, Cushion and
Townsend (2018) found the use of technology enhanced learning potentially supported the
desired interactive environments and the learning of coaches in situ and over the duration of their
coaching careers; however, that evidence for support or evidence for how exactly technology
enhanced learning actually enhances learning was weak and not yet solidly proven. Further, they
cautioned that in developing or using technologies to enhance learning environments there must
be precise calibration between the learners, the learning outcomes, and the modes of learning to
come to pedagogically sound learning (Cushion & Townsend, 2018).
Although the theoretical discussion supporting adult and coach learning ranges both high
and wide, it is important to remember that translating theory into practice could be completed
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with more clarity if the process of learning was entirely uncomplicated (Ertmer & Newby, 2013).
In fact, learning theory is further complicated by pitting theory against theory, a contest that
resulted in Ertmer and Newby’s (2013) discovery that “the degree of cognitive processing
required of the learner by the specific task appears to be a critical factor” (p. 45). More research
on the application of adult learning to coach learning is needed, as is a deeper understanding of
the critical factors and experiences for coaches in all contexts of rugby and sport in general.
Critical reflection. Not only is constructivist learning within the individual important,
but critical self-reflection is also shown to be a major source of learning in the research
(Goleman, Boyatzis, & McKee, 2013; Kolb & Kolb, 2009; Mezirow, 1997; Werthner & Trudel,
2009). Self-reflection is, of course, a critical aspect of transformative learning and is integral to
fully informing habitual actions. Cushion, Armour, and Jones (2003) noted critical reflection is a
tool for coaches that functions as “a mirror in which they can see their own programs and
practices” (p. 223), while Gilbert and Trudel (2013) delved deeper and stated that critical
reflection through regular reflective practices are important and “driven by the need to
understand why events occur as they do, [coach] assumptions about why they occur this way,
and how these assumptions influence [coach] behaviors and attitudes” (p. 44). In a study on
serial winning coaches, Mallet and Lara-Bercial (2016) found that self-reflection and selfawareness was a key factor in continued learning for coaches, even at the most elite levels.
Clearly, critical reflection is a necessary ingredient of coach learning and future growth.
Nelson et al. (2006) furthered the 1974 framework of Coombs and Ahmed to categorize
coach learning and defined three areas of learning as the formal, as in learning for certification,
informal, through organized learning, not for certification, and nonformal, through self-directed
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personal experiences in sport environment (p. 247). Informal or self-directed learning originates
from reflective activities that occur before, during, and after particular coaching issues or
learning moments.
Similarly, Werthner and Trudel (2009) determined that the learning process for coaches
could be described as mediated, unmediated, or internal, although this process focused more in
the cognitivist area. Mediated learning is formal with an instructor, unmediated is without a
formal instructor and does not lead directly to certification, while internal learning involves
reflection, journaling, and thinking (Werthner & Trudel, 2009). Both unmediated learning and
internal learning could occur in a social or individual environment. The link between
transformative and internal learning is clear—both require self-reflection with a focus on new
perspectives and action undertaken as a result of such learning (Cox, 2015). Applied to a
coaching context, internal learning is highly important and has potential for further application.
Coach learning has been identified through two different actions determined as
acquisition and participation (Erickson et al., 2008; Sfard, 1998). Acquisition style learning is a
fundamental transfer of information from teacher to learner, and participative learning occurs
through active engagement in the learning process (Erickson et al., 2008). In the informal
context, participative learning is much more prevalent since the learner must make the meaning
through their own experience (Sfard, 1998).
Learning is solidified through a process of critical reflection. Gilbert and Trudel (2013)
said, “Reflecting on everyday events that occur as part of . . . coaching is referred to as reflective
practice” (p. 35), and much of the literature supported critical reflection as a significant learning
tool. The opportunity for critical reflection is available through all three types of learning and is
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even mandated in some certification based courses (CAC, 2013b). For some coaches, critical
reflection is an acutely personal exercise (Gilbert & Trudel, 2013). For others, critical reflection
is more easily undertaken in a group setting with other trusted team members who can help to
expand on previous experiences in a supportive environment (Culver & Trudel, 2008). Coach
use of one method over another is not mutually exclusive. Cushion and Townsend (2018)
suggested that technology enhanced learning may also provide opportunities for coaches to
investigate their own idiosyncratic learning interests and strengthen their understanding and
application of reflective practice.
Learning without critical reflection is almost not learning at all, or at the very least is
ineffective learning, since the potential feedback loop encouraged by learning is not solidified
without extra metacognition or application. Meadows (2008) perhaps said it best when they
stated, “Our knowledge is amazing; our ignorance even more so” (p. 87). Learning outside the
system, without actively bringing that learning back to help to change the system, is not learning
at all. Cushion (2018) challenged that notion and argued that reflection in coaching is ideological
while also objecting that reflection is perpetuated as a necessity in coaching when only cognition
is not a sufficient method to think of reflection and coach learning. Gallimore, Gilbert, and Nater
(2014) also underscored the importance of sustaining reflection in learning and in everyday
experience for coaches.
Summary. The focus of this inquiry was on fostering acceptance and utilization of PD
for certified coaches. This examination of the literature provided an explanation of the types of
learning and the theories of learning documented to support effective coach learning. These
effective learning strategies and potentially collaborative ventures can support continued coach
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learning within the MOC process. Some of these strategies are embedded into the NCCP MOC
process, and there remains potential to examine further supports. More research is needed to
identify and to support characteristics for the most effective learning within and without the
NCCP coach certification system. Continued focus on coach learning may also provide benefits
beyond the individual coach and also for the organization with ties to each coach.
Organizational Benefits to Learning for Coaches
Learning in the workplace was an opportunity rarely afforded to coaches due to the often
solitary nature of their role in sport (Rynne, Mallett, & Tinning, 2010) as recently as 10 years
ago. The focus on formal learning and direct correlation to PD for coaches is partially
responsible for this perceived lack of learning opportunity. However, with many coaches in one
organization, the opportunities for learning and the sustainability of learning from one another
abound (Rynne & Mallet, 2014). Learning, by its very nature, is understood when changes are
affected in the individual or organization as a result of applying newly gained insights (Senge,
2006). From an individual’s perspective, learning may occur through a single- or double-loop
process, first postulated by Argyris and Schön (1974). Single-loop learning questions only the
action the individual takes, while double-loop learning also seeks to determine the underlying
assumptions and values on which the decision was based (Argyris & Schön, 1974), thus allowing
for more growth for the individual and, presumably, for the organization. These insights allow
for touchpoints to the larger system that through a myriad of opportunities can allow for growth
(Meadows, 2008), which is both personal for the coaches and for the system as a whole. With
regard to the inquiry question and the idea of broader acceptance and utilization of PD, this
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section supports the fact that more learned coaches and greater coach capacity will ultimately
benefit the organization and the RC’s (n.d.-a) overall mission and vision as well as key themes.
When coaches continue to learn and NSOs continue to monitor that learning, systemic
and often complicated patterns surface as the system changes (Meadows, 2008). Obviously, the
vast geographical nature of Canada challenges the sport system to find opportunities for fiscally
responsible options to connect coaches in face-to-face gatherings; however, technology is one
option that may offer an opportunity to shrink the distances (Piggot, 2015) and to allow for
collaboration (Stoszkowski & Collins, 2014, 2017) that ultimately benefits the coaches and the
organization as a whole. In fact, RC has made a foray into professional learning in an online
environment in 2018, including a movement fundamentals webinar with 52 attendees and
another on improving skill acquisition through deliberate practice with 108 attendees (P. Hunter,
personal communication, May 29, 2018).
Benefits to organizations. Increased coach learning and effectiveness offers continued
benefits to the organization in which the coach is involved. In the case of this inquiry, RC is the
overarching organization; however, many smaller organizations, like PSOs, community clubs,
and schools, also benefit from coaches who engage in PD beyond initial training. While there is a
plethora of roles for volunteers in rugby in Canada, a large number of those volunteers are
coaches. The RC organization and the PSOs often recognize volunteers in formal capacities
while realizing that the organization itself would fail to run effectively without their dedicated
volunteer base (British Columbia Rugby Union, 2017; RC, 2016b; Rugby Ontario, 2018). Given
that volunteers are integral to the functioning of rugby in Canada, coaches, as volunteers, add
tremendous benefit to RC’s organizational capacity.
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In order to continue to increase the capacity of the organization as a whole, RC can
benefit from increasing the competency of these coaches. Worldwide, there are several examples
of the benefits of continued coach education. Gould (2016) stated that coaching is about the
application of knowledge. With greater knowledge integration and dissemination, coaches can be
more effective in their roles. Continued coach development programs allow for growth and
changes in coach behaviour (Lefebvre et al., 2016) and some also support the three areas
essential to coach proficiency identified by Côté and Gilbert in 2009: knowledge in
interpersonal, intrapersonal, and professional domains. As coaches increase their knowledge and
competency in these areas, their value and contribution to the organization as a whole increases.
Reflective practice, introduced by Argyris and Schön in 1974 in a professional practice setting,
can also be applied by coaches and coaching organizations (Nelson, Groom, & Potrac, 2016) due
to the increasingly professionalized standards and expectations in sport organizations and for
coach behaviour.
Learning in an organization can also be social in nature. Stoszkowski and Collins (2016)
found that coaches both preferred and mainly acquired their learning informally and in an
environment of social interaction. Bertram, Culver, and Gilbert (2016) studied soccer coaches in
a community organization who successfully used a community of practice to create value in their
continued learning after initial certification. Bertram et al. found through the use of Wenger,
Trayner, and de Laat’s (2011) value creation framework, that coaches attained an increased level
of coaching ability in the five areas of value creation (immediate, potential, applied, realized, and
reframed). This example of social learning was in a small organization and was not scaled to the
size of a Canadian NSO; however, through systems theory and the examination of other, larger
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coach education systems, similar practices may be imitated in Canada. For instance, in their
cross-country study, Misener and Danylchuk (2009) determined that NCCP courses provide a
valuable opportunity to network with other coaches and learn from others’ experience.
Guidelines developed for an electronic community of practice determined for health research
(Ho et al., 2010) could be applied to the coaching profession in future to support social learning
and collaboration.
Callary, Culver, Werthner, and Bales (2014) conducted a study to examine seven
different coaching education systems worldwide. They discovered that coach education
programs do indeed contribute to coach learning, particularly those that employ a variety of
approaches to learning (Callary et al., 2014). Coach learning can be influenced by a variety of
experiences and situations (Callary, Werthner, & Trudel, 2012); as such, the PD opportunities for
coaches may be planned to encompass and even embrace this variety for all coaches to maximize
learning.
If each individual maximizes her or his learning, then the organization as a whole may
also benefit (Argyris, 2004) as that learning perseveres. However, as organizations grow, they
can also lose their capacity to adapt as the structure of the organization becomes more rigid and
less responsive (Argyris, 2004). Learning is clear when the relationship between cause and effect
is obvious, yet due to the complex systems in many organizations, this link is difficult to discern
(Bolman & Deal, 2013) and as a result organizational learning is limited. In the case of coach
learning in Canada, the organization in charge of coach education stands to benefit given that, if
the organization develops the coaches well, the organization then benefits from better and more
competent coaches in a systemic, reinforcing loop.
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Cabrera and Cabrera (2015) continued the idea of systems with their DSRP framework
and added the concept of mental models and complex adaptive thinking to organizations.
Cabrera and Cabrera said organizational learning is “a process of sharing mental models across
individuals and adapting the mental models to the environment” (pp. 31–32). To become a
learning organization, the organization must adapt and become better suited to its environment,
rather than the reverse option of forcing the environment and expectations to suit the unchanged
organization. Griffiths, Armour, and Cushion (2018) found three themes for learning when they
studied several national governing sport organizations in the United Kingdom. These authors
concluded that organizations had opportunity to influence coach learning through legitimizing a
clear message, constructing a personal experience, and the provision of context-specific
educational activities, yet the researchers found that the program was missing the connection
between the communities that supported coach learning (Griffiths et al., 2018). Organizations,
even the most progressive ones using evidence-based design, have lost learning opportunities
(Griffiths et al., 2018), which might advance their workforce since knowledge transmission does
not always manifest itself as knowledge acquisition.
Coach learning may lend support to higher overall performance in the organization
through increased personal motivation. Senge (2006) said, “People with a high level of personal
mastery live in a continual learning mode” (p. 303), so regular and continued coach learning is
imperative for any type of continued coaching application or organizational growth.
Assumptions that people will work hard if they make good money are not always true (Bolman
& Deal, 2013), and there remain other theories for continued learning that are important to note.
For example, Pink (2011) noted three main areas that drive human motivation: autonomy or
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control over one’s environment, mastery or the ability to get better in their work, and purpose or
the concept of being part of something bigger than themselves. Organizational investment in the
human capital is important, as undertrained workers cause harm in many ways including poor
quality work, poor service, mistakes, or higher costs (Bolman & Deal, 2013).
Conversely, Schein (1996) argued that organizations fail to learn due to a lack of
alignment between three entities: the internal operators, those who drive the organization, and
those who form the executive culture. Schein (1996) called for culture to be more deeply shared
and embedded, for the three groups to adjust to a position of mutual understanding rather than
blame, and to enter into deep dialogue between the three groups for the betterment of all parts of
the organization. Coaches, coach developers, and organizational administration should be
involved in this endeavour in Canadian rugby.
Political pressures are also significant to sport organizations. In fact, these pressures are
quite important to understand in the public arena (Bolman & Deal, 2013), where each move an
organization makes is scrutinized and heavily examined. A better understanding of the system
and its component parts (Cabrera & Cabrera, 2015) means that the organization can better
weather these pressures while steadily improving both the individuals and the organization
through continual reinforcing loops. Rathwell and Young (2018) found that positive
development outcomes were related to organizational culture in Canadian university sport and
speculated that that culture can be created to foster enduring positive development within sport
organizations; they also found that coaches anticipated that they could foster this development
without sacrificing success. Rynne et al. (2006) also documented the political complexity in

