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Abstract

The analysis of coaching behavior provides a means to
categorize and describe behavior emitted by a coach during
practice sessions and to help the coach better understand
what he is doing. The purposes of the study wvere to develop
and validate a Mandarin Coaching Behaviocr Observational
System (MCBOS) appropriate for describing Chinese coaching
behaviors.

Coaching Behavior Observational System {CBOS) developed
by Smith (1978) was taken as the starting point for the
development of the MCBOS. comprehensive analysis of the CBOS
and of some other 39 published systems was carried out both
at theoretical level and in actual analysis of coaching
sessions of video recorded coaching sessions to generate
tentative categories and ground rules of the MCBOS.

The data used for validation of the tentative
categories of MCBOS were collected directly from actual
chinese coaching sessions. Seven Mandarin experts offered
their opinion to validate the system.

As a result of the study a twelve-category system a
long with thirteen ground rules for using the system in a
systematic manner was identified.
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CHAPTER I
STATEMENT OF THE PROBLEM
Introduction

One important element of any sporting environment is,
with little doubt, the coaches. They play a key role in
improving the quality of the experience offered to sport
participants. Ryan (1981) states that:

Any effort to understand sport psychology must involve
the athietic coach. The coach has become a gigantic

figure in the sports world. He is, in fact, so central
to athletics that we must understand him before we can

understand athletics. (p. 82)

It is often the case, in the actual coaching and
learning process, that many coaches, regardless of the level
of coaching, bring with them their own experiences gained as
an athlete. They tend to coach as they were coached during
their playing career. As Darst, Langsdorf, Richardson, and

Krahenbuhl (1981) pointed out:

In many cases [of coaching], it appears that
potentially helpful information has been ignored. This
includes information about: the needs, interests and
characteristics of the participant, information of
learning theories for instructional practice,
application of current research to teaching or
coaching, variables that affect the teaching learning
process, and specific behaviors that are used by

successful coaches. (p. 13)

Coaching is educational in nature and focuses on the
development of competence, and for some, the pursuit of
excellence. Teaching is the process of helping the learners
to acquire a body of new knowledge, new physical skills or
techniques, and new attitudes. And coaching is a special
form of teaching (Smith, 1978; Ryan, 1981). Keller (1982)
states that to realize fully what coaching includes, three
areas of learning must be clearly understood: (a) that the
attainment of knowledge involves obtaining and organizing
information essential in arriving at an understanding that
can be applied; (b) that fixed associations, stimulus-
response patterns, make up a significant proportion of the
outcomes of coaching. These are automatic responses acquired
when one learns to execute mental and physical skills; and
(c) that emotional learning, the patterns of feelings
associated with skill acquisition are an integral outcome of
coaching: desires, appreciations, respect, loyalty, and

1
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sportsmanship. Because of the high degree of commitment and
prolonged, intense involvement, it is likely that few other
fields of teaching offer more opportunities to influence
emotional learning than does coaching.

There are many things we need to know about the nature
of the coaching role: what a coach does, how they exert
influence on skill learning, motivation and performance of
young participants, what aspects of a coach's behavior
influence participants' attitudes toward the coach, toward
sport participation, and toward themselves. Many would
accept the view that in addition to home and school, sport
participation can be another means of assisting self-growth
and self-discovery for the young participants. In order to
make full use of this means it is important that researchers
examine the basic processes of coaching and provide feedback
information relevant to coaching methodology to the coaches
so that they can better help athletes' self-discovery and
growth. .

The analysis of coaching behavior provides a means to
categorize and describe behaviors exhibited by a coach
during practice sessions. One of its stated purposes is to
provide information feedback to the coach about patterns of
behavior displayed during coaching sessions in a descriptive
and systematic manner to help the coach better understand
what he is doing.

Smith (1978) points out that it is always, or almost
always, the case that coaches intend to help the learners,
but as in other situations in life, good intentions do not
necessarily guarantee that efforts are, in fact, helpful.
Coaches are often unaware of many of the behaviors they
exhibit during coaching practices. A phenomenon which bears
this out is that many coaches say, when they see themselves
on films or videotapes, "Is that me?", "Did I really do that
2" Systematic coaching behavior feedback can be informative
and useful to the coach, and form the basis for desirable
behavior change.

Systematic observation of teaching behaviors has been a
common practice in educational circles in North America for
the last few decades. It is not difficult to find more than
one hundred observational systems which serve the purposes
of describing teacher behavior, and teacher-student
interaction in classroom situations from relevant literature
(Simon and Boyer, 1970). In sporting and physical education
contexts, an increasing number of systems have also been
developed for the purpose of describing coaching and/or
teaching behaviors in the field of sports training and
physical education teaching settings (Smith, 1978; Usher,
1977; Bond, 1979; Tharp and Gallimore, 1976; Darst,
Langsdorf, Richardson, and Krahenbuhl, 1981; Lacy and Darst,
1985; Quarterman, 1980; Langsdorf, 1979; Rushall, 1977).

Evaluation of teaching behaviors of physical education
for the purpose of assessing effectiveness in the People's



Republic of China has been a consistent practice for many
years. Teacher behaviors are often analyzed and evaluated
based on some established theoretical models. Such practices
often include fairly general major dimensions like: attitude
of the teacher, how well the teacher carried out the tasks
planned for the session, behaviors and physiological
(strength, endurance, agility, etc.) reactions and changes
of the students, students' work load, and so forth. All of
these tend to be evaluatioia-oriented rather than
description-oriented. It should be pointed out that
description (rather than evaluation) of teaching behaviors
in a systematic and detailed way remains at a sporadic and
inconsistent level although some description of teaching
behavior is involved in the general evaluation.

Systematic observation of coaching behaviors in sports
settings in the People's Republic of China, compared to the
observation of teaching behaviors in physical education, is
even more sporadic and inconsistent. Coaching effectiveness
is often evaluated by such output measures as athletes'
performance in competitions and/or the rate of progress in
learning new skills. While these output measures are
valuable in their own right, they do not provide a basis for
planning changes in coaching behavior.

It seems that an observational system which describes
coaching behavior in sports coaching in a systematic manner
would be valuable for the further development of these
activities in the Chinese culture. The development and
validation of such a system will be the major purpose of

this study.
The Problem

1. To what extent is the Coaching Behavior
Observational System (CBOS) developed by Smith (1978)
effective for describing the coaching behavior of Chinese
coaches?

2. To the extent that it is not, what changes would

improve its effectiveness?
Purposes of the Study

The purposes of the study are to develop and validate
by expert opinion a Mandarin coaching behavior observational
system based on CBOS to describe Chinese coaching behaviors.
Such a system, the Mandarin Coaching Behavior Observational
System (MCBOS), aims to provide objective information about
coaching behaviors emitted by Chinese coaches during
practice and instructional situations. More specifically,
the objectives of the development of the system involve:

1. The development of the categories of MCBOS that are
appropriate for describing coaching behaviors of the Chinese

coaches based on CBOS;



2. The development of clear category definitions and
ground rules as the basis for valid and reliable use of the

system;
3. The generation of time related measures, behavior

clusters, coaching style indices, and behavior sequences
based on grouping and analyzing the data so as to make the
observational data useful in describing present behaviors

and guiding change.

Nature of the Study

A Conceptual or Critical Inquiry Study

Kerlinger (1969), writing in The Encyclopedia of
Educational Research, makes a distinction between scientific

inquiry and critical inquiry:

Like scientific inquiry, critical inquiry is primarily
concerned with the relations among phenomena. It is a
general rubric that includes almost any kind of
scholarly study and investigations. Scientific inquiry
is one form of critical inquiry, its most powerful
form. An educational investigation can be and should be
critical inquiry, but it need not always be scientific
inquiry. For example, the efficacy of a curriculum can
always be studied by using critical inquiry when
scientific inquiry might be impracticable, difficult,
or impossible. (Kerlinger, 1969, p. 1129)

Coaching is a very complex process which involves many
variables. During the course of coaching, the coach will
exhibit many kinds of behavior. For example, some
instructional behaviors may be displayed through such forms
of instruction as explanation, question, request or order,
demonstration, and organization; affective behaviors may be
through encouragement, praise, rewards, hustle, and scold.
Corrective behaviors may be generated through verbal and
nonverbal feedback, and so forth. These behaviors comprise
the bulk of coaching behavior. It is hypothesized that the
quality of coaching behavior is influenced by many
variables. For instance, the personality of the coach,
methods of motivation, efficacy of leadership, style of
communication, knowledge base, and understanding of the
coaching role by the coach. These variables along with some
others make the coaching process, as any group leadership
situation, a very complicated phenomenon.

The goal of the present study is to organize existing
understandings of coaching and to critically appraise
existing concepts about coaching behavior to better
understand the nature of the coaching role rather than to
generate new knowledge per se. To understand the coach in
the complicated processes and relationships that ccmprise



this occupation is a task not suited to conventional
scientific inquiry because of the many variables that are
almost impossible to control. A more suitable method, then,
would be what Kerlinger (1969) calls critical inquiry. That
is, to conceptualize real coaching in a useful analytical
way. Therefore, the present study is best described as
critical inquiry research, that seeks to organize
descriptively accurate information about real coaching in
ways that will reveal new relationships and foster new
understanding of the behaviors that characterize coaching.

Assumptions Underlying the Study

Some important assumptions that serve as the
theoretical base for the development of the MCBOS:

1. Basic components of teaching/coaching (for example,
instruction, monitor, and demonstration), are universal
phenomena although cultural differences exist;

2. The existing literature on systematic observation of
teaching/coaching practice in North America provides a
valuable reference point and data base for the development
of an observational system appropriate to the Chinese
culture;

3. A comprehensive understanding of the nature of
physical activity teaching and sports coaching ensures the
necessary background knowledge for the development of a
valid coaching observational system for use in sports
settings. Such knowledge can be gained through careful study
of relevant literature as well as actual personal experience
in teaching physical activities and coaching sport events;

4. Many educators and educational psychologists share
the concept that coaching is a form of teaching (Smith,
1978; Ryan, 1981). Coaching at an introductory level in
particular is very similar to physical activity teaching.
The deeper meanings assigned to the terms teacher and
teaching are implied when the terms coach and coaching are
used. However the terms coach and coaching will be used
throughout this study.

5. In order to develop a valid system which fits the
Chinese culture well, the data should be collected from the
settings that are made as close to the real Chinese culture
as possible when the attempt to generate data from actual
Chinese coaching settings proves to be extremely difficult

or impossible.

Linmitations

1. The MCBOS, while in itself a research tool, cannot
be used to evaluate coaches and coaching behaviors. Provided
one accepted a rigid and comprehensive philosophy of
coaching and theory of instruction, it would be possible to
develop an evaluative component to the descriptive system



proposed, but this exercise would raise many very complex
questions and is not a part of this study. In any event, the
likelihood is that variability among coaches and athletes is
so wide that reliable and valid evaluation may be virtually
impossible, even when based on a clearly stated philosophy
of coaching or teaching. The proposed systenm is descriptive
rather than evalvrative in nature;

2. The MCBOS is not directly concerned with the
interaction between coach and athletes nor the effects of
coaching behavior on athletes' attitudes. The sheer number
of interactions between coach and athlete is so large as to
make this task unmanageable. Although athletes' behavior and
the interaction between coach and athletes are very
important in coaching, these matters are extremely complex
to analyze, and is therefore outside the scope of this
study.

3. While the categories of MCBOS include all the
salient coaching behavior, there may be behaviors that are
not captured. The assumption is that any missed behaviors
are not directly relevant to coaching effectiveness. In
addition, some data will be missed due to the limitations of

video recording.
Delimitations

1. The system deals with coaching behaviors of the
coach. Any other aspects of a given session are outside of
the concern of the system in order to make the present study
manageable;

2. The system provides information about actual
coaching behaviors rather than the intentions of the coach.
Intentions of the coach are covert and cannot be detected
except by inference or extensive de-briefing.

3. Coaching behavior of regular coaching sessions was
recorded through a video recording system which is capable
of recording the vast majority, but not all, the verbal and
non-verbal behaviors of the coach and the context in which
the coach was working.

4. The judgement of at least of five (5) experts was
used to validate the MCBOS. In order to qualify as an expert
for this study, a person must a) be a native Chinese and
Mandarin language user who has had direct experiences of the
Chinese culture; and b) have at least five (5) years
experience of both/either coaching a particular sport in
China and/or competing as an athlete of elite level
(national sports competitions) in a particular sport in
Cchina, or have gained at least a masters' degree of physical
education specializing in coaching and physical education
related studies.



Definition of Terms

1. coach: the individual who has the authority to plan
the practice regimen, instruct and correct, decide on
tactics and strategy, and select and place personnel in a
sport specific environment.

2. Coaching behavior: any observ

by a coach during a coaching session.
3. Coaching behavior category: a behavioral sequence

that is emitted periodically and is considered to have
significant influence in guiding and controlling behavior or
promoting effective iearning and performance of the athlete

participants.
4. Expert: A person who has had extensive experiences

(five years or more) of athletic training and/or physical
education related studies in the chinese culture, and who
offers comments to validate categories and ground rules of

the MCBOS.

able behavior emitted



CHAPTER II
REVIEW OF THE RELEVANT LITERATURE
The Relationship Between Teaching And Coaching

What do we understand by the use of the concept of
teaching? In a broad sense, teaching takes place in
different forms in our every day life as well as within
formal classroom settings. Some of the many examples can be
illustrated by the manner in which a biomechanical teacher
teaches students the concept of gravity; the way in which a
teacher of history structures a learning environment to
provide an understanding of a historical incidence; the act
of a parent who teaches a child to use a vacuum cleaner; the
sequence of actions of a coach who instructs a youngster to
shoot a basketball through a hoop fastened to a frame
several feet above the ground; or even the way in which a
wife teaches her spouse to play bridge. All of these frames
of reference involve some sort of teaching despite the fact
that they happen in different contexts and involve different
activities ranging from explaining, thinking, memorizing, to
the use of motor memory in acts of motor performance. It is
believed that in order to grasp the concept of teaching, an
analysis of the essential requirements that are "attached"
to the concept is useful.

In analyzing the features of teaching, Fenstermacher
(1986) suggests that in order to ensure that a particular
activity can be labelled "teaching", the following
conditions must be satisfied: (a) at least two people must
be involved in the activity; (b) one of the two must be in
possession of a range of attributes extending from
knowledge, understanding, and skills to beliefs, emotions,
and traits of character (Fenstermacher uses the word content
[C] to stand for these attributes), of which the other is
lacking; (c) the person who is in possession of C
(possessor, P) intends to convey C to the other person
(receiver, R) through particular way; and (d) there is an
imbalance between P and R concerning C. The relationship
begins with R lacking C and presumably ends with R in
possession of C.

To apply the above definition to the example of a
youngster learning to shoot a ball through a hoop, it is
seen that the youngster begins as ignorant of C. The coach
knows how to shoot the ball in a certain way, and conveys
this knowledge to the youngster, such that there is no
longer an imbalance between P and R with regard to C. This
example seems to fit the above definition very well. And so
would the other examples set in the first paragraph if they
were analyzed in the same manner. These conditions may be
seen necessary attributes in terms of defining the concept
of teaching in a sense that any activity would not be

8
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labelled as "teaching" if any one of the conditions (central
features in Fenstermacher's terminology) were missing.

What are the central. features of coaching? It is
understood that it should be known, in a literal sense, what
coaching includes before the central features of coaching
are identified. Webster (1986) defines coaching as "the act
of training intensively by detailed instruction, frequent
demonstration, and repeated practice" (p. 431). The word
winstruction" implies that there are at least two people
engaged in this particular activity, one of whom must be the
P (coach in this case) and the other must be the R (athlete
in this case). "Frequent demonstration" suggests that the
coach either demonstrates, on a regular basis, a particular
skill or a game strategy (C) or has the C demonstrated by
someone else so that the R has an actual visual image of the
C. "Repeated practice" is always done by the R. Through the
process of instruction, demonstration, and practice, the R
presumably acquires the C at a level which exceeds the
initial level of C.

The above analysis indicates that teaching and coaching
are similar in terms of their central features. In fact,
there are a number of important similarities between
classroom teaching and coaching on the field. In both
activities a great premium is placed on achieving a clear
and interesting presentation of a body of knowledge. And
both are educational in nature. Many scholars argue that
coaching is a special form of teaching (Smith, 1978; Ryan,
1981). The idea of an essential compatibility between the
concepts of teaching and coaching provides the rationale, to
a certain extent, that the rich, existing literature of
research on teaching can play an important role in providing
good references for research on coaching.

However, it should be pointed out that although both
classroom teaching and field coaching are educational in
nature and share the same central features (as Fenstermacher
has identified), there exist some significant differences
between these two with regard to the focus and the forms of
engagement.

The key element wherein field coaching differs from
classroom teaching is that coaching involves a change of
motor habits and prepares athletes for competitive
performance under strictly controlled conditions, while
teaching usually prepares one to use knowledge and skills
under a very wide range of conditions. This change has to be
firmly established through constant instruction,
demonstration by the coach, and an excess of physical
practice of the motor skills by the athlete. Classroom
teaching seldom requires this.

In summary, coaching is educational in nature and
focuses on the development of competence, and for some, the
pursuit of excellence. Teaching is the process of helping
learners to acquire a body of new knowledge, new physical
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skills or techniques, and new attitudes. So is coaching.
Coaching is a special form of teaching although it differs
from teaching in its focus and forms of engagement. The
shared nature of teaching and coaching provides the
rationale that the existing literature of research on
teaching can be useful resources and references for the
research on coaching if the focus of research on coaching is
compatible to that of teaching.

Systematic Observation and Purposes of Observational Studies

We largely depend on the proper functioning of our
sense organs to gather the information about what is
happening around us. Such functioning is sometimes tacit, at
other times more deliberate and systematic depending on the
situation and purpose of the person involved in the process.
In daily life people make observations, not to answer
specific questions, but to establish, maintain, check,
suspend, and participate in coping with the demands of
everyday events (Blumer, 1969). However, more deliberate and
systematic observations are required to answer stated
question(s) (e.g., problems/questions of research projects).
The process of such observations can be explicated and must
be conscious so that others may assess the adequacy of
answers obtained and to understand the process(es) by which
the answers are assembled (Evertson and Green, 1986) . These
scholars call the strategies we adopt to get information
vpart of the psychology of perception" (p. 163). Of interest
to this study is the more deliberate and systematic part of
the psychology of perception. The term systematic
observation will be used consistently to refer to the

conscious process that involves deliberate and systematic
observation.

In the discussion of functions and definition of
systematic observation, Darst, Mancini, and Zakrajsek (1983)
stated that "systematic observation allows a trained person
following stated guidelines and procedures to observe,
record, and analyze interactions with the assurance that
others viewing the same sequence of events would agree with
his or her recorded data" (p. 6). According to this
statement, systematic observation involves observing,
recording and analyzing so that there is a high degree of
reliability between two or more observers. In a general
sense, the fundamental purpose of observing and recording is
to set favourite conditions for analyzing so that useful
information can be generated to help teachers/coaches
enhance the quality of their engagement. This relationship
spells out the importance of analysis in observational
studies.

Based on Rosenshine and Furst's (1973) classification
of observational studies in terms of their general purposes,
Bond (1979) summarized the practice of observational studies
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in relation to their main purposes in the areas of teaching
and coaching. They are briefly described as follows:

1. To describe current practice. For example, concern
might lie in describing variability in behavior over time
for the same individual, between individuals and situations,
or in describing characteristic behaviors of superior
coaches or teachers (Rosenshine and Furst, 1973; Smith,
1978) . In these studies, description is the predominant
purpose. This type of research is intended to provide a set
of concepts and some baseline data on teaching in natural
settings.

2. To train teachers or coaches to learn to identify
and describe fundamental behaviors and the ways in which
these are combined or patterned (Smith, 1978; Smith et al.,
1978). In teacher-training situations observational systems
are used in one or more of three ways: 1) to provide a
teacher with feedback on his/her behavior, 2) to give a
teacher a set of procedures by which to categorize
instructional activities, and 3) to provide a teacher with
pbehaviors and activities which he/she can model during
instruction (Rosenshine and Furst, 1973).

3. To monitor instructional programs (Smith, 1974;
smith et al., 1978). The use of observational instruments to
monitor instruction is to determine whether the intentions
of the program developer are being implemented. These
instruments can yield program-specific information which can
be used to revise the operation of the program to conform to
the intentions of developers. According to Rosenshine and
Furst (1973), monitoring information is useful in two ways.
One is to determine the extent to which the variables
considered important for implementation are related to
measures of student growth. A second is to determine
significant differences in student growth between programs
which are well implemented and comparison situations.

4. To investigate relationships between classroom or
coaching activities and measures of participant growth
(Rosenshine and Furst, 1973). For example, the purpose is to
gather some objective jinformation concerning teacher-pupil
behaviors which relate to pupil creative growth. The often
used method for the research of this kind is correlational
studies on teaching behavior and student achievement.

It is understood that the above mentioned concepts such
as description, identification, intention, and objectivity
are critical issues in terms of the framework for developing
an observational system of current interest. These issues
will be discussed in a later part of this review of
literature.

A more general classification by van der Mars (1989)
categorizes the major use of systematic observational
instruments in observational studies into two different but
related arenas: research and supervision in which functions
are fulfilled through various ways. As a part of research



projects, systematic observation provides information on
both independent and dependent variables. For example, much
of the research aimed at changing teaching behaviors used
feedback as part of the intervention, and this feedback was
typically based on data collected through systematic
observation. Verification of behavior changes as a result of
these interventions was also established through such data
collection procedures.

In the arena of supervision process, as van der Mars
(1989, p. 8) noted, supervision can serve a variety of
purposes. It plays a role in: (a) administrative decisions
in public schools regarding the retention of teachers; (b)
staff development programs in public schools aimed at
improving teachers' instructional effectiveness; (c) a
cooperative effort among teachers to guide new,
inexperienced student teachers during their internships; and
(d) the university supervisor's contributions in that same
setting. He stated that the specific use of systematic
observation and the information it provides differs
depending on the supervisory setting in which it is used.

Scholars generally agree that different purposes
involved in the observation lead to differences in
strategies, levels of systematization, and levels of
formality for observation. More specifically, the purpose of
the observation influences what is observed, how it is
observed, when observation takes place, where it takes
place, how observations are recorded, how data are analyzed,
and how data are used. In addition, factors such as theory,
beliefs, assumptions and/or past experiences of the person
who is doing the observation play a role in forming the
frame of reference of the observer, which in turn influence
the purpose, design, and implementation as well as the
process of the observation (e.g., Dunkin & Biddle, 1974;
Fassnacht, 1982; Power, 1977; Shulman, 1981). As a
consequence, selectivity becomes an inevitable
characteristic with respect to a decision to use a
particular tool, representational system, or program of
research. It is not possible to record all aspects of
reality with any given system or tool or within any single
research project.

It should be noted that, like any other useful research
methods, systematic observation does have some crucial
limitations. According to van der Mars (1989), four major
limitations go with the method. First and foremost, it
concentrates only on observable events and behaviors; that
is, only those events that can be detected visually and/or
audibly are measured. This requires great care in developing
proper definitions of the behaviors to be studied. However,
it should be clearly understood that this limitation does
not necessarily indicate the inability of systematic
observation to yield any information about such aspects as
attitudes, emotions, and feelings of teachers/coaches and



students/athletes or such constructs as class/team climate
in light of its focus on only observable events. On the
contrary, it is assumed that attitudes and feelings are
somehow reflected in observable behavior that can be
categorized and defined. It is a fact that we often assess
the attitudes of others toward something according to his or
her consistent observable behavior, not according to his or
her stated words. In coaching settings, for example, the
attitude of an athlete toward practice might be reflected in
his or her on-time behavior, the amount of time he or she
spends taking extra practice and so on. Although these and
other behaviors may not say much about that person's general
attitude, they function as indicators of his or her attitude
toward practice.

Second, when used appropriately and reliably,
systematic observation produces only descriptive information
that is relatively objective. The data themselves do not
provide the means to evaluate how well or poorly the teacher
or coach performed, rather they provide the information for
judgments to be made later. This is important and useful
because the use of specific coding rules and procedures in
systematic observation forces the observer to first describe
the events as accurately as possible (as oppose to the
tendency of making evaluative or judgmental notes which tend
superimpose the observer's own beliefs and biases on what he
or she sees happening in traditional informal analysis,
i.e., eyeball observation) and then, based on that
descriptive data, make some suggestions for improvement
where necessary or reinforce the existing level of
performance.

A third limitation is that descriptive data themselves
cannot give prescriptions as to what a practitioner could
(or should) change. Hawkins, Wiegand, and Landin (1985)
recently reported that there is some evidence that data-
pased feedback consists largely of reporting to the teachers
what happened to them during the observation (much like
Knowledge of Results [KR]). Efforts need to be made to
understand the content of the feedback and the relationship
between teacher/coach's behavior and student/athlete's
subsequent behavior. These efforts should produce a better
understanding of how objective, descriptive data need to be
treated in the supervisory process of (new) teachers.

Fourth, findings obtained through systematic
observation are always contextual. In other words, the
feedback offered to the teacher/coach needs to be considered
in light of the situation in which it was observed. This is
simply because the same behavior may carry different meaning
in different teaching/coaching settings, to different
students/athletes. For example, a nod of head by the coach
when used as performance feedback to athletes may be
interpreted as praise by athlete A, as performance
confirmation by athlete B, and as no meaning by athlete C.



In short, systematic observation is a conscious,
deliberate and systematic process that involves observing,
recording and analyzing. Although this method has some
crucial limitations like any other useful research method
does, it can produce useful infermation, when appropriately
used, to enhance the quality of teaching and/or coaching.
Since the primary interest of the current study is to
develop a system appropriate for describing coaching
behaviors of Chinese coaches, a number of issues that are
directly related to the development of observational systems
should be considered. A discussion of these issues will be
the topics of the section that follows.

Issues Related To the Development Of Instrument

In this section, the following topics will be
discussed: (a) the nature of classification, definition and
criteria for "good" classification; (b) types of
observational systems; (c) principles that guide the
development of units and types of units in category systems;
(d) some essential features of category systems; (e) methods
of development of units; and (f) reliability and validity.

The Nature of Classification, Definition
and Criteria for "Good" Classification

The process of identifying coaching behaviors is also a
process of classification, that is, a systematized method of
assigning observed behaviors to different behavioral blocks
according to certain criteria or principles. Classification,
as Glassford (1970) described, is "in its simplest form, the
putting together of like things. More specifically, it is
the arranging of things according to likeness and
unlikeness" (p. 73). In actual classification, according
Glassford, it is "likeness" rather than "unlikeness" that is
responsible for classifying things because “]ikeness
predominates, whereas unlikeness is merely what is left over
when likeness has been defined" (p. 73). A similar
definition formulated by Herdman (1934) states that
nclassification is a separating process as well as a
grouping process, and the characteristic by which we
separate and group determines the kind of classification"
(p. 2). This definition suggests that the framework of a
system determines the way of classification, an issue that
will be discussed later in this chapter. After careful
review of the definitions of this term from related
literature, Glassford concluded:

In summary, the essential aspect of classification is
that it permits the arrangement of the "things" in
question into a scheme, and this scheme in turn
provides us with a meaningful mental image or map of
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the total situation. (p. 75)

By “"things", Glassford simply meant the subject for
classification.

Having reviewed the concept of classification and its
definition, it is now ready to examine the criteria
considered essential for a good classification system.

Based on his careful review of several noted authors
who had studied in depth the concept of classification,
Glassford (1970) put together the following eight criteria
of a "good" classification system. They were:

1. Exclusiveness. Each class should be mutually
exclusive with any other class at the same level of
analysis. What goes into one class must be thereby excluded
from the others. No two characteristics should be
concomitant.

2. Exhaustiveness. Any given set of classes should be
totally exhaustive of their field. If "things" under
consideration cannot be classified into one of the given
classes there is a danger that the system is inherently
inadequate.

