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Flowing with the TIDE: A case study
of the nature and development of
epistemic beliefs of a high-level
adventure sports coach

Ed Christian' (9, lain A Greenlees' and Philip E Kearney?

Abstract

Coaches’ beliefs about the nature of knowledge and knowing (their epistemic beliefs) are an integral but under-researched
component in the development of a philosophy of coaching. The Theory of Integrated Domains in Epistemology (TIDE)'
offers a framework which may enhance the understanding of the development of coaches’ epistemic beliefs. The present
study offers the first application of the TIDE framework to sports coaching. Ve present a case study of the nature and
development of epistemic beliefs of a highly renowned Adventure Sports Coach (ASC), Doug Cooper, through the lens of
the TIDE framework. Thematic analysis of a series of semi-structured interviews showed that early childhood experi-
ences, strongly held beliefs about ASC as a domain of knowledge, and educational experiences in the later life were instru-
mental in shaping Doug’s epistemic beliefs. We conclude that the TIDE framework has considerable potential for

researchers and coach developers seeking to gain insight into and develop coaches’ beliefs.
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Introduction

The connection between epistemic beliefs, philosophy and
behaviour is integral to effective coaching and coach devel-
opment.>~ Epistemic beliefs are defined as beliefs that are
related to the nature of knowledge and knowing.® These
beliefs play an integral role in shaping a coach’s behav-
iour®’: for example, beliefs about the potential for learners
to benefit from prescriptive instruction influence when and
how much that behaviour is exhibited. While epistemic
beliefs will implicitly influence the behaviour, a prominent
feature of contemporary coach development is the develop-
ment of an explicit philosophy of coaching®''; a statement
which guides everyday coaching decisions and actions.'?
Developing and abiding by this statement is believed to
help a coach to understand their underpinning beliefs, and
to ensure that their behaviours are consistent with these
beliefs. However, Cushion and Partington® argue that
research and practice in relation to a philosophy of coaching
is plagued by definitional and conceptual incoherence.
Acknowledging the complexity of the concept of a philoso-
phy of coaching, the focus of this paper is on one suggestion
raised by Cushion and Partington to progress the literature:
the need to develop a more nuanced understanding of the

role of personal epistemology. While there is an emerging
body of the literature exploring the relationship between
epistemic beliefs, philosophy and coach behaviour,*”!?
this work can be further developed by considering contem-
porary models of the development of epistemic beliefs from
the educational psychology literature; notably, the TIDE
and extended TIDE frameworks.'® Thus, this article will
explore the potential of these models for coach
development.

Research has consistently documented sophisticated epi-
stemic beliefs of coaches within an adventure sports

Reviewers: Justine Allen (University of Stirling, UK)
Lisa Bendixen (University of Nevada, Las Vegas, USA)
Tom Rosman (Leibniz Institute of Psychology, Germany)

'Chichester Institute of Sport, Nursing & Allied Health, University of
Chichester, Chichester, UK

2Sport and Human Performance Research Centre, Health Research
Institute, University of Limerick, Limerick, Ireland

Corresponding author:

Ed Christian, Chichester Institute of Sport, Nursing & Allied Health,
University of Chichester, College Lane, Chichester;, PO19 6PE, UK.
Email: e.christian@chi.ac.uk


https://orcid.org/0000-0002-3878-7801
https://orcid.org/0000-0003-3425-663X
mailto:e.christian@chi.ac.uk
https://us.sagepub.com/en-us/journals-permissions
https://journals.sagepub.com/home/spo
http://crossmark.crossref.org/dialog/?doi=10.1177%2F17479541231170853&domain=pdf&date_stamp=2023-05-01

Christian et al.