RUGBY COACH PROFESSIONAL DEVELOPMENT

46

sport organizations in which learning is important yet not always ideally or adequately structured
for learning outcomes.
NSOs are huge entities that cover not only a large geographical area but are also
comprised of an enormous group of volunteers, including coaches. In such a large organization,
there remains a struggle to know the entire coaching group and to distinguish each person’s
idiosyncratic nature. Mallett and Coulter (2016) suggested that coaches and coach developers
could benefit from learning the personal characteristics of the coach and if they fit the
organization culturally before recruiting and developing them for specific roles.
Leadership and learning development. In the private sector, leadership and learning
development often amount to formal PD and training completed both internally and externally.
In fact, in the United States, companies spent $160 billion and almost $356 billion worldwide in
2015 (Beer, Finnström, & Schrader, 2016). The spending in Canada is similar, as documented by
a 2016 survey of 90 large Canadian private-sector employers (Aon Hewitt, 2016). These
companies reported spending between $500 and $1,000 CDN annually per employee, with
almost half of the companies spending more than $1,000 CDN per employee (Aon Hewitt,
2016). Far less money is allotted to leadership and learning development in high-performance
sport in Canada than in private sector business.
The difference, beyond finances, for a national sporting organization is that the vast
majority of coaches are volunteers and the organization is not immediately responsible for
providing training or certification for every volunteer coach in Canada. This is unlike a major
private corporation that, during the onboarding process, would cover the cost of training for each
new person (Aon Hewitt, 2016). Sport organizations do not facilitate coach education in a similar
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manner to a corporate onboarding process, as the organizational capacity to do so directly from
the NSO is nigh impossible, since coaches tend to be recruited by clubs and high schools even
before they become connected to RC. Coaches generally need to be trained and certified before
they can perform their trade at any level; even Ontario high schools will require that one coach
per team at a school holds a minimum of NCCP Community Initiation/WR Level 1 training as of
September 1, 2019 (Ontario Physical and Health Education Association, 2017). Given that RC
does not directly hire these coaches, the connected and immersive situations typically
experienced by new hires in the private sector occurs quite differently in Canadian sport.
Coach developers, or those who lead the training for coaches, also require continued
upgrading of knowledge to provide quality leadership and exemplary training. I found only a
small research body of knowledge on coach developers. Lyle, Mallet, Trudel, and Rynne (2009)
acknowledged the difficulty for coach developers to integrate a mix of formal and informal
learning opportunities suitable for the idiosyncratic coach when the current coach education
model does not address all of these knowledge acquisition activities adequately. Additionally,
evidence compiled from a study on serial winning coaches found that coach developers who
were recognized as both credible and capable should deliver effective formal education (LaraBercial & Mallet, 2016). The ICCE (2014) also stated that “coach developers need extensive
knowledge, a broad range of skills and some high specific attitudes” (p. 19) to adequately
perform their role.
Coach developers (formerly known as learning facilitators) also should strive to create an
environment in which learning and personal growth are valued (Ross, 2014). The current formal
education format in Canada does not explicitly state opportunities for coach developers to deliver
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anything beyond the developed, in-course materials. The onus is on the coach as an individual to
create her or his own path to learning through continued curiosity and diligence (Lara-Bercial &
Mallet, 2016; Werthner & Trudel, 2009). In some instances, RC has shared resources or
knowledge tools (Graham et al., 2006) with coaches to support their learning and effective
coaching practices. For instance, the RC (2016a) National Key Themes document is one
knowledge tool that motivated coaches can review and then apply to supplement their learning
and to continually benefit RC as an organization through the consistent and progressive coaching
application of key skills often lacking from age-grade players and teams.
Finally, leadership is indelibly linked to coaching roles, as the knowledge and skills of a
coach contribute to that coach’s ability to lead (Côté, 2006; Lyle, 1996). Transformational
leadership theory has become tied to excellence in the lexicon of sport coaching in Canada (Din,
Paskevich, Gabriele, & Werthner, 2015). Most recently, Nelson et al. (2016) contended, for
effective transformative learning to take place, educators, be they coaches or coach educators,
must adopt particular approaches and forms of delivery. Transformational coaching can be
defined by four behaviours: idealized influence, intellectual stimulation, individualized
consideration, and inspirational motivation (Barling, Christie, & Turner, 2008; Turnnidge &
Côté, 2017). In a pilot test of transformational leadership training for adolescent sport coaches,
Vella, Oades, and Crowe (2013) found that coaches receiving the training were more likely to
influence positive athlete experiences than those athletes in a comparison group.
Transformational coaching leadership, applied from youth sport across the spectrum to the
Olympic level, promotes positive development in sport for all who are touched by the leader.
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Summary. Organizational benefits to RC for refining the training and certification and
MOC processes remain positive. The focus of this inquiry examined the knowledge and
experience of Canadian rugby coaches in the NCCP certification system, all of whom are a part
of the national system of rugby in Canada. This exploration of the literature examined the
systemic effects resultant from the individual learners and the collective benefits to those who
coach rugby in Canada. It also examined the potential for benefit to RC, PSOs and other
multisport organizations in Canada and their stakeholders through the use of key knowledge
transfer and knowledge acquisition elements for coaches. These elements are the building blocks
for certification of sport coaches in Canada.
Certification Practices
Certification practices around the world have examined the most optimal formal
education formats to educate coaches. In this section, I outline some current global certification
practices and trends supporting coach learning including support for the MOC process. This
topic will allow a further look into how the MOC process is understood and how rugby culture
supports or does not currently support the process. This research further informed the survey and
interview results and the recommendations of this inquiry.
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Current coach certification practices. Coach certification programs exist globally
(Callary et al., 2014; Roberts, 2010), and they tend to take into account the research studies and
proven practice. Coach programs often cross pollinate; for instance, the current NCCP Rugby
training and certification is closely aligned with the WR training and certification curriculum and
assessment, so much so that participants are granted both credentials concurrently (International
Rugby Board & Coaching Association of Canada, 2013, 2014). In the case of Canadian rugby,
standards set by the CAC in NCCP courses and WR standards are followed.
Within formal coach education courses, experts continue to debate between the “how” of
coaching versus the “what” of coaching (Lyle, 1996). The “what” include the skills, strategies,
and tactics that coaches impress upon athletes, and the “how” are the process methods coaches
use to convey these skills (Abraham et al., 2014; Lyle, 1996). Coaching education has, in the
past, emphasized technical and tactical knowledge for coaches (Cushion et al., 2003), and
process was given little, if any due. However, as Vargas-Tonsing (2007) stated, “There is little
doubt that coaching involves more than teaching sport skills” (p. 26), and it is necessary to
address not only the skills but also the process the coach uses to coach those skills as well as the
coach–athlete relationship in coach education and PD programs. In the most current iterations of
the Community Initiation and Introduction to Competition courses, the NCCP places more
emphasis on the “how” of coaching (International Rugby Board & Coaching Association of
Canada, 2013, 2014) than there was before the major overhaul of the NCCP in 2004 (Misener &
Danylchuk, 2009).
In their study about coach awareness and value of the NCCP system of coach education,
Misener and Danylchuk (2009) discussed benefits, themes, barriers, and suggestions. Overall,
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87% of Misener and Danylchuk’s survey participants were aware of NCCP programming, which
they most often found out about through a sport organization, and the programming had a
positively perceived value both before and after completing a course. Barriers for coaches
interested in coach education courses included access to courses on the basis of geographical
location, difficulties with awareness of or value of upcoming courses or conflicts with scheduling
due to length of course or work–life commitments, struggles with cost associated with travel and
registration and the registration process is too complicated, and, in some cases, the training was
not required for coaching and, therefore, was not prioritized (Misener & Danylchuk, 2009).
Study participants advised the researchers on what could be changed to better facilitate NCCP
courses and stated several main themes including increasing accessibility to courses, the
confusing or less-than-ideal nature of the NCCP structure and difficulty in connections with
sport-specific programming, and that location, frequency, and cost are all obstacles to
completion of training (Misener & Danylchuk, 2009).
Cushion et al. (2003) agreed with Vargas-Tonsing (2007) and stated that coaches’ needs
are not being met in the current system of formal training. Lyle (2002) also found that current
iterations of coaching education are less informative and influential than is presently desired by
coaches. In fact, coaches, when surveyed, may covertly disagree with or even outright dismiss
content in coach training programs. Vargas-Tonsing identified four areas in previous research
that are often skimmed over or entirely missed in initial coach education, including sport
psychology, societal interactions, coaching communication, and gender differences. Also, Vella,
Oades, and Crowe (2013b) found that coaches desired to work within practical demonstrations in
sport; these environments, while encouraged in the coaching course curriculum (International
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Rugby Board & CAC, 2013), are the exception to the rule in most formal NCCP rugby coach
training in Canada. In fact, the connection between coach developer and a coach on course is
similar to a typical coach–athlete relationship in practice (Vella, Oades, & Crowe, 2013b), as
usually, participants play dual roles of coach and player while on course. Vargas-Tonsing further
speculated that coach reticence to continued learning may be related to coaches’ perceptions of
relevance of or engagement with the course material. In a further study completed in the United
Kingdom, Griffiths and Armour (2013) found that the characteristics of coaches on course
affected their engagement with formal learning situations. Coaches who acted with intentionality
and who constructed meaning for themselves benefitted more from the program than did their
peers who acted with reciprocity through their interactions and social participation (Griffiths &
Armour, 2013). Consistently, coach evaluation of more recent Canadian rugby coaching courses
highly valued the direct coaching opportunities or time doing actual coaching in microsessions
provided while on course, even when the participants were coaching their peers who were acting
as athletes. Overall, the recommendation for coach education programs is to focus on topics that
are concurrently meaningful and interesting to coaches (Misener & Danylchuk, 2009; VargasTonsing, 2007) and to ensure coaches are adequately challenged.
Other collected research discovered that coach preferences for learning within formal
coach training and certification programs, and informal or nonformal are similar. Erickson et al.
(2008) stated that experiential and formally guided sources were important in coach learning and
that coaches with the intention of moving to an elite level were different than those who
preferred to remain coaching in their current context. The top four actual sources of knowledge
for coaches were by doing, by interacting with others, NCCP programming, and through
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mentoring relationships (Erickson et al., 2008). Coaches who wished to progress on to work at a
higher competitive level in the future desired to learn by doing more and viewed learning from
others as less important than others who wanted to stay at the grassroots level (Erickson et al.,
2008). Further, in Misener and Danylchuk’s (2009) study, coaches reported that NCCP courses
were a source of knowledge for coaches and that those courses allowed them to learn and
network with their peers for learning purposes. In a United Kingdom youth sport study, Griffiths
et al. (2018) examined the connection between evidence-based coach PD programs and the
effective correlation between resultant learning as behaviour change and improved practice.
Findings from their study further supported the fact that even with the use of progressive and
evidence-based practices, learning was not uniform, as the coaches themselves experience
learning differently due to their idiosyncratic contexts (Griffiths et al., 2018). Finally, Nelson,
Cushion, and Potrac (2013) found, “The coaches [sic] desire to become better practitioners
shaped their evaluation of, and recommendations for, the provision of coach education” (p. 204);
therefore, motivation influenced the extent and depth of their learning. In addition, the top-down
design of learning in coach PD may influence coaches, as they rarely have opportunity to design
courses they attend; the ability to cocreate or otherwise influence course learning objectives
could benefit coaches as well (Nelson et al., 2013).
Coach certification and learning involves several important aspects dependent on a
coaching workforce for training and continuing education, assessment, and mentoring. Coach
developers or master coach developers (also known as learning facilitators or master learning
facilitators in NCCP parlance and Educators, Trainers, and Master Trainers in WR lexicon)
deliver coaching clinics, and some of these programs require assessment completed by NCCP
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evaluators or master evaluators. Coach developers are “trained to develop, support and challenge
coaches to go on honing and improving their knowledge and skills to provide positive and
effecrive sport experiences for all participants” (ICCE, 2014, p. 8). Most NCCP rugby coach
developers in Canada are recognized as WR Educators or Trainers as well. Finally, mentorship is
formally part of the rugby NCCP Competition Development/WR Level 3 certification process
and the ACD programs conducted through the five Canadian Sport Institutes (CAC, n.d.-b). The
coaching education programs in Canada could not exist without the workforce to facilitate across
the country. Given this large workforce is involved directly with coaches, examination of the
roles, education, and continuing commitment of the educators, evaluators, and mentors is
required in the scope of this inquiry. Bloom (2013) defined a mentoring relationship as a
connection between an experienced person, conscious of her or his influence, and a person with
less experience, which traverses four distinct phases: initiation, cultivation, separation, and
redefinition. In a study of high-performance serial winning coaches, Lara-Bercial and Mallet
(2016) reported the coaches overwhelmingly found that for formal coach education to be
effective the learning not only needed to be relevant but also needed to be taught by capable and
competent coach educators. Similarly, in a related study for the ICCE, Mallet and Lara-Bercial
(2016) speculated that coach developers, in their interactions with coaches through formal and
informal learning, might be able to identify potential high-performance coaches through the
recognition of the attributes like the ability to create and communicate a vision, being athletecentred, and effectively managing people while being highly resilient life-long learners prepared
to take risks. Early identification of coaches for the high-performance stream may be of potential
benefit to Canadian rugby.
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In the workforce, coach developers are responsible for facilitating learning in a formal
environment with a common curriculum that ensures all coaches are receiving the same general
knowledge along with the process skills to deliver that knowledge on to athletes. This approach,
while maintaining standards for coaching that is determined in a hierarchical manner, is
progressive and based on research evidence, yet learning is not always maximized for all coaches
all of the time (Griffiths et al., 2018). Coach developers may have a continued role to play to
support the learning of the coaches in their courses on an as-needed basis prioritized by urgency.
In fact, the ICCE highlighted the fact that coach developers respond to coaches’ needs and
individual contexts beyond of formal learning by providing nonformal learning opportunities in
the seminal document, the International Coach Developer Framework (ICCE, 2014).
After training, in some contexts of the NCCP process, coaches must be assessed to move
from trained to certified. Coach developers have continued opportunity to connect with coaches
in their home environments during these assessments. Leaders in the process offer the
opportunity to not only evaluate the coaches but to also support positive coaching behaviours
such as those mentioned by Mallet and Côté (2006) like physical training and planning, goal
setting, mental preparation, technical skills, personal rapport, negative personal rapport, and
competition strategies. Hay, Dickens, Crudgington, and Engstrom (2012) found that assessment
efficacy could be optimized through four conditions identified as “learning-oriented, authentic,
valid and socially just” (p. 187), all of which could be supported in the coaching accreditation
process. Further elements of a solid and supportive coaching workforce could also be more
involved in the assessment process in order to continually support coaches throughout their
coaching development journey (Nash, Sproule, & Horton, 2017) yet the literature was not clear
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and did not detail exactly how these processes might occur most effectively. Vella et al. (2013b)
suggested a parallel process between formal and informal learning in real practice (Gilbert,
Dubina, & Emmett, 2012) through the use of reflection in and on coaching practice with support
through a community of practice and the support of their peers and coach mentors.
Mentors are also an identified part of the process in the Canadian Sport Institute ACD
program and for the rugby specific Competition Development context both of which take place
over approximately a 2-year time period. Cassidy and Rossi (2006) examined situated learning
and communities of practice to better understand apprenticeship and mentoring in coaching and
found, for effective learning to occur, graduated participation is important and that participation
is a key factor in a mentoring relationship. Cassidy and Rossi also recommended communities of
practice to further learning with mentors and peers. In a study on paradigm shifts in coach
education, Cassidy and Kidman (2010) found initiatives emerged in large-scale coach education
programs as use and understanding of these initiatives was examined. Mentorship is accepted to
be an effective method of learning for coaches, yet there remains opportunity to contribute to the
body of research in coach education with further examination of this concept and application.
Perhaps the conclusion is to accept a top-down model to coaching development in which
everyone learns the same thing yet knowledge is then contextualized on course and back in the
coach’s context (Griffiths et al., 2018) and potentially furthered with a mentor’s support.
Mentoring programs offer individual and contextual learning, yet can be ineffective if the mentee
and mentor have different expectations with respect to process and outcome (Armour, 2014).
Coach education programs and continuing PD opportunities also aim to change coaching
process behaviours. Since NCCP moved away from separate theory, technical, and practical
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courses, much of the revised rugby curriculum has focused on coaches doing or using the
coaching process, using questioning as a coaching process technique, and using the concept of
teaching games for understanding (TGFU; Kidman, 2005) as a method for skill-based practice.
As stated previously, coaches preferred active coaching sessions that enabled them to learn from
each other (Griffiths & Armour, 2013) and in which they could practice all of these process
methods. Coaches are also challenged to use questioning as a training method in current course
content, and coach developers demonstrate questioning methodology to provide the
opportunity for coaches to critically reflect on their coaching while on course (Nelson &
Cushion, 2006). Additionally, Douge and Hastie (1993) stated the use of questions and clarifying
inquiry was an effective coaching behaviour, while Lyle (2002) advocated for the use of
expository questioning in coach education, and Kidman (2001) stated coaches need to learn to
apply effective questions in practice sessions. Finally, current rugby coach education practices
support utilizing a TGFU approach. Both Kidman (2005) and Roberts (2010) supported TGFU in
coaching education, since it encourages athlete problem solving and decision making, as well as
skill application in an enjoyable combination. However, it also requires a shift in coach
behaviour due to the comfort level, limited familiarity, or lack of exposure to this process
method in coaches’ past experience (Roberts, 2010), which can also be said of active coaching of
peers and the use of questioning as a coaching process technique. Cassidy (2010) argued it is
assumed that coaches can change their behaviour from commonly used processes and that their
communities can influence the adoption of new coach behaviour. Gilbert (2010) also stated that
coach learning is determined by what is viable in an individual coach’s context. Cushion,
Harvey, Muir, and Nelson (2012) even went as far as to develop a computerized observation
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system that would take into account some of these methods and many more. Behaviour change
can be influenced (Schein, 2004) by coach education; however, the continuation of the change
process must be supported by the context or level at which the coach performs.
Examination of certification practices and coach development programs across the globe
revealed the similarities in pedagogy and action as well as notable differences. In Callary et al.’s
(2014) study, the scrutiny of seven different high-performance coach education systems
indicated there are both similarities and potential opportunity gleaned from their analysis. Most
notably, the authors of this study found that experiential learning integrated into learning and
competency-based training is valued invariably in these programs (Callary et al., 2014) and
could also benefit from connection with university or higher education connections (Demers,
Woodburn, & Savard, 2006). Each country’s coach education system assigned value to the
continued coach education for coaches beyond that of successful high-level athletes and
recognized that high-performance coaches require specific and particular skills espoused in these
programs (Callary et al., 2014). Other similarities included social experiences and learning,
mentoring relationships, and the use of alternative learning approaches, while application of
coach reflection and the use and training of facilitators differed between the countries’ programs
(Callary et al., 2014).
Lefebvre et al. (2016) took a slightly different approach and examined coach
development programs in the sport and coaching domain by description and classification
beyond Canada. Their research revealed that of the 285 coach development programs, contexts
were connected to five organizational aspects as to “where” and “why” coach development
programs were conducted in both formal and nonformal settings (Lefebvre et al., 2016). Of 285