3. Differentiation. Each characteristic should be an
attribute that differentiates at least two classes

4. Ascertainability. Every characteristic in a
classification scheme must be easily ascertainable by any
user. This criterion is related to the one below.

5. Unambiquity (meaningful terminology). The terms used
in a scheme should, wherever possible, be those in current
use among individuals who specialize in the field. The
meaning of each term should be carefully defined so that the
problem of ambiguity is minimized.

6. Relevance. All characteristics chosen should be
relevant to the purpose of the classification.

7. Exactness. Each stage of classification should be
carried out in as much minute detail as possible. The
dividing process must be gradual such that the smallest
amount of difference possible is used at each stage or level
of differentiation.

8. Usefulness. The obvious measure of a "good"
classification system is the extent to which it is used by
scholars, students and others who are familiar with the
field of knowledge for which the classification scheme was
devised.

Adherence to the first seven of these criteria will
enhance immeasurably the eighth, utility. With these
criteria, the commonly concerned issues of classification
such as exclusiveness, completeness, clarity, relevance, and
usefulness are all under consideration. They are important
because they help to ensure that the system developed is
valid and reliable and consequently effective for the
purpose designed. They are useful check points for
evaluating the categories of the MCBOS, and, hopefully, will
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help produce a more standardized analysis of the
observations of the coaching behaviors of the current

study.
Types of Observational Systems

Rosenshine and Furst (1973) sorted hundreds of
observational systems/instruments that were uszd in
educational settings into three main types: category
systems, sign systems, and rating systems. They then
distinguished these types through the following
characteristics.

Traditionally, rating systems were characterized by the
inclusion of high inference items which may be conceived of
as broad or global items requiring much inference by the
observer, while category systems and sign systems typically
contained low inference or specific items. An example of a
high inference item is a rating of overall teacher
effectiveness, while that of a low inference item is the
coding of behavior associated with the teacher giving
directions.

In terms of recording procedures, category systems
record an event each time it occurs. However, sign systems
record an event only once within a specified time period,
regardless of how often it occurs during that period. With
rating system, the observer estimates the frequency of
specified events only once, usually at the end of an
observational session.

Finally, the differences between these types of systems
could also be found in the format of coding from simple
uni-dimensional to multi-dimensional coding, which means
that each segment of teacher/coach is coded several times,
once per dimension. In some category systems, a particular
event might be coded in several different dimensions. For
example, the category of instruct in CBOS (Smith, 1978) was
further divided by Bond (1979) into six sub-categories or
dimensions. They were: command, order, direct; lecture,
explain, expand; request; dquestion, implied question;
response to player question; and confirmation feedback.

A more recent classification made by Evertson and Green
(1986) sorted the observational systems into four classes.
They were categorical systens, descriptive systems,
narrative systems, and technological systems. Each class of
these systems can be identified by a unique set of
characteristics and presented as follows:

Category systems always have preset, well-defined
categories, that are mutually exclusive and defined in
advance to reflect philosophical, theoretical, empirically
derived, or experience-based beliefs about the nature of the
process and events under study. Data from these systems are
recorded live in general. That is, observed behaviors are
recorded on the coding forms as they occur, either as
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ratings at the end of a set period of time, as numeric
symbols for the behavior observed (e.g., 3 represents
vinstruction'; cf. Smith, 1978), or as a tally on a
checklist. Each behavior is generally recorded in only one
category. The goals of these systems are, according to
Evertson and Green (1986), to study a wide range of
classrooms to obtain normative data, identify principles of
teaching which might be generalized across cases.

Descriptive systems may have preset categories, but
they may also yield categories which are generated by the
data. A retrospective approach is used to analyze specific
aspects of the total recording. The period of observation
may vary in length ranging from minutes to hours, however,
data are recorded within naturally occurring boundaries of
events or context. The meaning of behavior is viewed as
context specific. These systems are used to obtain detailed
descriptions of observed phenomena, to explain unfolding
processes, to identify generic principles from explorations
of specific situations, and to generalize within cases as
well as compare findings across cases.

Narrative systems have no preset categories and
descriptions are recorded using spoken or written language.
The recordings can be made live, as in the case of critical
incigent records, or can be reflective, as in the case of
- diaries or journal records. The systems of this type are
intended to obtain detailed descriptions of observed
phenomena, to understand specific case and to compare
findings across cases.

Technological records are live recordings of events,
processes, and groups through devices that make permanent
records (e.g., videotapes, audiotapes). This method can be
used in combination with any other systems to obtain a
permaner.t record of an event to be recorded. The purpose is
to freeze the event in time for analysis at a later point in
time.
As Evertson and Green (1986) indicated that the key is
not which of above discussed systems is best but which is
most suited for the guestion under study and which will
adequately represent the segment of reality being observed.
This is an important point because it is obvious that
different systems will record a different segment of
reality, obtain a different level and type of description of
the observed phenomena to store the information in different
forms, and then permit the retrieval of different types of
information. Since the purpose of current study is to
develop and validate a category system, it is appropriate
that further discussion on the features of category systems

is in need.
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Principles that Guide the Development of Units

and Tvpes of Units in Category Systems

The choice of units depends on the theoretical,
philosophical, or experience basis of the framework that
guides the observational study (Dunkin & Biddle, 1974). This
statement highlights how the selection of units is a central
issue in observational research. It also emphasizes the
relationship between the choice of unit and the framework
guiding the study as well as the relationship between the
choice of unit and the nature of the description obtained.

Different frameworks require and lead to different
units which in turn constrain what can be reported. In other
words, the relationships between and among units, as
specified by the framework guiding the systems, make up the
grammar of the system. They determine what can be described
and which aspects of the phenomena are described (Evertson
and Green, 1986). Fassnacht (1982) captures the issues

succinctly:

Decisions about units are of great importance insofar
as they establish principles with regard to the
statements that can be made about a topic before
anything has been discovered about it. By deciding on
certain units, the nature of the relationships that can
subsequently be discovered is defined. One can neither
discover nor construct anything beyond the limits
imposed by these units. The unit defines, so to speak,
the intellectual limits of possible statements and only
allows relationships within the context. (p. 57)

Therefore, the development of units or categories of a
categorical observational system is the key issue in
developing a valid and reliable categorical observational
system.

Fassnacht (1982), in an extensive study on observation
theory and practice, presented nineteen different units that
were identified by him as well as several others (e.g.,
Brannigan & Humphries, 1972; Barker & Wright, 1955; Emmer &
Peck, 1973; Richards & Bernal, 1972). The units were based
on different approaches, that is, they were emerged
depending on whether they were based on their structural or
functional aspects, their content or the way they were
collected, their purpose or their relationship with other
behaviors (p. 76). A review of complete list of the nineteen
units can be found in Appendix 1.

In examining the usage of units from existing
literature, Evertson and Green (1986) found that in general,
not all the units presented by Fassnacht were used in
category systems. Rather, some categories tended to be used
more often than other units of observation for category
systems. For example, units in category systems generally
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reflect a behaviorai stance. That is, dynamic, temporal
configurations are perceived as behavior units. Units within
category systems were also discrete units and simple units,
which constrain that each behavior observed is coded in only
one category. In addition, the units within these systems
reflected only directly observable behaviors. It is
understood that these units have been used because of their
nature which is compatible to the framework for category
systems that often involves objective, consistent, and

descriptive analyses.

Some Essential Features of Category Systems

Based on the above review, a question should be asked:
What types of behavioral units should be used in the MCBOS?
Tn order to ensure that the categories of MCBOS work in such
a way that they generate useful and meaningful information
to meet the need of the study, that is, objective
description of coaching behavior, it seems that the
following principles may be appropriate.

Categories Must Be Operationally Defined

pefinitions of categories can be operationally made in
various ways to meet the specific needs or interests. For
instance, focus of attention can be on either
student/athlete behavior, and/or the teacher/coach behavior
only, or the interaction between teacher/coach and
students/athletes. However, one thing must be in common to
all category systems regardless of the focus of interest.
That is, the definitions of categories must be made in such
a way that categories are mutually exclusive to one another.
The significance of this requirement is that boundaries
between different categories can be clearly set so that
observed behaviors are clearly classified and grouped in
meaningful ways (e.g., Simon and Boyer, 1974; Martin, 1976;
Smith, 1978; Cartwright and Cartwright, 1984). Categories
should also be defined so as to permit the researcher to
record directly observable behaviors rather than
hypothetical constructs. The theoretical consideration
behind this is that two key characteristics of information
generated by observational systems is that they are
objective and descriptive. This nature determines that only
observable behaviors are focused upon and recorded.
Intentions of behavior are covert and cannot be detected
except by inference (Smith, 1978; Martin, 1976; Bond, 1979;
Anderson, 1980). However, inference can not guarantee to
reflect the nature of being objective. Therefore, inference
should be avoided. The adequacy of this definition is also
related to the reliability of observation, an issue that is
so important that deserves a separate section to discuss.
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Categories Must Be Functional in Nature

Smith (1978) and Martin (1976) made an excellent point
on the nature of categories by saying that categories must
be functional in nature because "the meaning of behavior
resides in the dynamic relationship with subsequent events
rather than in the static structure of the behavioral act
per se" (Smith, 1978, P. 45). Martin (1976) made the same
point and stated that categories must be functional and have
the status of intervening variables that capture the
important elements of the communication under study rather
than hypothetical constructs that are inferred by the
researcher. That is to say we should identify behaviors on
the basis of their effects, (i.e., what happens after they
are displayed) rather than their so-called formal structure.
This principle has been accepted by many category system
developers (e.g., Bond, 1979; Quarterman, 1980; Tharp &
Gallimore, 1976). Thus, in actual situations of teaching or
coaching, a nod of head, a pat on the back, a warm smile,
and the phrase "good job!", are each separately seen to have
the effect of increasing effort and perseverance of the
behavior. Then they can sensibly be grouped together as
rewarding to participants. Another way to support the
argument is that in the intercourse of communication, there
are variety of ways available for us to convey our intended
meanings. For example, we can express our negative emotions
by verbal statements such as "I really don't like that",
"Why the hell did you do that!", or nonverbal behaviors such
as stamping the feet in disgust; a quick movement of the
hands to the hips:; a threatened or actual kick, punch,
choking, or slashing action. All these are behaviors with
different formal structures, but they convey the same
functional message - negative aspects of emotion. Also, at
times one single formal structure can carry different
meanings. For example, the calling of an athlete's first
name by the coach is a behavior based on the formal
structure (calling the names of athletes), which can carry
several different meanings with different tone of voice,
and/or facial expressions. These messages can be either
positive, negative, or neutral. In the practice of analyzing
coaching behaviors, an area in which we are interested is
the potential influence of the coach's behavior on his/her
athletes. We would not get much meaningful information out
of a classification of behaviors if we identify behavior
solely according its formal structure because it can deliver
different meanings in different situations. Therefore, our
unit structure (or category system) must take account of
this set of factors. Another one of many more examples is
that a smile by a coach after he/she has seen athlete's
performance may be interpreted by athlete A as praise if the
coach seldom smiles to him/her, but may not have any effect
on student/athlete B if the coach often smiles to him/her.
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In the case of later, "smiling" might be interpreted by the
athlete as one of the personality characteristics of the
coach and the "supposed effect" is faded out due to abundant

use.

Categories Must Be Descriptive Rather Than Evaluative

This is the nature of category systems that is
determined by the purpose of describing teaching/coaching
phenomenon. Although observational studies may, at times,
involve some evaluative components which are often implied
in the organized data about how well the teacher/coach did
as opposed to some established theoretical standards,
categories themselves must be descriptive rather than
evaluative in nature because data generated from the
categories must be descriptive in order that the requirement
of objectivity can be satisfied. As research tools, category
systems are to provide objective feedback information to
describe the phenomenon of interest. However, evaluation
almost always goes with some degree of subjectivity or
inference. If the feedback information is evaluative rather
than descriptive in nature, it simply reduces its
descriptive power, and is consequently not as convincing to
the information receiver as it should be.

Number of Categories in a System

One notable fact is that among the existing systems in
the related literature, the number of categories may differ
dramatically across systems, ranging from as few as 6-7
categories in one system to as high as more than 30
categories in another. One of the possible reasons
responsible for this phenomenon might be that, as discussed
previously, different systems serve different specific
purposes and fulfil different needs of research studies.
Because of this difference, some systems may include high
number of categories that allow many fine distinctions while
others have low number of categories that only yield fairly
general information. This is understandable and acceptable.
Unfortunately, in practice, a noted phenomenon is that some
systems are too global to yield meaningful information while
others too cumbersome and to learn to apply although they
may generate many fine distinctions. For example, Smith,
(1978) in analyzing a system that included 20 categories,
found that three of the categories accounted for almost 69%
of all the observed behaviors, while eight other categories
each accounted for 1% or less, and another five categories
each accounted for 2% or less. These percentiles indicated
that thirteen of the twenty categories, 65% of then,
described only 11.25% of the behaviors displayed by the
coach under study, and brought insight that some behaviors
of certain types (e.g., instructional behaviors) occur a lot
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more frequently than others. Consequently, Smith pointed out
the necessity of striking a balance within a system which
permits one to make distinctions between different types of
behavior and yet which are relatively easy to learn to apply
as well. He noted:

It is necessary to strike a balance between a small
number of categories that are so general as to provide
no useful information, and a large number of categories
that allow for many fine distinctions but are
cumbersome to use, very difficult to learn to apply,
and pile up masses of data even from the examination or

analysis of short episodes. (p. 39)

Smith solved this problem by developing a ten category
system that obviously he believed appropriate for a category
system. This solution has also been supported by the fact
that many systems have between 8 and 15 categories. In the
attempt to seek supportive data for an appropriate number of
a category system, the researcher has examined 30 published
category systems that have been used in physical education
and sports coaching situations, and has found 60% have
categories somewhere between 9 and 14; 10% have 8 or less;
and 30% have 15 and more categories.

An effective way employed by Smith (1978) to devise
categories and maintain their number at manageable level is
to identify only simple categories as opposed to some
ccmbined categories in other systems. For example, the
combined category of scold/reinstruction has been included
in the systems developed by Tharp and Gallimore (1976),
Darst et al. (1981), and Langsdorf (1979). While it is
obvious that this sequential behavior pattern occurs
frequently in actual coaching situations, the frequency of
other sequential patterns of behavior might also be at a
notable level depending on the coaching situations and
characteristics of different coaches. For instance, hustle
followed by praise (hustle/praise), monitor followed by
praise (monitor/praise), monitor followed by corrective
feedback (monitor/corrective feedback). If we were to
include all these sequential aspects of behavior in
categories, the system would be too cumbersome to use, as
consequence, fail to meet the parsimony standard for an
observational system. However, if these patterns could not
be reflected by a system, the system would lose much of the
practical power for valid and reliable use. Smith (1978) has
solved this problem successfully with the CBOS. What he did
was to build a behavioral matrix to reflect all kinds of
sequential aspects of behavior (refer to the the section of
Sequential Aspects of Coaching Behavior of Chapter 3 for a
detailed description of the matrix). There are at least two
advantages to using the behavioral matrix. One is the
inclusion of simple categories within the system so that
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overlapping between categories can be avoided to keep the
number of categories at lower level and still yield same
information. An example of such overlapping would be
scold/reinstruct as an independent category besides the
categories of scold, and instruct. The other is that all the
sequential aspects of behavioral patterns can be reflected.
This is an important feature because characteristics of
coaching behavior are often presented through sequential

patterns of behavior.

The Role of Ground Rules in a Category System

Another feature of category systems is that many
systems have ground rules. Smith (1978) addressed the
importance and role of nground" rules which a category

system should possess:

As with many observation systems it is necessary to
outline a set of ground rules to set standard
conditions for observing behaviors and to provide some
formal rules to use in assigning ambiguous behaviors to

the most appropriate category. (p. 5)

The major reason for the development of ground rules
for use with an observational system is that as research
tools, category systems intend to provide information for
objectively describing behaviors of a particular interest.
In practice, a category system will be used by researchers
who may have different rules as well as standards in terms
of assigning observed behavior to categories. The role of
ground rules is to ensure that the category system is
objective, consistent in assigning ambiguous behavior to
most appropriate categories. Without ground rules, it is
very possible that different researchers will obtain
different results for a given behavior because of different
understandings, rules and standards for the assessment of
each of the behaviors. If so, this would dramatically change
the descriptive nature of behavior observational system.
When the accuracy of describing behavior within a behavior
observational system is low, its value of usage is greatly
recduced.

Specifically, in actual situations, researchers will
inevitably encounter behaviors that are ambiguous with
respect to their assignment to categories. For example, in
situations of coaching, coaches will offer explanations of
particular skills. As with the CBOS (Smith, 1978), for
example, if the explanation is followed by a detection of
mistakes of performance of a previously instructed skill,
the behavior should be assigned to the category of
corrective feedback. However, if the explanation is given to
the athlete(s) without having given him/her previous
instruction, then such behavior should be assigned to the
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category of instruction. Without this rule, it would be
difficult for some ambiguous behaviors to be assigned to the
appropriate categories. Furthermore, ground rules can be
used to standardize the manner of recording. Examples are:
rules of assigning a behavior to a category according to its
real effect, that is, depending on the observed effect of
the behavior it may be placed in one category in one context
and in another category in a different context; and rules
about the method of coding, for instance, to code behaviors
in every five second intervals. These obviously important
functions of ground rules make them a necessary component of
a category system.

A final feature of category system that will be
discussed is the inclusion of some useful tools for
organizing data so that they can provide meaningful feedback
to the teachers/coaches being observed. Since this issue
requires relatively extensive discussion, it will be dealt
with in a separate section.

Methods of Development of Units

In terms of the process of unit identification,
according to Evertson and Green (1986), a deductive method
was generally used, that is, the units were generally
derived from theory, hypotheses, logical propositions, or
findings form previous research in the area. This integral
part of classifying has been in considerable use in order to
", ..capitalize on them and to avoid wasted effort in
searching for answers already available" (Smith, 1978, p.
38). Martin (1976), in speaking about the instrument
developer, also stated:

The greater his deductions coincide with the inductive
work of others in the chosen area of investigation, the
less likely a category constructor will waste his time
‘reinventing the wheel'. (p. 9)

However, there is no theoretical or conceptual base
that says units for a category system could not be generated
inductively. This is to say that the units could be derived
by analyzing data of an earlier study or of a current study
(e.g., behavioral patterns that emerge from a videotape or
an audiotape). This method is known as content analysis. An
advantage of such inductive work is that it can guard
against selective perception and associated distortion of
reality. When deductive categories can not cover all of the
observations under study, content analysis may be an
effective way to find out what the deductive categories can
not cover, so that the criterion of exhaustiveness can be
met. For the present system both deductive and inductive
methods are used to insure the exhaustive nature of the
categories. Specifically, units are derived based on the
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analysis of other category systems as well as the CBOS
(Smith, 1978) and the analysis of behavioral patterns
directly from videotapes of Mandarin coaching sessions.

Reliability and Validity

Introduction

Reliability and validity are two important concepts in
scientific research. In general, they are used to assess and
estimate the degree to which the results of scientific
studies can be trusted. In the context of observational
studies, two elements are generally concerned about valid
and reliable treatment of data: accuracy and observer
agreement. The former is related to issues of validity
(accurate representation of reality) while the later is
related to reliability (consistent assessment). These two
features broadly described by Kazdin (1977) are as follows.
Accuracy refers to the extent to which the observations
scored by an observer match those of a predetermined
standard for the same data. Observer agreement, by its name,
refers to the degree to which independent or repeated
assessment of observed data, agrees one to another. There
are two types of observer agreement procedures.
Inter-observer agreement between observers who independently
code the same behavior of the same subject indicates the
degree to which both (all) observers agree on what they see
and record based on the interpretation of the category
definitions and ground rules. Intra-observer agreement
refers to the situation in which one observer makes an
observation of events on one day and then comes back at a
later point in time to observe the same events. The data are
compared to determine the degree to which the two
observations agree. This, of course, necessitates the use of
a permanent recording of observed data (for example, video-
and/or audio-taped records of the subject's behavior which
can be coded as many times as required to measure
intra-observer stability).

Issues of Reliability

Inter-observer agreement is generally used for the
assessment of reliability for observational studies (Johnson
and Bolstad, 1973; Hawkins and Dotson, 1975; Kazdin, 1977;
Bond, 1979; Siedentop, 1983). When this is done, as
Siedentop (1983) suggests, the term independent observers
can be taken to mean that one observer could not detect
recordings being made by another observer. This criterion is
usually satisfied by having observers placed far enough
apart so that no visual or auditory cues can be used to

detect the observations being made.
One general formula for computing reliability is
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Agreements
X 100 = § of agreement

Agreement + Disagreements

For event recording, a recording method based on behavior
occurrence that has been used by CBOS and many other
category systems, and will be used by MCBOS as well,
reliability can be calculated by dividing the data of the
observer who has the lower number of instances by that of
the observer who has the higher number of instances. For
example, if the number of instructional behaviors that a
coach has during a period is recorded, and one observer
records 14 while a second observer records 12, the
reliability would be computed as follows:

12
X 100 = 86% agreement

14

This result shows a 86% inter-observer agreement. In
behavioral observation research, using inter-observer
agreement calculation techniques, a criterion of minimum 80
percent is generally acceptable as reliable assessment
(Bond, 1979; Siedentop, 1983).

In terms of statistic treatment of data in
observational studies, one of widely used and recommended
methods of calculating agreement coefficient with nominal
data has been Scott's (1955) coefficient (Bond, 1979;
Hollenbeck, 1978; van der Mars, 1989). Flanders (1967)
stated:

Scott's method is unaffected by low frequencies, can be
adapted to percent figures, can be estimated more
rapidly in the field, and is more sensitive at higher
levels of reliability (p. 161)

Based on their review of related literature, Evertson
and Green (1986) presented a series of questions and answers
to clarify issues of observer agreement. A brief summary of
the answers to their related questions is presented below in
a way that each question precedes its answer:

When should observer agreement be measured?

Observer agreement should be measured prior to data
collection. However, calculations of the degree to which
observer disagreement limits reliability should be done
after the study. It is important to note that the training
of observers does not guarantee against observer skill
deterioration as data collection proceeds.

on what kinds of data should observer agreement be

calculated?
Observer agreement should be calculated on the same
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units of behavior that will be used in the data analysis,
and on subcategories of pehavior as well as the larger,
subsuming categories.

With whom should agreement be obtained?

Observers' scores should be compared with a pre-
determined criterion to ensure the accuracy because high
inter-observer agreement may not mean agreement with the
original categories. Systematic misinterpretations can exist
even with high agreement. This criterion points out clearly
the importance of well-defined categories and ground rules
to set standardized conditions for recording.

Under what conditions should agreement be calculated?

All ways to heighten observer vigilance and maintain
accountability should be considered. coding in the actual
setting may differ from coding of unambiguous samples in a
laboratory or training session.

How can agreement be measured?

Be aware that the drawbacks of simple percentage
agreement are that low frequencies in some categories and
high frequencies in others may make interpretations
ambiguous.

Evertson and Green concluded that the forgoing
discussion of reliability can be thought of as a framework
or set of guidelines for finding appropriate ways to
determine reliability. That is, the questions and the
related issues that were raised can guide the researcher in
designing, selecting, and applying appropriate measures of
reliability.

It was pointed out previously that although
inter-observer agreement has been commonly used to assess
the reliability of measurement in observational studies, it
does not, by itself, assess observer accuracy unless a
previously established standard is used, and does not assess
stability unless it is measured over repeated trials (Bond,
1979; Evertson & Green, 1986; van der Mars, 1989). It is
possible to obtain high inter-observer agreement with close
to zero reliability in terms of accuracy and stability in
the sense that a test can not be reliable if its validity is
low. Johnson and Bolstad (1973) noted that "it is quite
possible to have perfect observer agreement or accuracy on a
given behavioral score with absolutely no reliability or
consistency of measurement in the traditional sense" (p.
10). Reliability is present only when both accuracy and
consistency are pesent. This view was also supported by
Kazdin (1977) who noted that

although accuracy and agreement are related, they need
not go together. For example, an observer may observe
accurately (relative to pre-established standard) but
show low inter-observer agreement (with another
observer whose observations are quite inaccurate), or
observe inaccurately (in relation to the standard) but
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show high inter-observer agreement (with another
observer who is inaccurate in an identical fashion).

(p. 42)

An extension of this issue was developed by Evertson
and Green (1986) who stated that

because presentation of a reliability coefficient does
not mean that the information is valid, that the
coefficient was determined in an appropriate manner, or
that the representation of reality is accurate. One
must go beyond the score and ask how reliability was
determined and explore the relationship between
reliability and validity, since it is possible to
measure behaviors reliably that have low validity with
regard to the question under study. (p. 185)

In practical situations, there exists a danger that the
common practice of using a percentage as an expression of
observer agreement as an indicator of observer reliability
may mislead many to equate observer agreement, the degree to
which observers who viewed certain events agree in their
recordings, with reliability, an issue that may imply both
consistency and accuracy (van der Mars, 1989). Observer
agreement should not be mixed with accuracy, an important
element that can be covered by matching pre-determined
standard of assessment. Reliability can only be obtained
when both accuracy and consistency are present.

Another issue that deserves consideration and has been
noted by Mitchell (1969) is that the observer agreement
coefficient is usually based on whether two (or more)
observers were similar in their tally of total events of
each type, but agreement is seldom based on whether the
events were coded the same order (i.e., the order as they
actually occurred) by the observers. As Rosenshine and Furst
(1973) stated that this problem may become acute if
investigators are interested in the sequencing of events in
their analyses when the coefficient of observer agreement is
based solely upon the total number of behavioral
occurrences. It is understood that the presentation of
sequencing aspects of behavior in analysis of coaching
behavior is important and useful in providing feedback
information to the coach since sequencing aspects of
behavior may, occasionally, reflect important behavioral
patterns of a given coach, which might in turn reflect
certain characteristics of coaching. For example, if a coach
constantly displayed encouragement after corrective feedback
of performance to different athletes across coaching
sessions, then, the pattern of corrective feedback-
encouragement, which reflects a positive way of coaching,
would be one of his characteristics of coaching. In light of
the questionable value of the agreement coefficient in
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yi=1ding sequencing events of behavior, standardized
recording that completely matches the order of events as
they actually occur becomes necessary. It is suggested that
the skill of sequential recording of events as they actually
occur should be obtained through the process of observer
training, which will be discussed in a later section of this

chapter.

Issues of Validity

It was noted at the beginning of this section that the
key element of validity in observational studies is to
obtain an adequate representation of reality in an effort to
reduce the possibility of error. validity can be influenced
by many factors including such as behavior definitions,
research design, and problems of measurements, all of which
influence how accurate and complete the coding records will
be. Hawkins and Dotson (1975) suggested at least three
potential sources of error in obtaining accurate and
objective data. The first is that the definition of the
behavior category may be vague or involve high observer
inference, or that the behavior may be difficult to detect
pecause of its complexity or subtlety. The second is that
the observer may be poorly trained, lack sufficient
motivation, or be otherwise incompetent. The third is
concerned with observer bias and related issues.

Fassnacht (1982) argued that sources of error of
observational research as a means of representing and
exploring reality are always found in representational
system or process rather than in the segment of reality. If
this is the case, then, the observer will be one of the
major factors that influence data accuracy. van der Mars
(1989) outlined five major obstacles that relate directly to
the observer. They are observer drift, complexity of the
observation system, expectancies (or bias), reactivity, and
cheating, each of which is briefly presented.