1431

context.>'*!> Interviews with high-level adventure sports
coaches (ASC) from paddlesport® and multiple adventure
sports'* reported commonality in ASC’s focus on develop-
ing independent performers, the importance of coaches’ use
of reflection, and acting as a catalyst for learning. Such
learning intentions are consistent with well-developed epi-
stemic beliefs; for example, in the inherently unstable
adventure environment which is outside of the coach’s
immediate control, the belief that learners will need to con-
struct novel solutions to subtly different problems posed by
the environment is consistent with coaching practices which
develop the performers capable of acting independently of
the coach. Likewise, when coaches believe that there is
no certainty that a solution that works on one occasion
will work on another due to the dynamic nature of the envir-
onment, they are more likely to adopt problem-based learn-
ing approaches where coaches act as a catalyst for learning
rather than as a director of it. Furthermore, Christian et al.'®
suggest that distinctive physical, social and temporal
aspects associated with the adventure environment (rivers,
mountains) are particularly conducive to fostering epi-
stemic beliefs where coaching knowledge is viewed as
complex, tentative, and uncertain; in the context of the
dynamic and intricate scenarios facing ASCs, such charac-
teristics are associated with a well-developed personal epis-
temology.'>!” Taken together, these findings suggest that
the adventure sports domain may be particularly well-suited
to the investigation of the development of coaches’ epi-
stemic beliefs. '

TIDE frameworks

The Theory of Integrated Domains in Epistemology (TIDE)"
and extended TIDE® frameworks offer potential structures
and a wealth of literature, as yet untapped by the sports coach-
ing community'. As illustrated in Figure 1, the models hold
that epistemic beliefs are complex and socially constructed.
Complexity arises from the active construction of meaning
of individuals from a diverse range of experiences. Beliefs
are socially constructed in that a myriad of different factors
(schools, workplaces, cultures, and religions) shape beliefs
through a process of enculturation and socialisation.

Both frameworks include a developmental and multidi-
mensional perspective and assume that beliefs can be
both domain-general and domain-specific (domains are
defined as knowledge about a particular field of study).
Beliefs are thought to develop from an absolutist position
(knowledge is viewed as absolute and certain facts),
through multiplism (knowledge is viewed as subjective,
viewing all viewpoints on a topic as equally legitimate),
to evaluativism (knowledge is generated by human minds,
individuals see themselves as part of the process of knowl-
edge by evaluating and weighing different viewpoints).
Additionally, beliefs are thought to develop along four
dimensions: the certainty of knowledge (knowledge is

fixed and absolute vs. knowledge is constantly evolving);
the simplicity of knowledge (knowledge is unorganised,
unrelated facts vs. knowledge is organised as highly inter-
related concepts); the source of knowing (knowledge is
handed down by authority vs. knowledge is acquired
through logic and reasoning); and justification of knowledge
(justified by personal experience and subjective opinion vs.
justified by the inquiry and integration of multiple sources
of information). As such, a coach holding less developed, or
naive''® epistemic beliefs is likely to view knowledge
about coaching as absolute facts that are acquired from
higher authority (more experienced coaches, books) and vali-
dated by subjective opinion; whereas a more epistemologic-
ally developed, or ‘mature’'® coach would view knowledge
about coaching as highly interrelated concepts that are con-
stantly evolving, personally constructed through logic and rea-
soning and justified through experimentation. It follows that a
more epistemologically developed coach’s beliefs will trans-
late into coaching behaviours that emphasise learner-generated
knowledge through challenges that are matched to the lear-
ner’s capacity.*'* Both models propose that individuals’
beliefs develop over time (from left to right in Figure 1) as a
result of life and educational experiences but, importantly,
that development can be ‘recursive’ (i.e., beliefs can temporar-
ily revert to an earlier stage). In particular, Stodolsky et al.*
argue that individuals are receptive to recursions in epistemic
beliefs as they progress from well-structured and predictable
learning contexts to less-structured, more independent ones.
Muis et al." add that such recursions may be triggered when
making transitions between educational contexts (middle to
high school, or at the commencement of undergraduate uni-
versity). Within a coaching context, such disruptions to
beliefs might occur when coaching makes the transition
between roles, such as from player to coach, or from assistant
coach to head coach, or between clubs.

Within the TIDE framework, Muis et al.! have pro-
posed the existence of three specific types of beliefs
within which four dimensions develop: global® epistemic
beliefs, academic epistemic beliefs and domain-specific
epistemic beliefs. Global epistemic beliefs are beliefs
that exist outside the academic context and relate to
everyday life (in the home, workplace, through inter-
action with peers). For example, an individual may ini-
tially believe that knowledge is acquired quickly or not
at all, but later come to believe that knowledge can be
obtained through systematic thinking and perseverance.
Academic epistemic beliefs are thought to develop along-
side the commencement of formal education and are
developed through schooling. Although distinguishable
from global epistemic beliefs, the generic nature of
early years education means that, at this stage, individuals
do not yet distinguish different domains. Domain-specific
epistemic beliefs are proposed to develop when indivi-
duals are exposed to multiple and contrasting domains
of knowledge; for example, physics versus philosophy.
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Figure |. Extended TIDE framework.®