RUGBY COACH PROFESSIONAL DEVELOPMENT

59

programs, the vast majority fell under the auspices of a national or education accreditation
program (210 programs) in formal programming, while nonformal programs were made up of
three components: private, community, or research initiative (Lefebvre et al., 2016). Again,
Lefebvre et al. (2016) noted that coach development programs are essentially about changing the
behaviours of a coach. This research is similar to the Canadian rugby coaching development
programming, as the vast majority of programming, and that which is acceptable for the MOC
process, takes place in a formal context.
Behaviour change. Research evidence that examined coach behaviour change is also a
valid measure of learning since learning manifests itself as an enduring change in behaviour
(Schunk, 2012, p. 3). As Allan, Vierimaa, Gainforth, and Côté (2017) concluded after a systemic
review of coach development programs, before coaches can be expected to create the most
favourable outcomes for athletes, coach education programs must first understand how to
effectively generate those desired behaviours in an enduring manner. This understanding requires
a link between research evidence and the application in coaching education by NSOs and other
multisport organizations (Holt et al., 2018). Michie, van Stralen, and West (2011) characterized
behaviour change interventions as necessary to change behaviour patterns. They highlighted the
need for interventions and policy designed to create positive behaviour change in healthcare
situations like smoking cessation and obesity in which significant change is required. This
behaviour change framework can be applied to coaching, as often coaches are asked in a
competency-based curriculum to change behaviours that are embedded through many years of
exposure. Michie et al. (2011) found that linking the nine intervention functions with seven
policy functions could influence the capability, opportunity, and motivations for behaviour
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(COM-B framework) for those involved in the change opportunity. Overall, the behaviour
change wheel approach is based on one question that could also be applied in a coaching
program context: “What conditions internal to individuals and in their social and physical
environment need to be in place for a specified behavioural target to be achieved?” (Michie et
al., 2011, p. 9). There remains potential application in coaching education programs to determine
the most effective interventions based on the particular motivational system (Michie et al., 2011)
to be influenced for change.
If changes to the system of coaching education are implemented, there remains a need to
study the impact of those changes over time. In a study of interpersonal coach education
programs, Evans, McGuckin, Gainforth, Bruner, and Côté (2015) found that the reach,
effectiveness, adoption, implementation, maintenance (RE-AIM) framework (Gaglio, Shoup, &
Glasgow, 2013) or parts thereof could provide a systemic review process for PD programs in
coaching. The RE-AIM framework also borrows from the knowledge to action process whereby
knowledge producers can adapt activities and the method of propagation for the intended users
(Graham et al., 2006) throughout the knowledge cycle. Applied to other wide-scale intervention
projects, the RE-AIM framework, which includes the reach and adoption of new initiatives,
implementation and effectiveness of these interventions, and the maintenance of these
interventions over time, has successfully measured large-scale and systemic behaviour change in
sizable groups. In a very small study focussed on one club in the sport of cross-country skiing,
Banack, Bloom, and Falcão (2012) found that a competency-based coaching PD course did
change coaches’ behaviours through integration of new knowledge into coaching practice over
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the course of a season and suggested that effective change can occur over time, although the
long-term maintenance of this intervention program was not evaluated in this study.
Finally, true ongoing PD cannot just be based on one curriculum or type of
implementation. In fact, Trudel, Gilbert, and Rodrigue (2016) noted that ongoing coaching PD
must occur regularly and with the use of appreciative inquiry (Culver, Bertram, & Gilbert, 2016)
and a focus on strengths-based learning to continue to evolve coaches into all levels of coaching
through to the high-performance pathways. The ICCE also supported the delivery of blended
coach education in both mediated an unmediated environments to encourage learning and
individual change (ICCE, 2013). Vargas and Madrigal (2018) agreed that some of these
problems can be examined through better questions and more research. The evolution of coach
certification has many potential pathways to continue to support stakeholders in rugby and in the
greater sport system.
Rugby culture in the Canadian context. In Canadian sport circles, rugby culture is
often compared to other amateur sports’ cultures (notably hockey and soccer), with a recognition
that rugby is different and far more positive than other sporting cultures. It is a culture that
supports the making of better players through using rugby as a vehicle with a holistic approach
and regular application of rugby’s values, forming better people as a result (Light, Evans,
Harvey, & Hassanin, 2015). Therefore, it is worth a brief examination of how the culture of
rugby may influence the stakeholders within the system. Firstly, the international governing
body, WR, underscored the importance of rugby’s core values of integrity, respect, solidarity,
passion, and discipline with the inclusion of these values at the forefront of the law book and the
aggressive advertising of these values (WR, 2014). Following suit, RC has included the same
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five values as well as sportsmanship and teamwork in the RC (n.d.) mission statement.
Of note is the global nature of the game of rugby. The culture of the game is embedded
across a wide range of other communities across the globe (Cassidy, Potrac, & McKenzie, 2006),
and Light et al. (2015) described how different rugby cultures shaped coaches’ values and beliefs
similarly, even spanning three different countries. This uncommonly positive culture should
continue to be addressed as coach education and the MOC program is evolving in Canada.
Stakeholders will welcome some approaches, while others will be met with resistance (Paquette
& Trudel, 2018), as the learning and MOC process remains a messy, uncomfortable, and
ultimately rewarding journey towards the support of rugby in Canada.
Summary. This inquiry used an appreciative stance to query Canadian rugby coaches on
their awareness of certification processes as well as their needs and desires in the MOC process.
This section presented research-based evidence to support common coach preferences in
coaching education and the people and behaviours believed to contribute to the continued
betterment of the training and certification process. Positive rugby culture may also be associated
with the attempts to refine the use and acceptance of PD and the MOC process in Canada.
Chapter Summary
In this chapter, I presented a review of the literature relevant to the inquiry examining
broader acceptance of PD for certified rugby coaches in Canada. The topics addressed included
coach learning practices, organizational benefits to learning for coaches and certification
practices. The subsequent chapter delineates the inquiry itself and includes the methodology,
inquiry methods, project participants, data analysis, and ethical issues in the inquiry.
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Chapter Three: Methodology
This chapter describes the path to the desired change at RC within the MOC PD points
system and rugby coach learning in general. Coghlan and Brannick (2010) explained action
research as “both a sequence of events and an approach to problem-solving” (p. 5). In this
chapter, I further define action research and explain how this approach was employed in my
inquiry. In conducting this research, I explored the following inquiry question: How can Rugby
Canada foster broader acceptance and utilization of professional development for its certified
coaches? I further employed a series of subquestions to support this research and address the
understanding during the inquiry and the preferred future state of continued PD for coaches
within the Canadian rugby system:
1. How do coaches currently engage in professional development?
2. How can coaches learn and develop most effectively?
3. What limits coaches’ ability to learn?
4. What is required to further facilitate coaches’ learning and development to maintain
certification?
5. What strategies can best support the continued professional development of rugby
coaches in Canada?
In this chapter I provide a detailed description of inquiry methodology, project
participants, selection criteria, inquiry methods, and data analysis. I also include a discussion of
ethical issues and the actions I took to mitigate these concerns, which I applied throughout the
research process.
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Methodology
In this research project, conducted for RC, I collected data under the auspices of action
research (AR). This methodology permitted the possibility of idea generation and problemsolving because AR allowed for the inquiry process to be systematic and focused on the issue at
hand; it was a process used to uncover possible sources supporting the issue and development of
explanations which leads to increased understanding for all stakeholders (Stringer, 2014). The
AR approach requires that the researcher actively listen, question, and reflect throughout the
inquiry process (Coghlan & Brannick, 2010). It involves relationship building and meaning
making throughout the process that leads to greater clarity of the identified or related issues of
the research (Stringer, 2014). Coghlan and Brannick (2010) further emphasized the joint nature
of the research process as well as the determination of outcomes near the end of the inquiry
process. Further, I utilized the action research engagement model (see Appendix C) developed
by Rowe, Graf, Agger-Gupta, Piggot-Irvine, and Harris (2013), which enabled me to focus on
the process during the inquiry and also showed clarity on “the need, direction and strategies for
change, resulting in the development of an organizational change action plan” (p. 19).
Additionally, for all processes within this inquiry I employed an appreciative inquiry
stance. According to Bushe (1998), appreciative inquiry is a method that imagines such a
convincing future state that incentives are not needed in order for planned change to occur. From
a leadership perspective, Whitney, Trosten-Bloom, and Rader (2010) said, “Appreciative
leadership is the relational capacity to mobilize creative potential and turn it into positive power
. . . to make a positive difference in the world” (p. 3). Although this was idealistic, given the
regularly pessimistic nature, even culture, of commentary around administration, policy, and
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follow-up in Canadian rugby, an appreciative lens allowed me, as the researcher, to use a
generative lens on the potential future state by focusing on cooperative capacity through building
on stories and ideas of positive action (Barrett & Fry, 2008) throughout inquiry. The outcomes of
the inquiry remain hopeful to support and to create positive change within RC policy and action
for Canadian rugby coaches.
I used a multimethod approach for this project, including both survey and interview
methods. I found the survey to be useful in reaching many participants across such a wide
geographical area as Canada for reasonably low cost and efficiency. Follow-up interviews
allowed for determination of more in-depth information analysis from a wide variety and context
of rugby coaches in Canada, which allowed for a stronger, combined result.
Project Participants
As this project was intended to support a change goal, it was beneficial that the project
sponsor could affect a change goal. The sponsor, Paul Hunter, Manager of National Coach
Development at RC, has the authority to implement the change goal as the next 5-year MOC
cycle comes into effect in January 2019. The change will be predicated on the findings from the
participants in this inquiry in the mixed-methods approach from the survey and interviews
completed during the inquiry. According to Connelly (2009), “a survey collects information on
knowledge, attitudes, and behaviors on varied but related topics” (p. 114). Similarly, HesseBiber (2014) said that validity and reliability is enhanced when a qualitative study follows a
quantitative study, particularly when questions with the same qualities are posed in both
methods. Predictably, in this study, I discovered information on all three of these areas, all of
which were important to the end result. I had intended to follow up the survey with interviews
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based on purposeful sampling (Koerber & McMichael, 2008); however, 112 coaches from the
initial survey of 245 individuals indicated their desire to share thoughts and information in a
follow-up interview. In an effort to glean information from as many coaches as possible on a
variety of contributing factors, I used email interviews to elicit more information from coaches. I
deemed this a necessary deviation from the initial proposal due to several factors. In this manner,
I was able to listen to more stakeholders, thereby supporting the AR process more thoroughly, as
AR heavily emphasizes stakeholder engaged inquiry methods (Rowe et al., 2013). I also elicted
more detailed information from one method to another. For example, when respondents
answered firmly on one end of the Likert-scale questions in the survey, I then delved more
deeply into similar topics using open-ended and appreciative questions during the interviews.
The intended participants for this inquiry included current trained and certified rugby
coaches in Canada. All current coaches over 18 years of age registered in the CAC (n.d.-a)
Locker database that had completed certification prior to or during the 5-year MOC cycle and
were part of the MOC process were eligible to be included in this inquiry. I excluded certified
coaches under the old, noncompetency-based NCCP system from taking part in this inquiry, as
they are not currently part of the MOC plan. In total, I approached approximately 3,200 coaches
for the initial survey method, as this was the total number of coaches over 18 years of age who
were certified, trained, or in training in the Community Initiation and Competition Introduction
contexts at the time of this inquiry.
I issued an email request to all eligible participants to take part in the first inquiry
method, the survey. I included information regarding informed consent in the email request and
at the beginning of the survey. Since coaches must self-report in the Locker (CAC, n.d.-a) online
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using computer access, using an email contact for an online survey did not exclude eligible
participants from completing the survey, as they are already required to use online capabilities.
As well, given that many online surveys generally have a poor response rate (Czaja & Blair,
2005), sending the survey to many coaches elicited more information overall due to a greater
volume of potential respondents. Fowler (2009) stated that survey response is dependent on the
population and the purpose of the survey. In this case, the engagement level of Canadian coaches
varied; however, there is a strong contingent of staunch rugby supporters, many of whom want to
have their say with regard to policy and procedure administered by RC. I ensured the online
survey was left open for 3 weeks during the month of December 2017. This duration was chosen
to allow coaches to make time to respond to the survey and also to provide thoughtful answers
after careful reflection or even consulting with others (Fowler, 2009). For this inquiry, the
respondent numbers were excellent, as 245 coaches completed the initial survey. However, the
overall percentage of respondents was low, at 7.6%. The final question of the survey asked
respondents if they would like to be contacted for a follow-up interview regarding their views
and understanding of the PD and MOC process.
I had originally intended to use purposeful sampling to select individuals to interview
(Czaja & Blair, 2005), with an aim to interview two coaches from each of the Community,
Introduction to Competition, Competition Development, and ACD NCCP contexts, for a total of
eight interviews. However, 112 of the 245 coaches who responded to the initial survey indicated
that they would be amenable to a follow-up interview. These coaches were already part of the
initial inclusion criteria and met the requirements of supporting current coaches over 18 years of
age, were registered in the CAC (n.d.-a) Locker database, had completed certification prior to or

RUGBY COACH PROFESSIONAL DEVELOPMENT

68

during the 5-year MOC cycle, and were part of the MOC process. The higher than anticipated
follow-up response rate from survey respondents clearly indicated a desire to be heard, as nearly
half of the respondents indicated a willingness to attend a follow-up interview; this level of
engagement is highly unusual, as mail surveys are returned by only about 20% of potential
respondents (Fowler, 2009). In order to reach more coaches, I responded to all 112 coaches via
email interview to elicit a deeper and wider commentary on six of the most important topics
within the PD of rugby for Canadian coaches: cost for coaches, time factors, club support for
coaches, PSO PD programming, sources of coach knowledge and coach reflection. I posed each
topic to a group of 18 or 19 coaches via email. I assigned each coach a number and then to a
topic by way of random number generation. Responses to the interviews varied from seven to 12
responses to each topic. I also responded to the participants with further questions, thereby
ensuring interview style communication. With this number of responses, not only was coaching
context addressed but also a wider variety of information was sought, analyzed, and studied. I
made the decision to use email interviews for several reasons. Email interviews provided
practicality for the participants due to flexible timing for a thoughtful and thorough response and
for me to manage due to the large volume of willing respondents (Golding, 2014). They also
functioned as a bridge to connect location and time-zone challenges due to Canada’s expansive
geographic area and enabled me to use a method that is commonplace in our highly networked,
modern society (Burns, 2010). Fowler (2009) stated that the mode of data collection does not
affect the answers to questions when used in combination with other means of gathering data; as
such, by using multiple methods, I was able to delve more deeply into topics of concern to
Canadian rugby coaches in their PD and learning journey.
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With regard to any real, potential, or perceived conflicts of interest, there was a possible
conflict of interest due to my role as a coach educator. I may have conducted or in the future will
conduct evaluations of project participants. In the case of the survey, the anonymous response
format mitigated this real, potential, or perceived conflict of interest. Due to numerous changes
during the implementation of the second method (a change of Training and Education
administrators and the large number of potential interviewees), I conducted the interviews
myself. I have kept a record of those whom I interviewed, which I submitted to the new Training
and Education administrator, Jessica Novis, to ensure that I do not conduct future reviews of
interview participants. Jessica Novis also schedules coaching evaluations, so in the future she
will help to mitigate the real, potential, or perceived risk of participation to participants by
ensuring that when these participants enrol for a coaching assessment another coach educator
will conduct the assessment.
Finally, beyond the relationship with my sponsor, the members of the inquiry team
included Neale Gillespie, Senior Coaching Consultant, Coaching Association of Canada; Jackie
Tittley, Coaching Consultant, Coaching Association of Canada; Sean McDonaugh, graduate of
Royal Roads University and WR Master Trainer; and Jennifer Turnnidge, postdoctoral student at
Queen’s University in coaching leadership. Firstly, I engaged inquiry team starting with the
completion of the inquiry team agreement (see Appendix D). With help from my inquiry team, I
determined roles and responsibilities for the inquiry and planned the final blueprint of the data
collection plan. The inquiry team played an integral part in providing ideas and knowledge into
the plan.
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Inquiry Project Methods
For this project I applied a multimethod approach, and in this section, I provide clarity on
the two specific methods of investigation. The first method used was a survey. The data analysis
from this method further informed the second method, email interviews. Scholars such as
Golding (2014) have deemed this method to be appropriate when access to face-to-face
participants is a significant challenge. The geographical area for Canadian rugby coaches is far
too large to cover and, due to time constraints, even online interview tools would not have
allowed for a large number of coaches to contribute to the appreciative inquiry used in this study.
Data collection methods. Fowler (2009) claimed, “Surveys are designed to produce
statistics about a target population” (p. 8) by recording objective facts and subjective data. The
target population for this inquiry included all trained or certified rugby coaches in Canada. This
survey method helped my inquiry team and I to frame potential adjustments to the second
method in order to account for varied participant viewpoints that surfaced in the first method
(Glesne, 2016). Hesse-Biber (2014) also supported a mixed-method approach and noted the
essence of a qualitative research often changes with regard to new discoveries in research and
may allow for new questions or directions throughout.
I selected the first method, the survey, for several reasons. This method allowed for a
reasonably short 3-week period of data collection, a question structure that varied significantly
from simple to complex, and the distribution covered a wide geographic area (Czaja & Blair,
2005), which was necessary when polling all Canadian rugby coaches. Additionally, I mapped
the survey questions back to the inquiry questions to ensure data generated were related to this
specific inquiry. My use of a survey ensured adequate preparation to make certain only relevant
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questions were addressed. Of course, this method also had negatives associated with it, as
response rates are often low (Fowler, 2009) and there is a chance of response bias for three main
reasons: researchers have found that people are less likely to complete an online questionnaire if
they have less formal education, little insight using computers, or have older computer hardware
or software (Czaja & Blair, 2005). While I received a better-than-average numbers of
participation, the reasons why people chose not to take part remain unknown in an online survey
(Fowler, 2009). As noted earlier in this chapter, I employed the second method to generate
continued information (Hesse-Biber, 2014), even when the survey gleaned more results than
expected.
In this inquiry, the use of interviews as a follow up to the data analysis of the surveys
helped me to understand how rugby coaches think about the PD process and the MOC as a
whole. The interview has “become the most feasible mechanism for obtaining information about
individuals, groups, and organizations in a society characterized by individuation, diversity, and
specialized role relations” (Fontana & Prokos, 2007, p. 12). People are generally amenable to
interviews for this reason. Interviews can also be finely focused to hone in on people’s
perceptions and attitudes (Glesne, 2016), both of which were important in this study. In this
inquiry, my original intent was to complete semistructured interviews with eight coaches trained
or certified at all four NCCP levels. However, due to the large number of coaches who indicated
interest for a follow-up interview, I prioritized the importance of hearing from as many coaches
as possible. At this point, my inquiry team and I deemed the email interview to be the best course
of action. As with all qualitative research methods, email interviews offered both advantages and
disadvantages. Email interviews allowed for natural everyday communication (Burns, 2010;
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James, 2016), by willing participants (Burns, 2010), with flexibility for more time and deeper
thinking (Burns, 2010; Golding, 2014; James, 2017), through greater and faster access to
scattered populations (Hershberger & Kavanaugh, 2017). The interview data yielded short and
precise responses (Curasi, 2001) and allowed my inquiry team and I to access a large number of
coaches in a short time period (Burns, 2010) given that the email interviews were short and
targeted on a specific area. Naturally, there are difficulties to interviews as well, including
interviewer error, off-topic answers, and contradictory statements from interviewees (Glesne,
2016). Additionally, email interviews lack nonverbal cues (Burns, 2010; Golding, 2014;
Hershberger & Kavanaugh, 2017), some potential respondents dislike writing or are not good
writers (Burns, 2010; Hershberger & Kavanaugh, 2017), respondent preferences are not
addressed (Burns, 2010) and, therefore, there was a possibility that the sample was restricted or
reduced. Additionally, both Burns (2010) and Golding (2014) warned of the possibility of
identity fraud in an email interview process. However, since this was the second method of a
multimethod inquiry and respondents were required to complete a 37-question survey prior to
self-identifying interest in an interview, the issue of identify fraud was highly unlikely.
Study conduct. Once I received approval from Royal Roads University, I refined the
initial method with support from my inquiry team and then initiated the survey with the targeted
group. The road to completion navigated development and pilot testing of methods, data
collection and analysis, participation details, storage and validation of data, researcher and
sponsor responsibilities, and the plan for implementation.
To determine reliability, I pilot tested the survey (Sapsford, 2007) with members of the
inquiry team and two other rugby coaches. I then amended and adjusted the questions and