Observer drift.

observer drift refers to an observer's tendency to
change coding rules and interpret category definitions
differently. This is a gradual process that may have
different causes, such as going for a long period without
using a system, mixing definitions from one system with
those of another, and observing individual instances of
behavior that do not neatly fit into any one category and
making accommodations for this. Weick (1968) reported that
satiation and boredom also cause drift tendencies. To deal
with observer drift effectively, Barlow and Hersen (1984)
recommended following procedures. First, ensure a good
observer training and continue it after completion when
needed (skills that were learned in training might be lost
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without frequent practice). Second, periodically code
prescored videotapes and check the agreement with the
standard. And finally, periodically rotate the person with
whom one compares his/her codings. This is because staying
together with one colleague for too long might actually
cause both parties to drift together without realizing it,
thus remaining in agreement but no longer being accurate.
Cooper, Heron, and Heward (1987) also noted that drift
decreases when videotapes are used, because observer
agreement can then be measured in random order.

Complexity of the observation system.

This is usually influenced by two elements: the number
of categories and time intervals. In general, the more
categories in a system, the more difficult it will be to
make correct coding decisions. The observer may have a hard
time keeping up with the fast pace of subtle changes in
behavior patterns if the behavior categories are too
cumbersome to use. For interval recording (for example,
behaviors are coded in every five seconds interval), adding
shorter time intervals also tends to increase the pressure
on the observer. This issue has already been discussed
previously. What is needed to point out is the importance of
developing a system with relatively small number of
categories that can cover most, if not all, the observations
of interest. Furthermore, permanent records (for example,
video and/or audio tapes) are recommended because the
observer can review the session over and over again.
Although this may be more time-consuming, the accuracy of
the data is less likely to be influenced by system
complexity.

Observer expectancies/biases.

This refers to the phenomenon that observers produce a
bias in the data that reflect a change in coded behavior
even if the behavior did not really change when observers
are told that certain changes in behaviors patterns of
teachers/coaches might occur as a result of some type of
intervention. O'Leary, Kent, & Kanowitz (1975) stated that
expectancies themselves do not seem to influence observers'
recording behavior. However, if combined with feedback or
information about target subjects' characteristics and/or
prejudices of the investigator, they can produce seriously
distorted data.

Kazdin (1977) and Cooper, Heron, & Heward (1987)
recommended that observer bias can be minimized by (a)
videotaping the sessions and coding these permanent records
in random order, (b) frequently inserting new observers, and
(c) keeping observers naive as to the purposes of the
investigation.
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Observer reactivity.

When one is aware that someone else is also doing an
observation for the purpose of :¢hecking his/her reliability,
the agreement percentages tend to be higher (Kent,
Kanowits, O'Leary, & Cheiken, 1977) . This phenomenon is
called observer reactivity.

van der Mars (1989) noted that reactivity can be
minimized by keeping the assessment of reliability as
unobtrusive as possible, notifying observers that all
sessions may be screened, and videotaping each session so
that no need of contact becomes necessary between the
observer and his/her assessor for reliability check

purposes.

Observer cheating.

Cheating occurs by way of data fabrication, alteration
of data, and incorrect calculation of agreement scores or
derivatives from the raw data. Cheating opportunities can be
minimized by (a) collecting the coding sheets immediately
after an observations session is completed; (b) using pens
rather than pencils; (cC) letting persons other than the
observers do the calculation of agreement percentages; and
(d) conducting unannounced, random reliability checks

(Barlow and Hersen, 1984).

Observer training.

Observer training in the use of an observational system
has become customary practice in an effort to reduce sources
of error caused by observer (e.g., Smith, 1978; Bond, 1979;
Siedentop, 1983; van der Mars, 1989). In the consideration
that many observer training programs are similar to one
another, this section provides an overview of the major
phases of learning how to use a systematic observation
system proposed by van der Mars (1989) as an example of the
general process of observer training.

Step 1: Orientation to the system

The observer is introduced to the basic purpose of the
observation system, including a description of the types of
events or behaviors that can be studied. Barlow and Hersen
(1984) noted that this first step should stress the strict
adherence to definitions and procedures of the particular
system, and not being influenced by personal beliefs,
history, and previous personal experiences. Each of these
might lead to different interpretations of behavior
categories.

Step 2: Learning the categories

The definitions of all categories need to be learned
verbatim! Users need to be able to discriminate among the
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basic categories with 100% accuracy. At the same time, when
necessary, the correct category symbols need to be memorized
with equal accuracy (for example, the symbol 3 stands for
instruction in CBOS). van der Mars notes the importance of
analyzing as many videotaped examples as possible to make
sure that each category cannot be confused with other
closely related categories. According to van der Mars, a
writte1 or oral test should be administered to ensure
successful completion of this step.

Step 3: Using the coding form correctly

This step involves learning to use the coding form
correctly. It takes practice to successfully place symbols
in the appropriate areas of the form. Accuracy ought be
established before the next phase is started.

Step 4: Initial coding practice

In this step, the observer gets the first opportunity
to practice coding by using part of the observation tool
while viewing a videotape of a practice session. Use of
appropriate videotapes is critical at this stage. Videotapes
with behaviors that are relatively easy to code should be
used at beginning. That is to say unambiguous behaviors
should not be used to avoid frustration on the part of the
learner and the instructor at initial stage. As gaining more
successful experience, the observer can begin to engage in
coding more complex behaviors that reflect variable
behavioral patterns. It is a good idea to switch videotapes
so that new behavior patterns can be introduced. This will
also help to avoid possible prediction of behavior patterns
if only one tape is repeatedly used. At this stage, frequent
discussion of unclear instances of behavior patterns will
help to avoid mistakes. The observer should be encouraged to
write down critical information and develop a decision log.
This log contains ground rules that the observer refers to
during observation sessions. It is important to point out
that increase of complexity should be a gradual process So
that complexity level always fits competent level of the
observer. Furthermore, a perfect match between recording of
and actual occurrence of events in terms of sequential
aspects of behavior should always be carried out to make the
accuracy at a high level.

Step 5: Live observation practice _

This step is similar to step 4 with one exception: live
observation coding is used. Many of the considerations in
step 4 also apply to step 5, especially the principle of
gradual increase of complexity. Observation settings should
be chosen with care in terms of the complexity of behavior
patterns to be coded.

Summa

Above discussions are commonly concerned issues of
reliability and validity for observational studies. It is
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important to note that researchers of observational studies
have clear understanding of the concepts of accuracy,
observer agreement as related to reliability and validity,
and the relationship between them. Researchers should also
be aware of and able to apply the methods of reduction of
sources of error in data generating and assessing procedures
in order to produce research results that can be trusted.

Observational Analysis and Coaching

The following quotation from van der Mars (1989) may be
used to highlight the current situation of observational

studies:

Systematic observation has played a major role in the
emergence of teaching/coaching behavior research as a
bona fide area of empirical study in our profession.
Although the descriptive findings may not have lived up
to our expectations, the answers to the question of
what typically goes in school physical education
classes could never have been given with the same
confidence in 1970 as they can today. ...In addition,
more and more efforts are being made not only to make
systematic observation a part of empirical research,
but also to use it in the preparation of novice

teachers. (p. 5)

A number of behavior analysis studies have been
completed by several researchers. Tharp and Gallimore (1976)
devised a ten-category system for systematic observation in
a teaching/coaching setting. The ten categories were:
instruction, hustle, modelling-positive, modelling-negative,
praise, scold, non-verbal reward, non-verbal punishment,
scold/reinstruction, other and uncodable. They investigated
coaching behavior of John Wooden, a leading basketball coach
to identify his behavioral patterns at the University of
California at L.A. during 1974-75 season and found 50.3% of
Wooden's coaching behavior fall into instruction category
and 8% into scold/reinstruction category.

Darst et al. (1981) used an instrument similar to the
one developed by Tharp and Gallimore to objectively observe
the coaching behavior of a head football coach and his
assistant coaches at the Arizona State University during 18
practice season. This instrument consisted of 12 categories.
They were: instruction, hustle, scold/reinstruct, praise,
scold, modelling-positive, modelling-negative, non-verbal
reward, non-verbal punishment, other, uncodable, and first
name use. These researchers found that the most commonly
emitted behaviors by the coaches were instruction, hustle,
and scold/reinstruct. .

Langsdorf (1979) developed a data collecting instrument
called Coaching Behavior Recording Form (CBRF) determining
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the nature and amount of specific coaching behavior that
occurs during a given practice session or within particular
segments of a practice session. The CBRF features
descriptive terms that identify commonly observed coaching
behavior. It contained ten categories of commonly recognized
coaching behavior. They were instruction, hustle, praise,
non-verbal reward, scold, non-verbal punishment,
scold/reinstruction, positive modelling, negative modelling,
and first name use. As reported by Langsdorf, this system
has been used successfully in basketball and football
coaching and seem suitable for most team sports.

Lacy and Darst (1985) used an instrument modified from
Tharp and Gallimore's (1976) to observe coaching behaviors
of ten experienced winning coaches in various phases of
coaching sessions, e.g., warm-up, group/team practice,
conditioning in the Phoenix, Arizona during 1982 season. The
categories of the system included first name use, praise,
scold, instruction, hustle, non-verbal reward, non-verbal
punishment, positive modelling, negative modelling,
management, and other. They found that the instruction
category was used twice as often as any other behavior in
every phase of the season. They suggested that more specific
categorizs of the instruction be assigned for further
examination.

Quarterman (1980) developed an observational system
designed specifically for describing and analyzing behaviors
of the physical education teacher and athletic coach. It
consisted of 12 teacher/coach categories that were really
six pairs of verbal/non-verbal behaviors directed toward
either "students attempting skills" or "class behaviors".
Specific categories were: positive verbal behaviors,
positive non-verbal behavior, corrective verbal behavior,
corrective non-verbal behavior, negative verbal behavior,
and negative non-verbal behavior. According to Quarterman,
the categories were formulated on the principles of operant
reinforcement theory and could provide insight relative to
positive and negative feedback during athletic practice. It
is recognized that the principles of operant theory hax v
been applied successfully in a variety of concerns of
coaches such as skill development, managing practics
effectively, motivating athletes, and so forth (Martin and
Lumsden, 1987; Siedentop and Taygart, 1984).

Rushall (1977) developed two observation schedules that
attend to teacher/coach (TOS/COS) and pupil/athletes
(POS/A0S). The categories for each pair were identical, but
the environment, whether educational or athletic, determined
the nature of the analysis. Since the current study focuses
on coaching behaviors, only is the TOS/COS discussed and
described here. Based on the work of Breywere and Calcherea
(1971), Rushall classified coaching/teaching behaviors into
seven categories. They were: feedback and rewarding,
correcting and prohibiting, questioning, directing
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explaining and informing, monitoring and attending,
managing, and no activity. The schedule focused on the way
consequences for participant behaviors are provided, the
types of directions or setting events demonstrated, the form
of non-interactional behavior occurring, and the occurrence
of activities not related to control functions. From these
emphases an estimate of the teacher/coach's potential
effectiveness could be formed.

The Coaching Behavior Observational System (CBOS)
developed by Smith (1978) was primarily designed for
describing and analyzing coaching behaviors in practice
situations. This ten-category system has received some in-
depth discussion on the categories in the previous pages.
Besides the feature of behavioral matrix that can
effectively reduce the number of categories as well as yield
information about sequential aspects of coaching behavior
under study, other meaningful tools for organizing data
include the generation of "behavior clusters" which are
pbased on combining categories that are conceptually linked
to each other. For instance, categories of instruct,
positive demonstration, negative demonstration, and
corrective feedback may be put together as a cluster of
primary coaching behavior; praise, hustle, and scold as a
cluster of affective coaching behavior; praise and positive
demonstration as a cluster of positive behavior, in the same
vein, negative demonstration and scold as a cluster of
negative coaching behavior. Then ratios between different
clusters can be calculated to generate wcoaching style" or
wcoaching climate" to reflect "the way the coach uses the
authority available to him/her (p. 24). It is believed that
styles of coaching behavior can be identified along a
continuum from direct to indirect. A direct style reflects
the way the coach uses authority to instruct, control,
discipline, and correct or task oriented, business-like
style of coaching. At the other end of the continuum is the
indirect style which reflects the coach being warm,
rewarding, accepting, and supportive, or person oriented and
humanistic style of coaching. Bond (1979) gives a brief
summary on the work Smith has done. He states:

It (CBOS) is the product of a variety of sources,
including the many years Smith has had as a coach,
observer of coaching and teacher; a thorough review and
analysis of research in classroom observation, existing
teacher behavior observational instruments, existing
instruments for the analysis of coaching behavior, and
discussions with a cross-section of active coaches. (p.

52)

Bond (1979) conducted a research to examine the
validity of the categories of the CBOS and the associated
reliability of observation. As a result of the study, he
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confirmed the utility of this system for research on the
coaching behaviors. Since then, CBOS has been reliably used
in a variety of coaching situations for more a decade.

Summar

The application of the observational method to the
analysis of coaching behavior is still in the embryonic
stage (Bond, 1979; Darst, Mancini, & Zakrajsek, 1983).
However, many coaching observational systems have been
developed and appeared in the sport psychology literature in
resent years. Efforts by a number of scholars have provided
considerable knowledge about programmed instruction,
behavior modification, training of novice coach, and coach-
athlete interactions to enhance the quality of coaching.

Observational Studies in the People's Republic of China

It was mentioned in the introduction chapter that the
evaluation of teaching behaviors of physical education for
the purpose of assessing effectiveness in the People's
Republic of China has been a consistent practice for many
years. Typically, teacher behaviors are analyzed and
evaluated based on some established theoretical models or
standards as a result of the work of influential figures in
the theoretic areas of physical education and recreation
and/or directly borrowed from Russian text books. Systematic
observation of coaching behavior in sports settings in the
P.R. China, compared to the observation of tecaching
behaviors in physical education, is more sporadic and
inconsistent. Coaching effectiveness is often evaluated by
such output measures as athletes' performance in
competitions and/or the rate of progress in learning new
skills. Due to these facts, along with the difficulties the
researcher encounters in reaching the limited literature
pertaining to description based observation of teaching
and/or coaching behavior that is difficult to find in North
America, it does not seem possible that a rich literature is
available for review.

A typical teacher assessment practice may involve
several evaluators, each of whom may be responsible for one
dimension of several dimensions of the evaluation when a
teacher is evaluated. For instance, one may keep recording
of the changes of a participant's pulse when different
activities are engaged at different points in time within
the session by randomly selecting one or two participants
and keeping track of their pulse change so that a curve can
be drawn to reflect the physiological reactions of the
participants. Then, this curve may be used to refer to the
physiological changes of the class as a whole. Another
evaluator who may be responsible for the work load of the
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participants may take a count whenever an activity is
engaged so that total tallies of activities engaged as well
as sub-totals for different segments of the session (e.g.,
preparatory phase, main phase, and ending phase) can be
generated at the end of the session. The results are, then,
compared against some established standards for the relevant
age group and performance level. Such evaluation practices
often have dimensions including attitudes of the teacher
(towards the participants and the task at hand, evaluated in
terms of appropriateness of the teaching style), how well
the teacher carried out the tasks planned for the session
(evaluated against a written plan prepared before hand),
physiological reactions and changes of the students, and
students work load (both as described above). Some other
dimensions may include appropriateness of verbal and non-
verbal instructions (e.g., degree to which clearness of
explanations, appropriateness of commands, correctness of
demonstrations in terms of the way or manner that
demonstrations are performed, and so forth), effectiveness
of using appropriate teaching aids (e.g., proper equipment
used for a particular drill, video-, audio aids used to help
understanding intuitively a particular learning task), and
the degree to which the class was organized. A general
report is usually developed to reflect the degree of
effectiveness the teacher carried out the class.

It is obvious that above described teacher assessment
is evaluation-oriented rather than description-oriented
although the general evaluation may involve some
description. Description (rather than evaluation) of
teaching behavior in a systematic and detailed way remains
at sporadic and inconsistent level.

It is recognized that above few paragraphs are
virtually a general introduction rather than a literature
review on the practice of observational studies in China. It
is hoped that, however, that such a general description is
helpful to a degree in reflecting the situation of
observational studies in the settings of physical activity

teaching in a general manner.



CHAPTER 111
METHODS AND PROCEDURES
Overview

The primary concerns of this study as set out in
Chapter 1 are to develop and validate a coaching behavior
observational system appropriate for describing Chinese
coaching behaviors and to establish a data base of
videotaped recordings of elite Chinese coaching behaviors
used for future cross cultural studies. The information that
follows in this chapter outlines the methods and procedures
employed to fulfil these objectives. Specific concerns are:
the development of a set of categories and associated
definitions that cover the components of a regular Chinese
coaching setting; the generation of ground rules for
effective use of the categories; methods of coding observed
behaviors (e.g., training procedures); and the analysis of
the coded behaviors (behavior clusters, coaching style
indices and behavioral matrix). These are the major
components thought to compose an observational system
effective for describing coaching behaviors.

CBOS and the study elaborating the effective use of
COBS conducted by Bond (1979) along with many other systems
(approximately 39) available in the relevant literature
served as starting point for the development of the current
system. The development of categories and ground rules was
approached through an analytical work of the examination of
the appropriateness of CBOS when it was used to describe
Chinese coaching behaviors. The reliability measures and
training procedures were based on the knowledge obtained
from relevant literature. And the usefulness of the various
forms of CBOS for data analysis was assessed based on the
log the researcher took during filming, training, coding and
analysis, and consequently modified to fit the needs of the
current system. The criteria for good system set out by
Glassford (1970) that were reviewed in the previous chapter
were used as the standards for such concerns.

Development of Categories and Ground Rules of MCBOS

The key issue involved in the development of the
current system was to develop a set of categories and ground
rules that was appropriate in describing coaching behaviors
of the Chinese culture. This issue was considered very
important since it was directly concerned with validity of
the system. The basic procedures included several steps.
They were: (a) translation and validation of the translated
CBOS, (b) data collection and analysis of Chinese coaching
behavior with Mandarin version of CBOS, (c) analysis of the
units of CBOS, and (d) integration of ground rules. Each of
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these steps is described as follows.

Translation and Validation of the Translated CBOS

The CBOS was carefully studied and translated into
Mandarin version by the researcher. The purpose of this
process was to make the CBOS accessible to the coaching
behaviors of Chinese culture, and to serve as starting point
for the development of categories of the MCBOS. To fulfil
this goal, a process that involved three basic steps was
carried out to make such transition. They were: (a) repeated
deliberation of the definitions of categories and ground
rules to explore the real meanings of and the relationships
between categories, (b) translation of the definitions and
ground rules sentence by sentence with carefully chosen
Chinese characters to match the proper key words in each
definition, and (c) translation of the translated Mandarin
version back to English three weeks after the completion of
the translation to make sure the original meanings of the
CBOS were still there. The translated Mandarin version was
then proofread by two other people who had good
understanding of both the languages and the knowledge of
relevant coaching settings. Discussions about wording and
precise meanings of the translation was carried out among
the two proof readers and the translator until a consensus
was reached.

Upon the establishment of the translated CBOS, actual
analysis of segments of coaching behaviors emitted by
English speaking coaches with the Mandarin version of CBOS
was carried out by two people who had good understanding of
both languages, and one of whom was the researcher, the
other was a person who had much experience in sports both as
an athlete and as a researcher in analyzing
coaching/teaching behaviors. This procedure took about a
total of ten hours of four separate meetings to complete.
The completion of this step was believed that the Mandarin
version of CBOS was ready to serve as a good reference for
developing a system which would be appropriate for analyzing
coaching behaviors exhibited by chinese coaches.

Data Collection and Analysis of chinese Coaching
Behavior with Mandarin version of CBOS

A part of the data used for the development of MCBOS
was collected directly from Mandarin coaching sessions given
by the researcher to the students of grade 4-5 and 5-6,
Kildare Elementary School, Edmonton through regular physical
education classes. The main use of such data was, in
conjunction with close scrutiny of the categories and ground
rules of many other systems available in the relevant
literature, to provide information of Mandarin coaching
behavior to be studied and analyzed for the development of



tentative categories and ground rules and to serve as first
step or a pilot study leading to the development of the
categories and ground rules of MCBOS. Two sessions of one
hour each were videotaped as preliminary trials to ensure
quality results of picture, sound effects, and the focus of
video camera for good view of behavior of the coach,
interaction between the coach and the students, and the
environment in which interactions occurred. Four (4) regular
sessions of approximately one hour (60 minutes) each were
videotaped to generate the data of coaching behaviors needed
for the analysis. This means that a total of approximately
240 minutes of coaching behaviors were videotaped and
analyzed. It was believed that this was sufficient to
represent the behaviors of the coach and cover common
components of coaching behaviors of this sport.

Upon the completion of data collection of this part,
the translated categories of CBOS were used to assess the
data to see if the categories could include all coaching
behaviors collected in the tapes by the researcher. It was
assumed that the categories of CBOS might not be accurate
enough to cover all coaching behaviors of another culture
due to cultural factors. Detailed notes were taken to record
those behaviors that did not fit well into any of the
categories of the CBOS according to the definitions of the
categories. Based on the notes and referenced by categories
and definitions of observational systems from other sources
available in the relevant literature, new categories were
generated to cover those behaviors that did not fit well
into the categories of CBOS, and modifications of
definitions of some of the existing categories were made so
that they became more culturally appropriate to the new
system. Careful examination of the definitions of categories
and of boundaries between categories of the new system was
carried out in such manner as to compare against the
criteria for good system (Glassford, 1970). The product of
this process was commented by a person, who had excellent
experience and knowledge both as an athlete and researcher
in the area of teaching and coaching of the Chinese culture.
Extensive discussions on the issues such as number of
categories, appropriateness of each category and its
definition, relationship and exclusiveness between
categories, and the usefulness and appropriateness of ground
rules were carried out between this person and the
researcher. Completion of this process lead to a set of new
categories and associated definitions of the new system
called "tentative categories of MCBOS". A presentation of
detailed analysis of the categories of CBOS that lead to the
tentative categories of MCBOS follows this section.

The other part of the data used for this study was
collected from Wuhan Institute of Physical Education, the
People's Republic of China (WIPE) by video taping regular
coaching sessions of elite performance in the sports of



gymnastics and basketball. The main use of this data was to
validate the tentative categories of MCBOS and to integrate
the analysis as a data base for future cross~-cultural
studies. Four male coaches (two from each sport) were
involved and two separate sessions of one hour each given by
each coach were video taped. This made a total of eight
hours and eight separate coaching sessions (four hours
gymnastics and four hours basketball). The video taping was
arranged, on the request of the researcher, by one of the
coileaqgues of the researcher, who was a senior researcher in
the field of sport psychology and a professor at the WIPE.
The researcher was unable to conduct the video taping
because of financial constraints (i.e., travelling expense
limits). However, the whole process of the data collection
was arranged by the researcher. Before the video taping,
several correspondences between the researcher and the
colleague were made to arrancz such things as the inquiry of
the willingness of the coiieague to help, technical
requirements and instructions of video taping, the way of
shipping back the videotaped content to the researcher, and
so forth. For example, the technical instructions for video
taping were: (a) the video taping should occur in a setting
that was as close to the regular coaching setting as
possible. In other words, the presence of video man and
video machine should have as little influence on the coach
and the athletes as possible. Suggestions were made to
reduce the possible influence by becoming familiar between
the coach and athletes and the video man before any
videotaping; making a trial session so that the coach and
athletes became used to the presence of the video-man and
machine; setting the machine in a proper place that was not
in any way blocking the coaching setting and also permitted
a good view of the coaching setting; (b) the coach should be
the main focus of the video camera throughout each session
and each behavior of the coach should reflect the context in
which it occurred; (c) the tapes should also reflect the
time a behavior occurred so as to permit effective encoding
later on; and (d) quality effect of sound and picture. The
materials sent back and forth were through canada Post and
China Post. It was considered that the most favourable
condition for validating the MCBOS was to collect data from
actual coaching sessions of the Chinese culture to ensure

the external validity of the system.

Analysis of the Units (Categories) of CBOS

The discussion that follows has been based on the
analysis of the categories and definitions of 39 published
observational systems that have been frequently used in
physical activity teaching and/or athletic coaching settings
as well as the actual content analysis of physical activity
teaching sessions given by the researcher to Mandarin



speaking youngsters at the Edmonton Kildare Elementary
School. These analyses are carried out against the
categories of CBOS.

CBOS was developed by Smith (1978) and "... designed to
provide a systematic approach to the analysis of coaching
and/or teaching behavior during practice or workout
sessions" (p. 1). The theoretical framework of this ten-
category system, according to Smith, was based on three main
guidelines. They are:

1. The seven generic behavioral classes summarized by
Simon and Boyer (1974) based on their review and analysis of
99 observational systems developed and used for the study of
counselling and classroom situations. These classes are: (a)
affective (emotional aspects of communication); (b)
cognitive (intellectual aspects of communication); (c)
procedures, routine or control (house-keeping, management,
and/or behavior control aspects); (d) physical environment
(place, setting, materials to use, etc.); (e) psychomotor
(nonverbal communication behavior); (f) activity (rehearsal,
repetition, and refinement, of movement patterns); and (g)
sociological structure (related to a means of noting who
talks to whom, what roles are taken by participant, group
size, or demographic information on interactants). Smith
(1978) believed that these classes would cover all of the
important components of interest in coaching environment (p.
40).
2. categories represent generic behavioral blocks.
Again, according to Smith, this involves an extensive
consideration of a wide range of coaching environments to
ensure that the most representative coaching behaviors are
captured by the categories selected. A scrutiny of above
mentioned videotapes of coaching behavior and content
analysis of these behaviors against fourteen concepts have
been also done. The concepts are: accepts behavior,
feelings, ideas; clarifies; controls; criticises; directs;
evaluates; informs; lectures; manages; praises; questions;
and supports.

3. Categories are functional rather than structural.
This issue has been touched in Chapter 2, and no further
comments are given here.

Based on above three major guidelines and a few others
(e.g., categories must be descriptive as opposed to
evaluative; must deal with small bits of action or behavior:
and must deal with what can be categorized or measured, p.
39) for the development of his categories, Smith (1978)
finalized the following ten-categories: monitor; praise and
reward; instruct; demonstration, positive; demonstration,
negative; corrective feedback; hustles; scold; management;
and other. A complete set of definitions of the categories
that is directly quoted from Smith's work (1978) is
presented as follows for reference.
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Indirect behaviors

1. Monjtor. The coach silently observes
individuals, small groups, or the entire group as
they practice or play. He or she may talk to
themselves or show incidental nonverbal behavior
while monitoring. Unless these behaviors are seen
to have real effects on participants they should
be ignored and considered to be external signs of
the covert thought processes going on in the
coach's mind during monitoring.

5. Praise and reward. The coach verbally or
nonverbally praises, offers compliments,
encouragement, accepta:;:Ce Or agreement, with
participant behavior. Statement may refer to
present, past, or future behavior or performance.
Nonverbal praise such as nodding, pats on the
back, hugging, clapping as in applause, and other
recognized gestures of approval are included.
Examples of verbal praise, with appropriate tone
of voice: "Great!" "Yes, good work!" "Keep going,

you'll get it!" "OK! OK!"

pirect behaviors

3. Instruct. Statements about what to do, or how
and why to do it. Questions to elicit recall of
earlier instruction or to get participant ideas on
performance technique, tactics, attitudes, or
practice activity. This category includes requests
and commands.

Examples: "Hold the hand in this position." "How
could you try to counter a move like that by your
opponent?" "Be alert all the time." "OK, go
ahead." "Stop. Run in and listen to this." "Do
you remember what we said about pacing yourself?"
4. Demonstration, positive. The coach, or a
participant at the request of the coach,
demonstrates how an action is to be carried out.
See the ground rules fcllowing for an explanation
of how to record combined verbal instruction and

demonstration.

5. Demonstration, negative. The coach, or a
participant at the request of the coach,

demonstrates an error in action or an action to be
avoided. Again, see the ground rules for recording
mixed instruction and negative demonstration.