Merk et al.® reported that the three levels of beliefs should
not be viewed as a fixed order relation; as such, not all
academic beliefs are part of global beliefs and not all
domain-specific beliefs are a part of academic beliefs.
Rather, the levels are amalgamations of each other and
different the
Specifically, academic beliefs are more reflective of

have compositions  over lifespan.'
global beliefs at the beginning of development but later,
academic beliefs may be seen as generalisations of
domain-specific beliefs, which become more influential.
Merk et al. have described the relationship between
levels of belief to be complex, describing them as “hier-

archically structured and reciprocally influential”® P57,
The extended TIDE framework proposes the inclusion of a
more “fine-grained”® P*® level of belief beyond domain-

specific beliefs, namely topic-specific beliefs. Topic-specific
beliefs are seen as epistemic beliefs that are related to
certain topics or theories within a domain. For example, in
the domain of sports coaching, a coach may have different
beliefs regarding the topics behaviour management and learn-
ing styles. Merk et al. have justified the inclusion of topic-
specific beliefs on the basis of evidence suggesting significant
within-person variation in beliefs across different topics within
the same domain.*!

Rationale for the present study

To date, the sports coaching literature has not engaged with
contemporary developmental models of personal epistem-
ology. This lack of engagement has resulted in a limited
understanding of the broader nature and life-span develop-
ment of coaches’ beliefs. As the most advanced model of
personal epistemology, the TIDE framework offers the
potential to gain new insight into aspects of the coach’s
epistemology, such as the influence of the socio-cultural
context, the different levels of beliefs, and recursion in
beliefs. Given the powerful influence that epistemic
beliefs have on coaching behaviour, a more nuanced under-
standing of the processes by which these beliefs develop
and would be valuable for researchers and coach developers
should be developed. Thus, TIDE could offer extensive
guidance to coach developers in supporting coaches to
understand their personal epistemology, and its implica-
tions on their professional practice. Given the complexity
of the TIDE framework, we considered an ideographic
approach would be most appropriate to explore the nature
and development of epistemic beliefs of a high-level
ASC; accordingly, due to its commitment to studying the
complexity of real-life situations and intensive rather than
extensive nature, we selected a case study for the method
of investigation.”> We also considered case study fitting
as a deep exploration of personal epistemology on an
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individual basis would likely replicate the realities of a
coach developer working with their charge. Thus, the aim
of this exploratory research was to understand the nature
and development of epistemic beliefs of a high-level ASC
through the lens of the TIDE frameworks.

Method
Philosophical beliefs

This study was conducted from an interpretive construc-
tionist approach. Such an approach is characterised by onto-
logical relativism (reality is mind-dependent, multiple and
created) and epistemological constructionism (knowledge
is subjective and socially constructed).”*** Accordingly,
we conducted a series of semi-structured interviews to elu-
cidate the subjective experiences of the participant through
the lens of TIDE. Due to its suitability to analyse partici-
pants’ experiences through a process of meaning-making,
we utilised a reflexive thematic analysis to tell his story.?>-*

The participant

Given his reputation in the ASC community and the nature
of his detailed case study, our participant agreed to waive
his anonymity. At the time of writing Doug Cooper was
the Chief instructor at Glenmore Lodge, Scotland’s national
outdoor training centre; he has held this position since 2018
having joined the centre in 1996. His decision to be identi-
fied in this study fits with Doug’s ‘knowledge sharing’ phil-
osophy, as can be evidenced in an early email exchange:

“From an anonymity perspective, I am more than comfort-
able with not being anonymous. As you will discover from
my philosophy, I am a sharer of knowledge, and therefore
the more open I can be, the more comfortable I feel and
the more learning opportunities I believe there are available
to all involved (D. Cooper, personal communication, May
6, 2020).”

Doug discovered his passion for adventure at a young age
thanks to a supportive family and an influential schoolteacher.
Doug’s initial passion was for mountaineering and by age 17,
he was climbing at the ‘extremely severe’ (E1) grade on rock
throughout the UK. By age 19, Doug had completed some of
Scotland’s most challenging (grade 5) ice climbing routes; and
at just 22 years old, he became the youngest person ever to
gain the Mountaineering Instructors Certificate (MIC), UK’s
highest mountaineering qualification. Doug went on to lead
expeditions, and complete first ascents in Greenland,
Norway, Himalaya and Patagonia.