RUGBY COACH PROFESSIONAL DEVELOPMENT

73

trialled again with only the inquiry team members (see Appendix E for the survey questions).
Next, I emailed the survey to all trained and certified rugby coaches in Canada. After receiving
the survey responses online, I analyzed the survey data using scrutiny and processing techniques
(Ryan & Bernard, 2003). Survey data coding involved the identification of repetition, similarities
and differences, and the use of cutting and sorting practices (Ryan & Bernard, 2003). I employed
these techniques on both a spreadsheet and on paper by actual cutting and sorting. I was aware of
the potential for missing or unsolicited data (Ryan & Bernard, 2003, p. 101), as much of the
survey was quantitative and may not have elicited some information. I addressed this issue by
employing the second method of data collection, the interviews. For instance, I examined trends
in the data on the survey to inform questions on the thematic interviews. When a question was
significantly weighted to one end of the Likert scale on the survey, I asked further in-depth,
follow-up questions to elicit answers on their reasons for how or why to further inform
respondents’ answers. I collected the interview data, coded the results by employing scrutiny and
processing techniques, and then linked the information gathered within an applied framework. I
stored both data sets on a password-encrypted personal cloud device that is only accessible from
inside my personal residence.
I sent the letter of invitation to survey participants (see Appendix F) via email and I
included the same information at the beginning of the online survey page. This letter allowed for
the participant to grant final consent, and it served as a reminder that data provided from that
point forward could not be eliminated from the collection and analysis process.
I cocreated interview questions (see Appendix G) with the inquiry team via phone and
email. I pilot tested the interview questions with the inquiry team as well as three current rugby
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coaches. Decisions about which themes to pursue in the interview developed from information
generated in the survey and supported “already agreed upon professional definitions in literature
reviews; from local, commonsense constructs; and from researchers’ values, theoretical
orientation, and personal experiences” (Ryan & Bernard, 2003, p. 88). I incorporated feedback
into the interview questions and received a final commendation from the inquiry team before
they were finalized. I sent the interview questions (see Appendix G) along with the consent
forms (see Appendix H) to participants who had self-identified as interested in a follow-up
interview. Once I had completed the interviews, more data analysis and theming occurred in
order to glean a broad and deep understanding of PD within the MOC process for Canadian
rugby coaches. The final analysis informed the change goal and formed the basis of the proposed
recommendations of said goal.
Due to transitions in the RC office staff, I sent the letter of invitation to interview
participants (see Appendix I) from a nonpersonal Gmail account (Google, n.d.), which I had
created solely for the purposes of this inquiry. I then conducted the interviews and addressed any
power-over issues by informing the new RC training and education administrator that I will not
in the future evaluate any the individuals who participated in the interview.
To adhere to Royal Roads University ethical requirements, I ensured participants
completed an online consent form for the survey (see Appendix H). Interview participants also
completed an online consent form (see Appendix J).
Between the completion and data analysis of the survey, it was important for me to
reexamine the draft interview questions (see Appendix G). The themes and trends (Ryan &
Bernard, 2003) from the first method informed the second method, as I desired more information
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in six particular areas to support this inquiry. I used the inquiry team and other experts in the
field to determine the areas in which to focus the interview process. The connection from one
data analysis to another helped to inform adjustments to the second method and accounted for
the varied and grouped participant viewpoints that surface in the first method (Glesne, 2016).
Four weeks from the initial contact, I sent an email message (see Appendix K) to all respondents
to thank them for their participation and remind them of their ability to adjust their responses by
member checking (Smith & McGannon, 2017) or to withdraw from the interview entirely before
final data analysis was completed. No coaches asked to change their answers after this check. I
also invited follow-up questions, if the participants desired (Glesne, 2016).
The project sponsor was an integral part of the entire process, yet the most important
aspect of the inquiry is the implementation of the recommendations of the change project. Paul
Hunter, as project sponsor, will be able to work with the CAC in their continued evolution of the
MOC process with specific information from the rugby community in Canada. As the Manager
of National Coach Development, Paul’s role is to serve the rugby coach community in Canada.
In this continued role, he is able to connect with rugby coaches across the country both through
his education workforce and directly with the coaches on course, in training and in continued
learning approaches.
Data analysis and validity. I analyzed both the survey and the interviews using
qualitative methods of analysis. Ryan and Bernard (2003) encouraged the use of repetition,
similarities and differences, cutting and sorting, metaphor, missing data, word lists, word
cooccurrence and theory-related material in brief textual data. I employed these methods,
particularly focussing on repetition, similarities and differences, and cutting and sorting in the
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analysis of the survey data to maximize the investigation. Additionally, the analysis of the
interview data included transitions and linguistic connections due to their frequent occurrence
and added richness to the qualitative data (Ryan & Bernard, 2003). The survey produced a total
of 245 lines of text over 57 columns in a spreadsheet with some of the cells containing up to a
paragraph or more in the qualitative question sections. I used the Likert-scale questions and their
corresponding percentages to calculate trends in the data. These trends informed the questions
used in the second method, the email interview. Taken as a whole, the Likert-scale responses
also revealed generalities in the data, which I then used to determine themes based on repetition
and similarities and differences in reponses. I did not have access to qualitative data management
software. I completed the analysis, engaged members my inquiry team in each of these
processes, and asked them to challenge my own assumptions (Stringer, 2014) regarding the data.
I made changes when required and then continued the AR process. I found my inquiry team to be
invaluable in the decisions about which data units were relevant to the inquiry (Stringer, 2014).
Reliability of the research begins with the pilot process (Sapsford, 2007) and continues to
the method application and analysis. It can be measured “literally by asking the same questions
twice” (Sapsford, 2007, p. 107) and then using interrater reliability to compare the results with
“the observations of two or more judges” (p. 107). Sapsford (2007) also stated that reliability and
validity are related in that the analyses undertaken in the investigation “actually do measure”
(p. 107) what they are designed to measure.
Czaja and Blair (2005) argued that perfect surveys do not exist and interviewers can only
attempt to reduce error. Additionally, “interviewers can also impact the reliability of respondent
answers” (Czaja & Blair, 2005, p. 197), which could influence the analysis and results. With
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support from my inquiry team, I sought to mitigate any possible issues arising from the survey
and the interviews prior to beginning the implementation process. I found the inquiry team to be
essential to the analysis process, particularly when reviewing initial conclusions. I also recorded
my own “meta learning” (Coghlan & Brannick, 2010, p. 11) in my journal and cycled back into
the action learning process (Stringer, 2014). I shared my reflections with my inquiry team in an
effort to better understand my own bias and attempt to mitigate it as thoroughly as possible.
Ethical Issues
Any research involving human subjects requires stringent protocols throughout the
inquiry. Ethical issues must be given their due and, in particular, researchers must recognize that
these issues recur on a daily basis and must be recognized thusly (Glesne, 2016). I addressed my
humanistic and ethical obligations during the inquiry while being true to the Tri-Council Policy
Statement’s (TCPS2) ethical guidelines (Canadian Institutes of Health Research [CIHR], Natural
Sciences and Engineering Research Council of Canada, & Social Sciences and Humanities
Research Council of Canada, 2014). The TCPS2 statement, created by three federal agencies,
ensures consent in Canadian ethical research on humans (CIHR et al., 2014). Additionally,
according to Coghlan and Brannick (2010), ethics in AR bridge between the researcher, the
individuals, and the organization; as such, my journal reflected all three stakeholders in my
continued reflections.
Respect for persons. The TCPS2 stated, “Respect for persons recognized the intrinsic
value of human beings and the respect and consideration that they are due” (CIHR et al., 2014,
p. 6). Accordingly, in undertaking this research I respected the autonomy of all people, including
stakeholders’ “ability to deliberate about a decision and to act based on that deliberation” (CIHR
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et al., 2014, p. 6). To uphold this ethical requirement, I issued letters of invitation and consent
forms (see Appendices F, H, I, and J) to all stakeholders, which informed them of their ability to
withdraw from the inquiry process at any time. I also informed participants that after data
analysis had been completed, participant responses could not be removed from the data set. I
provided explanations to all participants prior to the commencement of the email interviews to
remind the interviewee of the ability to withdraw and the individual’s freedom to choose to
participate. To mitigate any potential power-over issues that I might have had as a NCCP
facilitator or evaluator, I have voluntarily withdrawn myself from any singularly instructed
course or evaluation (at the time of the research and continuing into the future) that may include
an interviewee from this study.
Concern for welfare. According to the TCPS2 ethics framework, contributing factors to
a person’s welfare “are privacy and the control of information about a person . . . according to
the free, informed and ongoing consent of the person who was the source of the information”
(CIHR et al., 2014, p. 8). Clearly outlining and returning to the concept of free, informed, and
ongoing consent throughout the method implementation process was paramount, and I figured
most prominently in my interactions with others during the entire inquiry process.
Moreover, given that groups can be affected by research, not only individuals, I made it
clear to all stakeholders that the inquiry may benefit the overall group of Canadian rugby
coaches. Of course, this does not inherently mean “that the welfare of a group should be given
priority over the welfare of individuals” (CIHR et al., 2014, p. 8). I considered both risks and
benefits of the research and used my inquiry team as a sounding and challenging board to
mitigate this potential ethical issue.
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Justice. There are two significant elements, fairness and equity, which contribute to
justice in the TCPS2: “Fairness entails treating all people with equal respect and concern . . .
equity requires distributing the benefits and burdens of research participation” (CIHR et al.,
2014, p. 8). In addition to supporting the element of justice, I remained aware of people’s
vulnerability and how participating in this inquiry may impact them. Based on the guidelines
provided in the TCPS2 (CIHR et al., 2014), I had deemed the participants of this inquiry as
unlikely to come from marginalized circumstances. Finally, the recruitment process followed just
principles (CIHR, 2014, p. 9), as the inclusion criteria I set were based on the total number of
trained and certified rugby coaches in Canada and directly related to the research question.
Chapter Summary
In this chapter, I detailed the AR methodology used in this inquiry. I also shared details
on the project participants and data collection methods used in this study. I commented on the
analysis and validity of the data and explored my obligation to and mitigation of ethical issues in
this inquiry. The following chapter reviews the themes and conclusions from this study and
discusses the scope and limitations of the inquiry.
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Chapter Four: Inquiry Project Themes and Conclusions
In this chapter I address the themes, conclusions, and recommendations of the AR inquiry
into the coaching MOC process. I conducted this inquiry in an effort to answer the following
inquiry question: How can Rugby Canada foster broader acceptance and utilization of
professional development for its certified coaches? The following five subquestions also
supported this inquiry:
1. How do coaches currently engage in professional development?
2. How can coaches learn and develop most effectively?
3. What limits coaches’ ability to learn and develop?
4. What is required to further and facilitate coaches’ learning and development to
maintain certification?
5. What strategies can best support the continued professional development of rugby
coaches in Canada?
In the first section of this chapter I address the themes of this inquiry from both the
survey and the interviews. The vast majority of the survey questions were answered on a 5-point
Likert scale ranging from “strongly disagree” to “strongly agree” (see Appendix E). I developed
the interview questions to focus on six target areas determined from the survey in which answers
were not clear or required more detailed explanation (see Appendix G). My conclusions are
supported by the data from both methods, the literature review in Chapter 2, and my own
understanding of the PD context for Canadian rugby coaches in this chapter. Lastly, I conclude
this chapter with the scope and limitations of this inquiry to provide context on the themes.

RUGBY COACH PROFESSIONAL DEVELOPMENT

81

Study Findings
This inquiry offered Canadian rugby coaches the opportunity to provide insight and
understanding into how PD is used and accepted through the established system. The survey was
completed by 245 Canadian rugby coaches and 112 of these coaches agreed to be contacted for a
follow-up interview. All 112 coaches were contacted with focused interview questions via email
and 53 coaches responded to the queries. This is the first study of its kind focused on Canadian
rugby coaches; as such, the themes are novel in this particular context. However, research on
coaches regarding PD is not a new topic. Therefore, the themes can be corroborated and
challenged by the body of existing research. Through the two methods of research (i.e., the
survey and interviews), the following seven distinct themes emerged:
1. Coaches agree that PD is important.
2. Coaches are unaware of the PD points process.
3. Coaches are interested in PD.
4. Coaches want convenient access to PD.
5. Coaches do not agree that clubs or sport governing bodies support their PD.
6. Coaches value learning the “what” of coaching, credible facilitators, and activitybased PD.
7. Coaches want to collaborate with other coaches.
The findings in this chapter focus on the complementary quantitative data from the
survey to the qualitative data from the interviews form a thorough and clear picture of the ideas
and statements from the participants. Throughout this chapter, I support themes by quoting or
paraphrasing anonymous coaches who participated in the survey and interview process. To
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preserve participant anonymity, I used the S1 through to S245 codes for survey respondents and
I1 through to I53 codes for coaches who responded to the interview.
Theme 1: Coaches agree that PD is important. Overwhelmingly, Canadian coaches
believe PD in rugby is important. Of the survey respondents, 95% agreed or strongly agreed with
the statement, “I believe professional development in rugby is important.” Additionally, a large
majority of coaches agreed or strongly agreed with the statement, “I consider myself invested in
professional development for rugby coaching.”
However, when the subject of PD points was addressed directly, coaches were divided.
Coaches were asked to rate their agreement with the statement, “I think that accumulation of
professional development points contributes to my professional development as a coach,” and
their answers varied significantly. A total of 54% agreed or strongly agreed with the previous
statement, 37% neither agreed nor disagreed, and 9% disagreed or strongly disagreed.
In terms of meaningful involvement in PD, the coaching jury is out. Coaches rated their
agreement with the statement, “I am meaningfully involved in professional development for
rugby coaching,” with 49% of coaches who agreed or strongly agreed and 25% disagreed or
strongly disagreed.
Finally, on several of the interview questions, coaches stated that the purpose for
learning, usually learning something new or being challenged to think about the game in a novel
way, was highly important. Coach I13 said, “I thought the level 2 course [NCCP Introduction to
Competition] was well done, as [it] was hands on and challenged conventional coaching
processes.” Similarly, Coach I17 said, “Experiences that provided me with the best value for my
time were usually ones that provided me with a different perspective to a skill I learned as a
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player.” Participants also recognized learning in nonrugby-specific circumstances as important,
as Coach I10 said he attended a PD event run by the Coaches Association of Ontario and that he
“didn't take one workshop that was a ‘rugby’ workshop . . . [and] was trying to see how the idea
could be applied to rugby or to the development of the game or my club.”
Theme 2: Coaches are largely unaware of the PD points process. The survey yielded
clear evidence that Canadian rugby coaches are largely unaware of the MOC and PD points
process. Those coaches who are aware still described their understanding of the process as
limited. Of the survey respondents, 57% of coaches indicated they had no understanding and
15% reported they had limited understanding when they answered the question, “On January 1
2014, the NCCP initiated a ‘maintenance of certification’ program. What is your current
understanding of this process?” Continuing this trend, 68% of coaches surveyed also did not
know how many PD points they had recorded in the 2014–2018 earning cycle.
Most coaches were able to self-identify their highest level of rugby coaching certification
from a menu with options; however, 11% of the coaches did not know their highest level of
certification. Conversely, when asked to “list as many opportunities for professional
development in rugby as you can,” only 106 of the 245 coaches attempted an answer to the
question.
In a similar vein, I asked coaches, “According to your current understanding, which of
the following are eligible for professional development points?” Only one coach provided a
correct answer to this question. Coaches were also asked if they were aware of how to access a
list of PD points and if they had ever accessed their list online. A total of 81% of coaches
answered “no” to both of these questions. Furthermore, 79% of coaches said they did not know
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the number of PD points required to maintain their certification and 70% of coaches said they
could not explain the process of accumulating PD points to others. In fact, Coach S239 asked,
“How can I be so unaware of this PD stuff?” Following suit, Coach S5 said, “I spent and still
spend hours studying to be a better coach . . . this survey has left me embarrassed and
frustrated!”
Theme 3: Coaches are interested in PD. Overall, Canadian rugby coaches are interested
in the PD coaching opportunities that are currently offered, as 64% of coaches agreed with this
question on the survey. An even higher percentage responded positively to the statement that
coaches “enjoy attending professional development events,” with 75% of coaches either agreeing
or strongly agreeing with this survey question. Conversely, Coach S159 disagreed with the MOC
process as a whole and said, “I think it is silly if you are coaching you are always keeping up
with the trends.”
When asked about reflection as a part of the learning process, the majority of the coaches
surveyed were also in agreement. When asked to rate their scale of agreement to the question, “I
spend time reflecting on my own learning process outside professional development
opportunities for rugby coaches,” 86% of coaches agreed or strongly agreed with this statement.
Similarly, 62% of coaches agreed or strongly agreed that they “spend time reflecting (for
example, by thinking, journaling, speaking with others) on my professional development
opportunities.”
Some coaches are also actively engaged in their own PD during their coaching sessions
outside of formal or informal PD events in meaningful ways. For example, Coach I38 said,
“Player feedback often has greater clarity than assessments from observers. This process also
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enables the players to develop the ‘why’ and the ‘how’ and quickly identifies the strengths or
weaknesses in what you are trying to teach them.” Coach S109 also said, “I am always looking
to learn as a coach from my own reflections and other coaches.”
Theme 4: Coaches want convenient access PD. Canadian rugby coaches want to be
able to access PD at times that are convenient for their schedules and in locations they consider
to be easy to access. On the survey, I asked coaches the best and worst times to undertake PD on
a seasonal basis. Regarding the best time for PD, 37% of coaches said that during the off-season
was best. Additionally, 31% of coaches said that anytime during the year was agreeable for PD,
and another 13% specifically stated that prior to the playing season was best for them. In
addition, 62% of coaches said that the worst time for undertaking PD was during the playing
season. One coach specifically noted, “It’s more convenient to have PD during the off-season,
but more effective during season since you can apply it right away but there's just no time during
season” (S2). In an interview, Coach I13 stated, “Time is always an issue. When you have
coach/volunteer positions such as most coaches at the grass roots level.” Many coaches noted
difficulties in balancing coaching responsibilities, work life, and home life as factors that make
accumulating PD hours difficult, even as they value PD opportunities. Coach S88 said, “The best
time fluctuates depending on my other employment,” and Coach S22 presented an appreciative
comment, “The time of year is irrelevant to me – it is more important that it occurs as often as
possible.”
On a weekly basis, many PD courses are held on weekends in Canada. Two questions
addressed the weekly timing of PD for Canadian rugby coaches. A total of 50% of coaches
neither agreed nor disagreed with the statement, “I am satisfied with the timing of when coaching
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courses for professional development are offered during the week,” and 53% neither agreed nor
disagreed with the statement, “I am satisfied with the timing of when coaching courses for
professional development are offered during the year.” On the survey, Coach S125 said, “After
the rugby season I feel burnt out and tired and its [sic] too late to change my coaching strategies
or skills.” In regard to timing of courses around seasons, Coach S243 suggested “offering the
same courses at least 2 if not 3 times through the year allows for coaches to participate.” The
majority of coaches stated they are not in fact satisfied with timing for PD course offerings.
Interviewees’ answers further supported this theme, as participants discussed time challenges:
“Time has a great effect on my involvement and ability to pursue professional development. . . . I
can only devote so much of my free time” (I120).
With convenience comes cost. On this subject, I asked participants to respond to the
statement, “I am satisfied with the costs related to professional development in rugby coaching.”
Participants’ answers ranged, but were more on the negative side of the five Likert-scale options.
A total of 41% of coaches surveyed neither agreed nor disagreed with this statement, while 38%
of coaches either disagreed or strongly disagreed with the costs associated with PD.
Additionally, only 21% of coaches surveyed agreed with the question regarding costs, and only
3% strongly agreed. The interview questions shed more light on this subject, as Coach I1 stated,
“Cost of PD is a significant factor for me. I’m fortunate in that my employer will cover much of
my coaching PD,” while Coach I5 said cost did not influence PD decisions since “the cost of PD
is covered by my club for all coaching development.” Some coaches noted that their “small clubs
cannot pay for our coaches to go to all the development opportunities” (I7), and others pointed
out that the costs associated with travel to PD events, such as travel and accommodation, can
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sometimes push PD events “out of reach if I cannot find another coach to share travel costs”
(I12).
The location of PD courses is also a factor, as travel is inextricably linked with time.
Coach S120 mentioned, “because of my professional career, I can only devote so much of my
free time toward professional development . . . sometimes the professional development sessions
are only offered in regions I cannot attend.” Coach S158 said, “Travel/length for opportunities
plays a factor in ability to attend” PD events, and Coach S243 noted, “The location of PD can
always be more accessible to areas not in or connected to large urban centres.”
During the interview, many coaches mentioned a desire for an online learning option as
an alternative to keep costs down. Online learning options were also equated with timely PD for
coaches to access when they perceived that PD is either necessary or desired. Coach I12
suggested the provision of “more online PD opportunities (generic and rugby-specific) such as
videos, courses, webinars, etc. Thanks to technology, one does not have to be physically present
in the classroom or on field to further one’s knowledge.” Coach S67, who lives a several hours’
drive from a major metropolitan centre, said simply, “Having online content is crucial.”
When coaches were asked about their current learning, many mentioned a variety of
online sources and methods for supplementing their knowledge. Coach S122 said, “Though I
used to read articles and buy books for PD . . . I tend now to save articles and blurbs onto my
phone to read or watch later.” I asked interviewees, “How can we ensure that professional
development programs have lasting benefits for coaches and athletes?” In response Coach I14
said,
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More online opportunities to broaden my knowledge would be greatly appreciated. I
sometimes surf the net for coaching ideas but if I could be given more direction on
recommended sites/new initiatives/best practice from an expert that would be most
welcome.
Coach S22 said, “A YouTube channel, or some other kind of on-line source that shows the
national key themes, potential drills and games would be useful. The instructors can’t be
everywhere.” Other coaches listed a variety of rugby specific websites, YouTube (n.d.) videos,
generic sport online resources, and social media sites, such as Facebook (n.d.-a), Twitter (n.d.),
and Instagram (n.d.), as online sources where they source information to supplement their
coaching and planning.
Finally, both the survey and interview participants mentioned the ideal of scheduling
rugby PD for coaches who are also teachers on teacher PD days. One survey respondent said,
“We miss high school teachers who are coaches – it needs to be somewhat on their time – so on
PD days” (S41). Similarly, Coach I33 stated, “Organize the coaching clinics on teacher
professional development days. Even if they are not for certification, just give us old dogs new
ideas and drills to implement to ensure that our teams are moving forward.” In summary,
coaches want PD at a time that is convenient for them that provides return on their investment of
both time and money.
Theme 5: Coaches do not agree that clubs or sport governing bodies support their
PD. Many NGOs, PSOs, and multisport organizations are involved in delivery of PD. Also, in
terms of sport structure, rugby is unique in that it relies on a club structure; as a result, clubs are
an intrinsic aspect of Canadian rugby, which supports development of the entire game and,
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therefore, also coach development. Participants’ general observation in response to both the
survey and interview questions is that Canadian rugby coaches find that these sport-governing
bodies do not support their PD.
In the survey, I explicitly asked coaches to comment on three main organizations
responsible for coach PD. A total of 74% of coaches disagreed or strongly disagreed with the
statement, “Rugby Canada makes the professional development points accumulation process
clear for me.” The results for a similar statement regarding the NCCP aligned with this, yielding
a 71% disagree or strongly disagree rate. Since this was a national survey and the provincial
unions are responsible for the actual delivery of the vast majority of the PD programming, I also
asked coaches to rate their responses to the following statement: “My provincial sport
organization supports professional development by offering professional development
opportunities.” Participants’ answers varied significantly between provinces, with most
responses coming from participants residing in the two largest provinces, British Columbia and
Ontario (see Table 1).
Finally, PSOs and RC are also responsible for the communication that supports PD and
rugby-specific NCCP programming. On the survey, I asked coaches to respond to the following
statement: “Communication regarding professional development opportunities is shared in a
timely and effective manner.” Over 80% of coaches did not support this statement, with 31%
who neither agreed nor disagreed and 52% disagreed or strongly disagreed that communication
was timely and effective. Similarly, a category surfaced from the interview data on the subject of
effective support of PD. Coaches perceived that PSOs could better promote PD opportunities.
For example, Coach I5 said, “I believe that coaching development courses can be better