6. Corrective feedback. Statements or questions by
the coach that follow direct observation of
performance and which are intended to point out
errors or inappropriate aspects of the
performance. Such statements are essentially
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information, as contrasted with praise or scolds
which tend to convey an emotional reaction in the
sense of positive valuation or negative valuation
of he coach to an observed performance. Corrective
feedback is restricted to knowledge or sKkill areas
in which performance can be considered correct or
appropriate by definition, or as a matter of fact,
or by convention.

Examples: "Your head is too far forward." “Can you
get more weight onto your left foot? "That is not
how we play a two-on-one situation" (stated in a
matter of fact tone of voice). "You are unstable
because your feet are too close together, spread
them, widen your base."

7. Hustles. Statements or actions by the coach to
activate or intensify previously instructed
behaviors. Among the actions that can be used as
hustles are vigorous, short, rapid clapping (not
intended as applause); a guick jabbing motion of a
forefinger directed at an individual or group; a
quick lunging motion of the shoulders or body; and
any other nonverbal behavior that is recognized by
participants as calling for more effort or
intensity.

Examples of verbal hustles: "Go! Go!" “Drive
harder!" "Move it!" "C'mon!" "Hustle!"

8. Scold. Statements intended to scold, criticize
or reject the performance, behaviors, feelings, or
ideas of participants. This category includes
sarcastic statements and expressions of
displeasure, both verbal and nonverbal. Among
nonverbal scolds are stamping the feet in disgust;
a rapid whirl or pivot away from the offending
action; a quick movement of the hands to the hips;
slapping the forehead as the head is thrown back;
a threatened or actual kick, punch, choking, or
slashing action; a so-called raspberry or other
unpleasant sound, such as a prolonged hiss; and
any other action recognized by participants as
intending to scold, criticize or reject.

Examples of verbal scolds (with an appropriate
tone of voice): "Terrible!" "Stop that right now!"
nGet out!" "Lovely, just bloody lovely!" "What the
hell do you think you're doing?" "How can you be
so stupid! (lazy, selfish, cowardly, etc.)"

9. Management. The coach engages in verbal or
nonverbal activity associated with management,
housekeeping, routine preccedures, announcenents,
arrangements, other than instruction or arranging
or grouping participants for instruction or
practice activity. Among management behaviors are
taking attendance; making arrangements with
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groundskeepers, janitors or others working or
playing in the area; collecting money from
participants; giving details related to schedules
or travel: arranging car pools; distributing or
collecting game uniforms; and so on.

10. Other. Any coaching pehaviors displayed which
do not fit into any of the other nine categories.
Statements that cannot be understood or occasions
where the noise level is so high that the coach
cannot be heard over it are recorded here.
chatting or visiting with others, or attending to
personal matters unrelated to the coaching or
management tasks at hand, fall in this category.

(pp. 2-5).

This instrument has been used successfully for
analyzing the behavior of coaches in a wide variety of
sports of Canadian culture. Because of the theoretical and
philosophical stands on which the framework of this
instrument is based, the categories and tools for organizing
data, and the settings that the instrument is applied, all
of which seem to fit the needs of current study better than
many other systems that the researcher has reviewed, it has
been taken to serve as a starting point for the development
of MCBOS that is culturally appropriate to the Chinese

coaching sessions.
It is assumed that modifications of categories of CBOS

may take place when it is applied to describe coaching
pehaviors from a different culture due to cultural
differences, and some conceptual understandings of the
researcher. These are the issues specific to the needs of
current study and hopefully become clear as the discussion

continues.

comments on _the Exhaustiveness of the Categories

An extension of the Smith system was carried out by
Bond (1979), one of Smith's students at the time, who added
six (6) sub-categories to the category of "Instruct" in an
attempt to fulfil the need for further examination of the
v, ..relevant generic sub-blocks of [instruction]" (Smith, p.
32) to make the system useful for a finer, more detailed
analysis for research or to provide improved feedback to a
working coach as a basis for tracking changes in behavior.
As Smith pointed out, such examination would lead to a
v...higher power of resolution in examining the complex
pehaviors subsumed by this major block of coaching behavior"
(p. 32). As a consequence of such examination, the following
sub-categories were added to the CBOS categories: command,
order, direct; lecture, explain, expand: request; question,
implied question; response to player question; and
conformation feedback (refer to Appendix 2 for complete
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definitions of the categories). While the first five
additions were restricted to verbal behaviors, the sixth,
conformation feedback included both verbal and nonverbal
behaviors.

A review of 39 observational systems that have been
used frequently in physical activity teaching and/or
athletic coaching settings by the researcher has indicated
that the categories along with useful tools of CBOS and its
sub-categories developed by Bond (1979) cover almost all the
concepts that are covered by the categories of the 39
systems with only two exceptions. They are: "first name
use"; and "physical contact". A conceptual analysis of these
two categories has suggested that the category of first name
use does not seem to fit the framework of the current system
since it is based on formal structures of behavior rather
than functional effects of behavior, an issue that has been
touched in previous pages. However, the concept of physical
contact could be functionally based if it were used as
"physical help" rather than wphysical contact", and would
express itself the importance of being an independent
category if more discussion is involved. In practice, the
ultimate meaning of physical contact often involves
"physical help or guidance". This occurs frequently in the
forms of spotting as used in some individual sports such as
gymnastics, and physical guidance in some team sports. "Spot
and physical help" is frequently used where the intent is to
physically direct an athlete to perform a skill in a
"correct" manner. It is understood that this is an important
and effective way of teaching or coaching. In coaching
sessions, coaches use a variety of ways that appear in
different forms of behavior to express themselves. These
forms will reflect either conceptual (e.g., instruction),
visual (e.g., nonverbal demonstration), tactical (e.g., spot
or physical help), or some combinations of these forms. If
this understanding were the case, then, the concept of
physical help could be seen functionally parallel to the
concepts of instruction, and demonstration in instructional
process, and would be useful if it were covered by
categories of an observational system used in physical
activity teaching and/or athletic coaching settings. In
addition, the cross-cultural experience of teaching and
coaching gymnastics both in China and Canada the researcher
has had for more than five years respectively has suggested
intuitively that Chinese coaches generally tend to display a
higher rate of physical help (spotting in this case) than do
canadian coaches. Chinese coaches seem to have accepted a
more traditional way of teaching which emphasizes an active
role of teacher, that is, the teacher is always at the
centre of the educational process, while students are simply
followers. This way of teaching reflects a popularly
accepted belief by Chinese educators, which says: "the start
point is zero when something new is learned, however, the
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start point will be below zero when what has already learned
has to be corrected". Consequently, as in gymnastics
coaching, particularly at lower levels, physical guidance
has been used >y Chinese coaches as one of the major means
to keep the youngster in ncorrect" track to avoid
unnecessary effort. In contrast, Canadian coaches seem to
have accepted a different way of teaching known as
ndiscovery learning" that emphasizes an active role of
students in the learning process. Such a way of teaching
encourages students to be independent, to discover the
relationships between things themselves through their own
trials. Therefore, in gymnastics coaching, Canadian coaches
would understandably display lower rate of physical help
than do Chinese coaches. If such differences were the case,
it would add more data to support the importance that
physical help should be structured as an independent
category for an observational system designed to describe
chinese coaching behaviors. It would also help to explain
that a possible reason why CBOS does not incorporate this
concept might be because the rate of physical help was so
low that it was ignored with the consideration of parsimony
of the system, which is a cultural factor that has to be
considered for the categories of MCBOS.

comments on the Category of Instruct

For the convenience of the discussions that follow, it
should be pointed out that two of the CBOS categories
(instruct; and corrective feedback) were restricted to
verbal behaviors, three others (monitor; demonstration,
positive; and demonstration, negative) were restricted to
nonverbal behavior, and the remaining five (praise and
reward; hustles; scold; management; and other) both verbal
and nonverbal behavior. It should also be pointed out that
the sub-categories of instruction (command, order, direct;
lecture, explain, expand; request; question, implied
question; response to player question; and conformation
feedback) must also be restricted tc verbal behaviors
because the category of instruction has been restricted to
verbal behaviors only.

The category of instruct was originally defined in CBOS
as "Statements about what to do, or how and why to do it.
Questions to elicit recall of earlier instruction or to get
participant ideas on performance technique, tactics,
attitudes, or practice activity. This category includes
requests and commands" (p. 3). "It is important to point out
that three of the categories (3, instruct, 6, corrective
feedback, and 9, management‘) are restricted to verbal

! rhis should be a printing error because Management
was defined as either verbal or nonverbal behavio: .,



behaviors" (p. 8). According to these two restrictions, a
part of instructional behavior is ruled out, i.e., nonverbal
instructional behavior. In practical situations, coaches
often use nonverbal commands to start a drill, stop a drill,
signal a correct timing to guide a movement, even guide
complicated patterns of drills (e.g., pacing drills in ball
games). This argument has been supported by Bond (1979) in
his research of validating the categories and associated
ground rules of the CBOS. In an attempt to deal with those
behaviors Bond found difficult to be assigned to categories
according to the available CBOS category definitions and
ground rules during both observer training and data coding
processes of his research, he (1979) made a series of
suggestions to improve the efficiency of the ground rules.
Item 4 of the suggestions was "hitting, serving or passing
the ball into play to begin a drill is a form of
instruction" (p. 98). While this suggestion made the
nonverbal instructional behaviors to their appropriate
category, it set out a challenge to the definitions of the
category that has been verbally restricted. As a
consequence, it is understood that a removal of the verbal
restriction to this category may be an appropriate solution
to buffer this challenge. Furthermore, although the title,
instruct, refers to instructional behavior, the definition
did not say anything to delimit the boundaries. Therefore,
if a sentence "This category is restricted to the subject
matter at hand" or something similar were added to the
definition would make it more explicit, and operationally
delimited.

A final concern about the category of instruct is that
it is not clear, according to the definition, that
organizational behaviors like setting up equipment, keeping
order in the class, announcing substitutions, arranging
people for instruction should belong to the category of
instruct or the category of management. In practice, with
respect to the use of the CBOS, behaviors of this type have
been put in the category of instruct because they are
indirectly related to instruction, they are therefore
considered as part of instruction.

It is considered that the major component of coaching
behavior is instruction. This is because coaching is a
specialized form of teaching whose major role is to pass on
knowledge. This helps to explain why many fine distinctions
have been made in many of the categories of coaching
behavior observational systems (including CBOS). For
example, positive demonstration, negative demonstration, and
even corrective feedback which often involve explanations of
how to perform a skill correctly, or avoid/correct an
undesirable move can be considered components of the generic
instructional process, but they are separate categories.
This is important and acceptable. The point to make here is
that it is understood that organizational behaviors that are
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intended to create conditions for direct instruction can be
seen as parallel to the pehaviors of demonstration and
corrective feedback in the sense that they all belong to the
generic instructional process, but are different components
which have different functions within the process.
Furthermore, a noted phenomenon is that Chinese coaches tend
to display a higher rate of organizational behavior than do
canadian coaches, (for example, they line up athletes for
instructions as opposed to simply gathering together the
athletes which requires less time and fewer behaviors than
the former), again, a cultural factor that would influence
of the rate of occurrence of the behavior. Therefore, these
behaviors should be structured to stand as separate,
independent, and distinct essential elements in the generic
jnstructional process. It should be pointed out, however,
that because these behaviors are parallel to those
categories that are indirectly related to instructional
behavior, they should be distinquished from management
behaviors such as housekeeping, routine procedures,
announcement, arrangement, that are unrelated to the subject

matter at hand.

comments on the Category of corrective Feedback

CBOS defined the category of corrective feedback as
nstatements or questions by the coach that follow direct
observation of performance and which are intended to point
out errors or inappropriate aspects of the performance. Such
statements are essentially information, as contrasted with
praise or scolds which tend to convey an emotional reaction
in the sense of positive valuation or negative valuation of
the coach to an observed performance ..." This category was
restricted to verbal only in CBOS. However, evidence has
been found that coaches point out errors or inappropriate
aspects of the performance through nonverbal behaviors. For
example, in coaching sessions, if an athlete continuously
makes the same mistake(s) in performing a skill that may be
difficult to master, the coach may simply imitate the
vjncorrect" part of the performance to the athlete if
previous verbal corrective feedback has been given. In this
case, the athlete would understand very well the message
that the coach conveys through his physical imitation of the
"jncorrect" part of performance. Behaviors of this type
would be functionally more appropriately assigned to the
category of corrective feedback than to any other categories
in Smith's system. A contradictory issue would occur if this
argument is acceptable. That is, that once such nonverbal
behavior occurs it may also seem appropriate to be assigned
to the category of negative demonstration. Therefore, more
careful consideration is needed or this problem remains

unsolved.
The addition of the following distinction might be a
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helpful approach to solution which could be made as a
portion of the ground rules that are intended to set
standard conditions for observing behaviors and to provide
some formal rules to use in assigning ambiguous behavior to
the most appropriate category. In practice situations, if
the coach physically imitates the "incorrect" part of the
performance of an athlete immediately after direct
observation of the performance, this behavior is considered
as nonverbal corrective feedback. It is understood that such
nonverbal behaviors serve the same function as does verbal
corrective feedback, that is, both are intended to correct
performance mistakes through different forms of message
transmission. Negative demonstration is involved in more
direct instructional process than practice as contrasted to
nonverbal corrective feedback. In principle, negative
demonstration functions as a means of preventing or avoiding
performance mistakes while nonverbal corrective feedback is
used as a means of correcting performance mistakes.

Summar

In summary, the analysis of categories of CBOS in both
deductive (categories of the 39 systems analyzed) and
inductive (the actual content analysis of Mandarin sessions
by the researcher in a pilot phase of the current research)
ways has brought several specific concerns about the
development of categories of MCBOS. These concerns include
slight modification of definitions of two categories of CBOS
(instruct, and corrective feedback) to broaden their
coverage in scope; the separation of organizational behavior
from "instruct" to make it an independent category in
attempting to make finer distinctions of the instructional
process, which is the major component of coaching; and the
generation of a new category of Physical guidance. These
changes along with the remaining categories of CBOS would
make the MCBOS a twelve-category observational system. They
are: Monitor (1), Praise and reward (2), Instruct (3),
Demonstration positive (4), Demonstration negative (5),
Corrective feedback (6), Physical guidance (7), Organization
(8), Hustle (9), Scold (10), Management (11), and Other (12)
(please refer to Appendix 3 for complete definitions of the
tentative categories of MCBOS).

Integration of Ground Rules

It would seem redundant to address in details functions
and importance of ground rules within an observational
system since these issues have been discussed in the
previous chapter. However, a brief outline of the usage of
ground rules may be useful to refresh the reader's mind. One
of the major concerns for the use of ground rules with
observational systems is to standardise the coding of
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observed behaviors so that ambiguous behaviors can be
assigned to their most appropriate categories. Ground rules
can be set to standardize the manner of recording, for
example, rules of assigning a behavior to a category
according to its real effect. That is, depending on the
observed effect of the behavior it may be placed in one
category in one context and in another category in a
different context. And rules can also be set to standardize
the method of recording, for instance, to record behaviors
in every five second intervals. All these are made in an
attempt to increase the reliability of an observational
system. The ground rules below have been integrated based on
those of CBOS, of the Bond's study (1979) as well as notes
from the hands-on practice during a pilot phase of the
current study.

Rule 1. Numbers corresponding to the twelve categories
are recorded by an observer every five seconds. When more
than one category of behavior is observed during a five
second interval all categories observed are recorded. The
numbers indicating categories of observed behavior are
recorded in behavior encoding sheets. If any one category of
pehavior is observed to continue then the number
representing the category is repeated every five seconds.
Each practice or workout or portion of one that is observed
begins and ends by arbitrary convention by recording a 12.

Rule 2. Because the system is descriptive, not
evaluative, the observer should not try to guess the intent
of the coach but rather tc assign behaviors to categories
according to how he or she perceives their effect on the
participants. For example, a comment may sound like a hustle
but the participants clearly react with annoyance and
embarrassment which would indicate it had been received as a
scold. Then it should be recorded as a scold.

Rule 3. Tone of voice and other aspects of nonverbal
behavior must be used in assigning behaviors to categories.
The same question, for example, asked in different tones of
voice, with appropriate gestures or facial expressions might
be properly categorized as instruction (as defined above),
as a praise, as a scold, or even as corrective feedback.

Rule 4. During instructional processes, if a
demonstration is carried on silently and not described as
the action is carried out a four (4) is recorded if
positive, a five (5) if negative, at each five second
interval as long as the demonstration continues. A
demonstration may shift back and forth from positive to
negative, which would be jndicated by recording 4' and 5's
as appropriate. If the demonstration is accompanied
simultaneously by verbal instruction, record a 3 and either
a 4 or 5 for each five second interval during which this is
continued.

Rule 5. In practice situations, if the coach physically
imitates the "incorrect" part of the performance of an
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athlete immediately after direct observation of the
performance, this behavior is considered as nonverbal
corrective feedback, a 6 then should be recorded. It is
understood that such nonverbal behaviors serve the same
function as does verbal corrective feedback, that is, both
are intended to correct performance mistakes through
different forms of message transmission. Negative
demonstration is involved in more direct instructional
process than practice as contrasted to nonverbal corrective
feedback. In principle, negative demonstration functions as
a means of preventing or avoiding performance mistakes while
nonverbal corrective feedback is used as a means of
correcting performance mistakes.

Rule 6. Behaviors that are intended to create
conditions for direct instruction such as setting up
equipment, keeping order in the class, announcing
substitutions, arranging people for instruction should
belong to the category of organization. A 8 should be
recorded in this case. It should be pointed out, however,
that because these behaviors are indirectly related to
instructional behavior, they should be distinguished from
management behaviors such as housekeeping, routine
procedures, announcement, arrangement, that are unrelated to
the subject matter at hand.

Rule 7. Laughter by the coach in response to a
participant is praise if it shares positive feeling or
reassures, but is scold if it rejects or ridicules.

Rule 8. A phrase such as "OK" or "alright" may be a
praise or scold depending on the context, or when used in a
matter-of-fact way as in, "Well that's done, lets move on to
the next thing," it would be an organization.

Rule 9. Saying a participant's name may be merely part
of a praise, a scold, a hustle, or even corrective feedback,
depending on the tone of voice and other nonverbal behavior
the coach displays when he or she says it.

Rule 10. Where the coach is involved in activity as a
player or his or her own warm up or stretching activities
they should be coded as organization, although clearly he or
she may exhibit other behaviors which must be appropriately
coded.

Rule 11. In situations where the coach calls out the
score it may be coded as organization or a scold depending
on the context, emphasis and way it is received by the
player(s).

Rule 12. An apology by the coach for inadequate
placement of a ball or a mistake should be interpreted as:
"Tt's not your fault, it's mine". This is a form of
acceptance to a performance or behavior and should be scored
as praise and reward.

Rule 13. In environments where participants are spread
out over large areas, or where vision or hearing are
difficult (as in a pool), normal intervals of time required
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in waiting because of such problems should be recorded as
monitoring, if the coach is silent. However, during the
period the coach waits to get the attention of the group, or
as they assemble, he or she may produce behavior clearly in
any of the other eleven categories.

validation of MCBOS

The basic procedures used for validating the categories
and ground rules of MCBOS involved analyzing segments of
videotaped coaching behavior of actual Chinese coaching
sessions with the tentative categories and ground rules,
seeking comments and critiques from the experts who offered
expert opinion on the categories and ground rules,
modification of the categories according to the comments and
critiques from the experts, and the recycling of the above
procedures until the experts and the researcher reached an
agreement about the validity of the modified categories and
ground rules. A more complete description of these
procedures is presented in chronological order in the
section under the title "Procedures".

Subijects_(Experts)

Seven (7) experts at the Wuhan Institute of Physical
Education (WIPE) in the People's Republic of China offered
their expert opinion to validate the categories and ground
rules of MCBOS. This group of experts consisted of two
panels of knowledge sources. The first panel consisted of
four highly experienced coaches (two gymnastic coaches and
two basketball coaches) whose full-time coaching experience
comprised a total of sixty-four (64) years. All the coaches
had university education and were working at a university
level institute. The two gymnastic coaches had together
thirty-two (32) years full-time coaching experience in the
sport of Gymnastics (twenty-four and eight years
respectively). One of the two coaches, an Associate
Professor in academic teaching, was in his late forties. He
had obtained "superior coach" certificate in coaching
approved by the National Coaching Committee, of which level
had been obtained only by few among the coaching
professionals in the nation. He had also produced several
world class gymnasts at the time he completed the
Questionnaire. The other coach was relatively young in age
(fall in the group of 25 - 30 years), but not necessarily
inexperienced. He was selected and honoured to coach "the
pre-Olympic group" among about forty-five (45) other
candidates because of his outstanding performance both in
coaching and competition when he had competed as a gymnast.
He was in the academic teaching rank "Teaching Assistant".
The two basketball coaches had together thirty-two (32)
years full-time experience in basketball coaching (twenty
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and twelve years respectively). They were in teaching ranks
of “"Associate Professor", and "Lecturer" respectively. All
above coaches were coaching the students who were registered
in the attached sports school to the WIPE and oriented to
compete in future Olympics. The students lived in the school
and were trained in a semi-professional way (four to six
hours each day and six days a week). Two students in
Gymnastics were already in very high performance level (in
top 36 all-around in the nation, 1990) and had experience of
international competitions while others were still at the
performance level of provincial junior team. The basketball
students generally competed at the provincial performance
level and they were qualified to participate in national
basketball competitions.

The other panel consisted of three (3) non-movement
teaching staff (two in the area of Psychology of Sport, and

one in the - - : =f Theories of Physical Education and Sports
Studies). - " a total of ninety-one (91) years
experience . ing and doing research in the areas
mentioned ¢ 44, 32, and 25 years respectively). Two of
then weres : -eaching rank of Associate Professor, and
the oth=r wi: ... Professor rank when they completed the
Questiecnrair:. It shoul] be pointed out that this was a very

valuable panel for at least two reasons: (a) All three were
at least in academic ranks of Associate Professor jevel.
This is very valuable in the sense that it was extremely
difficult to be promoted to the Professor rank, the highest
rank one could get in the university academic system. To
most academic teaching staff, associate professor rank may
be the highest position available to them no matter how
experienced they were if they did not have extremely
outstanding performance in the area(s) of their
specialization; (2) two out of the three were nationally
recognized figures in the areas of Psychology of Sport and
Theories of Physical Education and Sports Studies. For
example, the professor in the area of Psychology of Sport
was the very first person who was qualified to accept
students for the degree of Master of Arts in Psychology of
Sport in the nation, and the holder of more than fifteen
academic and administrative titles and honours. The
associate professor in the Area of theories of Physical
Education and Sports Studies was one of the recognized
authoritative figures in the specification of theories and
practice of analysis of teaching behaviors. He had authored
and co-authored several books and textbooks in this area.

Procedures

1. Upon the completion of data collection (i.e.,
videotaped actual Chinese coaching sessions), the tentative
categories and ground rules of MCBOS were used to assess the
data to see if the categories included all coaching
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behaviors collected. This was done by seeking comments and
critiques from the experts through discussion with them
individually and group discussion that involved all the
experts.

2. Necessary modifications of the categories and ground
rules were done according to the feedback given by the
experts.

3. The modified categories were used to assess the
collected data again to see if they could include all the
coaching behaviors collected for the study. When this was
done, the modified categories and ground rules were
presented to the experts and comments and critiques were
sought again.

4. Necessary modifications were made again. The cycling
of these procedures went on until all the experts and the
researcher reached an agreement that the categories of the
system could be used to describe all the coaching behaviors
collected adequately and the categories were virtually
exclusive to each other, and the ground rules were
appropriate for effective behavioral assessment.

Method

Translated form of MCBOS was sent to the colleagues of
the researcher in China who had fairly good knowledge and
experience in the areas of sport psychology and coaching.

one of the colleagues who had already obtained a
master's degree in the area of psychology was responsible
for the whole procedures of the validation. He worked to
validate the MCBOS in such manner as follows: (a) studying
the categories and ground rules of MCBOS carefully to get to
know the system and the way it worked as well as possible
pefore he started the procedures described above, (b)
distributing copies that contained the categories and ground
rules of MCBOS to the experts so that they could get to know
the system, (c) seeking comments on the categories and
ground rules from the experts through meetings and
discussions (individual and group discussion) arranged by
this colleague and completed forms collected by him as well.

To record the opinions of the experts in a detailed and
efficient way, a questionnaire specifically designed to
record the comments of the experts was used (refer to
Appendix 4 for a sample of the questionnaire). Upon the
completion of above procedures, the comments from the
experts were sent back to the researcher for integration.

Coaching Behavior Analysis
In this section, issues related to methods of treating

collected data in a meaningful way are addressed. The issues
of concern were observer training, coding the data, and the
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analysis of coded behavior including behavioral clusters,
coaching style and social climate index, and sequential
aspects of the coaching behavior.

Observer Training

Observer training is one of the important steps of the
study. It provides MCBOS users a means to learn standardized
coding procedures that play an important role to guard the
results of data treatment to be reliable.

The main purpose of the observer training was to gain
some experience and to test if the methods and procedures
during training are effective.

The MCBOS categories and associated ground rules along
with a brief introduction of the purposes of the study and
functions of the system was handed over to a second
observer, a Chinese graduate student at the University of
Alberta who was enthusiastic and volunteered to assist, two
days before the training so that he had sufficient time to
become familiar with the categories, corresponding number to
each category, definitions and ground rules. He was also
advised to pay special attention to the precise meaning of
definitions of categories, boundaries between categories,
and standardized coding procedures specified in ground
rules.

In the first phase of the preliminary training, the
researcher answered questions about categories and coding
procedures with which the second observer was not confident.
Precise boundaries between categories and coding rules were
stressed and discussed intensively between the two
observers. For example, boundaries between organization and
instruction, instruction and corrective feedback, and coding
rules about how to code behavicrs in every five second
interval, and so forth (please refer to Appendix 6 for
detailed explanations). It was noted that the second
observer had a good understanding of the categories and
ground rules and remembered the names of the categories and
their corresponding numbers at the point of time. This phase
lasted about one hour and half to complete.

In the second phase of the training session, after
explaining how to use the previously prepared coding sheet
properly, the observers worked cooperatively on the verbal
coding by number of the categories of behavior of video tape
that contained thirty-minute Chinese gymnastics and
basketball training sessions. The tape was prepared by the
researcher in such a way as to select an adequate
representation of most, if not all the twelve categories of
coaching behavior of both gymnastics and basketball
sessions. Extensive explanations, and discussion were
involved concerning appropriate application of the knowledge
gained at the first phase to actual coding until the
agreement of verbal coding between the two observers became
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highly intuitively and the second observer became
comfortable with the actual coding activities before the
independent coding. This phase required about one-hour and

half (20 minutes) to complete.
The two observers then independently coded a fourteen-

minute segment of gymnastic session using the prepared data

sheet.
One week late another ten-minute basketball session was

coded independently by the two observers.

The equipment used during the coding phase consisted of
a curtis VR4000 videotape recorder and a twenty inch
Magnasonic ELT5205 colour television receiver. The videotape
recorder was equipped with the function of on-screen
programming. This function was capable of displaying time-
count onto screen so that the coding of every five second
interval became relatively accurate even with those recorded
tapes with no time-display.

Scott's coefficient (1955) was used to calculate the
inter-observer agreement. The coefficients obtained for
gymnastics sample was 0.89, and for basketball sample was
0.82 (refer to Appendix 5 for a demonstration of the
calculation). Both obtained coefficients reached the
generally acceptable level (Bond, 1979; Siedentop, 1983).
These results suggest that the iethods and procedures used
in observer training was effective and can be used to train

observers effectively.

Coding the Data

All of the data collected from China was coded by the
researcher. It was assumed that the accuracy of data coding
in terms of precise understanding of category definitions,
grouné rules, coding procedures of the system should not be
a problem because the observer was the researcher, the
system developer. Therefore, possible distortions of the
original intentions should be minimized to a low point.
Furtnermore, because of this factor, inter-observer
;eliability seemed less important than when both observers
were not the system developer #lthough the inter-observer
agreement was checked and the soefficient was calculated
during the observer training.