Later, Doug branched out into other adventure sports
including skiing and paddlesport. He gained the British
Canoe Union’s highest-level coaching awards in multiple
paddlesport disciplines, and by 2005 was training and

assessing mountaineers and paddlesport coaches at the
highest level. Doug also started working with governing
bodies of sports in course curriculum designing and coach-
ing strategy development. In 2017 Doug designed the
British Canoeing’s Coach Award, a qualification that
includes an embedded ‘educational philosophy’. This con-
tribution was instrumental in British Canoeing winning UK
Coaching’s ‘Coaching Culture Organisation of the Year’
award in 2018.%

Academically, Doug left school as a high achiever and
went on to obatain an undergraduate degree in Outdoor
Education, graduating with distinction. Later, he completed
an MSc in Performance Coaching, having published several
guidebooks, skills manuals and academic papers in sports
coaching.zg’29 He continues to research, publish and
present at national conferences.

Data collection

Having gained ethical approval for the study, the first author con-
tacted Doug at a professional association event and invited him
to take part in the study. A series of three semi-structured inter-
views were conducted, supported by the frequent exchange of
emails. Given the restrictions of the Covid-19 pandemic, all
interviews were conducted online using commercially available
software. The benefits of synchronous computer-mediated inter-
views are well-documented, not least because of the conveni-
ence they offer to both parties.*

To capitalise on Doug’s academic background, data col-
lection included several features of participant as
co-researcher.’! Initially, Doug was involved in discussions
around roles, responsibilities and goals of the research
project.’® It was agreed that Doug would actively partici-
pate in the development of the data. His involvement
included shaping the format of interviews, commenting
on and helping to refine initial interpretations and develop-
ing his understanding of epistemology theory, of which he
had no prior understanding. It was also agreed at the outset
that final interpretations of data and editorial control of the
manuscript would be maintained by the research team.

The first two interviews sought to gain a retrospective
insight into the development of Doug’s epistemic beliefs. A
priming exercise was designed prior to the first interview
whereby a document entitled ‘This is your life’ posed a
series of questions under seven headings. For example, ques-
tions such as ‘why do you coach?’ and ‘how did it all start?
came under the heading ‘Thinking about you as a coach’.
This exercise provided the structure for the first interview
which lasted two hours. Following transcription and analysis
of interview one, a series of chronological themes in relation
to epistemic development were organised into hypothetical
‘chapters’ of an epistemic ‘life story’ (e.g., ‘Early foundations
— acquiring knowledge’, ‘Evolving and consolidating coach-
ing knowledge’, and ‘Imparting knowledge — the desire to
share’). Following some refinement of his epistemic ‘life
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story’ through a series of emails with Doug, the second inter-
view focussed on expanding on and drawing out meaning
from the chapters. A set of questions (e.g., can you describe
what you mean by the ‘messy and complex’ world of coach-
ing?) based on the first author’s field notes also formed part of
this interview, which also lasted two hours.

The final interview sought to understand the develop-
ment of Doug’s epistemic beliefs (garnered from interview
one and two) through the lens of TIDE. As Doug had no
prior understanding of the framework, to facilitate this dis-
cussion and in accordance with his preferences, the first
author shared a number of academic papers on developmen-
tal epistemology theory and the TIDE frameworks before
the final interview. Additionally, given the complexity
and novelty of TIDE, the first author produced an orienta-
tion video related to personal epistemology theory. The
video identified and explained key areas of developmental
epistemology including: developmental and multidimen-
sional paradigms, domains of knowledge, domain classifi-
cation, dominant epistemic patterns, ways of knowing and
the TIDE frameworks. The second and third authors
reviewed the video to ensure accuracy and impartiality.
The video was made using commercially available software
and lasted for 37 min. During this phase of data collection,
the first author maintained a steady email communication
with Doug to ensure he had sufficient resources and to
offer the opportunity to ask questions or seek clarity. In
agreement with Doug, the structure of the third interview
followed the structure of the subject matter in the video.
Although an interview guide was formulated to provide
prompt and probe questions, much of the final interview
was a free-flowing conversation led mainly by Doug. The
interview lasted for 1h 50 min. All interviews were
recorded and transcribed verbatim.