RUGBY COACH PROFESSIONAL DEVELOPMENT

90

advertised on social media and through email blasts,” while others stated similar desires to
support coaching PD both provincially and across Canada.
Table 1
Coach Perception of Provincial Sport Organization Support of Professional Development by
Province

Province
Alberta
British Columbia
Manitoba
New Brunswick
Newfoundland & Labrador
Nova Scotia
Ontario
Prince Edward Island
Quebec
Saskatchewan
Other (Territories and International)

Strongly
Agree
1
2
0
0
0
2
3
0
0
1
0

Agree
4
28
3
0
1
0
33
1
3
1
2

Neither
Agree or
Disagree
6
19
0
1
2
0
33
0
6
0
3

Disagree
9
10
0
2
0
0
17
0
3
1
0

Strongly
Disagree
5
2
0
1
0
0
8
0
2
0
0

Note. Participants’ responses to the statement, “My provincial sport organization supports
professional development by offering professional development opportunities.”
Another survey question generated a variety of distributed responses. Survey
participants’ responses to the statement, “I rely on coaching professional development courses to
give me the information I need about coaching,” was reasonably well distributed, with 32% of
coaches who agreed or strongly agreed, 25% percent of coaches who neither agreed nor
disagreed, and 43% of coaches who disagreed or strongly disagreed.
One other category that emerged from the interview data was the process and
administration of PD. Much commentary was shared on the availability of PD offerings as well
as the management of training and certification. For example, Coach I37 stated, “Typically the
communication about these events is often poor and last minute, and it would be helpful if the
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sessions were planned earlier and information was easily accessible.” Overall, coaches indicated
communication and other support around events does not meet their general needs.
Survey respondents’ perceptions of clubs supporting the PD process were murky, as 43%
neither agreed nor disagreed with the statement, “My rugby club understands the professional
development maintenance of certification process.” A total of 41% of coaches surveyed also
disagreed or strongly disagreed with this statement. However, when coaches were queried on an
individual level with the statement, “My rugby club supports my personal professional
development process,” 58% agreed or strongly agreed that this was true. Arguably, clubs in
Canada also drive the rugby culture. Coaches surveyed were asked to rate their responses to the
statement, “There is a strong culture of learning at my rugby club.” Respondents’ answers varied
significantly, with 51% who agreed or strongly agreed, 31% who neither agreed nor disagreed,
and 18% disagreed or strongly disagreed.
In the interview portion of the research, participants also perceived clubs to be supporters
of their coaches. Many rugby clubs across Canada help their coaches through financial assistance
with training, certification, and continued PD. Some clubs even pay for expenses around these
PD events. Those identified by name as large supporters of their coaches were usually older and
or larger clubs. Coach I26 said that her club “pays course fees and usually some travel financial
aid (fuel/accommodation).” Similarly, in discussing his older and larger club in British
Columbia, Coach I5 noted, “The cost of PD is covered by my club for all coaching
development.” Conversely, Coach I7 said, “We are a small club. We cannot pay for our coaches
to go to all the development opportunities.” As such, the data revealed a correlation between
larger clubs providing financial assistance for their own coaches’ PD.
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Although NSOs, PSOs, multisport organizations, and clubs do an incredible amount of
work to support coaches, it appears that this work is not clearly understood by coaches nor is it
communicated well by the larger organizations. This theme suggests that there is a disconnect
between what coaches want and what coaches need as underscored by research-based evidence
and related decisions that structure the formal learning pathways.
Theme 6: Coaches value learning the “what” of coaching, credible facilitators, and
activity-based PD. Coaches value specific aspects of PD, including technical and tactical
aspects of rugby for what to coach in a practice session, learning from coach developers or
facilitators they deem credible, and PD activities that are based in movement or activity.
A major theme in the coach interview results was that coaches desire tactical and
technical information or the idea of content-related information. For example, Coach I6 said,
I like Pro-D workshops that give me access to a variety of resources after the workshop. I
would also like to see a rugby PD that focuses on forward specific training or back
training. . . . It would really help coaches who had less experience playing or working
with one of these positions.
There is a commonality between these resources and other desires listed by coaches that could be
categorized as tactical or technical information about rugby for coaches. The method of delivery
of that information during a practice session or the ideals of “how” to coach appear to be less
desirable to coaches.
Coaches provided significant insight into desired PD focused on coaching contexts or the
level in which they coach. Specifically, coaches wanted PD directed at their own individual
coaching context. For example, high school coaches wanted PD focused on how to be a better
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high school coach. Commentary from coaches was specifically linked to personal coaching level
and expertise. For example, Coach I14 said, “If I could be given more direction . . . from an
expert, that would be most welcome. These directives could be tailored to the needs of different
coaches, I focus on coaching women, Rookie rugby and High School rugby.” Similarly, in
discussing a recent clinic, Coach I18 said,
What wasn’t addressed was what to teach at an acceptable level as a skill. What is needed
to fill this gap between what our HS/JR [high school and junior club] coaches face and
what Canada wants. So that session although useful wasn’t usable for some.
Overall, coaches desired PD relevant to the level or context of the learner coach.
Coach I32 reflected on his experience with the 2-day NCCP Introduction to
Competition/WR Level 2 course and stated that while he believed the facilitator to be a good
coach, “The curriculum wasn’t well-suited to a new coach like me. It would have been far more
helpful to have a seasonal template, and a session template to start working with, rather than so
much focus on ‘your coaching philosophy.’” In response to a query regarding the possible future
PD programming, this same participant further suggested, “Setting a standard for safety, so that a
parent or volunteer who hasn’t had at least some fundamental instruction on safety . . . can’t
stand on the sidelines and coach when they haven’t the first clue what they are doing” (I32).
Other coaches made specific suggestions around content in coaching courses regarding the
accrual of tactical and technical skills and knowledge.
Additionally, a category directed at coaching context also emerged from the interview
data. Coach I35 put it succinctly when he stated, “We’re all at different levels of PD.” Many
coaches referenced the difference between a new or inexperienced coach versus an expert coach,
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yet a coach who remained somewhere in the middle of this continuum was rarely mentioned.
Coach I40 said, “One area of concern for me is lack of access to the Level 3 [NCCP Competition
Development equivalent] Rugby Canada training. There needs to be something for coaches
interested in development but not on a national coaching track.” Both interview and survey
participants acknowledged that more PD needed to be directed at coaches who fell between
introductory coach training and national or elite level coaching. Additionally, interviewees
regularly suggested course content be specific to their own personal coaching context. Coach I34
requested that PD be “short and relevant to me as a high school coach,” whereas other
participants preferred content targeted to their own particular coaching demographic.
Another subtheme from the interviews was that facilitation is important and those who
deliver PD must be credible, experienced, and knowledgeable. Coach I1 said he valued
“clinics/seminars that feature top quality presenters,” and Coach I11 said he valued a 2009
conference in Kingston that “allowed me to speak with colleagues, learn new drills, and hear
from people like Mike Luke, Al Charron, and John MacMillan.” Coach I34 also valued
connecting with coaching and rugby experts: “I went to a couple of coaching conferences years
ago where they brought in people like Damian McGrath and Graham Henry.” Finally, Coach
S136 said, “I have been to several great Pro D [PD] experiences, all with very qualified speakers,
and would like more of the same.”
Changes to the rugby-specific NCCP training and certification (for which WR also grants
an equivalent certification level) have encouraged more participation-based activities in both the
Community Initiation courses and the Introduction to Competition courses. They have also
required precourse work to be completed online in order to ensure that there is more time to

RUGBY COACH PROFESSIONAL DEVELOPMENT

95

spend actively coaching in both course timeframes. Survey participants positively supported this
change, with 68% of the coaches agreeing or strongly agreeing with the statement, “I prefer
active coaching activities over classroom lectures during professional development
opportunities.” Similarly, a category under this theme emerged from the learning section of the
coach interviews, which was the idea of learning by doing or playing. Coaches, in this instance,
learn through experiential opportunities and trial and error. For instance, Coach S140 said,
“Through experiment I have learned what works with certain age groups, what key words are
needed, and how to build themes into training that are relevant to the players.” Overall, active
participation is important to Canadian rugby coaches in their PD opportunities.
Theme 7: Coaches want to collaborate with other coaches. Overall, rugby coaches in
Canada value connections and collaboration with their peers. Themes derived from participants’
responses to the interview questions delivered two main categories of focus: coaches value
networking and learning from each other and coaches believe that connections via established
mentoring or peer relationships have value and credibility to support coaching PD.
Coaches value networking with other coaches for their own learning. Coach I46 shared a
sentiment echoed by several peers and said, “What I find about other coaches is that they think
about the game differently, so I learn from that when I interact with them.” In response to an
interview question that invited feedback on a best-case PD program, Coach I37 said, “By
providing the time and forums to discuss current issues in coaching, it will create a more
collegial coaching community resulting in an increase in coaching capacity and competency.”
Coaches also believe other coaches value networking and learning from other coaches.
Coach I38 said, “Sharing technical coaching information and techniques from fellow coaches is
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one excellent source” of learning. Further, coaches desired space for continued sharing with each
other and for continued learning purposes. Coach I31 said, “The best PD in my opinion is peer
driven discussion around specific topics. They should be designed towards creativity, critical
thinking and process thought.”
Mentoring and peer relationships also surfaced as a subtheme throughout the interview
responses. Coaches mentioned several areas in which mentoring already occurs, including at the
informal and club levels. In response to how others reflect on their coaching development, Coach
I50 asserted that “discussions with mentor coaches” was one way in which coaches reflected on
their own learning. Coach I40 said, “We have a very active coaching community within our club;
we often co coach events and share methods. I will reach out to my fellow club coaches if I am
stuck on something.” With regard to the club environment, Coach I29 commented, “I think many
coaches in the club enjoy informal mentorship from other experienced coaches in the club.”
Some coaches had experienced mentorship in other countries, such as Coach I4, who
said, “There were sort of regional development managers assigned who were semi-pro and
whose role was to mentor up and coming players and coaches and find them opportunities within
the system and create opportunities” for rugby coaches.
When asked how long-term support can be provided for coach PD, Coach I8 suggested
“an official mentorship program” and recommended “coaches work with a mentor as they learn
and develop. I work with John Long on this. I have for years. The mentors provide guidance, and
advice. NCCP has it mapped out.” Similarly, Coach I13 said, “I suggest providing designated
mentors to coaches committed to personal development for the betterment of those under their
guidance and of rugby.”
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Finally, mentors and other peer PD encouraged reflection and growth for coaches who
had already experienced mentorship. Coach I17 said,
The coaching development experiences that provided me with the best value for my time
were usually ones that provided me with a different perspective or a different application
to a skill I had learned as a player. I find working alongside a coach, or attending a small
focused session is a very accessible way to get feedback and reflect on your own practice.
Study Conclusions
This inquiry resulted in four conclusions, all related to the main research questions, to the
themes in the previous section, and to the literature review presented in Chapter 2. See Table 2
for a complete listing of these conclusions.
Table 2
Compiled List of Study Conclusions
Conclusion No.

Study Conclusion

Conclusion 1

Sport organizations may positively impact coaching professional
development by offering a variety of learning themes in multiple locations
while sharing information early, often, and in a well-known central
repository.

Conclusion 2

When learning nonformally and informally, coaches want to access
knowledge or skills focused on their needs for a specific time and place
(perfect time learning vs. adding to the toolbox learning).

Conclusion 3

Online supports or forums facilitated by Rugby Canada or provincial
unions may offer support for coaches that are context specific or geared to
support nonformal, informal, or perfect time learning.

Conclusion 4

Professional development opportunities should continue to support coach
values of the “what” of coaching, level- or context-specific learning,
credible facilitators, and activity-based professional development while
also supporting the “how” of coaching.

Note. The survey and interview questions informed the conclusions presented in this table.
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Conclusion 1: Sport organizations may positively impact coaching PD by offering a
variety of learning themes in multiple locations while sharing information early, often, and
in a well-known central repository. This conclusion answered Subquestions 3, (what limits
coaches’ ability to learn and develop?), 4 (what is required to further and facilitate coaches’
learning and development to maintain certification?), and 5 (what strategies can best support the
continued professional development of rugby coaches in Canada?) and is supported by Themes
2, 4, 5, and 6. Coaches were largely unaware of the MOC process, yet RC has rectified this with
several statements on the organization’s website that are clear and easy to find, although more
commonly shared knowledge on this topic is required. The themes supported this conclusion and
also map to the COM-B framework referenced by Michie et al. (2011) through capability and
opportunity for behaviour supporting PD. Coaches cannot access PD if they are unaware of when
and where it takes place (Misener & Danylchuk, 2009), and other barriers like travel to PD
locations were a constant consideration.
Additionally, coaches desired easily available information for coaching and PD courses
accessible in an online repository. This online space currently does exist on the RC Training and
Education section of the website; however, the general awareness of such is lacking and there is
room for improvement in the course listings and descriptions.
Conclusion 2: When learning nonformally and informally, coaches want to access
knowledge or skills focused on their needs for a specific time and place (perfect time
learning vs. adding to the toolbox learning). This conclusion answered Subquestion 2 (how
can coaches learn and develop most effectively) in the inquiry. This conclusion also supported
Themes 1, 3, and 4, as coaches realize PD is important, usually with a focus on the tactical and
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technical points of the game, and they remain interested in learning for a purpose and want to
access the opportunity to learn conveniently. Access on demand for coach context and specificity
linked directly with several adult learning theories. Perhaps most clearly linked is Merriam
(2001), who detailed important features of adult learning with regard to PD regarding the
learner’s need for self-directed learning, need for learning related to the learner’s role, problemrelated learning that can be applied immediately, the use of life experience for learning, and
intrinsic motivational factors for the coach. All of these factors in the research also support
Conclusion 2, as coaches desire learning for immediate problem solving or for future use in their
coaching practice.
Additionally, a key factor in this conclusion was connected to Nelson et al.’s (2006)
findings that informal learning has significantly more impact on learning than formal or
nonformal; therefore, any opportunity to increase learning is helpful. Research from Graham et
al. (2006) supported the idea of motivation for behaviour change; access to both learning at the
perfect time and adding to the toolbox learning lends itself to both of these options and can
enhance Canadian rugby coaches’ ability to learn and develop effectively.
Conclusion 3: Online supports or forums facilitated by Rugby Canada or provincial
unions may offer support for coaches that are context specific or geared to support
nonformal, informal, or perfect time learning. This conclusion supported inquiry subquestion
1 (how do coaches currently engage in professional development) on coach learning; this
remains largely through online options, either through rugby-specific websites or particular
social media content curators with a focus on rugby specific or general coaching. Some coaches
were aware of the National Key Themes (RC, 2016a) as mentioned in the survey and interview
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and identified a desire to have continued access to a variety of new resources for these themes
and other technical and tactical learning.
Stoszkowski and Collins (2014) warned of the potential perpetuation of issues that
threaten positive coach development through social learning; however, they also found evidence
to support the use of technology for online learning. Thus, informal learning requires mediation
with an end result or significant process in mind, supported by NSOs or PSOs.
This conclusion is also informed by Theme 7 (coaches want to collaborate with other
coaches) as many coaches said they learned from other coaches. Only 30% of coach respondents
on the survey said they relied on current PD courses for the information they need for coaching,
and a significant trend from the interview also mentioned learning from other coaches. The
possibility of an online community surfaced often throughout both methods as well.
Conclusion 4: PD opportunities should continue to support coach values of the
“what” of coaching, level- or context-specific learning, credible facilitators, and activitybased PD while also supporting the “how” of coaching. This conclusion supported
Subquestion 1 (how do coaches currently engage in professional development?) from the
inquiry. Coaches mainly seek the “what” of coaching in their PD, yet when queried on the
subject of reflection, coaches placed significant value on ideas that support the “how” of
coaching. In fact, many coaches sought knowledge tools (Graham et al., 2006), without explicitly
defining what these tools might look like, although the requested end result is to use the tools to
help coaches organize and implement their overall plan over the course of a season.
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This conclusion was also supported by Themes 1 and 3 in that coaches agreed on the
importance of PD and were interested in PD. The majority of coaches had attended PD they
valued in the past and were able to articulate the salient points of their learning.
Coaches respects novel and credible facilitators at events promoting technical skills PD
and highly value facilitators who can help to contextualize their learning. When asked about the
best learning they had done as PD in rugby, all coaches identified experienced players and
former and current coaches as a significant part of that learning. Coaches also appreciated the
ability to observe active coaching or to be actively coached by others during their learning. There
is an opportunity to continue both the “what” and “how” of coaching in PD courses with a caveat
that Holt et al. (2018) identified to translate current research on effective coaching at the NSO
level to be most effective for coach PD.
Scope and Limitations of the Inquiry
The intended scope of this study was within the trained or certified rugby coaching
community in Canada. Through this inquiry I attempted to engage 3,367 coaches across Canada
on the subject of how they know and understand PD within the current CAC MOC model in an
effort to foster broader acceptance and use of PD opportunities.
With just under 3,500 registered Canadian rugby coaches, 245 responses was a relatively
small number to respond to a survey request. However, 245 responses overall to the survey was a
reasonable level of engagement from a population that often identifies a lack of time as the
primary barrier to engaging in any events or activities outside their primary coaching
involvement in rugby. The survey was sent out in the month of December, so some coaches may
have been swept up in the busyness of the holiday season and may not have had time to respond.
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Others expressed their sincere thanks for going directly to coaches to find out about their ideas
and thoughts on PD, which may have influenced other coaches to complete the survey who
otherwise may not have completed it without the extra urging from their peers.
Additionally, 112 coaches stated they were willing to engage in a follow-up interview
from the initial survey. In order to reach the largest number of coaches, I made the decision to
use email interviews to facilitate information gathering and expedite analysis while reaching out
to all 112 coaches. While this method may have engaged more coaches in a broad manner, the
depth of the responses may have been limited due to the interview method and restrictions with
communication via written word rather than direct interviewer–interviewee interactions.
Additionally, after inductively finding themes resulting from the survey analysis, I applied these
seven themes to the interviews. The email interviews focused on one aspect of these themes, and
while this allowed for depth of inquiry in one area, this process may also have bypassed other
knowledge and opinions about which the respondents felt strongly.
The use of email interviews, while supported in research, is still a new approach to
collecting qualitative data. While I was able to follow-up with 112 coaches with these interviews,
only 53 of those coaches responded to the email interview request. This may have impacted the
outcomes of the study, as with face-to-face or video interviews I may have been able to query
deeper areas of knowledge from coaches with further and related questioning. However, had I
used my intended process of interviewing two coaches in each coaching certification context, I
would have had eight interviews and could not have ensured representation from each province,
thereby possibly omitting valued commentary or thoughts on the inquiry.