However, one factor that related directly to the
observer could influence the reliability, that is, observer
drift, due to fatigue of the observer in this case since a
iLotal of approximately eight hours coaching sessions of both
gymnastics and basketball was coded in about five days. The
actual coding took a total of approximately 15 hours to
complete.

To deal with the tendency of observer drift aue to
physical/mental fatigue, the observer managed to have about
fifteen-minute breaks in every one hour ti one hour and half
of coding and kept each work day of coding to a period not
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exceeding four hours in total.

A twenty minute basketball coaching segment was used to
check the intra-observer reliability. The repeated coding
was done a week after the first by the observer, and a 0.96
coefficient was obtained.

Analysis of the Coded Behavior

To group the coded category numbers in a meaningful way
for study, Smith (1978) proposed several specific methods
(pp. 19-28) that have been proven useful and effective by
the use of CBOS for a period of twelve years. There are
basically two levels of analysis in CBOS. On the first
level, coded category numbers are calculated to present
category frequencies and percentages, and then grouped to
generate behavior clusters, and coaching style indices. The
purposes of the clusters and coaching style indices are to
provide information concerning various aspects of coaching
behavior and to describe and follow fluctuations and
variations between coaches of different levels and spor:.s.
on the second level, a behavioral matrix is built to provide
information about the sequential aspects of the obseived
behaviors. The data treatment for MCBOS has been heavily
based on the data treatment for CBOS with the consideration
that both systems have similar categories and almost
identical purposes for research, i.e., to describe coaching
behaviors of reqgular coaching seusions. It should be
indicated, however, that there have been some modifications
to meet the needs of MCBOS. The modifications have been
based on the experience and theoretical understandings of
the researcher during the process of development of the
current system including the development of categories and
ground rules, data collection, and data treatment. The
following is a presentation of the two-level data treatment.

Level 1: Behavioral Clusters and Coaching Style Indices

Behavioral clusters

In CBOS, behaviors are grouped to generate clusters
under the titles of Primary Coaching Behavior (C), Affective
Behavior (A), Indirect Behavior (I), Direct Behavior (D),
Positive Behavior (P), and Negative Behavior (N). Table 1
below presents the behavioral clusters used by CBOS and
MCBOS and how and why they differentiate from each other in
terms of grouping behaviors.

Smith (1978) described the term of C as "the nuts and
bolts of coaching and include most, if not all, of the
communication regarding cognitive and motor aspects of
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TABLE 1

Clusters of CBOS and MCBOS

Primary Coaching Behavior

CBOS Ins Dem” Dem’ CF

MCBOS Ins Dem’ Dem’ CF PG

Affective Behavior

CBOS FR__ Hus  Sco
MCBOS PR Hus Sco
Indirect Behavior
£BOS Mon PR
MCBOS Mon PR
Direct Behavior
CBOS Ins Dem” Dem” CF Hus Sco Man
MCBOS Ins Der’ Dem’ CF Hus Sco Man PG Org

Positive Behavior

CBOS PR Dem

MCBOS PR Dem’ PG

Negative Behavior

CBOS Dem” Sco

MCBOS Dem” Sco

Management Behavior

CBOS Man

MCBOS Man org

Legend: FMON = Monitor; PR = Praise and Reward; Ins =
instruct; Dem' = Demonstration positive; Dem’

4

—Demonstration negative; CF¥ = Corrective Feedback;

PG = Physical Guidance; Org = Organization; Hus =
Hustle; Sco = Scold; Man = Management.
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performance" (p. 19). In CBOS, the sum of the behaviors
observed in categories of instruct, demonstration positive,
demonstration negative, and corrective feedback is used to
denote this concept since these categories are directly
related to cognitive and motor aspects of performance. In
MCBOS, however, the category of physical guidance has been
added to this cluster with the consideration that it is
directly related to coaching and deals with motor uspicts of
performance. The term A, according to Smith, conceims
behaviors which a-=: "...primarily, but not exclusiv:ly,
concerned with emotional aspects or affect" (p. ~1). The sum
of behaviors observed in categories of praise and .eward,
hustle, and scold is used to represent the concept. Since no
category of this kind has been added to MCBOS, this cluster
remains identical for both systems. The I cluster defines
the sum of behaviors observed in categories monitor and
praise and reward in CBOS, and "... connctes an observing,
encouraging, supportive, style of teaching or coaching..."
(Smith, 1978, p. 21). Again, no category has been added to
MCBOS, therefore, this cluster remains the same for both
systems. Two categories, physical guidance and organization,
have been included in the cluster of D in MCBOS because this
term is related to an authoritative coaching style "implicit
in giving orders, requiring attention and precision, and
correcting errors" (Smith, 1978, p. 21). While the category
of org»nization often appears in the forms of requiring
attention and giving orders in practical situations, the
category of physical guidance often occurs in the forms oi
physical assistance, that is often equivalent of verbal
order "You must do it like this!". It should be noted that
the category of physical guidance has also been included in
the P cluster in the sense that this category deals with
helping behaviors in a positive way, while the N cluster
remains the same for both sysfems. A new cluster, Management
Behaviors (Ma) has been incliuded in MCBOS. This term
definesthe sum of behaviors observed in the categories of
Organization and Management to reflect orgcnizational and
management behavior of the coach. The inclusion of this
cluster has been based on the idea that the categories of
Organization and Management together could reflect, to a
certain extent, the manner of a coach. That is, the extent
to which the order of a session is emphasized as opposed to
primary skill coaching. It is noted that in CBOS, there is
no such cluster because there is only one category
(management) dealing with this type of behavior.

Coaching style indices

These provide indices of what Smith referred to as "the
coaching climate". By "coaching climate® Smith (1978) meant
the extent to which the coaching atmosphere the coach
creates by using his/her authority available to him/her for
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a given coaching session. This concept was borrowed from
Flanders' study on classroom teacher behavior (1965) and
used to describe a continuum of teaching behavior from
direct to indirect. The direct teaching style at one end of
the continuum reflects authoritative behavioral mode. The
teacher uses authority to "instruct, control, discipline,
and correct" that are "task oriented" and "deal with the
business of teaching" (Smith, 1978, p. 24). At the other end
of the continuum, the indirect style reflects "warm,
rewarding, accepting, and supportive" behavioral mode. This
mode is "person oriented and humanistic as contrasted with
the task orientation of the direct mode" (Smith, 1978, p.
24).
There are four indices or ratios to reflect such
coaching climate in CBOS. They aZTe calculated using specific
behavior clusters as denominators and numerators of the
ratio. The Primary coaching/affective ratio (C/A), provides
a ratio of communication regarding cognitive and motor
aspects of perfermance to affective behaviors. The
Indirect/direct, ratio (I/D) provides a useful index of
shifting physical education teaching style. The FPrimary
coaching/monitor, ratio (C/M) provides information about the
proportion of "active" to "jnactive" coaching, that is,
actual coaching behavior versus behavior intended to obtain
information. And the Positive/negative, rztio (P/N) provides
an index of the mix between the positive and negative
behaviors of coaches, a measure which Smith, Smoll, and
curtis (1978) found to be quite useful.

The usefulness of these four indices as effective
devices to provide useful information about coaching climate
has been proven by the use of CBOS in vari«<ty of sports and
performance levels. It is believed that the indices are
practical and beneficial to MCBOS if they cr* borrowed from
CBOS. This belief is supported by the consideration of many
similarities shared in common by the two systems from
theoretical and philosophical stand in a broad sense to
specific categories, definitions, and ground rules used by
the systems.

It should be pointed out that a further coaching style
index that was not included in CBOS has been included in
this study. This index is the ratio of the Primary
coaching/Management (C/Ma) to reflect behaviors involved in
primary skill coaching as opposed to management behaviors.
It is calculated by adding the totals of the categories of
instruct, demonstration positive, demonstration negative,
corrective feedback, and physical guidance and dividing this
sum by the totals for the categories of organization and

management.

Level 2: Behavioral Matrix

Sequential Aspects of Coaching Behavior
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The second level of raw data transformation used by
CBOS concerns the construction of a 10 X 10 behavioral
matrix, which has also been developed as an outcome of the
observational research on classroom teaching (Flanders,
1965), and has been widely accepted by many researchers in
behavioral observational area (Darst, Zakrajestk, & Mancini,
1989; Rankin, 1978). The matrix preserves sequential aspects
of the observed behavior. Figure 1 is an example of the
matrix.

When a given coaching session is reccrded, the numbers
(tallies) are paired in the following manner.

All tallies appear in two successive pairs. The first
tally in each pair indicates the matrix row, the second
tally indicates the matrix column. In the above example,
pair 10-3 is shown by a tabulation in the cell formed by Row
10 and Column 3. The second pair, 3-3, is shown in the cell
formed by Row 3 and Cclumn 3. This procedure permits the
total of each column to equal the total of the corresponding
row. The tabulations in the matrix can be checked for
accuracy by noting that there should be one less pair in the
matrix than there are tallies in the original sequence (N-
1). In the above example, with 21 tallies in the sequence,
the total number of pairs in the matrix is 20.

The behavioral matrix provides at least three useful
information about seguential aspects of the observed
behavior. The steady state behaviors which continue for more
than five seconds can be found in the cells lying along the
diagonal in the matrix. The antecedent behaviors that

10 )
) 1lst pair 1
3 12th pair (
2nd pair ( 3
3 )
) 3rd pair 3
4 (
4th pair ( 3
3 ) 15th pair
) 5th pair 1
1 (
( 1
1 )
) 7
2 (
( 2
6 )
) 9th pair 6
4 20th pair (
( 10
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provide information about behaviors preceded any given
behavior can be checked by going to column of the category
of interest. For example, to determine which behaviors
preceded Praise, one goes to column two. Finally, the
following behaviors provide information about the behavior
occurred after any given behavior. This can be examined by
going to the row of the category of interest. Figure 1
provides an axample of the matrix. Smith (1978) has stated
that sequential information of this type would be:

...useful in studying the coaching role, in studying
particular coaches, in identifying real relationships
among behaviors, and in planning and assessing planned

changes in coaching behavior (p. 28).

It is important to note that in order for MCBOS to
yield useful information about sequential aspects of the
observed behaviors, the behavioral matrix should be
constructed as 12 X 12 instead of 10 X 10. This is because
there are 12 behavioral categocries in MCBOS while there are
only 10 categories in CBOS. An example of the 12 X 12
behavioral matrix is presented below.
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FIGURE 1

10 X 10 Behavioral Matrix Used 1n CBOS

Categories of Coaching Behavior

1 2 3 4 5 6 7 8 g 10 T

monitor

praise

instruct

demo+

demo-

feedback .

hustle

scold

manage

other

total j

Sequential information in the matrix

1. Steady state cells along the diagonal indicate the
behaviors that continued for more than 5 seconds.

2. Preceding behaviors To see which behaviors

preceded behavior in any given category, go to the
column of the category and examine each cell in
that column.

3. Following behaviors Go to the row of any
particular behavior and examine each cell to
determine the behaviors that followed.
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FIGURE 2

Categories of Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T

1. monitor l—;-
2. praise 1
3. instruct .
4. demo+
5. demo- v-r
6. feedback
7. phys.guid
8. organize
9. hustle
10. scold
11. manage .
12. other .
total |
Sequential information in the matrix
1. Steady state cells along the diagonal indicate the behaviors

that continued for more than 5 seconds.

2. Preceding behaviors To see which behaviors preceded behavior
in any given category, go to the column of the category and
examine each cell in that column.

3. Following behaviors Go to the row of any particular behavior
and examine each cell to determine the behaviors that

followed.
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CHAPTER 1V
RESULTS

The purposes of the study were to develop and validate
by expert opinion the MCBOS based on the CBOS to describe
Chinese coaching behaviors. This system aimed to provide
objective information about coaching behaviors emitted by
Chinese coaches during practice and instructional
situations. Based on extensive discussion and analysis of
the categories and ground rules of CBOS, a set of twelve
tentative categories and thirteen associated ground rules of
MCBOS was generated, and then sent to the experts at Wuhan
Institute of Physical Education, the Peoples' Republic of
China who offered their expert opinion to validate the
tentative categories and ground rules.

Expert Opinion on MCBOS

The following is a summary of the comments from the
experts. The questions from the Questionnaire are shown
below followed by a summary table with explanation remarks
so that comments can be referred to each corresponding

question.

1. Can the categories cover all of the coaching
behaviors you have analyzed? yes . no. If above
answer is "No", please specify what behavior(s) joes/do riot
fall into any one of the categories.

2. Do you think that any of the categories should be
taken away from the system? yes no. If the answer
is "Yes", please indicate what and why.

3. Do you suggest to add any categories into the
system? If "Yes", what and why?

4. Do you think that any of the definitions of the
categories need modifications to make it/them more
appropriate? yes no. If your answer is "Yez", then
what, and how?

5. Do you think that the ground rules are appropriate
and effective in terms of assigning ambiguous behaviors to
the categories to which they should belong? yes
no.

6. Do you suggest to add more rules, if any, to help
the assessment of encoding ambiguous behaviors? yes
_____no. If yes, then, what?

7. Do you suggest that the researcher take away any of
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the ground rules which you think may be useless and/or
unpractical? yes no. If yes, then, what?

It is clear from Table 2 that all the experts confirmed
the questions 1, 5, 6, and 7 in favour of validating the
MCBOS categories and associated ground rules. Among the
seven questions, the first four were category related while
the other three were ground rule related. All the three
ground rule related questions were answered in the
affirmative: (a) the ground rules were appropriate in terms
of assigning ambiguous behaviors to their appropriate
categories effectively; and (b) based on this agreement,
neither the addition of any new ground rules to the systems
nor the deletion of rules from the existing ground rules
were needed.

In terms of the effectiveness and appropriateness of
the categories and their associate definitions, all the
experts agreed that the categories could cover all the
coaching episodes they had analyzed indicating that this 12
category system was capable of yielding a relatively
complete picture of Chinese coaching behavior.

MCBOS Behavioral Analysis

The previously collected data of coaching behavior from
regular Chinese coaching sessions are descriptively analyzed
by using the MCBOS. The following Tables present the results
of such analysis. The category counts and percentages,
behavior clusters and coaching style indices are presented
first, followed by the sequential aspects of the observed
behaviors.

The two levels of analysis for each coaching session
are presented separately, followed by a presentation of
analysis of combined practice sessions for each coach.

To maintain anonymity the four coaches are here
referred to as Gymnastics coach A, Gymnastics coach B,
Basketball coach A, and Basketball coach B.
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wnBLE 2

COMMENTS FROM SEVEN MANDARIN EXPERTS
ON_TENTATIVE CATEGORIES OF MCBOS

QUE.#| ANS.NDED|ANS.AGRED| % |ANS.DAGRD| % |REMARKS

1 YES 7 100 0 0

2 NO 6 86 1 14 *

3 NO 2 29 5 71 *k

4 NO 4 57 3 43 * ok k

5 YES 7 100 0 0

6 NO 7 100 0 0

7 NO 7 100 0 0

ANSWER NEEDED
ANSWER AGREED:;

Legend: QUE.# = QUESTION NUMBER; ANS.NDED
TO VALIDATE THE SYSTEM; ANS.AGRED
ANS.DAGRD = ANSWER DISAGREED.

* Question 2:
one commented that the category "mahagemsnt" should be
taken out from the system because the f£r«~=:_acy of this
category was zero in the coded data.

** Question 3:
Three experts suggested to add "attitude", "manner";
one suggested to add "educate"; one suggested to add
"feedback from students".

**% Question 4:
Oone suggested to change "scold" to "criticise"; one
commented that "organization should include all methods
and strategies used to organize the class; and one
commented that "the implicit meaning of Instruct is
very broad, so ‘explanation and command' would be more
appropriate".
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TABLE 3

MCBOS Analysis of Gymnastics Session 1, Coach A
MCBOS Category Frequency Percent
1. Monitor 244 35.15
2. Praise 20 2.88
3. Instruct 188 27.09
4. Demot 25 3.60
5. Demo- 0 0
6. Correct 80 11.53
7. Phys. Guide 59 8.50
8. Organize 38 5.48
9. Hustle 6 0.86
10. Criticize 1 0.14
11. Manage 0 0
12. Other 33 4,76
TOTALS 694 100%

Total Practice time - 39.0 minutes

Observations/minute - 17.72

Behavior Cluster Measures

Primary Coaching Behavior (C)

1.

Cats. 3 - 17
(352/694) 100 = 50.72%

. Affective Behavior (A)

Cats. 2. 9. 10
(27/694) 100 =3.89%

. Indirect Behavior (I)
Cats. 1 - 2
(264/694) 100 =38.04%
. Direct Behavior (D)
Cats. 3 - 11
(397/694) 100 = 57.20%
. Positive Behavior (P)

Cats. 2. 4. 1
(104/694) 100 = 14.98%

6. Negative Behavior (N)
cats. 5. 10
(1/694) 100 = 0.14%

7. Managerial Behavior (Ma)
Cats. 8. 11
(38/694) 100 = 5,48%

1. Primary coaching/affective
C/A = 352/27 = 13.04

2. Primary Coaching/Monitor
C/M = 352/244 = 1.44

3. Primary Coaching/Manage
C/Ma = 352/38 = 9.26

4. Indirect/bDirect
I/D = 264/397 = 0.66

5. Positive/Negative
P/N = 104/1 = 104
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TABLE 4

Behavioral Matrix for Gymnasticg Session 1, Coach A

Categories ol Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T
1 monitor 3| 3| 86 23 4 | 11} 3 210244
2 praise 2 9 8 1 20
3 instruct | 83} 3 41 16 8 | 151 6 3 f188
4 demo+ 8 10 6 1 25
5 demo- 0
6 feedback | 24| 4 | 111 9 N 41 5 11 1 [ 80
7 phys.guid{ 2 | 9 | 9 105} 1 | 111 159
8 organize | 7 12 41 1 4 f 38
9 hustle 311t 1 1 6
10 criticize 1 1
11 manage 0
12 other 22 5 113 33
total 244| 20{188] 25/ 0 | 80} 59| 38| 6 | 1 | O | 33} 694

Steady state cells along the diagonal indicate the behavior that
continued for more than five seconds. For example, of the 188 instances
of instruction, 54 continued for more than five seconds.

Preceding behaviors Go to the COLUMN of a given category and examine
each cell. For example, of the 80 instances of corrective feedback, 23
were preceded by monitoring, and 9 by praise.

Following behaviors Go to the ROW of a given category and examine each
cell. For the 6 instances of hustles, 1 were followed by instruction,

and 3 by monitoring.
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TABLE 5

MCBOS Analysis of Gymnastics Session 2, Coach A

MCBOS Category Frequency Percent
1. Monitor 398 43.59
2. Praise 30 3.729
3. Instruct 159 17.42
4. Demo+ 38 4.16
5. Demo- 1 0.11
6. Correct 76 8.32
7. Phys. guide 80 8.76
8. Organize 21 2.96
9. Hustle 9 0.99

10. Criticize 2 0.z22

11. Manage 0 0

12. Other 93 10.19

TOTALS 913 160%

Total Practice time - 55.0 minutes
Observations/minute - 16.60

Behavior Cluster Measures
1. Primary Coaching Behavior (C) 6. Hegative Behavior (H)

Cats. 3 - 1 Cats. 5. 10
(354/913) 100 = 38.77% (3/913) 100 = 0.33%

2. Affective Behavior (A) 7. Managerial Behavior (Ma)
Ccats. 2. 9. 10 Cats. 8. 11
(41/79135) 100 = 4.49% (27/912) 190 = 2.96%

3. Indirect Behavior (I) Q_ggh;ng Style Indices
Cats. 1. 2 . Primary coaching/affecilve
(428/913) 100 = 46.88% C/A = 354/41 = 8.63

4. Direct Behavior (D) 2. Primary Coaching/donicor
cats. 3 - 11 C/M = 3547398 = 0.89

(392/913) 100 = 42.94%
3. Primary Coaching/Manage

5. Positive Behavior (P} C/Ma = 354/27 = 13.11
Cats. 2. 4. 1
(148/913) 100 = 16.21% 4, Indirect/Direct

I/D = 428/392 = 1.09

5. Positive/Negative
P/N = 148/3 = 49.33
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TARLE 6
Behavioral Matrix for Gymnestics Session 2, Coach A

Categories of Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T

menitor |2 14} 52 ‘37 301 16l - | 2 21113498 ]
praise 16 3 8 1 30
instruct | 55} 4 33 214 i 22;’3
demo+ 1 30 1 4 1 1 “g;~1
demo- 1 !
feedback | 36} 10 5 76
phys.guid| 24 3 2 0 a 4 271 80
organize 14 7 2 27
hustle 7 2 9
criticize| 2 2
manage 0
other 22 3 26) 2 of 93
total 398 "30 159] 381 1 | 76) 80| 27f 9 | 2 | O [ 93] 913

(See note at Table 4 to interpret)



TABLE 17

MCBOS Analysis of Combined Gymnastics Sessions 1 and 2, Coach A

~ + I Tategory Frequency Percent
1., ¥ nitor 642 36.95
2. ’.aise 50 3.11
3. Instruct 347 21.5%9
4. Demo+ 63 3.92
5. Demo- 1 0.06
6. Correct 156 9.71
7. Phys. guide 139 8.65
8. Organize 65 4.04
9. Hustle 1z 0.93
16, Criticize 3 0.17
11. Manage 0 0
12, oOther 126 7.84
TOTALS 1607 100%

Total Practice time - 94.0 minutes
Observations/minute - 17.09

Behavior Cluster Measures
1. Primary Coaching Behavicr {C} 6. Negative Behavior (N)

Cats. 3 - 1 Cats. 5. 10
(706/1607) 100 = 43.93% (4/1607) 100 = 6.25%

2. Afrective Behavior () 7. Managerial Behavior (Ma)
Cats. 2. 9. 10 Cats. 8. 11
(68/1607) 100 = 4.23% (65/1€0%7) 100 = 4.04%

3. Indirect Behavior (I) Coaching Style Indices
Cats. 1 - 2 1. Primary coaching/affective
(692/1607) 100 = 43.06% C/A = 706/68 = 10.38

4. Direct Behavior (D) 2. Primary Coaching/Monitor
Cats. 3 - 11 C/M = 706/642 = 1.10

(789/1607) 100 = 49.10%
3. Primary Coaching/Manage

5. Positive Behavior (P) C/Ma = 706/65 = 10.86
Cats. 2. 4. 1
(252/1607) 100 = 15.68% 4, Indirect/Direct

I/D = 692/789 = 0.88

5. Positive/tegative
P/N = 252/4 = 63.00



TABLE 8

I Matrix ‘or Cembined Gymnasties

Segsions 1 and 2, Coach A

Behavior

t2

|

jus

Categories of Coaching Behavior

1 2 3 4 5 6 17 & 9 10 11 12 T

1 monitor |3%4| 17]138! 60| 34| 27| 8 | 2 42§ 642

2 praisc 18 '3 _ 17‘ 8 2 50

3 instruct {136] 7 [Tya: 51 ;8 7] 10 4§ 347

PR

4 demo+ 9 40 "\\ 1 19 2 | i 63 |

5 demo- 1 \\ 1 |

6 feedback | 60| 14| 11| 14 gl 6 | 1 1§ 156

7 phys.guid| 26 g 12 120850 1 | 5 (1 28§ 19

8 organize | 21 19 1 6 § 65 |

9 hustle 10 1 {1 2|1 f 15

10 criticize| 2 | 1 f3

11 manage 0

° . other 44 8 271 5 126
total 642| 50(347] 63| 1 |156{139] 65| 15| 3 | 0 {126{1607

(See note at Table 4 to interpret)
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Data from Tables 7 and 8 indicate that coach A of
gymnastics displayed an average of 17.09 codable behaviors
per minute over a total of 94 minutes of two coaching
sessions. This rate is sliightly higher than the average rate
of 14 to 16 behaviors per minute Smith reported in his

studies (1978).

The clusters of Direct ¢ >aching Behavior (D) (49.10%)
and Indirect Coaching Behazv'ur (I) (43.06%) show that the
coach almost equally distzibuted his coaching behavior to
these two clusters. This would suggest that he adopted a
coaching style that fell somewhere close to the middle point
of the authoritative-supportive continuum of coaching style.
It is interesting to note that the cluster of Primary
Coaching Behavior (C) are counted for 43.93% of the
pbehaviors while Affective Coaching Behavior (A) counted only
4.23% of the total behavior displayed. This would suggest
that the sessions observed were dominated by an atmosphere
oriented to cognitive and motor aspects of performance. The
coach displayed relatively few behaviors that conveyed clear
emotional messages. The clusters of Positive behavior (P)
and Negative Behavior (N) show 15.68% and 0.25% of the total
behavior respectively suggesting that the learning
environment was a positive cne,

The ratios of Coaching &ty. 2 Indices show some
interesting relationships and further support the ~nralysis
above. For example, there occurred one Affective Bt:havior
for about every ten Primary Coaching Behaviors; only one
Negative Behavior for every sixty Positive Behaviors; one
Managerial Behavior for about every eleven Primary Coaching
Behavior. However, the ratio between Primary Coaching and
Monitor was about one to one.

With regard to the preceding and following behaviors,
it is interesting to note that of the three most frequent
pehaviors displayed by the coach (Monitor, Instruct, and
Corrective Feedback in the present case), 138 Instruction
behaviors preceded, and 138 Instruction behaviors followed
Monitor behavior; 138 Monitor behaviors preceded, and 128
Monitor behaviors followed Instruction behavior; and 60
Monitor behaviors preceded, and 60 Monitor behaviors
followed instances of Corrective Feedback.

As discussed previously, an effective way to keep the
number of categories in an observational system at a
manageable level is to use a behavioral matrix to display
behavior frequencies. The matrix allows one to identify
patterns of coaching behavior by identifying how frequently
any behavior precedes, or is followed by any other. Examples
of behaviors that often occur togetber are Scold/Instruct,
Hustle/Praise, and Menitor/Corrective Feedback. These common
combinations of behaviors are conveniently displayed by the
behavioral matrix.

The matrix (Table 3) clearly shows several
characteristic combinations of the behavior of coach A. By
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far the most likely behavior to follow a Monitor, was more
of the same. Of the 642 Monitor behaviors, almost half (314)
were longer than 5 seconds, indicating that the coach was
quite reflective and that he carefully observed and analyzed
the activity going on around him. The second most frequent
behavior to follow Monitor was Instruct (138) which implies
that instructions were very frequently based on his
observations. The third most frequent behavior to follow
Monitor was Corrective Feedback (60). These three common
combinations of coaching behaviors - Monitor/Monitor,
Monitor/Instruct, Monitor/Corrective Feedback - are
consistent with good teaching and coaching practice
(Travers, 1973; Flanders, 1970; Tharp and Gallimore, 1976;
Rankin, 1978).

Examining preceding behaviors provides further insight
into Coach A's approach. For example, Column 6, Corrective
meedback indicates that the most frequ:nt preceding behavior
was Monitor (60), then Corrective Feedback (49), Praise (17)
and Demonstration Positive (10). Of the 156 instances of
Corrective Feedback, 49 fall in the diagonal or "steady-
state" cell which indicates they are longer than 5 seconds.
Given the very low frequency of Negative Behaviors, 4 out of
1067 (Table 7) the conclusion is that the Corrective
Feedback was supportive, analytical, and specific. A review
of the recorded dialcj:e of these behaviors supports that
contentions.

Finally, the combination of coaching behaviors
displayed in ~olumn < of Table 8: Monitor/Corrective
Feedback; Corrective Feedback/Corrective Feedback;
Praise/Corrective Feedb~~¥; and Demonstration
Positive/Corrective Feedba. % aze further exampies cf .
positive approach to coaching (Darst, et al, 1989; Hawkius,
et al, 1985; Smith, 1980).