In planning for the interviews, it was important to recog-
nise the risk of social desirability. To reduce this risk inter-
view questions were designed to encourage clarification
(e.g., tell me about a time when...), seek out alternative
explanations (e.g., how has this changed over time?) and
welcome disagreement (e.g., how does that fit with your
interpretation of...).

Data analysis and methodological rigour

Reflexive thematic analysis®> was used to identify themes
in relation to the central aim of the study which was to
understand the nature and development of epistemic
beliefs of a high-level ASC through the lens of the TIDE
frameworks. The thematic analysis was conducted by the
first author. Following a prolonged period of reading and
rereading transcripts, relistening to the interviews and
using field notes from a reflexive journal, the first author
coded the data by highlighting and making notes on
transcripts.

Interview three was conducted after Doug’s orientation
to the epistemology theory; as such, it offered a new per-
spective on the content of initial interviews. Thus, the
three interviews were not coded sequentially, rather a
fluid and recursive process of analysis was maintained.”
Data were initially read inductively to understand the devel-
opment of epistemic beliefs through early life experiences,
sociocultural setting, education, employment and other
experiences. Subsequently, the data were read deductively
to establish how Doug’s experiences related to the TIDE
frameworks. Thus, the analytic procedure integrated a suc-
cession of inductive and deductive processes.’® This dia-
lectic movement between the personal experience and the
theoretical explanation has been termed abductive
reasoning. >

Consistent with Braun and Clarke’s™ rejection of ‘either
or’ choices when conducting thematic analysis, code labels
were both semantic (identified surface meaning) and latent
(aimed to capture underlying meaning). Theme development
involved grouping codes into tentative themes and subthemes
which were organised, reorganised and mapped in a number
of different ways around a central organising concept that cap-
tured the shared meaning of the theme.”> Ultimately three
chronologically ordered themes, each containing a number
of subthemes which represented Doug’s epistemic develop-
ment, were generated.

Guided by a relativist approach, and the resulting need to
be explicit about methodological rigour, we suggest the fol-
lowing points as quality indicators of our research.****
First, the use of TIDE as a framework provided an appropri-
ate scaffold to support data collection and analysis of this
complex topic. Second, author reflexivity was central to
understanding how, particularly the first author (also a high-
level ASC, vested interest in epistemology research),
impacted on the collection and analysis of data.
Accordingly, the first author kept a reflexive journal and
audit trail (emails, draft analyses) throughout and beyond
data collection. The journal informed peer debriefing ses-
sions with the third author following each interview; these
sessions sought to review preliminary findings as well as
share opinion and insight.>> The concept of authors as “crit-
ical friends’ is closely connected to reflexivity.** At various
stages of data analysis, the first author presented interpreta-
tions and themes in ‘mapping exercises’ to the third (who
had also listened to the interviews) and second author
(who had not listened to the interviews, thus providing an
external layer of criticality). This process was not about
achieving consensus but served to encourage reflection, jus-
tification and exploration of alternative interpretations and
was deemed to be a particularly important aspect of the
data analysis given the nature of Doug’s participation in
the research and the potential this had to influence the
first author’s interpretations. Third, member reflections
were sought from Doug between interviews. Seen as a
co-participatory process, these served as a practical
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opportunity to explore interpretations of findings and poten-
tial gaps in findings.*® Member reflections were particularly
beneficial in the development of Doug’s ‘epistemological
chapters’ between the first and second interviews. Finally,
thick descriptions in the form of extensive quotations
within the final manuscript>* sought to provide the reader
with sufficient evidence to make connections with their
own lives or the lives of others. As Wadey and Day**
have reported, thick descriptions are aligned to achieving
credibility, naturalistic generalisability and transferability.

Findings and discussion

The analysis generated three primary themes in relation to
the nature and development of Doug’s epistemic beliefs:
early evolution of beliefs, ASC as a domain of knowledge
and later stage development: the paradigm shift. Due to
the nature and development of beliefs being inextricably
linked within the TIDE framework, the themes are chrono-
logically ordered and chart the development of Doug’s per-
sonal epistemology from childhood, through school and
university to his career and ultimately to significant
events in later life. In the following sections, each theme
will be discussed in relation to the TIDE framework and
implications for coach developers and researchers raised.