RUGBY COACH PROFESSIONAL DEVELOPMENT

103

Factors that may limit the application of this inquiry are a potential lack of funding in
coach education due to budget constraints. This is dependent on RC’s NSMT’s performance and
qualification for the 2019 World Cup. Also, the landscape of Canadian sport does not lend itself
to long-term employees in NSOs and PSOs and change tends to be dependent on relationships
within and between these entities and other stakeholders in the sport system.
Chapter Summary
In this chapter, I reviewed the seven distinct themes disseminated from the survey and
interview methods. The themes further informed the four conclusions of the inquiry examining
broader acceptance of PD for Canadian rugby coaches. I closed this chapter with a discussion of
the scope and limitations of the inquiry. In the following and final chapter, I suggest
recommendations from the inquiry and propose implementation plans for RC in support of coach
learning, PD, and the MOC process.
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Chapter Five: Inquiry Implications
This final chapter introduces the inquiry implications of this study; I share study
recommendations as well as the organizational implications for RC. I close with a discussion of
possible areas of future inquiry in service of RC’s continued mandate to grow the game of rugby
from sea to sea.
In this chapter I address the findings, conclusions, and recommendations of this AR
inquiry into the coaching MOC process, which explored the following question: How can Rugby
Canada foster broader acceptance and utilization of professional development for its certified
coaches? Five subquestions also supported this inquiry:
1. How do coaches currently engage in professional development?
2. How can coaches learn and develop most effectively?
3. What limits coaches’ ability to learn and develop?
4. What is required to further and facilitate coaches’ learning and development to
maintain certification?
5. What strategies can best support the continued professional development of rugby
coaches in Canada?
Study Recommendations
I put forward the following recommendations in service of the stakeholders within RC’s
overall coaching system:
1. Develop a mediated online repository for coach learning and collaboration.
2. Create continued and expanded awareness of PD and the MOC process.
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3. Focus on increasing learning options from within RC’s training and education
workforce, expanding sources outside of rugby specific certification, and creating
new knowledge tools.
4. Ensure the “what” and “how” of coaching are explicitly addressed in formal and
nonformal learning.
I designed these recommendations to use evidence-based research to inform current and
future practices supporting ongoing coach learning and PD while addressing the MOC process.
As discussed in Chapter 2, systemic change is complicated and fraught with potential missteps
(Cabrera & Cabrera, 2015; Meadows, 2008). Managing expectations of the coaching community
(P. Hunter, personal communication, June 28, 2017) is also important to note, as RC, a relatively
small NSO, is a leader in coaching PD relative to other NSOs in Canada. The use of proven and
evidence-based research is desired and is important to inform change, while a clear
understanding of the evidence from the NSO perspective along with organizational capacity to
capture (Allan et al., 2017; Holt et al., 2018), translate, and apply knowledge (Michie et al.,
2011) will ensure a continued commitment and a focus on quality assurance for all stakeholders.
Recommendation 1: Develop a mediated online repository for coach learning and
collaboration. This recommendation is in direct response to repeated comments and suggestions
from both the survey and the interview for an online learning environment for Canadian rugby
coaches. An online learning area supplying rugby and educational resources was the single most
requested item resulting from both methods in this inquiry. For example, Coach S42 said,
“Philosophy is fine, but practical curriculum resources would be useful (library of games, drills,
practice plans, etc) for volunteer coaches with limited time to develop customized plans.”
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Therefore, RC’s immediate response to this nearly universally desired resource could generate
good graces with the rugby coaching community.
Coaches desired the ability to learn and to collaborate, not unlike other past research
(Callary et al., 2012; Culver et al., 2016), and the online environment figured prominently in
those requests. Given the fact that coaches are already seeking and sharing information on a
variety of generally available social media and other rugby specific or generic coaching websites,
a mediated online repository and learning resource area could address both the quality and needs
of the coach learners. A number of online collaborative learning spaces are already being used to
support coach learning including the Workplace system (which is a Facebook, n.d.-b, interface
tool) used by the Coaches Association of Ontario (n.d.) in their Changing the Game project and
the online Hive learning (n.d.) system used by Scotland Rugby.
Mediation is important given the prevalence of misinformation available online and the
quality of currently available resources. To ensure clear and responsible conversations, coaches
could be registered under their real name with their NCCP number, and privileges would be
extended to those coaches based on their willingness to contribute by following a simple set of
rules. Mediators, potentially chosen from the pool of previously trained coach educators, could
facilitate quality assurance according to the process goals and guidelines for contributions. This
would ensure quality information and knowledge transfer for all coaches while also allowing for
current and relevant conversation regarding the art and science of coaching.
This online repository could also become the new hub for coaching information for
Canadian rugby, replacing the existing training and education website that users find
troublesome. In fact, coaches who took part in both the survey and interview methods mentioned
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issues with the website. I advise expansion and a user-friendly focus to be a next step for
supporting coach learning and PD in Canada. Additionally, a PD request area could be added to
enable coaches to directly seek the PD they desire and have others discuss and consider those
same ideas as well. A section that clearly delineates all the options available to earn PD points
may also be beneficial, as less than 10% of the coaches surveyed indicated that they knew all of
the options available to them to accumulate PD points.
Additionally, this repository could make use of video samples to compare and contrast
different coaching methods or processes. It could also house a reflection area to enable coaches
to share their learning or contribute to others’ learning in a mediated environment. Successes and
—even more importantly—failures could be shared to encourage learning through reflection,
particularly when modelled by mediators from the training and education workforce. Invitations
to credible and respected coaches could be made to help populate this area of the repository or to
guest mediate parts of the site for short timeframes. Research could also be disseminated by
those coaches who have access to new papers and are willing to share the most salient points
with the larger group.
The plan for implementation requires at least one mediator for each category of the online
repository. Categories may include (but are not limited to) the coaching process, TGFU
constraints-based activities, attack and defense skills, mental training, strength and conditioning,
a match official’s area, coaching reflection, strategies and tactics, upcoming PD or conferences,
personal or common challenges in coaching, coaching game variations, and a current features
section. Groups could also be created for context-specific learning that may include coaching for
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minor or rookie, club junior or high school, college, university, club senior, and mixed-abilities
rugby.
Suggested policies surrounding use of the online repository are as follows. Login
information should be tied to NCCP password and current coach credentials. Permissions for
mediator or coach identities should be given by repository administrators and these identities
should be posted each time an individual adds to the online environment. Additionally, coaching
credentials should be attached to each individual and to each of their posts, so awareness of
NCCP credentials is clear and obvious to all. An upvote or downvote feature, such as those seen
on Reddit (n.d.), could be used in some of the categories to move highly valued information to
the top of a category or even to a separate category for high-impact information. Finally, one
solitary rule for participation in the online environment can ensure the repository is a positive
and supportive place for all—be respectful. This will allow mediators the latitude to suggest edits
or to remove posts that are not in the spirit of rugby or which do not honour the values of the
game. One rule also ensures simplicity for mediators and charges coaches to be trusted and
considerate collaborators.
Recommendation 2: Create continued and expanded awareness of PD and the MOC
process. This recommendation is in direct support of Conclusion 1 and Theme 2. At present,
while many coaches agree that PD is important and are interested in PD, only about 20% of the
surveyed population was aware of the MOC process. Therefore, there is a need for continued
focus on awareness and the value, as Misener and Danylchuk (2009) discovered, derived from
the formal learning NCCP offerings. However, this centralized process with focus on only RC as
the chief director of PD is misleading, as PSOs are significantly responsible for delivery,
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implementation, and monitoring of formal and informal PD while RC is focused on quality
assurance (P. Hunter, personal communication, June 28, 2018).
Nevertheless, RC is better positioned to create uniform consistency with regard to
facilitation and learning and has a more significant platform for large-scale events
(e.g., conferences, one-time PD sessions, national initiatives like Rookie Rugby, and the
implementation of the RC, 2016a, National Key Themes document) and the top-down planning
and delivery that Nelson et al. (2013) discovered was often problematic in the common design of
coach education. With the added ability to make use of the PSOs and their collective workforce,
there is room for some flexibility in program delivery as well as expanded opportunity for formal
learning for Canadian coaches.
With the RC organization positioned as the most powerful driver of the PD system in
rugby, the learning opportunities that could create reinforcing loops and, therefore, positively
affect stakeholders are exponential (Senge, 2006). One suggestion to underscore awareness is
continued, scheduled, and consistent use of all of RC’s social media feeds and the regular email
newsletter to promote not only awareness of upcoming PD, but also to explicitly link each
opportunity to a value of PD points. Coaches are able to check their PD points online on the
CAC’s (n.d.-a) the Locker database, but points are not sent directly to coaches. In other words,
coaches must seek out the information rather than the information going directly to them.
Currently, Community Initiation/WR Level 1 rugby coaches are not required to accrue PD
points; herein there is opportunity to leverage awareness of PD points by sending an annual or
biannual update to each one of these coaches via email to let them know about the PD points
opportunities in their area that have run and will be running in the future as well as the PD points
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they would have been awarded for the PD they did attend. These emails could be sent to
Introduction to Competition/WR Level 2 trained or certified coaches as well to clearly track their
PD point accrual progress.
Formal course registration processes are time consuming and difficult to navigate,
particularly for those coaches who may not be fully comfortable with technology. Although RC
has the ability to change and streamline this process, a complete website redesign is expensive
and takes time to develop and implement. Potential integration with the WR system may also
help to expedite course registration processes; however, these connections may be impossible
due to interface and learning management system data programming.
As well, an integrated online calendar downloadable from the RC training and education
website would be helpful. This would enable coaches to subscribe to calendar events in specific
regions with the data then populated directly to their digital calendars, complete with timely
reminders ahead of scheduled dates, which may also enhance awareness. The regular course
learning calendar which resides on the training and education website could also be integrated or
linked with other coaching clinics on that calendar from acceptable organizations and then would
function as a one-stop shop for coaching PD offerings.
Another aspect of this recommendation includes messaging directly to clubs interested in
organizing PD. Clubs are an integral and powerful part of the Canadian rugby system. At
present, all PD is organized and implemented by PSOs and is a large task for organizations that,
albeit ready and willing, are often understaffed for the necessary workload for coach PD. The
creation of a guide that details how to organize PD from and for the club level may facilitate
more formal or nonformal learning opportunities for all. It may also allow for leverage of local