TABLE 9

MCBOS Analysis of Gymnastics Session 1, Coach B

MCBOS Category Frequency Percent
1. Monitor 270 39.18
2. Praise 11 1.60
3. Instruct 96 13.93
4. Demo+ 9 1.31
5. Demo- 3 0.43
6. Correct 113 16.40
7. Phys. quide 84 12.19
8. Organize 94 13.64
9. Hustle 1 0.15

10. Criticize ] 0

11. Manage ] 0

12. Other 8 1.16

TOTALS 689 100%

Total Practice time - 49.0 minutes

Observations/minute - 14,06

Behavior Clugster Measures

1. Primary Coaching Behavior [
Cats. 3 - 1
(305/689) 100 = 44.27%

2. Affective Behavior (A)
Cats. 2. 9. 10
(12/689) 100 = 1.74%

3. Indirect Behavior (I)
cats. 1 - 2
(281/689) 100 = 40.78%

4. Direct Behavior (D)
Cats. J - 11
(400/689) 100 = 58.06%

5. Positive Behavior (P)
Cats. 2. 4. 1
(104/689) 100 = 15.09%

ml

6. Negative Behavior (N)
Cats. 5. 10
(3/689) 100 = 0.43%

7. Managerial Behavior (Ma)

Cats. 8. 11
(94/689) 100 = 13.64%
C oaching Style Indices

. Primary coaching/affective
C/A = 305/12 = 225.42

2. Primary Coaching/Monitor
C/M = 305/270 = 1,13

3. Primary Coaching/Manage
C/Ma = 305/94 = 3.24

4. Indirect/Direct
I/D = 281/400 = 0.70

5. Positive/Negative
P/N = 104/3 = 34.67
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11

12

Behaviora) Matrix for Gymnastics Session 1, Conch B

monitor
praise
instruct
demo+
demo-
feedback
phvs.guid
organize
hustle
criticize
manage
other

total

Categories of Coaching Behavior

TABLE

10

1 2 3 4 5 6 7 8 9 10 11 12 v
M1l 6 | 27 1|55/ 81811 sl 270
4 3 2 11
39 1 {M1|{ 511233 1§ 96
1 8 9
1|1 1 3

430 1 {711 7| 12 2 1| 113
111 1 15 1 1 5 2 B4
8 211 3 1780 94
1 1
B 0
AN 0

2 2 1 N 8
270| 11| 96| 9 | 3 113 84 94) 1 0 | O | 8 § 689

(See note at Table 4 to interpret)

™
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TABLE 11

MCBOS Analysis of Gymnastics Session 2, Coach B

MCBOS Category Frequency Percent
1. Monitor 288 37.16
2. Praise 14 1.81
3. Instruct 168 21.68
4, Demo+ 48 6.19
5. Demo- 0 0
6, Correct .97 12.52
7. phys. quide 104 13.42
8. Organize 32 4.13
9. Hustle 10 1.29

10. Criticize 1 0.13

11. Manage 0 0

12. Other 13 1.68

TOTALS 775 100%

Total Practice time - 48.0 minutes
Observatiors /uinute - 16.15

Behavior Cluster Heasures
1. Primary Coaching Behavior (C) 6. Negative Behavior (N)

Cats., 3 - 17 Cats. 5. 10
(417/775) 100 = 33.81% (1/775) 100 = 0.13%

2. Affective Behavior (A) 7. Managerial Behavior (Ma)
Ccats. 2. 9, 10 Cats. 8. 11
(25/775) 100 = 3.23% (32/775) 100 = 4.13%

3. Indirect Behavior (I) Coaching Style Indjices
Cats. 1 - 2 1. Primary coaching/affective
(302/775) 100 = 38.97% C/A = 417/25 = 16.68

4. Direct Behavior (D) 2. Primary Coaching/Monitor
Cats., 3 - 11 C/M = 417/288 = 1.45

(460/775) 100 = 59.35%
3. Primary Coaching/Manage

S. Positive Behavior (P) C/Ma = 417/32 = 13.03
Cats. 2. 4. 7
(166/775) 100 = 21.42% 4, Indirect/Direct

I/D = 302/460 = 0.66

5. Positive/Negative
P/N = 166/1 =166.00
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TARLE

12

Behavioral Matriy for Gymnastics Session

monitor
praise
instruct
demo+
demo-
feedback
phys. guid
organize
hustle
criticize
manage
other

total

Categorics of Coaching Behavior

2, Coach B

1t 2 3 4 ¢ 6 7 # 9 10 11 12 T
1521 6 | 62] 1 241 200 11} 6 6 f 28H
10 1 3 14
60! 4 6| 41 6 | 51| 411 1 ‘68
1 41 1 1 1 ;;_ﬂ

0
3011 15| 2 4 1111 1 1§ 97
121 2 é 7 312 104
1111411 1 1 31 32
6 1 1|2 10
1 1
0
6 2 2 1 13
288| 14(168| 48| 0 | 97|104| 32| 10{ 1 | 0 | 13§ 775

(See note at Table 4 to interpret)

Ho



MCBOS Analysis of Combined ~yinastics Sessions 1 and 2, Coach B

MCBOS Categury Frequency Percent
1. Monitor 558 38.11
2. Pralse 25 1.71
3. Instruct 264 18.03
4. Demot 57 3.89
5. Demo- 3 0.20
6. Correct 210 14.34
7. Phys. quide 188 12.84
8. Organize 126 §.61
9. Hustle 11 0.75

10. Criticize 1 0.07

11. Manage 0 0

12. Other 21 1.43

TOTALS 1464 100%

Total Practice time - 97.0 minutes
Observations/minute - 15.09

e, axas

1. Primary Coachins ¥elizvioi (C) ~. Negative Behavior (N)
Cats. 3 - 7 Cats. 5. 10
(722/1464) 100 = 49.32% (4/1464) 100 = 0.27%

2. Affective Behavior (A) 7. Managerial Behavior (Ma)
Cats. 2. 9. 10 Cats. 8. 11
(47/1464) 100 = 3.21% (125/14%4) 100 = 8.61%

3. Indirect Behavior (I) Coaching Style Indices
Cats. 1 - 2 1. Primary coaching/affective
(583/1464) 100 = 39.82% C/A = 722/47 = 15.36

4, Direct Behavior (D) 2. Primary Coaching/Monitox
Cats., 3 - 11 C/M = 722/558 = 1.29

(870/1464) 100 = 59.43%
3. Primary Coaching/Manage

5. Positive Behavior (P) C/Ma = 722/126 = 5.73
Cats. 2. 4. 1
(270/1464) 100 = 18.44% 4, Indirect/Direct

I/D = 583/870 = 0.67

5. Positive/Negative
P/N = 270/4 = 67.50



TABLE 14

Behavioral Matrix for Combined Gymnastive
Sessiong | and 2, Coach B

Categories of Coaching Behavior

1 2 3 14 5 6 7 8 9 10 11 12 T

1 monitor 31 12] 89 1 1 791 281 19| 7 9 f 554
2 praise 14 4 5 25
3 instruct | 99f 5 7 461 1 1 8 | 8+ 7 |1 z § 264
4 demo+ 8 49 1 i 1 57
5 demo- 111 1 3
6 feedback | 73} 2 | 12} 3 } lﬂj P11 31 210
7 phys.guid| 23{ 3 | 11| 1 | 1 | 121 Qj 51 2 188
8 organize | 19 1 ! 6 | 2 . ru i 3§ 126
9 hustle 7 1 14§ 2 ?'”“ng i 11
10 criticize 1 n 1
11 manage 0
12 other 8 4 3 2 ; 21
total 558) 251264 57 3 210‘188 126 11{ 1 | O | 21[1464

(See note at Tahkle 4 to interpret)
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Data from Tables 13 and 14 show that gymnastic coach B
displayed an average of 15.09 codable behaviors per minute
over a total of 97 minutes of two coaching sessions,
compared to Coach A whose average was 17.09.

The clusters of D (59.10%) and I (39.82%) show that the
coach adopted a moderately authoritative style in his
coaching. This analysis can be further supported by the

clusters of C (49.32%) and of A (3.21%) of the total

behavior he displayed. This would suggest that the sessions

observed were dominated by an atmosphere oriented to
cognitive and motor aspects of performance.

The clusters of P and N show 18.44% and 0.27% of the
total behavior respectively suggesting that the learning
environment was very positive.

The ratios of Coaching Style Indices display
specifically the relationships between different clusters.
For example, the C/A Ratio of 15.36 again indicates an
emphasis on cognitive and motor aspects of performance. The
C/M Ratio of 1.29 would suggest that the primary coaching
behaviors were based on close monitoring behaviors. ‘the P/N
Ratio of 67.50 is a further indication that the learning
environment was a very positive one.

With regard to the preceding and following behaviors,
it is interesting to note that the three most frequently
displayed behaviors (Monitor, Instruct, and Corrective
Feedback in the present case), are very similar to the
percentages of those displayed by coach A of the sport.

The matrix (Table 14) shows that coach B displayed the
same most three frequent combinations of behavior that were
displayed by coach A (Monitor/Monitor, Monitor/Instruct,
Monitor/Corrective Feedback). Of the 558 Monitor behaviors,
more than half (313) were longer than 5 seconds, ninety~nine
(99) were followed by Instruct behaviors, and seventy-three
(73) were followed by Corrective Feedback behaviors. These
combinations of behavior indicate that the instructions and
feedbacks were frequently based on careful observations. The
coach was quite reflective and carefully observed and
analyzed the activity going on around him. Again, these
common combinations of coaching behaviors are consistent
with good teaching and coaching practice (Travers, 1973;
Flanders, 1970; Tharp and Gallimore, 1976; Rankin, 1978).

Examining preceding behaviors provides further insight
into Coach B's approach. For example, Column 6, Corrective
Feedback indicates that of the 210 instances of Corrective
Feedback, the most frequent preceding behavior was
Corrective Feedback (98), then Monitor (79), Physical
Guidance (12) and Instruct (8) indicating that the coach
focused on the correction of performance errors. Given the
very low frequency of Negative Behaviors, 4 out of 1464
(Table 13), the conclusion is that the Corrective Feedback
was supportive, analytical, and specific. Instruct,
Corrective Feedback along with Monitor and Physical Guidance
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together made the major components of the coaching session.

Finally, the combination of coaching behaviors
displayed in column 6 of Table 14: Corrective
Feedback/Corrective Feedback; Monitor/Corrective Feedback;
Physical Guidance/Corrective Feedback; and
Instruct/Corrective Feedback are further examples of a
positive approach to coaching (Darst, et al, 1989; Hawkius,
et al, 1985; Smith, 1980).
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TABLE 15

MCBOS Analysis of Basketball Session 1, Coach A

MCBOS Category Frequency Percent
1. Monitor 273 33.13
2. Praise 38 4.61
3. Instruct 269 32.65
4, Demo+ 56 6.70
5. Demo- 5 0.61
6. Correct 62 7.52
7. phys. guide 0 0
8. Organize 109 13.23
9. Hustle 4 0.49

10. Criticize 1 0.12

11. Manage 0 ]

12. Other 7 0.85

TOTALS 824 100%

Total Practice time - 47.0 minutes
Observations/minute - 17.53

Behavior Cluster Measures
1. Primary Coaching Behavior (C)

Cats. 3 - 1
(392/824) 100 = 47.57%

2. Affective Behavior (A)
Cats. 2. 9. 10
(43/824) 100 = 5.22%

6. Negative Behavior (N)

Cats. 5. 10
(6/824) 100 = 0.73%

. Managerial Behavior (Ma)

Cats. 8. 11
(109/824) 100 = 13.23%

3. Indirect Behavior (I) coaching Style Indices
Cats. 1 - 2 1. Primary coaching/affective
(311/824) 100 = 37.74% C/A = 392/43 = 9.12

4. Direct Behavior (D) 2. Primary Coaching/Monitor
Cats. 3 - 11 C/M = 392/273 = 1.44
(506/824) 100 = 61.41%

3. Primary Coaching/Manage

5. Positive Behavior (P) C/Ma = 392/109 = 3.60
Cats. 2. 4. 17
(94/824) 100 = 11.41% 4. Indirect/Direct

1/D = 311/506 = 0.61

. Positive/Negative

P/N = 94/6 = 15.67
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Behavioral Matrix for Basxetball Session 1, Coach A

TABLE 16

monitor
praise
instruct
demo+
demo-
feedback
phys. guid
organize
hustle
criticize
manage
other

total

Categories of Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T
5| 21 61 21 501 3 2 f 273
22 14 1 1 38
841 171186 32 16 121 1 1§ 267
3 31 1 1n 1 56

1 3 1 5
21 16| 12} 4 2 1 p 62
0
24 391 1 3 9 1 2 ¢ 109
3 1 4
1 1
0
1 1 1 3. 7
273| 38267| 56 5 { 62 0 {109 4 | 1 { O | 7 § 824

(See note at Table 4 to interpret)
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TABLE 17

MCBOS Analysis of Basketball Session 2, Coach A

MCBOS Category Frequency Percent
1. Monitor 380 49 .41
2. Praise 17 2.21
3. Instruct 208 27.05
4. Demo+t 7 0.91
5. Demo- 0 0
6. Correct 17 2.21
7. Phys. gquide 0 0
8. Organize 128 16.64
9. Hustle 8 1.04

10. Criticize 0 0

11. Manage 0 0

12. Other 4 0.52

TOTALS 769 100%

Total Practice time -~ 46.0 minutes

Observations/minute ~ 16.72

Behavjor Cluster Meagures
1. Primary Coaching Behavior (C)

Cats. 3 - 7
(232/769) 100 = 30.17%

2. Affective Behavior (A)
Cats. 2. 9. 10
{26/769) 100 = 3.38%

3. Indirect Behavior (I)
Cats. 1 - 2
(397/769) 100 = 51.63%

4. Direct Behavior (D)
Cats. 3 - 11
(368/769) 100 = 47.85%

5. Positive Behavior (P)
Cats. 2. 4. 7
(24/769) 100 = 3.12%

6. Negative Behavior (N)
Ccats. 5. 10
(0/769) 100 = 0.00%

7. Managerial Behavior (Ma)

Cats. 8. 11
(128/769) 100 = 16.64%
Coaching Style Indjces

1. Primary coaching/affective
C/A = 232/26 = 8.92

2. Primary Coaching/Monitor
C/M = 232/380 = 0.61

3. Primary Coaching/Manage
C/Ma = 232/128 = 1.81

4. Indirect/Direct
I/D = 397/369 = 1.08

5. Positive/Negative
P/N = 24/1 = 24
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12

Behavioral Matriy for Basketball Session 2, Coach A

TABLYE 18

Categories nf Cozching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T
monitor 123101 8 50 7 380
praise 12 3 2 17
instruct |121] 4 | 87| 6 2 164 1 1§ 207
demo+ 3 1 3 7
demo- 0
feedback | 6 411 2 17
phys.guid 0
organize ' 331 14 38 2 4 128
hustle 6 2 8
criticize 0
manage 0
other 1 4
total 380 17{207| 7 { o { 17{ 0 [128/ 8 { O | O | 4 P 769

(See note at Table 4 to interpret)
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TABLE 19

MCBOS Analysis of Combined Basketball sessions 1 _and 2, Coach A

MCBOS Category Frequency Percent
1. Monitor 653 40.99
2. Praise 55 3.45
3. Instruct 4717 29.94
4. Demo+ 63 3.95
5. Demo- 5 0.31
6. Correct 79 4,96
7. Spot 0 0
8. Organize 237 14.88
9. Hustle 12 0.75

10. Criticize 1 0.06

11. Manage 0 0

12. Other 11 0.69

TOTALS 1593 100%

Total Practice time - 93.0 minutes
Observations/minute - 17.13

Behavior ster Measure

1. Primary Ceaching Behavior (C) 6. Negative Behavior (N)
Cats. 3 - 17 Cats., 5. 10
(624/1593) 100 = 39.17% (6/1593) 100 = 0.38%

2. Affective Behavior (a) 7. Managerial Behavior (Ma)
Cats. 2. 9. 10 Cats. 8. 11
(68/1593) 100 = 4.27% (237/1593) 100 = 14.88%

3, Indirect Behavior (I) Coaching Style Indices
Cats. 1 - 2 1. Primary coaching/affective
(708/1593) 100 = 44.44% C/A = 624/68 = 9.18

4. Direct Behavior (D) 2. Primary Coaching/Monitor
Cats. 3 - 11 C/M = 624/653 = 0.96

(874/1593) 100 = 54.87%
3. Primary Coaching/Hanage

5. Poslitive Behavior (P) C/Ma = 624/237 = 2.63
cats. 2' 4. 7
(118/1593) 100 = 7.41% 4. Indirect/Direct

I/D = 708/874 = 0.81

5. Positlive/Negative
P/N = 118/6 = 19.67
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11

12

monitor
praise
instruct
demo+
demo-
feedback
phys.guid
organize
hustle
criticize
manage
other

total

Behavioral Matrix for Combined Basketbal!
Seegsions 1 and 2, Coach A

TAELE 20

Categories of Coaching Behavior

1 2 3 4 5 6 17 8 9 10 11 12 T
71 33|162 29 100} 10 2 1 653
34 17 1 3 55
205| 21|163| 38 18 28 2. 2 | 4717
3 34 11 12 4 63
1 3 1 5
27 20| 13} 4 4 1479
0
57y 1 | 771 1 5 1 2 1 237
9 3 12
1 1
0
1 1 1 4 i1
653| 55|477{ 63| 5 | 79{ 0 |237| 12| 1 | O [ 111593

(See note at Table 4 to interpret)
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Data from Tables 19 and 20 show that the basketball
coach A displayed an average of 17.13 codable behaviors per
minute over a total of 93 minutes of two coaching sessions.

The clusters of D (54.87%) and I (44.44%) show that the
coach adopted a coaching style that was oriented slightly
more towards the authoritative side than to the supportive
side of coaching. Furthermore, if the clusters of C (39.17%)
and A (4.27%) are taken into account, it becomes very clear
that the sessions observed were focused on cognitive and
motor aspects of performance. The clusters P and N show
7.41% and 0.38% of the total behavior respectively
indicating that the learning environment was very positive.

With regard to the ratios of Coaching Style Indices,
the C/A ratio of 27.09 indicated coaching dominated by
attention to cognitive and motor aspects of the performance.
The C/M Ratio, 0.81 would suggest that the primary coaching
behaviors were largely based on monitoring behaviors. The
P/N Ratio, 24.50, indicates that the learning environment
was a very positive one although it is considerably lower
than those of the gymnastic coaches. The P/N Ratio 24.50 is
much lower than that of the gymnastic coaches whose ratios
were 63.00 and 67.50 respectively. The large differences
here reilect different coaching styles and may also be
related to the different environments encountered in
gymnastics and basketball.

The preceding and following behaviors show that the
three most frequently displayed behaviors were Monitor,
Instruct, and Organization. In all 205 instruct behaviors
preceded, and i62 instruct behaviors followed Monitor
behaviors; 162 Monitor behaviors preceded, and 205 Monitor
behaviors followed Instruct behavior; and 100 Monitor
behaviors preceded, and 77 Instruct behaviors followed
Organizational behavior. These recurring patterns:
Instruct/Monitor; Monitor/Instruct; Monitor/Organization;
and Organization/Instruct, are again consistent with what
current instructional theory recommends (Flanders, 1970;
Smith, 1980).
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TABLE 21

MCBOS Apalysis of Basketball Session 1, Coach B

MCBOS Category Frequency Percent
1. Monitor 370 48.18
2. Praise 5 0.65
3. Instruct 235 30.60
4. Demo+ 25 3.26
5. Demo- 1 0.13
6. Correct 18 2.34
7. Phys. guide 19 2.47
8. Organize 82 10.68
9. Hustle 5 0.65

10. Criticize 1 0.13

11. Manage 0 0

12. Other 7 0.91

TOTALS 768 100%

Total Practice time - 51.0 minutes
Observations/minute - 15.06

1. Primary Coaching Behavior (C) 6. Negative Behavior (N)

Cats. 3 ~ 17
(298/768) 100 = 38.80%

2. Affective Behavior (A)
Cats. 2. 9. 10
(11/768) 100 = 1.43%

3. Indirect Behavior (I)
Cats. 1 - 2
(375/768) 100 = 48.83%

4. Direct Behavior (D)
Cats. 3 - 11
(386/768) 100 = 50.26%

5. Positive Behavior (P)
Cats. 2. 4. 17
(49/768) 100 = 6.38%

Cats. 5. 10
(2/768) 100 = 9.26%

7. Managerial Behavior (Ma)
Cats., 8. 11
(82/768) 100 = 10.68%

s
1. Primary coaching/affective
C/A = 298/11 = 27.09

2. Primary Coaching/Monitor
C/M = 298/370 = 0.81

3. Primary Coaching/Manage
C/Ma = 298/82 = 3.63

4, Indirect/Direct
I/D = 375/386 = 0.97

5. Positive/Negative
P/N = 49/2 = 24.5



10
11

12

Behavioral Matrix for Basketball Sessien 1, Conch B

monitor
praise
instruct
demo+
demo-
feedback
phys. guid
organize
hustle
criticize
manage
other

total

Categories of Coaching Behavior

TARLYK

A

i 3 4 &5 6 7 8 9 10 1l T
9 46 151 171 411 4 | 1 369
4 1 5
62 0f 20} 1 1110 235
3 17 1 1 25
1 1

14 112 18
18 1 19
25 26 1 9 42
3 1 1 5
1 1

0

2 1 1 7
369 2350 25 1 | 18] 19| 821 5 1] 0O 768

(See note at Table 4 to interpret)
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TABLE 23

MCBOS Analysis of Basketball Session 2, Coach B

MCBOS Category Frequency Percent
1. Monitor 411 49.52
2. Praise 13 1.57
3. Instruct 213 32.89
4. Demo+ 16 1.93
5. Demo- 0 0
6. Correct 34 4.10
7. Phys. gquide 2 0.24
8. Organize 66 7.95%5
9. Hustle 10 1.20

10. Criticize 0 0

11. Manage 0 0

12. Other 5 0.60

TOTALS 830 100%

Total Practice time - 49.0 minutes
Observations/minute - 16.94

Behavior Cluster Measures

1. Primary Coaching Behavior (C) 6. Negative Behavior (N)

Cats. 3 - 7
(325/830) 100 = 39.16%

. Affective Behavior (A)

Cats. 2. 9. 10
(23/830) 100 = 2.77%

. Indirect Behavior (I)

Cats. 1 - 2
(424/830) 100 = 51.08%

. Direct Behavior (D)

Cats. 3 - 11
(401/830) 100 = 48,.31%

. Positive Behavior (P)

Cats. 2. 4. 17
(31/830) 100 = 3.73%

Cats. 5. 10
(0/830) 100 = 0.00%

. Managerial Behavior (Ma)

Cats. 8. 11
(66/830) 100 = 7.95%

. Primary coaching/affective

C/A = 325/23 = 14.13

. Primary Coaching/Monitor

C/M = 325/411 = 0.79

. Primary Coaching/Manage

C/Ma = 325/66 = 4.92

. Indirect/bDirect

I/D = 424/401 = 1.06

. Positive/Negative

B/N = 31/0 = 0.00



TARLE 24
Behavioral Matrix for Basketball Session 2) Conch B
tCategories of Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T

1 monitor |281| 11[130 26 34| 7 2 4
2 praise 10 3 14
3 instruct [140 1 16 1 7 273
4 demo+ 7 9 16
5 demo- 0
6 feedback | 20f 1 | 6 2 34
7 phys.guid| 1 1 2
8 organize | 28] 1 9 1 2 3 2 | 66
9 hustle 2 6 2 10
10 criticize 0
11 manage 0
12 other 2 1 1 5
total 411 131273| 16| 0 | 34| 2 1 66} 101 O | O | 5 | 830

(See note at Table 4 to interpret)
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TABLE 25

MCBOS Analysis_of Combined Basketball sessions 1 and 2, Coach B

MCBOS Category Frequency Percent
1. Monitor 781 48.87
2. Praise 18 1.12
3. Instruct 508 31.79
4, Demo+ 41 2.51
5. Demo- 1 0.06
6. Correct 52 3.25
7. Phys. quid 21 1.31
8. Organize 148 9.26
9. Hustle 15 0.94

10. Criticize 1 0.06

11. Manage 0 0

12. Other 12 0.75

TOTALS 1598 100%

Total Practice time - 100.0 minutes
Observations/minute - 15.98

1. Primary Coaching Behavior (C) 6. Negative Behavior (N)

Cats. 3 - 7
(623/1598) 100 = 38.98%

. Affective Behavior (A)

Cats. 2. 9. 10
(34/1598) 100 = 2.13%

. Indirect Behavior (I)

Cats. 1 - 2
(799/1598) 100 = 50.00%

. Direct Behavior (D)

1.

2.

Cats. 5. 10
(2/1598) 100 = 0.13%

. Managerial Behavior (Ma)

Cats. 8. 11
(148/1598) 100 = 9.26%

Primary coaching/affective
C/A = 623/34 = 18.32

Primary Coaching/Monitor

Cats. 3 - 11 C/M = 623/781 = 0.80
(787/1598) 100 = 49.25%

3. Primary Coaching/Manage

5. Positive Behavior (P) C/Ma = 623/148 = 4,21
Cats. 2. 4. 1
(80/1598) 100 = 5.01% 4. Indirect/Direct
I/D = 799/787 = 1.02
5. Positive/Negative

P/N = 80/2 = 40.00



TABLE 26

Behavioral Matrix for Combined Basketball
segsions 1 and 2, Coach B

Categories of Coaching Behavior

1 2 3 4 5 6 7 8 9 10 11 12 T

1 monitor 0| 15(176 414 171 75 11| 1 5 1 781
2 praise 14 4 14
3 instruct {202{ 1 9] 36| 1 1 1 17 508
4 demo+ 10 261 % 1 1 41
5 demo- 1 1
6 feedback | 34| 1 | 7 | 2 2 52
7 phys.guid| 19 1 1 21
8 organize | 53| 1 35 212 9t 3 3 148
9 hustle 5 7 1] 2 15
10 criticize 1 1
11 manage 0
12 other 4 2 2 12
total 7811 181508] 41} 1 | 52| 211148} 15{ 1 | O | 12f1598

{See note at Table 4 to interpret)
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Data from Tables 25 and 26 show that the basketball
coach B displayed an average of 15.98 codable behaviors per
minute over a total of 100 minutes of two coaching sessions.

The clusters of D (49.25%) and I (50.00%) show that the
coach almost equally distributed his behaviors between these
two clusters, a position at the middle point of the
authoritative-supportive continuum. Behaviors in clusters C
(38.98%) and A (2.13%) make it very clear that the sessions
observed were dominated by an atmosphere oriented to
cognitive and motor aspects of performance. The clusters P
and N show 5.01% and 0.13% of the total behavior
respectively and all characteristic of positive learning
environments.

The ratios of Coaching Style Indices show the
following. The C/A ratio of 18.32 indicates that the
coaching was dominated by cognitive and motor aspects of the
performance. The C/M ratio was at 0.80 suggesting that the
primary coaching behaviors were based on monitoring
behaviors. The P/N ratio was at 40.00 indicating that the
learning environment was a very positive one.

As regard to the preceding and following behaviors, it
is interesting to note that of the three most frequently
displayed behaviors were monitor, instruct, and
organization, identical to those displayed by coach A of the
sport., 202 instructional behaviors preceded, and 176
instructional behaviors followed monitoring behavior; 176
monitoring behaviors preceded, and 202 monitoring behaviors
followed instructional behavior; and 75 monitoring behaviors
preceded, and 53 monitoring behaviors followed
organizational behavior.

Summary

All the coaches created and maintained a very positive
atmosphere of the coaching sessions of which is confidently
believed rewarding for coaching. They tend to have adopted a
moderately authoritative style of coaching with the
orientation to cognitive and motor aspects of performance.