Early evolution of beliefs

Evolution from absolutism to evaluativism in childhood. When
talking about his childhood experiences during the first two
interviews, Doug made numerous references to the amount
of freedom, independence and support that he was given at
a young age:

“As a kid, like seven, eight years old, and because we were
living in the country, on farmland, I could just be free to
roam and jump over the fence and just leg it off into open
countryside. So, freedom to roam led me to making my
own decisions... if you climb a hundred trees, there’s a
thousand ways to climb them. There’s any number of
ways to solve a problem, and those problems were
self-generated.”

In the final interview, Doug outlined how he felt freedom,
independence and support related to the developmental
aspects of the TIDE frameworks and encouraged evaluative
conceptions of knowledge:

“Because of the amount of freedom and autonomy I was
given as quite a young person, I feel that I went from abso-
lutism towards evaluativism in my general thinking and life
quite quickly as a kid. As a child, I was constantly making
sense of something and evaluating it “does it work, does it
not work”. When you look at those early foundations [chap-
ters in Doug’s epistemic story]: freedom, independence,

frameworks of support, they all fit neatly with multiplism
and evaluativism. They don’t fit with absolutism.”

The development of Doug’s global beliefs from absolut-
ism to evaluativism fit neatly with the TIDE frameworks.
The age by which this appeared to have occurred does
not. Although, as Muis et al.' it is to be noted, there is
some debate in the literature around whether children are
capable of evaluativist thinking, these authors also postulate
that development is normally a function of transition
through educational contexts; this clearly isn’t the case
with Doug. Muis et al. have also suggested that the
process of epistemic change might be influenced by the
domains of knowledge with which individuals interact.
Specifically, Muis have proposed that beliefs may change
more readily in more ill-structed domains (and associated
instructional environments) than well-structured domains
(with more rigid, formal instructional environments).
Although exploring countryside, building rafts and climb-
ing trees might not be considered a domain of knowledge
in a formal sense, it is these “ill-structured experiences”'
P-10 that seem to have contributed to the development of
his global beliefs at this young age.

Restrictive influence of school. Although Doug experienced
academic success at school, he felt that formal schooling
had a restrictive influence in the development of his aca-
demic epistemic beliefs:

“I was coming into school with a multiplist, evaluativist
kind of developmental period [way of thinking], and then
I’d kind of come into the classroom and suddenly it’s...
I’'m having absolutes...and when you’re asking the ‘what
if’ questions ...there isn’t a ‘what if’® question, it’s “no
this is what it is” ... I was being taught, and I was being
held in this sort of absolutism kind of setting.”

He goes on to describe a conflict between what he sees as
confining absolutist academic beliefs espoused by formal
schooling and his already more well-developed global epi-
stemic beliefs:

“I think the global beliefs are very strong and influence
everything, and they started very young...they’re under-
pinned by my life growing up, by my key people. I'd
suggest that my global beliefs overrode or overshadowed
those academic beliefs, and almost null and voided them,
because my global beliefs developed stronger than the aca-
demic beliefs which have been thrown me at school, so
although the schooling and undergrad university were
very good, I think all they did was strengthen my global
beliefs as opposed to add [to them], I could almost be as
blunt as that.”
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Regarding the influence of school in the development of
epistemic beliefs, TIDE frameworks were influenced by
Schraw®’ who have suggested that schools shape and
change students’ beliefs primarily by being influenced by
their teachers’ epistemic beliefs, but also by them providing
a ‘training ground’ for the development of critical thinking.
As such, TIDE holds that in the early years of education,
academic epistemic beliefs are amalgamations of global
beliefs, but as individuals progress through their education,
global epistemic beliefs become less dominant.! TIDE also
incorporates Schommer’s®® proposition that children of
parents with a higher level of education encouraged their
children to think independently. As such, these children
were less likely to believe in simple, certain knowledge
and led Schommer to propose that family life might
notably influence the epistemic beliefs of childrens. In con-
trast to the TIDE framework’s prediction that academic
beliefs developed in school eventually become more dom-
inant than global epistemic beliefs, in Doug’s case, it
seems that the freedom, independence and support provided
by his family had far more influence on the development of
his personal epistemology than what he describes as ‘the
restrictive influence of school’.