RUGBY COACH PROFESSIONAL DEVELOPMENT

111

knowledge to be shared in a more formal setting. This guide could clarify the steps needed for
the PD to be acceptable for the MOC process. The current training and education workforce
connected with PSO representation could make this happen in a relatively quick and smooth
timeframe.
The generation of excitement, achievement, and hype around PD are also important
messages for clubs and other stakeholders to receive. As such, the use of social media to
continually inform the rugby community not only of upcoming NCCP clinics but also of other
events supporting coaching and coaches is highly important. A schedule with target times and
content ideas for continued curation focused on the coaching community is necessary through
social media. Although this sounds straightforward, a challenge lies within, as RC will
continually need to partner with PSOs and other entities that support coach PD across Canada.
Finally, RC will need to use this awareness of PD to create urgency for change by
helping drive people from their rigid or inactive comfort zones and into their zone of optimal
learning (Kotter, 2007). As one survey participant (S8) stated,
Coach development is a huge task. By leveraging a relatively complicated professional
development points accumulation process, and thereby focusing on the small number of
coaches who are committed to professional development and certification progression,
we might be missing the true opportunity. Most coaches become contented in their
circumstances and will not seek to challenge themselves out from her comfort zone. Our
challenge as a rugby community is to engage the school and club coaches in such a way
that they see RC's involvement as a value add, that they have more than a once every
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couple of years opportunity to see a resource, so that they rise up to match RC's
commitment with their own.
Awareness is the precursor to change and the leadership required to show commitment to
continued change (Bass & Avolio, 1994). This is true even when the task becomes particularly
difficult and requires the qualities of a transformational leader in an organization as extensive as
RC (Bass & Avolio, 1994).
Recommendation 3: Focus on increasing learning options from within RC’s training
and education workforce, expanding sources outside of rugby specific certification, and
creating new knowledge tools. Learning options for coaches are vitally important and require
focus on all three areas of learning: formal, informal, and nonformal (Nelson et al., 2006).
Learning options and supports for rugby coaches can be expanded by RC and other organizations
to allow for more choice and opportunity to the learners, thereby bringing a wider breadth of
knowledge to the individual’s coaching context.
In the formal area, coach developers can be tasked to build a 12-month learning plan with
every course participant at the conclusion of each course (including the Community
Initiation/Level 1). Coach developers could also directly show the relevant parts of the RC
training and education website so that coaches are aware of the small yet applicable online
resource area. The existing RC training and education workforce could be further leveraged to
provide continued opportunities to support learning in nonformal modes. This could be
envisioned as a supported, nonformal mentoring (Bloom, 2013) program for identified coaches,
or for communities of practice (Culver & Trudel, 2008) in regions that have willing and able
leadership. Survey respondents and interviewees often mentioned mentoring as a desirable
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option to support coach learning. Information stemming from RC regarding a formal mentoring
program may help to ameliorate concerns such as the following: “There’s some kind of national
mentorship program but that’s only for a couple people” (S146). Finally, informal learning could
also be supported in an online environment by coach developers who are part of the training and
education workforce and other RC vetted members (see Recommendation 1).
Pilot projects supporting mentoring and communities of practice should be completed in
environments with members of the education workforce or RC professional staff who have
expertise in one area or the other. Beginning with the current NCCP Competition
Development/WR Level 3 participants, a best practices for mentoring handbook could be created
as well as a list of common difficulties to avoid in a mentoring relationship. This could further
inform the viability of mentoring relationships (Bloom, 2013) sought out and actively supported
in a formal manner by RC. Additionally, one or two community of practice pilot projects within
a club (to ensure close geographical connection and potential in-person meeting opportunities)
should be formally supported by RC with cocreated vision and goals for the group to be
evaluated after a full season of implementation (Culver & Trudel, 2008).
In comparison to other NSOs across Canada, RC offers many PD opportunities
(P. Hunter, personal communication, June 28, 2018). Given that a smaller NSO has fewer
resources, reaching outside rugby and into the rest of the Canadian sport system is pertinent and
realistic. Already, RC approves many resources developed and delivered PD courses by
multisport organizations in different provinces and territories. There is opportunity to recognize
further PD by reaching out to other organizations like the Canadian Sport Institutes and to noted
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coaching researchers or practitioners. In fact, RC has already begun using webinars for exactly
this purpose to allow for several PD sessions facilitated by coaches from outside Canada.
New knowledge tools like seasonal plans, practice session plans, or even recommended
strength and conditioning progressions to integrate by context could also be developed and then
shared by RC. There are several ways to develop these tools. One option is RC could hire a
development team to complete tools with a research-based support component. A second option
is for RC to issue a call to coaches to submit already completed tools that could be combined or
otherwise altered and integrated with research-based evidence for a best practice tool to be
shared with coaches. A third option is to identify previously available tools and to customize
them for rugby coaches’ use. Examples of these existing tools are the lists and tools available in
Gilbert’s (2017) book, Coaching Better Every Season. If WR or other countries have these tools
available, they may be willing to share them with RC, who can then pass them on to Canadian
rugby coaches. These practical tools, which can model the expectations of future NCCP training,
could also represent an iota of immediate magnanimity with the coaching community since some
plans or suggestions of specific actions may encourage straightforward and worthwhile solutions
for common coaching dilemmas.
Recommendation 4: Ensure the “what” and “how” of coaching are explicitly
addressed in formal and nonformal learning. Firstly, explicit labelling of the process of
coaching is required to ensure the understanding of two significant aspects of the coaching
process. Currently, there is a disconnect between what coaches want and what coaches need as a
part of their formal learning. Many coaches who took part in the survey wanted more tactical and
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technical information (drills and skills) and were, therefore, focused on the “what” of coaching.
Coach I32 said,
The analogy I've used when speaking with other people about this is a cooking class. As a
beginner coach of inexperienced players, I don't need a master chef teaching me the
principles behind blending savoury and sweet in a dish. I need a home-economics course
that gives me a sample meal plan, a shopping list, and some simple go-to recipes I can
cook on short notice with whatever's in the fridge. That's the reality of coaching for most
of us outside of the larger clubs, where we're racing to get to the pitch after work, with
little prep time and no idea who/how many players will show up.
Coaches who took part in both the survey and interview echoed this sentiment. However, the
vast majority of the coaching research points to the relative importance of the “how” of coaching
(Côté & Gilbert, 2009; Turnnidge & Côté, 2017), the relationships between coach and athlete
and the process of practice using athlete-centred methods like TGFU and question-based
coaching among others.
Currently, the rugby-specific curriculum includes such process methods, yet there is a
depth of connection and understanding missing for the coaches who take the courses and from
the coach developers who facilitate them. Right now, it seems that the coach developers know
and understand the “how” process and why it is important, yet this understanding is not clearly
imparted on the coaches before leaving the formal learning environment. The formal learning
process must include an explicit link between the “what” and “how” for coaches so that it
becomes embedded in the lexicon of the coaching process in Canada. There is an urgent need to
make these two learning and coaching points explicit and part of common vocabulary across the
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country. Inclusion in the next version of the National Key Themes (RC, 2016a) document could
reduce the rift between both approaches and even take steps to clearly identify the strengths and
optimal use of both practices. As well, this could be continued in the online repository and the
labels of “what” and “how” then perpetuated by the coach developers and workforce who
moderate the future site or forum.
In continued and nonformal PD, the “how” can also be highlighted as part of the event.
For instance, the webinar from May 2017 entitled, Movement Fundamentals: Developing Skills
for Rugby (RC, n.d.-b) could also have been subtitled “How to Develop Fundamental Skills for
Rugby.” Subsequent PD could also be subtitled with a “what” or “how” denominator.
Further to this “what” versus “how” idea is the delineation of exactly what PD coaches
can earn. There is a golden opportunity to create categories within PD to encourage earning PD
points with both a “what” and “how” focus. Currently, the NCCP system on the Locker (CAC,
n.d.-a) simply tracks PD points, and all points are considered equal. For instance, these two
categories could be created with the opportunity to add other classifications in future 5-year
earning cycles if RC or CAC saw fit to do so. The category system would ensure that coaches are
learning both the “what” and the “how” outside of the two main courses, the NCCP Community
Initiation/WR Level 1 and the NCCP Introduction to Competition/WR Level 2 that coaches need
at minimum.
Using the DSRP framework (Cabrera & Cabrera, 2015), a distinction can be made
between both of these ideas in coaching. The system that regulates PD points can, therefore,
categorize which part of the PD points system these points fall under. The relationship of the
“how” to the “what” of coaching are the parts to the whole of PD in rugby coaching. Finally, the
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use of these categories also allows for focus on perspective in the DSRP framework (Cabrera &
Cabrera, 2015). Perspective specifically addresses the use of mental models in systems (Cabrera
& Cabrera, 2015). Currently, the mental model of many Canadian coaches is focused on
accruing the “what” or the technical and tactical aspects of coaching. As a coaching organization,
RC has a responsibility to educate coaches and to expand or change their mental models through
helping to change their behavior (Michie et al., 2011). The path to achievement can be trodden
only by beginning with these explicit characterizations in Canadian rugby coaching.
Organizational Implications
Throughout the inquiry I engaged with the organizational sponsor and with the support of
my inquiry team. Unfortunately, my organizational sponsor and I do not live in the same city;
however, I was able to stay connected via email, text message, and phone. My organizational
sponsor is also my supervisor when I work as a WR Trainer or NCCP coach developer in the
rugby-specific context, and we have worked together on various tasks in the past. During this
inquiry, and with the support of my sponsor, I was able to apply my experience within rugby and
in multisport coaching organizations, the CAC, and RC to align the recommendations to align
with contextually specific and research-based change initiatives and processes. The members of
my inquiry team, each with their own substantial and in-depth knowledge area, also aided in
understanding the logistical imperatives in every area. In each phase of the inquiry, my sponsor
provided support, suggestions, and feedback to enhance the final outcome presented here.
Organizational implications for RC are wide-ranging due to organization’s
responsibilities and connection to all Canadian stakeholders in rugby from coast to coast. The
recommendations above ensure creative and evidence-based solutions to some of the problems
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identified by this inquiry. Although mainly focused on RC, stakeholders must also intentionally
choose to engage in the MOC process and in coach learning for the process to function
effectively. In order to assist and engage stakeholders in the PD process, RC (and other
organizations) must provide clear and evident organizational support for coaches to participate in
the MOC process. There remain limitations for RC particularly in the area of finances, with
much of the balance of RC’s budget temporarily restrained while waiting for the results of the
November NSMT qualification repêchage matches for the 2019 Rugby World Cup. Qualification
for this tournament would mean continuous funding from WR for RC programming; failure
could cause extreme difficulty, yet will not render these recommendations entirely fruitless.
Immediate or future budget alternations could accelerate or delay implementation timelines or
effect scale or reach of change projects.
A change process is rooted in readiness and urgency of the organization and the people
within it (Armenakis et al., 1993). The continuum between these two factors creates the context
that may influence the success of the desired change. As well, Kotter’s (2007) explanation of the
required steps to a successful change process suggests the establishment of a sense of urgency
and encourages a pessimistic outlook to predict how quickly people within the organization may
change. This is applicable to RC’s change process, as coaches may be wary of change without a
sense of readiness to supplement the urgency of the process. The two concepts are mutually
inclusive and should be considered an important first step. The entirety of the transformation
process could be applied, including the formation of a powerful guiding coalition, the creation of
a vision for coach education, communication of that vision, empowerment of others in RC to act
on the vision, the creation of short-term wins, consolidation of improvements to produce
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continued positive change, and the institutionalization of the approaches utilized in the change
process (Kotter, 2007). This process will require transformational leadership (Barling et al.,
2008; Turnnidge & Côté, 2017) over a period of time that may stretch into several years (Kotter,
2007) or possibly the length of the entire next MOC period.
Canadian rugby coaches care and take pride in the culture of rugby and therefore feel a
unique connection to the sport. Culture, supported by RC and WR values, is an incredibly
valuable asset on which to build. However, RC must be mindful of pushing the cultural
boundaries too hard or too fast, as when cultural evolution is required, a threat to the group’s
assumptions or mental models of their culture causes them to quickly lose the ability to function
effectually (Schein, 2004). Mindfulness and continued dialogue is required to implement these
suggested changes in the rugby community.
Steps toward ensuring quality assurance from an RC perspective are addressed here
through meeting coaches’ perceived needs and also by supporting evidence-based coaching
development. Unfortunately, this study affirmed that what coaches in Canada want in PD is not
always what they need. There is a fine balance which RC must strike in providing value for
coaches while ensuring effective learning and coaching practice over the long term. As well, the
Training and Education workforce in Canada must continue to be supported and prepared as
expectations and best-practices shift and diversify in formal and nonformal learning. These
recommendations aim to support this balance while widening the base of support for such change
initiatives. Quality assurance still requires financial support and RC is in a tenuous position at
present with respect to those resources.
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A further implication for RC is the continued management of the partnerships between
the PSOs and the clubs that maintain a massive amount of influence on rugby in Canada. The
connection between all the entities responsible for PD for rugby coaches will influence the
direction of coaching education in the future, and, with evidence-based practice, RC can continue
to integrate best practices into PD as often as possible. While these recommendations support
partnerships, they also allow RC to connect directly to the source of their entreaties, the coach.
Direct connections, both online and in person, allow for more quality and quantity exchange
between RC and the coach and vice versa. In turn, continued connections with coaches across the
country should be able to drive future decisions to support ongoing and specific coach learning
in the PD process and in the MOC process in general.
Continued connections between RC, CAC, WR, and other organizations willing to share
coach development strategies are necessary to sustain positive change within the PD points and
MOC process. These national and international entities can help manage financial pressures
experienced by RC through shared resources for coach PD and the continued refinement of
tracking processes for the MOC. In fact, RC may be the prime NSO to pilot test alterations to the
Locker (CAC, n.d.-a) system for a categorized earning process that could be shared with other
NSOs to enhance their MOC process as well. The strong partnership with WR can continue to
drive change to course content through the integration of research-based evidence, regular course
review, rewriting and pilot testing, and application to coach learning processes as Canadian
coaches earn dual credit on courses.
Additionally, following Kotter’s (2017) advice, RC must continue to drive the change
process in coaching education in Canada for Canadian rugby coaches. Paul Hunter, Manager of
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Coach Development and sponsor of this inquiry, has the transformational leadership qualities to
spearhead this initiative and a willingness to implement these changes. There is also an active
training and education workforce to call upon throughout the implementation process and is
responsive to transformational learning and leadership practices (Mezirow, 1997; Senge, 2006).
Limitations are present, yet, over time, these recommendations can help to project rugby coach
learning and PD in Canada to greater heights. Perhaps most importantly, Paul understands that
change is necessary and supports an evidence-based approach.
Actions must be conveyed clearly and succinctly to the membership. This not only
includes PD and the MOC, but may also encompass the addition of more informal learning
opportunities for inclusion in the assessment for, as, and of coaching development. This will
require human and financial resources, and continued creativity to apply research-based practices
to coach education. It is also imperative to continue with the course revision schedule supporting
the NCCP and WR formal course curricula to include the most recent and most effective
research. The continued positive culture surrounding the game in Canada may offer a positive
starting or support point for these changes, particularly if RC can parlay small wins into
sustained success to support a change process.
This inquiry and the information gleaned in support of this final thesis serves to support
previous literature on coach learning and continued PD. However, some results of the inquiry are
not original, as they similarly proved the past research on coach learning and approaches to PD.
Confirmation of several aspects of the behaviour change model (i.e., the COM-B framework)
that involves capability, opportunity, and motivation and results in personal change (Michie et
al., 2011) generated from this study. For example, coaches were largely unaware of the MOC
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process and related accumulation of PD points, indicating a lack of capability. Coaches simply
cannot complete actions if they are unaware how to accomplish them or are uninformed that
measures of these actions even exist. Coaches lamented the lack of perceived convenient access
to learning and PD opportunities, clearly and logistically well supported by each organization
responsible for arranging the details of each formal or nonformal learning event. Finally, coaches
are motivated since this study showed 94% of coaches found PD to be important, and coaches
stated they are clearly interested in PD. Findings from this inquiry also supported past research in
the rather broad area of coaching knowledge acquisition (Erickson et al., 2007; Evans et al.,
2015; Lara-Bercial & Mallet, 2016; Stoszkowski & Collins, 2016; Werthner & Trudel, 2009).
Similar to the research from Gilbert (2017), Gilbert and Trudel (2013), and Mallet et al. (2009),
coaches reported broad support for using the actions promoting personal reflection in the
learning process. As well, purpose for learning was important for coaches, similar to the work of
Erickson et al. (2008) and Nelson et al. (2013). Corroboration of research does solidify and
affirm past research; consequently, this thesis adds continued support for acceptance and use of
PD for Canadian rugby coaches and for coaches the world over.
Novel discoveries from this study result from the participant base, as it is the first
completion of a large-scale survey of trained or certified Canadian rugby coaches. This research
is also one of the few extensive studies with comprehensive numbers of NCCP trained coaches
responding with a sizable participant group, with other similar inquiries being conducted by
Misener and Danylchuk (2009) and Rodgers et al. (2007). The study is the largest with NCCP
trained coaches in one particular sport. Results from this study showed specifically that rugby
coaches were predominantly unaware of the current NCCP PD points accumulation and MOC
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processes. Another similar finding was that rugby coaches believe organizational support for PD
to be unclear and neither timely nor effective. Only half of the coaches said they were
meaningfully involved in PD, which indicates that fully half of the Canadian rugby coach
community is not engaged in PD in a manner that supports growth and development. Also,
coaches did not perceive their rugby club’s culture to understand the MOC process, yet just over
half found their clubs to be personally supportive of their own individual PD and to place
importance on coach learning as a significant cultural part of the association. Finally, two thirds
of the Canadian rugby coaches surveyed preferred active coaching sessions for PD. Although
some of these conclusions are similar to other coaching research, they are notable due to the fact
that they are focused only on rugby coaches in Canada, whereas many coaching studies
examined coaches from a variety of sport backgrounds and were not solely focused on
Canadians.
Further application of this new knowledge is possible in other Canadian NSOs that face
similar coach education challenges in their respective sports. As well, other international rugby
NSO equivalents could also benefit from the availability of this knowledge, as it may similarly
serve these entities in the continued adoption of new policies and protocols to support rugby
coach learning and development. The agencies responsible for coach education in Canada, such
as CAC, as well as the PSOs that support CAC policy can also glean helpful information from
this report to inform future policy decisions around PD points tracking and the MOC process.
Implications for Future Inquiry
Implications for future inquiry are wide-ranging with regard to this project, as this initial
foray into the landscape of support for Canadian rugby coaches is only the inception of a wide-
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ranging possibility for continued and positive change. A similar, follow-up study on the MOC
process at the end of the next 5-year cycle could yield comparative data from Canadian rugby
coaches that may continue to inform the change process in the future. It may also continue to
support the voice of rugby coaches in Canada, an opportunity which was widely supported and
affirmed by participants during the survey method, as a country-wide survey allowed for direct
communication from coaches to RC.
This inquiry also captured other viable and potentially important information beyond the
scope of this study. Reflection for coach learning was queried in the survey and interview
process and requires a separate investigation to accurately recommend further action on how
reflection may support PD for rugby coaches and factor into the MOC process. Over half of the
survey participants said they took part in some form of reflection in their PD opportunities and
outside of PD. A plethora of information on coach reflection is available in current research and
in-depth study of this area may benefit RC and coaches. This area is ripe for continued research
to support growth and learning in Canadian rugby coaches.
This research also informed additional questions beyond the research process. Future
research could also address current practices supporting coach learning from other rugby NSOs
with similar challenges around the world. Given that RC is responsible for an extremely large
geographic region, attempts to support decentralization of PD in Canada may be modelled on
those of other countries.
Finally, the question of how to measure the effectiveness of PD on a scale across Canada
is a potentially fruitful research area that could inform effective changes and even drastic
improvements to the MOC system and to PD in general. At present, there is no specific and
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discrete measuring device to show definitively how rugby coach PD effects learning and,
therefore, the end result on the level of rugby coached in Canada. Opportunities for small-scale
study and then larger application beg RC and stakeholders to investigate this option further in the
future.
Thesis Summary
I devised this study to appreciatively explore the current state of PD for rugby coaches in
Canada and how the MOC process might continue to enhance learning and PD for Canadian
rugby coaches. The recommendations and organizational implications resulting from this inquiry
can serve to support broader acceptance and use of PD for certified rugby coaches in Canada in
the future.
Implementation of these recommendations will fall under the responsibility of the
National Coach Development Manager and the sponsor of this project, Paul Hunter, the
professional staff of RC, the distributed PSO leadership in the training and education
environment, and the volunteers who support these initiatives. The recommendations to RC can
be summarized briefly as follows: continue to expand and create awareness of PD and the MOC,
increase learning options within and without RC’s current capabilities in training and education,
create and mediate an online repository for coaches, and ensure the “what” and “how” of
coaching are addressed regularly to support coaches. I suggested a series of implementation ideas
in this chapter to support and accelerate the change process within RC’s organizational capacity
and further identified future inquiry ideas.
In my capacity as a member of the training and education workforce with RC, I intend to
support the implementation of these changes within my capacity and to the best of my ability. In
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order to show solidarity to my fellow Canadian rugby coaches, I also endeavour to respect and to
honour the culture of rugby and the core values within the sport while supporting renewal and
the change process in PD and the MOC process.
With continued progress in coach PD and the MOC process, RC has the potential to be
the leading Tier 2 nation and to support rugby development in Canada to a much more extensive
degree, thereby increasing performance of all stakeholders at all levels of play in this country.
Coaches’ broader acceptance and use of education tools and the PD and MOC processes
combined with knowledge of the needs and desires of Canadian rugby coaches has the
opportunity to elevate overall performance for RC over the long term.
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Appendix A: Simplified Rugby Canada Coaching Organizational Chart

Note. CEO = Chief Executive Officer; GM = General Manager; HP = High Performance.
From Paul Hunter (personal communication, July 17, 2018).
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Appendix B: Rugby Canada and Coaching Association of Canada Connection Chart

Note. CAC = Coaches Association of Canada; CEO = Chief Executive Officer; GM = General
Manager; HP = High Performance; P/TCRs = Provincial/Territorial Coaching Representatives.
From Paul Hunter (personal communication, July 17, 2018).
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RRU School of Leadership Studies
Appendix C: Action Research Engagement Model

Ac-on Research Engagement (ARE)

Engagement Readiness Cycle
2. Engaged Ac*on

Engage key stakeholders in
ac-ons of inquiry and
dialogue that generate new
data, understanding and
possibili-es about the issues.

5. Re-contextualize & Reconstruct
for Organiza*onal Change
Broader organiza-on engages to
formulates the change interven-on or
ac-on plan and ini-ates steps to
implement the plan as the next step in
the ac-on research process

3.
Reﬂec*on

4. Engage Forward

Engage stakeholders collec-vely in
dialogue on outcomes of the ac-on
inquiry and recommends strategies
for moving forward
.

1. Focus and Framing

Carry out a situa-onal analysis to
understand the organiza-onal
context and the driving forces
impac-ng on the organiza-on, the
key issues and focus of the inquiry,
and the research ques-ons.

AR Team Facilita-on

Change Ac-on Cycle
9. Re-contextualize/
& Reconstruct

8. Evaluate
Ac*on

Engage in analysis
and reﬂec-on on the
meaning of the
inquiry process and
data generated,
reframe issues and
evaluate op-ons for
further ac-on

6. Sponsor
Plans Ac*on

7. Take
Ac*on

Transi'on Zone
leadership
transfers to
organiza-on

Organiza-onal Ownership

Rowe, W. E. A., Graf, M., Agger-Gupta, N., Piggot-Irvine, E., & Harris, B. (2013). Ac-on Research Engagement: Crea-ng the Founda-ons for
Note. AR From:
= Action
Research.
Organiza-onal Change. ALARA Monograph Series (Ac-on Learning Ac-on Learning Associa-on), (Monograph No. 5). p. 20.