It is interesting to note that both gymnastic coaches
displayed the same three most frequent behaviors and most
frequent combinations of behavior. They are Monitor,
Instruct, and Corrective feedback; and Monitor/Monitor;
Monitor/Instruct, Monitor/Corrective feedback. These
behavioral patterns are consistent with good teaching and
coaching practice (Travers, 1973; Flanders, 1970; Tharp and
Gallimore, 1976; Rankin, 1978).

Another interesting phenomenon is that both basketball
coaches displayed a almost one to one ratio of Primary
coaching and Monitor indicating that primary coaching
behaviors were laigely based on monitoring behaviors. The
two coaches also displayed the same three most frequent
behaviors: Monitor, Instruct, and Organization. The most
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frequent combinations of behavior displayed by the coaches

were Instruct/Monitor, Monitor/Instruct,
Monitor/Organization. Again, these behavioral patterns are

consistent with what contemporary instructional theory
recommends (Flanders, 1970; Smith, 1980).



CHAPTER V
DISCUSSION

This chapter presents a critical analysis of the
comments and suggestions made by some of the experts
pertaining to the categories of MCRBOS, followed by a
discussion of the results of videotape records of the actual
Chinese coaching behaviors validation of the MCBOS.

Analysis of the Experts' Comments

Question 2: Do you think that any of the categories
should be taken away from the system? Yes
If the answer is "Yes", please indicate what and why.

one out of the seven experts suggested that category 11
(management) should be taken out from the system. This
suggestion was made based on the fact which revealed zero
(0) count on this category in the coded data the experts had
analyzed before they completed the Questionnaire. However,
despite this fact, the other six experts still supported the
principle of keeping this category in the system. A possible
explanation to this may be: The MCBOS was designed to
describe coaching behaviors of Qifferent levels that will
vary from recreational to very high performance levels. This
fact determines that users of MCBOS will work with coaches
in different coaching situations, for example, physical
education teachers who coach school athletic teams, coaches
who work at spare-time sports schools, those who coach in
provincial or national training centres, and physical
education teachers/coaches who coach in specialized physical
education institutions. In the first example, the athletes
are normally day-time primary/high school students who train
after normal schonl hours and go home after training. They
reside outside their schools. The coaches at these coaching
levels usually have to deal with matters of management in
their coaching sessions. For instance, announcing time,
place of next class if they do not have a fixed time/place
to train, taking attendance, routine procedures, handing
out/taking in training attire. However, athletes in central
spare-time sports schools, provincial/national training
centres and specialized physical education institutions
normally live and eat together in the centres. As a
consequence, classes in these centres are more likely
restricted to training. Things unrelated to training are
more likely dealt with outside the class because of the
great convenience for management created by in-centre
dwelling. It should be indicated that the training sessions
video-taped for this study were made from an athletic school
attached to a physical education institute. All the coaches
as well as students resided in the institute. This fact
helps to explain the zero count on the category management

No.

100
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on these coaching sessions.

Question 3: Do you suggest to add any categories into
the system? If "Yes", what and why?

An interesting fact is that, in spite of the agreement
among all the experts that the proposed system could cover
all the coaching episodes they had analyzed, three out of
seven experts suggested adding "attitude", "manner"; one
suggested "educate"; one suggested "feedback from students".
A major justification for adding "attitude", "manner" was
that the attitude or manner of the coach has great impact on
the behavior of the athletes which will in turn greatly
influence the quality of the class. Tone, pitch of voice,
facial expressiors, and postures of the coach, all of which
will reflect the attitude of the coach, will have impact on
athletes' behavior.

While the assumption of the impact of coach's attitude
on athletes' performance is sound and understandable, it is
important to understand the nature of this construct so that
the decision whether or not to include it in the system is
made. Webster's Ninth New Collegiate Dictionary (1985)
defines attitude as "a mental position as regard to a fact
or state", "a feeling or emotion toward a fact or state" (p.
114). It is understood that mental position, feeling or
emotion are hypothetical constructs that are not directly
observable, therefore, cannot be measured unless inferred
from observable behaviors. Attitudes are only reflected in
consistent observable behavior. Observable behaviors
function as indicators of attitude. In coaching settings,
for example, the attitude of the coach toward coaching might
be reflected in his or her preparation of the class, on-time
behavior, instructional behavior, level of patience towards
slow learning students, and so on. What is needed for the
present study is to focus on those observable behaviors of
the coach so that coaching behaviors can be objectively
described. This is in accordance with the point raised
previously in Chapter 2 in which it was noted that one of
the limitations of observational method is that it
concentrates only on observable events and behaviors. That
is, cnly those events that can be detected visually and/or
audibly are measured (van der Mars, 1989). This is simply
because hypothetical constructs are not directly measurable.

The Cluster measures, and Coaching style indices do
provide valuable indications of underlying beliefs. For
example, the balance between negative and positive
behaviors, the extent of monitoring, and the balance between
direct and indirect behavior. The difficulty of assigning
meaning to these observations may be illustrated by the
example of a high rate of monitoring behavior - is it
because the coach is very thoughtful, reflective, or is he

just too lazy to stay active?
Another point raised in Chapter 2 is that when used
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appropriately and reliably, systematic observation produces
only descriptive information that is relatively objective.
The data themselves cannot be used to evaluate how well or
poorly the teacher or coach performed; rather they provide
the information for judgments to be made later.
Unfortunately, it is difficult, if not impossible, to assess
attitudes of the coach in an objective and descriptive way.
Traditionally, measurements evaluative or judgemental in
nature are used to "rate" a person's attitude according
his/her observable behaviors.

A final point made here is that based on the following
two conditions: (a) if the assumption about the construct
attitude made above is sound and acceptable; and (b) since
the proposed categories could cover all the coaching
behaviors the experts analyzed, the attitudes of the coach
should have been reflected through their instructional,
emotional, and other behaviors; we can come to a decision
that it doesn't seem appropriate to include this
hypothetical construct in the system.

one out of seven experts suggested adding "educate" to
the system. The justification for this addition was that
education is so important that it must be carried out
throughout the coaching process. It is understood that the
process of coaching is a process of education though the
full range of experiences athletes undergo in sport, and
though the effects these have on their understandings,
beliefs, and attitudes. In other words, athletes are
educated through athletic coaching. Indeed, the components
of coaching such as instruction, demonstration,
organization, feedback, and so forth are the major
components of the teaching aspect of the educational
process. In this sense, education is a general term and very
broad in coverage. In this view, all coaching behaviors are
intended to educate.

With regard to the suggestion of adding "feedback fronm
students" that was supported by the comments: the
communication in coaching is a two way process between the
coach and athletes. The interaction between the coach and
athletes is important. The coach's behavior is always
contextual in coaching process. Therefore, feedback from
athletes should be included in the system. It should be
pointed out that this is a very sound and valuable point for
the development of an observational system that intends to
describe the interaction process of coaching. Of course, an
observational system that is able to record both parties of
the coaching process would be very valuable so that the
jnter-active behaviors of the two parties can be put in one
context as they actually are. However, as indicated in
Chapter 1 of the thesis, in order to make the present study
manageable, the focus has been put on one of the two
parties. Another way to look at this matter may be that the
present study can be seen as the first step or phase of the
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development of an interaction observational system. This
step focuses on the behaviors of the coach in a way that
coaching behaviors are recorded according to their actual
effects on athletes. In the second phase, behaviors of
athletes could be the focus. The final step would be the
integration of the first two steps to complete the
interactional system. But if this were to be done the masses
of data generated would require huge amounts of time to
analyze and the outcome might not yield results that justify

their huge effort.

Question 4: Do you think that any of the definitions of
the categories need modifications to make it/them more
appropriate? Yes No. If your answer is "Yes",
then what, and how?

Three comments one from each expert were made and are
presented below followed by discussion on each.

"Category 8 (organization) should include behaviors
related to methods and strategies that are intended to
organize the class."

This category in the proposed system was defined as
"yerbal and nonverbal behaviors that are intended to
structure, direct, or reinforce the arrangement of people,
times, or equipment to create conditions for activity-
oriented learning. These behaviors lead up but are not
directly related tc a learning situation or subject matter.
During these periods, progress toward the coach's learning
objectives for the particular session is not being made.
This being the case, all verbal and non-verbal behaviors
intended to organize the class should be fall into this
category. Therefore, the comment above is actually a
confirmation feedback.

wCategory 3 (instruct) is a broad term. However, the
associated definition tends to be narrow. Explanation and
commands would fit the definition better than the proposed
term, instruct."

The category was defined as:

"Statements or actions about what to do, or how and why
to do it. Questions to elicit recall of earlier
instruction or to get participant ideas on performance
technique, tactics, attitudes, or practice activity.
This category is restricted to the subject matter at
hand and includes requests and commands." (p. 3)

This category was designed to include verbal and non-
verbal behaviors that are intended to "pass on knowledge'.
It is understood and obvious that behaviors of this kind
involve numerous explanations and commands. However, they
are not the only forms of technical message transmission
process. Questions raised by the coach about how to perform
a skill would be an exception since questioning is a form
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neither of explanation nor of command.
One expert stated: "Criticize would be a better term

than scold to describe the behaviors defined in category 10
(scold) . "

This category was designed to reflect negative
emotional aspects of behavior of the coach and defined as
nStatements intended to scold, criticize or reject the
performance, behavior, feelings, or ideas of participant.
This category includes sarcastic statements and expressions
of displeasure, both verbal and nonverbal. Among nonverbal
scolds are stamping the feet in disgust; a rapid whirl or
pivot way from the offending action; a quick movement of the
hands to the hips; slapping the forehead as the head is
thrown back; a threatened or actual kick, punch, choking, or
slashing action; a so-called raspberry or other unpleasant
sound, such as a prolonged hiss; and any other action
recognized by participants as intending te scold, criticize
or reject." The three key terms are scold, criticize, and
reject, and the first term was chosen as representative of
the other two. Literally, scold is virtually attacking, and
much stronger than the other two terms to reflect negative
aspects of emotion in Mandarin. While criticize is not as
strong as scold, it tends to be more popularly used than the
other two terms in educational process of the Chinese
culture, for instance, classrooms and/or coachirg settings.
For the purposes of describing coaching/teaching behaviors
in Mandarin settings, the term criticize tends to be more
acceptable than scold to MCBOS users as well as
teachers/coaches and students/athletes although both terms
serve the same function. Therefore, this wise, carefully
thought suggestion may be more appropriate and acceptable
for this category than the one chosen wefore.

Summary

Although the experts suggested modifications to some
categories of the proposed system, they generally agreed
that (a) the categories could describe the great majority of
coaching behaviors displayed in all the coaching episodes
they had analyzed; and (b) the ground rules were appropriate
in terms of assigning ambiguous behaviors to their
appropriate categories. Such agreement confirms that the 12
category system is capable of yielding a relatively complete
and adequate description of coaching behavior in Mandarin
coaching situations.

Based on the analysis of the MCBOS data carried out in
this study, and the evaluation and analysis received from
the experts in the P.R.C., it is concluded that the 12
categories appropriate for describing coaching in Mandarin
are: monitor (1), praise and reward (2), instruct (3),
demonstration positive (4), demonstration negative (5),
corrective feedback (6), physical gquidance (7), organization
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(8), hustle (9), criticize (10), management (11), and other
(12) . This twelve-category system and their associate
definitions serve the key component of MCBOS. Appendices 6
(English version) and 7 (Mandarin version) represent the
complete categories, definitions and ground rules of the
validated MCBOS.

Confirmation of MCBOS from Data Analysis

The analysis of the Chinese coaching behaviors of the
collected data presented in Chapter IV showed extensive
support for the finalized system. For example, the gymnastic
coaches showed a total counts of 191 behaviors on the
category of organization, and 327 behaviors on the category
of physical guidance, accounting for 6.22 percent, and 10.65
percent of the total observations of the recorded gymnastic
coaching sessions respectively. The basketball coaches
showed 385 behaviors on organization, and 21 behaviors on
physical guidance, accounting for 12.07 and 0.66 percents of
the total observations of the basketball coaching sessions
respectively. These results support the conceptual analysis
made in Chapter III pertaining to the addition of the two
categories to the MCBOS, and confirm the opinions of the
experts from a quantitative stand point suggesting that such
addition was appropriate for assessing coaching behaviors of
the Chinese high performance levels.

Tt has been noted that the basketball coaches showed a
low count of behaviors which were identified as physical
guidance as compared to the count on the same category
emitted by the gymnastic coaches. Intuitively, this might be
because of either one or combination of the following two
possible reasons: (a) the nature of the sport in which less
physical guidance from the coach might be involved than some
individual sports such as gymnastics; and (b) the small
sample of the current study, that is, only two coaches of
high performance coaching level were involved in the study.
Physical guidance might be more frequent at other coaching
levels of the sport, for example, lower competitive levels.
The point to make here is that the low count on this
instance does not necessarily mean that this category should
be removed from of the system. At least two important
reasons would support this point. First, like some other
categories shared by both CBOS and MCBOS such as
demonstration negative on which low counts have been found
by the coaches of both sports of the present sample (0.18
percent by basketball coaches, and 0.13 percent by gymnastic
coaches), physical guidance is an effective and important
way of teaching/coaching at least for some sports such as
gymnastics, diving, wrestling, and throwing events in
athletics. Second, MCBOS is designed to describe Chinese
coaching behaviors of different sports (individual sports,
two-person sports, and team sports), and different levels of
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coaching. If evidence of reasonably high count on this
category is found at any coaching level of any sport, it
appears appropriate to keep the category in the system.

The modifications of some of the category definitions,
for example, the inclusion of non-verbal behaviors to the
categories of instruct and corrective feedback proved
effective and appropriate. This was evidenced by relatively
frequent occurrences of non-verbal behaviors by the Chinese
coaches such as coach's whistling to start a drill, a game
in which case the behavior should belong to the category of
instruct, and imitating the incorrect part of a skill
through a bodily posture to signal to the athlete wirat he
did wrong (corrective feedback in this case). These
occurrences also support the points made pertaining to the
modifications of the category definitions.

In addition, from an experiential point of view, the
ground rules summarized in Chapter III also proved useful
and effective. The thirteen ground rules (eight from CBOS,
three from Bond [1979], and two additions from the current
researcher) together made the assessment of the collected
data a relatively easy and smooth one.

The behavioral counts, percentages, clusters and
coaching style indices proved useful in describing coaching
behaviors in the Chinese situations as they had in the
canadian situations. This fact indicates that unlike
categories of coaching behaviors that have been proven
culturally affected, the various measures of data analysis
remain unaffected. In speaking of the usefulness of the
measures, Smith (1978) and Smith, Smoll and Curtis (1979)
indicated that the usefulness of the various measures is
based on their capability of describing of coaching
behaviors accurately and consistently as what actually occur
in coaching sessions. When valid instruments have been
developed and tested, and research findings replicated, the
measures may be potentially useful in providing information
for the training of coaches, and in facilitating the
monitoring of planned changes in coaching behaviors. If such
an indication is the case, the analysis of Chinese coaching
behaviors by means of observational studies should also
benefit from such measures in terms of providing useful
information for the training of coaches and facilitating the
monitoring of planned changes in coaching behaviors.

Data Base of Chinese Coaching Behavior

A data base of Chinese coaching behavior can be
considered in the sense that a total of approximate 384
minute coaching behaviors have been descriptively analyzed.
It is believed that such data can provide, to some extent,
the information of Chinese high level coaching behaviors,
and may be useful to serve as data base for future studies
of cross-cultural comparisons at similar coaching levels.
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It should be indicated, however, that in order to
ensure the trustworthiness of research findings, researchers
of future studies who might use such data for comparison
purposes should take the following into careful
consideration: (a) the data only represent coaching
behaviors of high level performance of the sports of
gymnastics and basketball; (b) the data were collected from
reqular coaching sessions; (c) the subjects were four male
coaches. No female coaches were involved in the study; and

(d) only two coaches from
the study. Therefore, the
representative of Chinese
although they provide, to
male coaching behavior of
gymnastics and basketball

each of the two sports involved in
data are by no means

coaching behavior as a whole

some extent, the information about
the high performance sports of

of the Chinese culture.



CHAPTER VI
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary

The purposes of the present study were to develop and
to validate the MCBOS appropriate for describing coaching
behaviors of the Chinese culture. Specific objectives
included: (a) to develop the categories of MCBOS; (b) to
develop clear category definitions and ground rules as the
basis for valid and reliable use of the system; and (c) to
generate behavior clusters, coaching style indices, and
behavior sequences based on groupirg and analyzing the data
so as to make the observational data useful in describing
present behaviors and guiding change.

Based on a careful examination of the categories of
CBOS and of some other 39 observational systems as well as
the actual content analysis of Mandarin coaching behavior
obtained during a pilot phase of the study, careful
analytical work was carried out against several principles
and criteria in guiding the development of the MCBOS. A
group of twelve tentative categories along with a set of
thirteen ground rules for valid and reliable use of the
system was generated as a result of such analysis. The
tentative categories and ground rules were then critically
assessed by a group of experts with excellent Chinese
coaching background and knowledge who generally confirmed
the validity of the categories and ground rules as a result
of their work of validating the system. However, a slight
modification was made pertaining to the name of a category
(from scold to criticize) based on the comments of an expert
when an integration of the input from the experts was made.
The categories of the MCBOS were finalized as monitor (1),
praise and reward (2), instruct (3), demonstration positive
(4), demonstration negative (5), corrective feedback (6),
physical guidance (7), organization (8), hustle (9),
criticize (10), management (11), and other (12), and the

ground rules remained unchanged.
The various methods of the MCBOS for data assessment

were generally imported from CBOS with two exceptions. They
are: the generation of the behavioral cluster managerial
behavior, and the modification of behavior matrix from 10 x
10 to 12 x 12 to fit the needs of the current system.

The coaching behaviors of the Chinese coaches were
recorded over a total of eight practice sessions. The
recorded behaviors were coded by the researcher according to
the MCBOS categories and ground rules, and analyzed to
provide descriptive information concerning category
frequencies and percentages, behavior clusters, coaching
style indices, and sequential aspects of the coaching
behavior. It is believed that the information generated from
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these measures is useful in describing various aspects of
the Chinese coaching behavior during practice sessions.

The descriptive information of the assessed Chinese
coaching behavior may be useful to build a data base for
future cross cultural comparisons. It should be indicated
however that in order to ensure the trustability of research
findings, researchers of future studies who might use such
data for comparison purposes should be very careful in
making delimitations of their studies.

Conclusions

Based on the results of this study the conclusions are
made as follows:

1. The MCBOS can be used in an accurate and reliable
manner to code coaching behaviors of Chinese coaching
practice sessions, and to provide useful descriptive
information about the coaching process, the training of
coaches, and in facilitating the monitoring of planned
changes in coaching behaviors.

2. The categories and ground rules are Key components
of the MCBOS. They provide an adequate base for the
categorizing various coaching behaviors of the Chinese
culture when used appropriately according to their
definitions and rules of coding.

3. Unlike behavioral categories which may be culturally
affected, the various measures for data treatment that have
been employed by both CBOS and MCBOS may not be culturally
affected. They are capable of organizing and interpreting
categorized data to provide potentlally useful information
about the coaching process, the training of coaches, and in
facilitating the monitering of planned changes in coaching
behaviors of Chinese culture.

4. The observer training is an important approach to
the mastering of the proper use of the categories,
definitions, and the ground rules of the system.

5. The results of the assessed Chinese coaching
behaviors may be used to serve as a data base for future
studies of cross-cultural comparisons at a similar coaching
level. However, careful consideration should be given to the
factors such as perscnalities of individual coaches, sports,
session of the training seasons, sex of the coach(es) under
study, and so forth when such data are used.

Recommendations

The following recommendations are based on the results
of this study:

1. Future investigation of the development of a
standardized tralnlng manual, perhaps incorporating an
audio-visual module is de51rab1e. This will facilitate
greatly the valid and reliable use of the system if the
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categories and ground rules are learned accurately and
applied to treat observed data appropriately.

2. The MCBOS should be applied to coaches of both
sexes, different coaching settings including different
sports, and different coaching levels of the Chinese culture
to validate further the functional use of the system.

3. There is an obvious need for further development of
a data base which includes samples of observed coaching
behavior from a large number of coaching settings of
different sports, at different levels of performance. These
samples should also be collected during different stages of
the training seasons of the year.

4. If a means of a permanent method of recording such
as video camera is used, it is recommended that the video
camera be equipped with a function of displaying time
accurate to seconds. This will enhance the coding accuracy
greatly when the recorded data are coded. If the camera is
not equipped with the time display accurate to seconds,
then, either the television receiver or the video recorder
should be equipped with on-screen display to ensure the
accuracy of every five second interval.

5. When data are collected, every effort should be made
to reduce the effects of the intervention of the video-
taping on the behaviors of the coach and athletes to its
possible minimum, and behavior recorded should reflect the
context to its best in which the behavior occurs.

6. An important guideline for behavior identification,
as specified in the MCBOS ground rules, behavioral effects
should be emphasized throughout the process of behavioral
coding.

7. The present study is preliminary in the sense that
only the behavior of the coach was focussed upon. If an
observational system that is able to describe the behavior
~f both coach and athletes of the coaching process would be
very valuable so that the inter-dependable behaviors of the
two parties can be put in one context as they actually
unfold. The present study can be seen as the first step or
phase of the development of an interaction observational
system with the focus on behaviors of the Chinese coach. In
the second phase, behaviors of athletes would be focussed
upon to complete the interactional system.
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APPENDIX 1

TYPES OF UNITS IN OBSERVATIONAL SYSTEMS

1) Natural units.: Detected through the perceptual
system and reflected in natural language. These are
perceived as breaks in streams of behavior.

2) Units of behavior. Can also be described as natural
units. Laws of perceiving forms are also valid for
behavioral forms. Just as there are forms in the world of
objects, there are dynamic and temporal configurations
(e.g., direction or speed of movement, position of the
body) .

3) Inductive vs. deductive. Refers to the process by
which units are constructed. For inductive units, one starts
with the behavior and attempts to classify this specific
behavior into generalized categories (e.g., Ethology). For
deductive units, units are derived from theory, hypotheses,
or logical propositions and then abstractions are made which
yield behaviors which are identified as falling within these
categories or units.

4) Directly observable vs. inferred. Two types are
distinguished: those that are in principle invisible (e.g.,
a person's intentions, emotions, thoughts), and those that
are invisible due to circumstances (e.g, instances when the
observer cannot see the behavior because of an obstacle).
Both instances require inference. The issues involved here
are not so much whether inference should be used but at what
stage in the data collection it must be used.

5) Descriptive vs. evaluative. The former notes
concrete behaviors and suspends judgments. The latter
sumnarizes and assesses a series of behaviors (e.g., one can
observe a child for 30 minutes and conclude he is angry, or
one can record the concrete behaviors which could lead to
that judgment.)

6) Phenomenological. Behaviors that have the same
form.

7) Morphological. Similar to a phenomenological unit
but with an emphasis on the formal or structural aspects of
the behavior as criteria for constructing.

8) Units based on factor analysis. Units or classes are
based on dimensions emerging from the statistical analysis.

9) Discrete vs. continucus. This refers to the extent
to which it is possible to count or measure behavior. The
issue of discreteness vs. continuousness arises with the use
of rating scales.

10) Simple vs. complex. Two views exist with respect to
these types of units. The first views the uniqueness of the
human cortex to analyze complex events and relies on ratings
of complex concepts. The second is the construction of
complex units out of already observed simple ones.

11) Indices as units. Composed of various indicators
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drawn together. This type of unit is mentioned more
frequently in the sociological literature than in the

psychological literature.
12) Reductionist. These units are the result of finding

the smallest unit of meaning, not necessarily the smallest
observable unit. To be meaningful, it must have a particular
meaning for the observer of the behavior or it must evoke a

particular response in a partner.
13) Causal. Behaviors wherein those with a common cause

are regarded as identical.

14) Functional. A unit defined with respect to its
effect or context. The emphasis is on the importance of the
context.

15) Situations as units. If one is concerned with
behavior which is, to some extent, rule bound and has
recurrent elements, then situations can be viewed as units.
More precisely such a unit should be comprised of both
situation and behavior.

16) Molecular.
17) Molar. Both terms are taken from Barker and Wright

(1955) . Molecular units are known as actones and molar units
are actions (e.g., molecular: perspiration; molar: hurrying
to school).

18) Time units. These refer to time intervals of
time-sampling methods and to any time-derived measures used
for behavior observation.

19) Action units or events. Conceptually similar to be-
havicr unit and natural units, but is distinguished by its

form and content.
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APPENDIX 2
DEFINITIONS OF SUB-CATEGORIES OF INSTRUCT

Command, Order, Direct
Includes both verbal and nonverbal directions, orders

and commands to which compliance is expected. Examples
of verbal commands: "Stop! Run in here!" "Red team on
offense, blue on defence!" Examples of nonverbal
commands include actions or gestures by the coach
indicating for example, the direction in which players
are to run. Nonverbal commands also include instances
where the coach puts the ball into play to begin a
drill, and blowing a whistle to stop activity.
Lecture, Explain, Expand
Includes verbally giving facts or opinions about
content or procedure. Examples: "In this drill it is
important that this player runs right through to the
baseline so that he can exchange under the basket".
"The key to our defense is t he blocking power of our
three front line players. So, when you re on the net
you must be quick to read the offensive moves of the
other teanm".

Request
Includes verbal statements by the coach which are not

authoritative as in commands, and which do not require
compliance. The receiver is given the option to reject
or accept the statement. These statements are often
made quietly, person toc person. Examples: "Now you look
as though you are ready to try...". After a player
answers to a previous question - "Well let's try
this...".

Question, Implied Question

Includes verbal and nonverbal questions to which
answers or expected. These questions usually concern
content or procedure. Example of a verbal question:
"How could you counter a move like that?" Example of a
nonverbal or implied question: an extended pause with
raised eyebrows by a coach in an attempt to turn a
player question back to the player for the answer.

Response to Player Question
Includes both verbal and nonverbal direct answers to
player questions. Such verbal answers may give
information or opinion, but must be responses that
answer or are directed toward answering player
questions. Example: "No, you need t remain close to the
baseline." Nonverbal responses t player questions
include shaking the head to indicate a "yes" or "no" or
a gesture indicating a "don't know".

Confirmation Feedback
The coach indicates to the athlete, either verbally or
nonverbally, that his performance or statement is
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correct. This confirmation and acceptance or ideas and
performance is affect free. The feedback may indicate
that performance was satisfactory and should be
repeated in the same way, or that although
satisfactory, performance will be improved further by
specified modifications. Verbal example: "OK, your hand
contacted the ball in just the right position." A
nonverbal example may include nodding the head to
indicate to a player that his performance is

acceptable.



APPENDIX 3

121

DEFINITIONS OF TENTATIVE CATEGORIES OF MCBOS

1. MONITOR

2.

3.

PRAISE

The coach silently observes individuals, small
groups, or the entire group as they practice or
play. He she may talk to themselves or show
incidental nonverbal behavior while monitoring.
Unless these behaviors are seen to have real
effects on participants they should be ignored and
considered to be external signs of the covert
thought processes going on in the coach's mind
during monitoring.

AND REWARD

The coach verbally or nonverbally praises, offers
compliments, encouragement, acceptance or agree-
ment, with participant behavior. Statements may
refer to present, past, or future behavior or
performance. Nonverbal praise such as nodding,
pats on the back, hugging, clapping as in ap-
plause, and other recognized gestures of approval
are included. Examples of verbal praise, with
appropriate tone of voice: "Great!" "Yes, good
work!" "Keep going, you will get it!" "OK! OK!"