Recursion to earlier stages. Despite feeling that his global
epistemic beliefs evolved toward an evaluativist perspective
at a relatively young age, in the final interview Doug very
quickly picked up on the concept of recursions to earlier
stages in the TIDE framework:

“So, I just wonder, if I'm unpacking it correctly [Kuhn &
Weinstock model from video], I just wonder whether... it’s
not linear ‘you do this, you do that, you do that’ at any one
stage, it’s more cyclical... and you... I'm always a little bit
sceptical when I see a very linear journey because I don’t
think the gaining of knowledge and learning happens in that
linear way. And I really liked the absolutism, the multiplism,
the evaluativism but I think there are times that I would have
moved to one, and then perhaps moved back to the other.”

Doug also talks about ‘flitting’ between stages of develop-
ment, particularly when confronted with new knowledge or
concepts; he cites learning about the epistemology theory as
an example:

“So at the moment I’ve gathered as much information as I
can...I’ve evaluated what I think works, and come to a
bit of a conclusion at this time and place. The thing is
you might now put a whole load more things in my knowl-
edge bank and the question is, does that put me back in mul-
tiplism; because now I’ve got far more things which makes
it more subjective and I might not be comfortable in the
evaluativism stage anymore?

Although the concept of recursion to earlier stages of
beliefs has received limited research attention, it is generally
accepted that recursions happen when an individual enters
into a new educational [learning] context and ‘revisits’ a pre-
vious epistemic stage.'** Despite the concept of recursions
resonating strongly with Doug, it is unlikely these are shifts in
entire developmental stages (e.g., recursion to multiplism from
evaluativism). Kuhn and Weinstock*' have proposed that crit-
ical thinking is inherent at the evaluativism level of epistemo-
logical thinking, as it is the “vehicle that promotes sound
assertions and enhances understanding™*' P'** whereas, crit-
ical thinking is irrelevant to the mulitplist given their belief
that assertions are merely opinions, that multiple realities
exist and truth is not directly knowable. As Doug is clearly
a critical thinker, this makes recursions on the scale discussed
in the interview unlikely.

Bendixen and Rule® have offered an alternative explan-
ation. These authors have proposed that epistemic change is
initiated by a Piagetian-style process of cognitive disequilib-
rium. When an individual begins to question their beliefs
about knowledge they enter into a three-stage process of
change (epistemic doubt, epistemic volition, and resolution
strategies) before advancing their beliefs. Additionally,
Bendixen and Rule offer a metaphor of their dimensional
and developmental view of personal epistemology where epi-
stemic change is likened to the growth of a rosebush. In this
conceptualisation, the rosebush grows upward from a seed-
ling to mature growth and during development individual
branches experience their own cyclical growth. As branches
are pruned back, new and stronger growth occurs in individ-
ual branches and ultimately, in the rosebush as a whole. As
the branches grow independently, they may be at different
stages of growth but despite being pruned, overall growth is
still happening. In this metaphor, general upward growth
refers to stage-like developmental progression and branches
to specific dimensions. Thus, Bendixen and Rule view recur-
sions as ‘pruning’ that are essential for long-term growth.
This analogy fits nicely with Doug’s question about
whether the impact of new knowledge causes recursion to
an earlier stage; it may be more appropriate to view new
knowledge for Doug as ‘pruning the branches’ for long-term
development rather than recursions as described in TIDE.

In summary, the evolution of Doug’s personal epistem-
ology represents a shift to evaluativist global beliefs from a
young age. Whilst this transition is characterised by con-
ceptions of freedom, autonomy and independence leading
to an increasing ability to coordinate subjective and object-
ive knowledge in a participation context, it also manifests
itself in subsequent coaching behaviours as he makes the
transition into coaching adventure sports:

“I liked having my own independence when I was a youth
and as I was developing, and that independence I had then
was very powerful and beneficial to me. So therefore, when
I’'m coaching, developing independence in others, is core to
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what I like doing... I just want people to feel they’ve got the
freedom to direct their own learning, so for me, in my
coaching, there’s freedom within the decision making,
that decision making can allow them to either direct their
own learning or directs where they want to go, or what
they want to get out of their time with me.”