From Action research engagement: Creating the foundations for organizational change
(ALARA Monograph No. 5; p. 20), by W. E. A. Rowe, M. Graf, N. Agger-Gupta, E. PiggotIrvine, & B. Harris, 2013. Retrieved from https://www.researchgate.net/publication/259932785
Action_Research_Engagement_Creating_the_Foundations_for_Organizational_Change.
Reprinted with permission.
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Appendix D: Inquiry Team Agreement Letter
In partial fulfillment of the requirement for a Master of Arts in Leadership Degree at Royal
Roads University, Beth Barz (the Student), will be conducting an inquiry research study with
Rugby Canada. The Student’s credentials with Royal Roads University can be established by
calling Dr. Catherine Etmanski, Director, School of Leadership, at [telephone number] or via
email to [email address].
Inquiry Team Member Role Description
As a volunteer Inquiry Team Member assisting the Student with this project, your role may
include one or more of the following: providing advice on the relevance and wording of
questions and letters of invitation, supporting the logistics of the data-gathering methods,
including observing, assisting, or facilitating an interview or focus group, taking notes,
transcribing, or reviewing analysis of data, to assist the Student and the Rugby Canada
organizational change process. In the course of this activity, you may be privy to confidential
inquiry data.
Confidentiality of Inquiry Data
In compliance with the Royal Roads University Research Ethics Policy, under which this inquiry
project is being conducted, all personal identifiers and any other confidential information
generated or accessed by the inquiry team advisor will only be used in the performance of the
functions of this project, and must not be disclosed to anyone other than persons authorized to
receive it, both during the inquiry period and beyond it. Recorded information in all formats is
covered by this agreement. Personal identifiers include participant names, contact information,
personally identifying turns of phrase or comments, and any other personally identifying
information.
Bridging Student’s Potential or Actual Ethical Conflict
In situations where potential participants in a work setting report directly to the Student, you, as a
neutral third party with no supervisory relationship with either the Student or potential
participants, may be asked to work closely with the Student to bridge this potential or actual
conflict of interest in this study. Such requests may include asking the Inquiry Team Advisor to:
send out the letter of invitation to potential participants, receive letters/emails of interest in
participation from potential participants, independently make a selection of received participant
requests based on criteria you and the Student will have worked out previously, formalize the
logistics for the data-gathering method, including contacting the participants about the survey,
conducting the interviews (8 maximum) with the selected participants (without the Student’s
presence or knowledge of which participants were chosen) using the protocol and questions
worked out previously with the Student, and producing written transcripts of the interviews or
focus groups with all personal identifiers removed before the transcripts are brought back to the
Student for the data analysis phase of the study.
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This strategy means that potential participants with a direct reporting relationship will be assured
they can confidentially turn down the participation request from their supervisor (the Student), as
this process conceals from the Student which potential participants chose not to participate or
simply were not selected by you, the third party, because they were out of the selection criteria
range (they might have been a participant request coming after the number of participants
sought, for example, interview request number 3 where only 2 participants are sought). Inquiry
Team members asked to take on such 3rd party duties in this study will be under the direction of
the Student and will be fully briefed by the Student as to how this process will work, including
specific expectations, and the methods to be employed in conducting the elements of the inquiry
with the Student’s direct reports, and will be given every support possible by the Student, except
where such support would reveal the identities of the actual participants.
Personal information will be collected, recorded, corrected, accessed, altered, used, disclosed,
retained, secured and destroyed as directed by the Student, under direction of the Royal Roads
Academic Supervisor.
Inquiry Team Members who are uncertain whether any information they may wish to share about
the project they are working on is personal or confidential will verify this with Beth Barz, the
Student.
Statement of Informed Consent:
I have read and understand this agreement.

_____________________________
Name (Please Print)

_______________________
Signature

__________________
Date
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Appendix E: Survey Questions
1. Please choose your age category below: (radio buttons for ranges) 16-19, 20-29, 30-39, 4049, 50-59, 60-69, 70-79, 80-89
2. Please choose your gender: (radio buttons), Male, Female, Prefer not to say
3. In which province or territory do you currently live? (radio buttons)
4. What is your highest level of Rugby Certification?
5. On January 1 2014, the National Coaching Certification Program (NCCP) initiated a
"maintenance of certification" program. What is your current understanding of this process?
6. How many professional development points do you have recorded in this five-year earning
cycle (2014-2019)?
7. When is the best time for you, as a coach, to undertake professional development
opportunities?
8. When is the worst time for you, as a coach, to undertake professional development
opportunities?
9. Please list as many opportunities for professional development in rugby as you can.
10. According to your current understanding, which of the following are eligible for professional
development points?
11. Are you aware of how to access a list of your professional development points?
12. Have you ever accessed your online record of professional development points?
13. I believe professional development in rugby is important.
14. I can explain the process of accumulating Professional Development points to others.
15. I know the number of Professional Development Points required to maintain my certification.
16. I know all the options available to me to accumulate Professional Development points.
17. I think that accumulation of Professional Development points contributes to my professional
development as a coach.
18. Rugby Canada makes the Professional Development points accumulation process clear for
me.
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19. The National Certification Program (NCCP) delivered through the Coaching Association of
Canada and its partners (i.e., Rugby Canada, provincial and territorial multi-sport
organizations) makes the Professional Development points accumulation process clear for
me.
20. I am satisfied with the costs related to Professional Development in rugby coaching.
21. I am satisfied with the timing of when coaching courses for Professional Development are
offered during the week.
22. I am satisfied with the timing of when coaching courses for Professional Development are
offered during the year.
23. My rugby club understands the Professional Development maintenance of certification
process.
24. My rugby club supports my personal Professional Development process.
25. My rugby club supports my personal Professional Development process.
26. I am meaningfully involved in Professional Development for rugby coaching.
27. I spend time reflecting (for example, by thinking, journaling, speaking with others) on my
professional development opportunities.
28. I enjoy attending Professional Development events.
29. I rely on coaching Professional Development courses to give me the information I need about
coaching.
30. I prefer active coaching activities over classroom lectures during Professional Development
opportunities.
31. I consider myself invested in Professional Development for rugby coaching.
32. My provincial sport organization supports Professional Development by offering
Professional Development opportunities.
33. Communication regarding Professional Development opportunities is shared in a timely and
effective manner.
34. I am interested in the Professional Development coaching opportunities that are currently
offered.
35. I spend time reflecting on my own learning process outside Professional Development
opportunities for rugby coaches.
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36. Is there any other commentary which you would like to share in support of Professional
Development for rugby coaches in Canada?
37. If you would consider being contacted for a follow-up interview, please provide your contact
information below:
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Appendix F: Letter of Invitation to Survey Participants
Fostering Professional Development of Canadian Rugby Coaches
Dear [Prospective Participant],
My name is Beth Barz, and this research project is part of the requirement for a Master of Arts in
Leadership degree at Royal Roads University. My credentials with Royal Roads University can
be established by contacting Dr. Catherine Etmanski, Director, School of Leadership Studies:
[email address] or [telephone number].
Purpose of the study and sponsoring organization
The purpose of my research is to further understand the continued professional development
(PD) and learning practices of all National Coaching Certification Program (NCCP) trained or
certified rugby coaches in Canada. This inquiry will attempt to engage all NCCP trained rugby
coaches in how they know and understand professional development within the current Coaches
Association of Canada (CAC) recertification model and will use the following question to
support this inquiry: how can Rugby Canada foster professional development for its certified
coaches? Paul Hunter, Manager of National Coach Development, is my sponsor for this project
and we are working together to support a change goal of finding and implementing the best
principles to support continued professional development in the recently introduced NCCP PD
recertification program.
Your participation and how information will be collected
The research will consist of an online survey which will take approximately 6-10 minutes of
your time to complete. The anticipated questions focus on the NCCP PD points accumulation
and maintenance of certification process.
Benefits and risks to participation
I hope you will choose to participate because the benefits outweigh the risks. The largest benefit
is that all Canadian rugby coaches could potentially use professional development to continue
their journey of self-learning and betterment of their teams and individual athletes. There are
minimal risks to your participation as anonymity will be continued before, during and after the
process is complete. I will store interview information in a secure location and will destroy it
within one year upon completion of the research. If you choose to participate, details are
provided here for your free, ongoing and informed consent to this research.
Inquiry team
My inquiry team will be made up of three individuals who will assist me throughout the project.
(insert name upon confirmation) will be assisting me in organizing the survey, the data collection
and any follow up decisions to inform the next steps of the research process. Kauri Lafontaine
who is the Administrator in charge of Coach Development at Rugby Canada will also assist with
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logistics and communication. Finally, (insert names upon confirmation) will provide expert
advice and rugby specific challenges to the research process during the inquiry.
Real or Perceived Conflict of Interest
Your choice to contribute or not in an interview will have no bearing on your role as a trained or
certified rugby coach in Canada. I disclose this information here so that you can make a fully
informed decision on whether or not to participate in this study.
Confidentiality, security of data, and retention period
I will work to protect your privacy throughout this study. All information I collect will be
maintained in confidence with hard copies (e.g., consent forms) stored in a filing cabinet in my
home office. Electronic data (such as transcripts or audio files) will be stored on a password
protected computer. Information which is recorded in hand-written format will be summarized in
anonymous format, in the body of the final report. At no time will any specific comments be
attributed to any individual unless specific agreement has been obtained beforehand. All
documentation will be kept strictly confidential. I will keep the raw data from the survey until
the final report is submitted and then I will shred the hand-written documents and delete the
audio files. Any person who decides to withdraw at any point up until the survey is completed
via the submit button will be able to withdraw information they offered. It will be destroyed and
not used in this research project.
Sharing results
In addition to submitting my final report to Royal Roads University in partial fulfillment for a
Masters in Leadership, I will also be sharing my research findings with Paul Hunter and any of
the participants who wish to see the results. Participants may request a copy of the executive
summary by emailing or otherwise contacting the Student. This report will be summarized in a
PowerPoint presentation and handout for use and distribution by Rugby Canada and the
Coaching Association of Canada. I may also use the data and recommendations for publishing a
journal article or for teaching purposes. Copies outside of participants will be made available
upon request and will be categorized on the online, Canadian thesis portal. The portal can be
found at https://www.bac-lac.gc.ca/eng/services/theses/Pages/theses-canada.aspx.
Procedure for withdrawing from the study
If at any time up until data analysis, which will happen early January, a participant chooses to
withdraw from the study please contact Beth Barz at [email address] or [telephone number].
Once data analysis has occurred, it will not be possible to remove you from the inquiry.
You are not required to participate in this research project. By replying directly to the e-mail
request for participation you indicate that you have read and understand the information above
and give your free and informed consent to participate in this project.
Please keep a copy of this information letter for your records.
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Appendix G: Email Script and Focused Interview Questions
Header: Professional Development for Canadian Rugby Coaches Follow Up Interview
Hello there!
This is an email to connect with you after your completion of the Professional Development for
Canadian Rugby Coaches survey. On the last question, you indicated that you would consider
being contacted for a follow-up interview.
Due to the large number of respondents who also expressed an interest in being contacted for a
follow-up interview, I have decided to attempt to connect with all who indicated interest via an
email interview with further questions.
By responding to this email, you agree that you are over the age of 19 and have read the
information letter [website link]. Your response states that you are giving your voluntary and
informed consent to participate in this project.
The following questions have been generated from the survey data. Please answer with as much
or as little detail as you prefer. There may be a follow up email returned to you to further
examine the answer(s) you provide.
Please cut and paste these questions into your response:
See focused questions below in six target areas.
Thank you for your continued interest and contribution to rugby in Canada,
With kind regards,
Beth
Focused questions for six target areas below:
Cost
1. How does cost of PD influence you?
2. Give an example of an experience that provided the best value for your money.
3. How can we provide lasting support for coach professional development?
Time
1. How does time effect your involvement in PD?
2. Give an example of an experience that provided the best value for your time.
3. How can we ensure that PD programs have lasting benefits for coaches and athletes?
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Club
1. How is your club involved in your PD?
2. What does your club do to support your professional development as a coach?
3. How do other coaches in your club feel about the club's support for PD?
PSO
1. How can your PSO best support your PD?
2. Share an example of your PSO providing a positive PD experience.
3. Explain what the best possible PD program might look like as delivered by your PSO.
Sources of Knowledge
1. Where do you learn about rugby coaching?
2. Where do other coaches learn about rugby coaching?
3. Please tell me about the best rugby PD you have ever done.
Reflection
1. What does reflection mean for you as a coach?
2. How do others reflect on their own coaching development?
3. Give an example of how you used powerful reflection to help your coaching.
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Appendix H: Informed Consent Form for Survey
By signing this form or clicking on this form, you agree that you are over the age of 19 and have
read the information letter for this study. Your signature states that you are giving your voluntary
and informed consent to participate in this project. You may withdraw at any time, however, and
completed information in the survey cannot be removed once you have submitted.
I consent to the collection of data from the survey.
I commit to respect the confidential nature of the survey by not sharing identifying
information about the other participants.

Name: (Please Print): __________________________________________________

Signed: _____________________________________________________________

Date: ______________________________________________
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Appendix I: Letter of Invitation to Interview Participants
Fostering Professional Development of Canadian Rugby Coaches
Dear [Prospective Participant],
My name is Beth Barz, and this research project is part of the requirement for a Master of Arts in
Leadership degree at Royal Roads University. My credentials with Royal Roads University can
be established by contacting Dr. Catherine Etmanski, Director, School of Leadership Studies:
[email address] or [telephone number].
Purpose of the study and sponsoring organization
The purpose of my research is to further understand the continued professional development
(PD) and learning practices of all National Coaching Certification Program (NCCP) trained or
certified rugby coaches in Canada. This inquiry will attempt to engage all NCCP trained rugby
coaches in how they know and understand professional development within the current Coaches
Association of Canada (CAC) recertification model and will use the following question to
support this inquiry: how can Rugby Canada foster professional development for its certified
coaches? Paul Hunter, Manager of National Coach Development, is my sponsor for this project
and we are working together to support a change goal of finding and implementing the best
principles to support continued professional development in the recently introduced NCCP PD
recertification program.
Your participation and how information will be collected
The research will consist of a series of one-on-one interviews lasting approximately 60-90
minutes. The anticipated questions are divided in to six categories, only one of which you will be
asked to complete:
Cost
1. How does cost of PD influence you?
2. Give an example of an experience that provided the best value for your money.
3. How can we provide lasting support for coach professional development?
Time
1. How does time effect your involvement in PD?
2. Give an example of an experience that provided the best value for your time.
3. How can we ensure that PD programs have lasting benefits for coaches and athletes?
Club
1. How is your club involved in your PD?
2. What does your club do to support your professional development as a coach?
3. How do other coaches in your club feel about the club's support for PD?
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PSO
1. How can your PSO best support your PD?
2. Share an example of your PSO providing a positive PD experience.
3. Explain what the best possible PD program might look like as delivered by your PSO.
Sources of Knowledge
1. Where do you learn about rugby coaching?
2. Where do other coaches learn about rugby coaching?
3. Please tell me about the best rugby PD you have ever done.
Reflection
1. What does reflection mean for you as a coach?
2. How do others reflect on their own coaching development?
3. Give an example of how you used powerful reflection to help your coaching.
Benefits and risks to participation
I hope you will choose to participate because the benefits outweigh the risks. The largest benefit
is that all Canadian rugby coaches could potentially use professional development to continue
their journey of self-learning and betterment of their teams and individual athletes. There are
minimal risks to your participation since the interviews will take place via video call and there
will be continued anonymity before, during, and after the process is complete. I will store
interview information in a secure location and will destroy it one year after completion of the
research. If you choose to participate, details are provided here for your free, ongoing and
informed consent to this research.
Inquiry team
My inquiry team will be made up of three individuals who will assist me throughout the project.
(insert name upon confirmation) will be assisting me in organizing the survey, the data collection
and any follow up decisions to inform the next steps of the research process. Jessica Novis who
is the Administrator in charge of Coach Development at Rugby Canada will also assist with
logistics and communication. Finally, Neale Gillespie, Senior Coaching Consultant, Coaching
Association of Canada; Jackie Tittley, Coaching Consultant, Coaching Association of Canada;
Sean McDonaugh, graduate of RRU and World Rugby Master Trainer and Jennifer Turnnidge,
post-doctoral student at Queen’s University in coaching leadership will provide expert advice
and rugby specific challenges to the research process during the inquiry.
Real or Perceived Conflict of Interest
Your choice to contribute or not in an interview will have no bearing on your role as a trained or
certified rugby coach in Canada. I disclose this information here so that you can make a fully
informed decision on whether or not to participate in this study.
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Confidentiality, security of data, and retention period
I will work to protect your privacy throughout this study. All information I collect will be
maintained in confidence with hard copies (e.g., consent forms) stored in a filing cabinet in my
home office. Electronic data (such as transcripts or audio files) will be stored on a password
protected computer. Information which is recorded in hand-written format will be summarized in
anonymous format, in the body of the final report. At no time will any specific comments be
attributed to any individual unless specific agreement has been obtained beforehand. All
documentation will be kept strictly confidential. I will keep the raw data from the interview until
the final report is submitted and then I will shred the hand-written documents and delete the
audio files. Any person who decides to withdraw will be able to withdraw information they
offered. It will be destroyed and not used in this research project.
Sharing results
In addition to submitting my final report to Royal Roads University in partial fulfillment for a
Masters in Leadership, I will also be sharing my research findings with Paul Hunter and any of
the participants who wish to see the results. This report will be summarized in a PowerPoint
presentation and handout for use and distribution by Rugby Canada and the Coaching
Association of Canada. I may also use the data and recommendations for publishing a journal
article or for teaching purposes. Copies outside of participants will be made available upon
request and will be categorized on the online, Canadian thesis portal. The portal can be found at
https://www.bac-lac.gc.ca/eng/services/theses/Pages/theses-canada.aspx.
Procedure for withdrawing from the study
If at any time up until data analysis, which will happen early January, a participant chooses to
withdraw from the study please contact Beth Barz at [email address] or [telephone number].
Once data analysis has occurred, it will not be possible to remove you from the inquiry.
You are not required to participate in this research project. By replying directly to the e-mail
request for participation you indicate that you have read and understand the information above
and give your free and informed consent to participate in this project.
Please keep a copy of this information letter for your records.
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Appendix J: Informed Consent Form for Interview
By signing this form or clicking on this form, you agree that you are over the age of 19 and have
read the information letter for this study. Your signature states that you are giving your voluntary
and informed consent to participate in this project.
I consent to the video and audio recording of the interview.

Name: (Please Print): __________________________________________________

Signed: _____________________________________________________________

Date: ______________________________________________
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Appendix K: Email Reminder for Survey
Hello there!
This is a follow up email to the one sent last weekend. We would really love to get your
feedback for this professional development project so we are trying again to send the three
questions at the bottom of this email for your response which should take no longer than five
minutes.
This is an email to connect with you after your completion of the Professional Development for
Canadian Rugby Coaches survey. On the last question, you indicated that you would consider
being contacted for a follow-up interview.
Due to the large number of respondents who also expressed an interest in being contacted for a
follow-up interview, I have decided to attempt to connect with all who indicated interest via an
email interview with further questions.
By responding to this email, you agree that you are over the age of 19 and have read the
information letter for this study. Your response states that you are giving your voluntary and
informed consent to participate in this project.
The following questions have been generated from the survey data. Please answer with as much
or as little detail as you prefer. There may be a follow up email returned to you to further
examine the answer(s) you provide.
Please cut and paste these questions into your response:
Cost
1. How does cost of PD influence you?
2. Give an example of an experience that provided the best value for your money.
3. How can we provide lasting support for coach professional development?
Time
1. How does time effect your involvement in PD?
2. Give an example of an experience that provided the best value for your time.
3. How can we ensure that PD programs have lasting benefits for coaches and athletes?
Club
1. How is your club involved in your PD?
2. What does your club do to support your professional development as a coach?
3. How do other coaches in your club feel about the club's support for PD?
PSO
1. How can your PSO best support your PD?
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2. Share an example of your PSO providing a positive PD experience.
3. Explain what the best possible PD program might look like as delivered by your PSO.
Sources of Knowledge
1. Where do you learn about rugby coaching?
2. Where do other coaches learn about rugby coaching?
3. Please tell me about the best rugby PD you have ever done.
Reflection
1. What does reflection mean for you as a coach?
2. How do others reflect on their own coaching development?
3. Give an example of how you used powerful reflection to help your coaching.

Thank you for your continued interest and contribution to rugby in Canada,
With kind regards,
Beth
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