INSTRUCT

Statements or actions about what to do, or how and
why to do it. Questions to elicit recall of
earlier instruction or to get participant ideas on
performance technique, tactics, attitudes, or
practice activity. This category is restricted to
the subject matter at hand and includes requests
and commands. Verbal examples: "Hold the hand in
this position." "How could you try to counter a
move like that by your opponent?" "Be alert all
the time." "OK, go ahead." "Do you remember what
we said about pacing yourself?" Nonverbal ex-
amples: throwing a ball into the court to start a
practice drill; lifting the hand with a stop watch
to signal a start to run; clapping hands to signal
the start of a move in helping participant master
correct timing of that move; in pacing drills of
ball games, clapping hands once may mean the
command of moving to left, twice to right, and so

on.

4, DEMONSTRATION, POSITIVE

The coach, or a participant at the request of the
coach, demonstrates how an action is to be carried
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out. See the ground rules following for an
explanation of how to record combined verbal
instruction and demonstration.

5. DEMONSTRATION, NEGATIVE
The coach, or a participant at the request of the

coach, demonstrates an error in actio or an action
to be avoided. Again, see the ground rules for
recording mixed instruction and negative

demonstration.

6. CORRECTIVE FEEDBACK
Statements, questions, or actions by the coach

that follow direct observation of performance and
which are intended to point out errors or inap-
propriate aspects of the performance. Such state-
ments or actions are essentially information, as
contrasted with praise or cri*icism which tend to
convey an emotional reaction in the sense of
positive valuation or negative valuation of the
coach to an observed performance. Corrective
feedback is restricted to knowledge or skill areas
in which performance can be considered correct or
appropriate by definition, or as a matter of fact,
or by convention. Examples: "Your head is too far
forward." "Can you get more weight onto your left
foot?" "That is not how we play a two-on-one
situation" (stated in a matter of fact tome of
voice). "You are unstable because your feet are
too close together, spread them, widen your base."
Nonverbal examples: after detecting a performance
mistake, the coach imitates the incorrect part of
the performance. This is usually done with
previous verbal feedback about the same mistake
and the participant can understand it well when
the nonverbal feedback is provided.

7. PHYSICAL GUIDANCE
The coach, or a participant at the request of the

coach, physically helps a participant practice a
skill. This includes physically guiding a par-
ticipant to imitate the correct bodily moves,
spotting, and any other actions that intend to
help participant learn a skill through physical
contact.

8. ORGANIZATION
Verbal and nonverbal behaviors that are intended

to structure, direct, or reinforce the arrangement
of people, times, or equipment to create condi-
tions for activity-oriented learning. These
behaviors lead up but are not directly related to
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a learning situation or subject matter. Principal-
ly, the opportunity to learn is not present when
these behaviors occur. Examples of nonverbal
behavior: The coach announces substitutions, or
reassigns position, sweeps the court, moves
equipment to another area for the next drill,
retrieves a ball from the stands. Examples of
verbal behavior: "Make five lines facing me on the
sideline;" "Put the basketballs in the ball bag;"
"adjust the width of the bars and tighten them

up- "

9. HUSTLES
Statements or actions by the coach to activate or

intensify previously instructed behaviors. Among
the actions that can be used as hustles are
vigorous, short, rapid clapping (not intended as
applause); a quick jabbing motion of a forefinger
directed at an individual or group; a quick
lunging motion of the shoulders or body:; and any
other nonverbal behavior that is recognized by
participant as calling or more effort or
intensity. Examples of verbal hustles: "Go! Go!"
"Drive harder!" "Move it!" "C'mon!" "Hustle!"

10. SCOLD
Statements intended to scold, criticize or reject

the performance, behavior, feellngs, or ideas of
participant. This category included sarcastic
statements and expressions of displeasure, both
verbal and nonverbal. Among nonverbal criticisms
are stamping the feet in disgust; a rapid whirl or
pivot way from the offending action; a quick
movement of the hands to the hips; slapping the
forehead as the head is thrown back; a threatened
or actual kick, punch, choking, or slashing
action; a so-called raspberry or other unpleasant
sound, such as a prolonged hiss; and any other
actlon recognized by participants as intending to
scold, criticize or reject.

11. MANAGEMENT
The coach engages in verbal or nonverbal activity

associated with management, housekeeping, routine
procedures, announcement, arrangements, other than
instruction or arranging or grouping participants
for instruction or practice activity. Among
management behaviors are taking attendance; making
arrangements with groundskeepers, janitors or
others working or playing in the area; collecting
money from participants; giving details related to
schedules or travel; arranging car pools;



12.

OTHER

NOTE:

124

distributing or collecting game uniforms; and so
on.

Any coaching behaviors displayed which do not fit
into any of the other 11 categories. Statements
that cannot be understood or occasions where the
noise level is so high that the coach cannot be
heard over it are recorded here. Chatting or
visiting with others, or attending to personal
matters unrelated tot he coaching or management
tasks at hand, fall in this category.

ABOVE UNDERLINED CATEGORIES ARE EITHER
REDEFINED OR NEW TO THE CBOS
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APPENDIX 4
MCBOS VALIDATION SHEET

Personal data
NAME: SEX: (MALE) (FEMALE) AGE: (check

one) 16-22, 21-25, 26-30, 31-35,
36~-40,
__ 41-45, 46-50, 51*

Educational experience (check the highest one)
Elementary Junior High Senior High
University ___ Bachelor degree ___ Masters
____ Doctorate
Physical Education Major ___ Yes No

mr——

Athletic Experience

Event _, Spare time sport school year(s),
Municipal team year(s), Provincial team

year(s), University team year(s), National team
year(s), Athletic certificate obtained: class three __ ,
class two ___, class one ___, Master

Coaching Experience
event , spare time sport school year(s), Municipal

team _year(s), provincial team year(s), University
team year(s), National team year(s), Coaching
certificate obtained: class two , class one ’
superior , national .

comments on categories of MCBOS

Please answer the following questions. Your comments
are very important to the study and your work is
appreciated!

Ccan the categories cover all of the coaching behaviors
you have analyzed? yes no. If above answer is
"No", please specify what behavior(s) does/do not fall into
any one of the categories in the space provided
below:

Do you think that any of the categories should be taken
away from the system? yes no. If the answver is
"yes", please indicate what and why.
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Do you suggest to add any more categories into the
system? If "Yes", what and why?

Do you think that any of the definitions of the

categories need modifications to make it/them more
appropriate? yes no. If your answer is "Yes", then

what, and how?

Do you think that the ground rules are appropriate and
effective in terms of assigning ambiguous behaviors to the
categories to which they should belong? yes no.

Do you suggest to add more rules, if any, to help the
assessment of encoding ambiguous behaviors? yes
no. If yes, then, what?

Do you suggest to take away any of the ground rules you
think it/they may be useless and/or unpractical? yes
no. If yes, then, what?

Thank you very much for your help!!!
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APPENDIX 5

CALCULATION OF SCOTT'S COEFFICIENT
Step 1
Begin by tallying the behaviors coded into categories
for a limited sample of the data (in this study 13 minute
samples were used).

Step 2
Place the totals for each of the twelve categories in
column 1 for observer 1 and column 2 for observer 2.

Step 3
In column 3 place the percentages for observer 1; in

column 4 percentages for observer 2.

Step 4
Column 5 contains for each category the absolute
(ignore signs) percent difference between the two observers.

Step 5
The total column 5 represents percent disagreement
which is subtracted from 100 to give percent agreement (Po).

Step 6
Take the average percent (both observer combined)

figure for each category, square it and dived by 100, then
enter these in column 6.

Step 7
The sum of column 6 represents percent agrement

expected by chance (Pe).

Step 8
Scott's coefficient is calculated by:
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Sample Data for Calculation of Scott's
Coefficient of Reliability

Frequency Percent
Category A B A B s)difference (X%)?2
1 66 71 32.5 34.8 2.3 11.3
2 9 8 4.4 3.9 0.5 0.2
3 32 34 15.8 16.7 0.8 2.6
4 8 7 3.9 3.4 0.5 0.1
5 0 0 0 0 0 0
6 25 26 12.3 12.8 0.5 1.6
7 17 16 8.4 7.8 0.6 0.7
8 5 7 2.5 3.4 0.9 0.1
9 4 3 2.0 1.5 0.5 0
10 0 0 0 0 0 0
11 0 0 0 0 0 0
12 37 32 18.2 15.7 2.5 2.9
Total 203 204 100 100 9.2 19.5
(100 - 9.2) - 19.5 71.3
Pi = ——-cmemmmmm e = em———— = 0.89
100 - 19.5 80.5
Note: above data was from the reliability check on

Gymnastics.
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VALIDATED CATEGORIES AND GROUND RULES OF MCBOS

1. MONITOR

2.

3.

The coach silently observes individuals, small
groups, or the entire group as they practice or
play. He she may talk to themselves or show
incidental nonverbal behavior while monitoring.
Unless these behaviors are seen to have real
effects on participants they should be ignored and
considered to be external signs of the covert
thought processes going on in the coach's mind
during monitoring.

PRAISE AND REWARD
The coach verbally or nonverbally praises, offers
compliments, encouragement, acceptance or
agreement, with participant behavior. Statements
may refer to present, past, or future behavior or
performance. Nonverbal praise such as nodding,
pats on the back, hugging, clapping as in
applause, and other recognized gestures of
approval are included. Examples of verbal praise,
with appropriate tone of voice: "Great!" "Yes,
good work!" "Keep going, you will get it!" "OK!
OK!"

INSTRUCT

Statements or actions about what to do, or how and
why to do it. Questions to elicit recall of
earlier instruction or to get participant ideas on
performance technique, tactics, attitudes, or
practice activity. This category is restricted to
the subject matter at hand and includes requests
and commands. Verbal examples: "Hold the hand in
this position." "How could you try to counter a
move like that by your opponent?" "Be alert all
the time." "OK, go ahead." "Do you remember what
we said about pacing yourself?" Nonverbal
examples: throwing a ball into the court to start
a practice drill; lifting the hand with a stop
watch to signal a start to run; clapping hands to
signal the start of a move in helping participant
master correct timing of that move; in pacing
drills of ball games, clapping hands once may mean
the command of moving to left, twice to right, and
so on.
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4. DEMONSTRATION, POSITIVE
The coach, or a participant at the request of the
coach, demonstrates how an action is to be carried
out. See the ground rules following for an
explanation of how to record combined verbal

instruction and demonstration.

5. DEMONSTRATION, NEGATIVE
The coach, or a participant at the request of the
coach, demonstrates an error in actio or an action
to be avoided. Again, see the ground rules for
recording mixed instruction and negative
demonstration.

6. CORRECTIVE FEEDBACK
Statements, questions, or actions by the coach
that follow direct observation of performance and
which are intended to point out errors or
inappropriate aspects of the performance. Such
statements or actions are essentially information,
as contrasted with praise or criticisms which tend
to convey an emotional reaction in the sense of
positive valuation or negative valuation of the
coach to an observed performance. Corrective
feedback is restricted to knowledge or skill areas
in which performance can be considered correct or
appropriate by definition, or as a matter of fact,
or by convention. Examples: "Your head is too far
forward." "Can you get more weight onto your left
foot?" "That is not how we play a two-on-one
situation" (stated in a matter of fact tome of
voice). "You are unstable because your feet are
too close together, spread them, widen your base."
Nonverbal examples: after detecting a performance
mistake, the coach imitates the incorrect part of
the performance. This is usually done with
previous verbal feedback about the same mistake
and the participant can understand it well when
the nonverbal feedback is provided.

7. PHYSICAL GUIDANCE
The coach, or a participant at the request of the
coach, physically helps a participant practice a
skill. This includes physically guiding a
participant to imitate the correct bodily moves,
spotting, and any other actions that intend to
help participant learn a skill through physical
contact.

8. ORGANIZATION
Verbal and nonverbal behaviors that are intended

to structure, direct, or reinforce the arrangement
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of people, times, or equipment to create
conditions for activity-oriented learning. These
behaviors lead up but are not directly related to
a learning situation or subject matter.
Principally, the opportunity to learn is not
present when these behaviors occur. Examples of
nonverbal behavior: The coach announces
substitutions, or reassigns position, sweeps the
court, moves equipment to another area for the
next drill, retrieves a ball from the stands.
Examples of verbal behavior: "Make five lines
facing me on the sideline;" "Put the basketballs
in the ball bag;" "adjust the width of the bars
and tighten them up."

9. HUSTLES
Statements or actions by the coach to activate or

intensify previously instructed behaviors. Among
the actions that can be used as hustles are
vigorous, short, rapid clapping (not intended as
applause); a qulck jabbing motion of a forefinger
directed at an individual or group; a quick
lunging motion of the shoulders or body; and any
other nonverbal behavior that is recognized by
participant as calling or more effort or
intensity. Examples of verbal hustles: "Go! Go!"
"Drive harder!" "Move it!" “C'mon!" "Hustle!"

10. CRITICIZE
Statements intended to scold, criticize or reject

the performance, behavior, feellngs, or ideas of
participant. This category included sarcastic
statements and expressions of dlspleasure, both
verbal and nonverbal. Among nonverbal criticisms
are stamping the feet in disgust; a rapid whirl or
pivot way from the offending action; a quick
movement of the hands to the hips; slapping the
forehead as the head is thrown back; a threatened
or actual kick, punch, choking, or slashing
action; a so-called raspberry or other unpleasant
sound, such as a prolonged hiss; and any other
action recognized by participants as intending to
scold, criticize or reject.

11. MANAGEMENT
The coach engages in verbal or nonverbal activity

associated with management, housekeeping, routine
procedures, announcement, arrangements, other than
instruction or arranging or grouping participants
for instruction or practice activity. Among
management behaviors are taking attendance; making
arrangements with groundskeepers, janitors or
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others working or playing in the area; collecting
money from participants; giving details related to
schedules or travel; arranging car pools;
distributing or collecting game uniforms; and so

on.

Any coaching behaviors displayed which do not fit
into any of the other 11 categories. Statements
that cannot be understood or occasions where the
noise level is so high that the coach cannot be
heard over it are recorded here. Chatting or
visiting with others, or attending to personal
matters unrelated tot he coaching or management
tasks at hand, fall in this category.

GROUND RULES

Rule 1.

Rule 2.

Rule 3.

Numbers corresponding to the twelve categories are
recorded by an observer every five seconds. When
more than one category of behavior is observed
during a five second interval all categories
observed are recorded. The numbers indicating
categories of observed behavior are recorded in
behavior encoding sheets. If any one category of
behavior is observed to continue then the number
representing the category is repeated every five
seconds. Each practice or workout or portion of
one that is observed begins and ends by arbitrary
convention by recording a 12.

Because the system is descriptive, not evaluative,
the observer should not try to guess the intent of
the coach but rather to assign behaviors to
categories according to how he or she perceives
their effect on the participants. For example, a
comment may sound like a hustle but the
participants clearly react with annoyance and
embarrassment which would indicate it had been
received as a criticism. Then it should be
recorded as a criticism.

Tone of voice and other aspects of nonverbal
behavior must be used in assigning behaviors to
categories. The same question, for example, asked
in different tones of voice, with appropriate
gestures or facial expressions might be properly
categorized as instruction (as defined above), as



Rule 4.

Rule 5.

Rule 6.

Rule 7.

133

a praise, as a criticism, or even as corrective
feedback.

During instructional processes, if a demonstration
is carried on silently and not described as the
action is carried out a four (4) is recorded if
positive, a five (5) if negative, at each five
second interval as long as the demonstration
continues. A demonstration may shift back and
forth from positive to negative, which would be
indicated by recording 4' and 5's as appropriate.
If the demonstration is accompanied simultaneously
by verbal instruction, record a 3 or 6 and either
a 4 or 5 for each five second interval during
which this is continued.

In practice situations, if the coach physically
imitates the "incorrect" part of the performance
of an athlete immediately after direct observation
of the performance, this behavior is considered as
nonverbal corrective feedback, a 6 then should be
recorded. It is understood that such nonverbal
behaviors serve the same function as does verbal
corrective feedback, that is, both are intended to
correct performance mistakes through different
forms of message transmission. Negative
demonstration is involved in more direct
instructional process than practice as contrasted
to nonverbal corrective feedback. In principle,
negatlve demonstration functions as a means of
preventing or avoiding performance mistakes while
nonverbal corrective feedback is used as a means
of correcting performance mistakes.

Behaviors that are intended to create conditions
for direct instruction such as setting up
equipment, keeping order in the class, announcing
substitutions, arranging people for instruction
should belong to the category of organization. A 8
should be recorded in this case. It should be
pointed out, however, that because these behaviors
are 1nd1rect1y related to instructional behavior,
they should be distinguished from management
behaviors such as housekeeping, routine
procedures, announcement, arrangement, that are
unrelated to the subject matter at hand.

Laughter by the coach in response to a participant



Rule 8

Rule 9

10.

Rule

11.

Rule

12.

Rule

13.

Rule
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is praise if it shares positive feeling or
reassures, but is criticism if it rejects or
ridicules.

A phrase such as "OK" or "alright" may be a praise
or criticism depending on the context, or when
used in a matter-of-fact way as in, "Well that's
done, lets move on to the next thing," it would be

an organization.

Saying a participant's name may be merely part of
a praise, a criticism, a hustle, or even
corrective feedback, depending on the tone of
voice and other nonverbal behavior the coach
displays when he or she says it.

Where the coach is involved in activity as a
player or his or her own warm up or stretching
activities they should be coded as organization,
although clearly he or she may exhibit other
behaviors which must be appropriately coded.

In situations where the coach calls out the score
it may be coded as organization or a criticism
depending on the context, emphasis and way it is
received by the player(s).

An apology by the coach for inadequate placement
of a ball or a mistake should be interpreted as:
"It's not your fault, it's mine". This is a form
of acceptance to a performance or behavior and
should be scored as praise and reward.

In environments where participants are spread out
over large areas, or where vision or hearing are
difficult (as in a pool), normal intervals of time
required in waiting because of such problems
should be recorded as monitoring, if the coach is
silent. However, during the period the coach waits
to get the attention of the group, or as they
assemble, he or she may produce behavior clearly
in any of the other eleven categories.



135

Lk S 2 ) R 2 SR

5 Lmsw 128 AL LR AT L
) ﬂfxf» Xz} 26 €] wh ALk 5 fJ’J-*ii;i:'f"J‘%éfﬂP] N s
Aoy ) F 5 S AR bh oy KA TR 0h g IR Fe 4 M7 G0 4AF
223 R4 A iZd WLEE b ALK sl A AP 94T R AN
4oy B E D FALIR 4 Az aorh g R A DX F a4
2k DA AP WiTH.

AGET B AEOAT A R 7 R B G
2B ~2E 4 s e ik W TG e 2R 9T A8 ARk
¥ 7R 5 TESERILUP A LY 8 LS IR

AGEenz W LA -2l H A KO

AL A AL F 9T 4, L 72 AT E, 00 A0 15) 2 X,
AL BT UL T AR LALA A R ALk
@47 B A Gl bkt BT S, b FAGE T Ak
AHE AATE AT B Loy - F 0 & - T AL LE
EGL R A Gk Q04T 2R At A AT A AR b
Ak am A2 4L EGHTA  » - Bl
Bl ik oh Bt 04T B Tats, A TR T A5 4 %.%ié]
M HA . AR Sl o AR 2 P e 5 4 | dip,
¥ o ) T AR ve 36 KA K AL IE Db i 4G AT

\n~

>§\“;



136

VR AF 09 UGk BARE S VYR K0 A F AL
#z Ulrf KR FA LS H - ﬁi-_ﬁ%@i n
2\ AGF TR o3 ] AR AT s
R R X AR TR ST A GO T oA X7 \JJ'ij?
ﬂj,f# vLay K & -

0 @1‘&4\,’4 Fr § AT #FNH T X

o HLIR o hik Y edAK *s‘lwﬁwﬂﬁﬁ
Ao DN RIG T TR L=
BT LT muu i 2 4 a0t M
A B To G R E Ak B X AR AL A ERLE L
PR S A REITIY EP

a vt qa st - AL E QR TN AR S B RS
3 2. 1% E XA SRR B e QAT A S A T
'5’( S N TREE A RS X RS i S W T R (R %L T
S T AWl 348 dast pdav g 4T ARy
ESZNERL #i3\ -

1% G4t b 99 U F T AL A PR VA
AR A BRETT TR AR Tt 43

344 3% - F 4T Ghet g AniT(ihde A4} 4 (0

i X VE 42 ZAT 2 AL 41§ 2 0 Qe tlwt TSR



137

B 8L QR AR AL S R AT e oy 5 B - R
2% i Ak Fxnn A A Tav i3t 2 18 E L edf
/-7\ o

TIREY 12  GACK RPN SE AW R ¥ IF DML E o
" Atk iiAT 4s . A '1;@;;;,&:/;7‘. 5Pk gy,
Al 12T AT 70 FRBL kA A LR B DR A8,
EYINIRNES K g S5 PTI S S PV E S LFTINY ¥ 3
w9 % A IR 4w is 0 A A oA a0 ped A Bk oka g
A -SSR AAS AR R 3 > kR LAY A2 1A A,
T kA ,}ji;f.;,% .
€ Tl 6 AXE G ARA R r F G\ A ety
it e d -t L EA R & ATt T I AT G aB L
45 A0 T e 000895 ).
S kAl Ak A A A Yaawda i A -
$55% 7010 3 -4 @ Foavaot L OLAGALAF X st

| GAF 2 T M T A G et h 3 w0 BF FF)

6 W st A SR AL w e Sk s AR GR A

4R SEE T ) A B, B B B ST A

VAT A L 14wt Aok A F 6y 5B X A B e

Ko eh £ F P4 AY 2R 1L e 3 £ AT A 2A T I ok -



13%

& i A de i 4r ¢ R a AR Ok B AL i A
o B S 1 H om0 T 3 e 5 0 B AR ALSRISd 3
i AR AL R -
13) sy Ei kB 1 R G AR S fatbe 4590 -
afal ! 2Ry - U RARAL 00 (8 W F Aidk Al vy a
SO " ihah A £ FARah el A e 6 R VRR DAL
VE % 2 45 0 8] LIR B2 w &) ar e Tk 1B AL G
s oo i) W SR S R F Gkana D AR S I ALAT R R
B G AL R 0hI BT A BRI 1247 H% A
AT 3010 555 T T 2 ) e LA AR ] 045 2 15
RIS T AL ST E ¥ ik Pa
TG B3Rk E AT 0 Gdd Fre 3 /i
PP LIRS ST NN & - ARF T L& S T LRl ¥ Ry TR
HEERE
8 0L & {EF IR BT REEEATY
B34 A5 adia] ey (U o0k B UG e AE B3 1744,
3 A0AT B 24 A ab b 8% Ak BAZALF
53547 0 A DA sk Bk i MR, S AEHEL 9
M ) pk Ay A A2 2e0 AT, FIF Y I
WieB 2 AT R3] B s g0 ) @43 F s (R St



A RAR IR ST R SERE PRI LI NIV ST ¥ IV T
¥ Tk
9, ‘H 2 ARSI 4 Xultof A5 AF Ltk
A 55 o7 w6 4 H AR T2 AT £ T AGH 6 4%
o Aiis o0 2 F ek T e ka4 Ltk ga Y
PRI O LD EN N E L EURPRL TR AR P R AL
RS AT H A S AL B A ) ab B
B B0l ek, T AT i )
ro pet vk, ihadizas FELEY SR ] B DA,
ar BT % A E 4B Th s (ot sk AT 4 BB 14T
SR ERIF LR S AR I E LY S I3% AL Jw;b}'- G
ERES S TTRLLTN ST AR TLICETH L
o a1, A 25k 5 BT AT B 04T 4,48 R
Havd w4t A A% deif Rde @b,
3t A Fs ey ATE T LTI
ShdE A A9 483 R B a R G i Kt
2ot (0 £ da - N2 ) e
w12 ARG IET R EATAL IR
EXFOLTELC ROV SUELE LAY i AP P L7
a0 B RAATE TR B A A B 0 B HEGRAT 44



140

%% ol S % -

0, B % AT G L a 6h A Sh b 2 AT FY
ahAT 2 - K vk A @R T AR RIS
o ghor o ih 2 BB A % h A aadT BN A EARIE
AT Bk b - AR AL O A I ok A 2 30 00 IR
H oy imas i ok KA I A £ 04T A AR 9L - HL-

AL FA

(¥ AL Ttz @ -3l h A e sTE
475 4 uo A 3L B R - F AR T el T P
AV AT R FAb) 2ot Bl ve 6 A ey 47 R R AR
B ALY RN

A ¢

B R R L L KA P L A LN IR
1L Ak ke d b Ay b AR RovAT B 3 3 -AAK
A% antadd RALES #laviT B bk A ekt L4
i 2 Al T oy e A AR Az A KLk G 48
1% B A5 AL Gk B K -4 ph et K 4o - Ko Ik
B iy 5 AR e A kik 4847 0 904 b 72 w3 S bt i
F ik (h otk 5 A0 R an 450 % R 4% 0 FLIR oVl 4G dathk
MR GsERA 2 (FD-



141
AL W
IREAM IR LR 5 2 AT A i F Ry 02y
R R ARNE S A AL G S0 AT 5,50 4 ) AL
CF R AT B ad 3 el K i AL sl afiysr At A %07 540
W de 4 7 1 e
OB AT % s o %

23, W3

94 W R dF EAR R N Y

1% (o).

W) Fu g AB A T A AN G s e 28 47 7 115)
CLRE B L BRI PRI B NS T R REEE H P N RIS A

Aia)
ay &) SR A b, wd o 644 2 4w Ak 45 LA s 2
WA ) Sukie sk fin 20 qeiF o) B
(6.

M R4

L Eo o MR

T e Ave A R ad A S F el 1404 A B L
G4E S s Ad a2 M LT A B b A5 AF dd Kse K Uy
A e A RS B S ke s tiide g ay s e 3t
ARl wde 3 2 XML R B9 AT We g ki 2 0
Sar e (N A TLE

2, Al S

SERLET £ SO EY R TVR - STRETRPIN T2 1



142

St B kg 20 ATt 10 AF % AT B B9 104 s ML RTPR
~ ) Aol Ak T4 A 0 e §LA 3% Bt e T AP A
s B e wil ik A oider 5 X R 6 Ao B Ed N
% S AR DY N EN R 57 ARSI R IC Y L4 S XX F
(Hadr 55 iR 0 S ol & T dranvhed, Zudl e P ek A
A AR R NI WO RS R R RN R BN )RR A AL
A%

WL R 6
A AL § A 4314 waT Hae Lk w # QLR R %

CEOAY )3 A LG (30 - 3042 et &, D 3% ARAT AR

FAM G 2 b AL 00T H RS R AP - W0 53 T G2
B iRA R GHAT A

L s 7
A e Q) o4z o 5 eh KAva BF 79 L mah R Rk
A0 (20 4 R AB SBI A F DGO G4 B D otk Bt
A, Al 8
e %5 U Z RRovAg g B R 0O H T AR %
car X A3 F o) (Bpa iy A B e e E I TR 32k
e 1o HAT R~ Frdal 2RI AN LN 8.
2, 29



143

g o GO 3 AR L X 1R DL A G a3 R0 ) fl o
i R g0t stEARVE G BT T ) A s i maphtd
3B AEEAC L 5 AR ERS oY A )
i sl e
Aokt At B AN Nl Bdar T e V4%
ANATH 02 ~ AL (5 Bk o w4 T Ao Bty
VY AT B AP AT A FRNI NG D00 AT AN £,
g, Al n
AEOE N AR v S e NS A5 45 1.k b VoL 3k A
ad 508 FLad A ey Qb vl T T AL (¢ i dk g o)
B LM aeifme (2)
Ao |
B VAL T bW A G0 R 4 S, Al g R
aotdi o s ok e B kb ALk Ao s & 4 o o] Y Ak 4 ady
ROVATH RA S AFFAF T (2o e 445 Bou kAL R
1Mk 5 A o nd Ve Wtk Gl A5 A AR T b i

H1INE D G0AT 0 IR F -