The early evolution of Doug’s beliefs has a number of prac-
tical implications for coach developers interested in devel-
oping a coach’s philosophies. Specifically, coach
developers should explore the formative experiences of
coaches; for example, experiences playing and being
coached in sport. In addition, coach developers should
encourage coaches to consider factors beyond sport, such
as school experiences and parental influence and how
these shape beliefs. Most importantly, coach developers
should recognise that the development of beliefs is non-
linear and that exposure to new knowledge (people, experi-
ences) may lead to temporary regression in epistemic
beliefs, but ultimately contributes to overall growth. This
nonlinear nature should be accommodated within their
interactions with coaches (e.g., mentoring, coaching con-
versations, formal workshops, etc.).

Adventure sports coaching as a domain of knowledge. Domain
knowledge is defined as a body of knowledge that indivi-
duals possess about a specific field of endeavour, and is
an integral component of the TIDE framework. Despite
the early evolution of Doug’s global beliefs, these did not
immediately translate into beliefs about coaching:

“I’d say when I moved into coaching as an early coach, I
started from this absolutism place because I was trying to
make sense of it, but then again, fairly quickly kind of
moved on to, kind of multiplism and to evaluativism and
working out what actually works when I'm working with
people.”

The TIDE framework does not specifically predict how
global beliefs translate into domain beliefs, though they
are thought to develop through exposure to different
domains of knowledge. TIDE holds that layers of beliefs
do not have a fixed theoretical order relation®; instead,
layers of beliefs are amalgamations of each other and
have different compositions over the life span’' What is
clear, however, is that by the time Doug arrived at
Glenmore Lodge, he had developed firmly held beliefs
about what ASC should and should not be, in particular
rebelling against elitist stereotypes. This theme unpacks
Doug’s perspective of ASC as a domain of knowledge in
and of itself.

ASC as an all-pervading domain of knowledge. It became
apparent early in the final interview that Doug holds clear
views on the existence of adventure sports coaching as a
domain of knowledge in its own right:

EC: “So, do you consider adventure sports coaching to be a
domain? Is it an academic domain? You know, like physics,
or music or engineering?”’

DC: “It is for me, but that’s because I will...I will put my
interpretation of academics on it. It’s becoming understood
more, researched more, and we’re able to express it better.
It’s underpinned by research and knowledge... there are
qualifications; so, yes, it has to be.”

In addition to his beliefs about the existence of the
domain, Doug goes on to allude to a harmonious personal
connection to it:

“I’ve found a domain that fits fairly and squarely with my
beliefs...I believe that my academic and global [beliefs]
have just kind of merged together as one...I couldn’t start
to differentiate between global and academic [beliefs]
once I have that adventure sports coaching domain-based
academic beliefs, which just merged into a kind of me the
entity...My beliefs are completely embedded (in the
domain).”

When discussing whether he felt his early development
to evaluativist global beliefs about knowledge applied to
other knowledge domains, it became apparent that Doug’s
beliefs about knowing in ASC are so intertwined with his
global beliefs that they have become almost all-pervading
and influence how he views knowledge in general:

“I'm struggling to think in a different domain because I'm
too biased in my thinking, and then I'll start making
assumptions about that domain...So, I struggle a little bit
when you say ‘how would that fit in that domain’? I think
I’m influenced and I think I'm biased so strongly in what
I believe that I can’t help look at that [other] domain
through my own [ASC] domain spectacles.”

This feeling was further highlighted when discussing
journal articles that the first author shared with him to orien-
tate him to epistemology theory. Doug took exception to the
way that mathematics is referred to as a hard, pure domain
and the way he views it as being taught (as hard, absolute
rules):

“I’ve read all these papers, and they’re constantly referring
to maths, maths, maths, and I don’t like it. They’ve pigeon-
holed maths into being this kind of absolutism (Sic), it just
gets my back up... I don’t like how it’s seen as a domain...
I want to see it differently; maths comes to life to me when
I'm doing tidal vectors [a marine navigation skill] and
helping somebody do sea crossings. Maths comes to me
when I'm taking a bearing [a navigation skill], or helping
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people to work out a bearing off the top of their heads on the
mountain.”

Doug’s personal epistemology is inextricably linked to a
domain of knowledge with which he has a deep personal
connection. Contrary to the TIDE frameworks, which
propose a downward influence from domain through aca-
demic to global beliefs, Doug feels that the opposite is
true. In his mind, his global epistemic beliefs which were
galvanised in childhood, have remained stable. He also
feels that his career development has led to the ‘discovery’
of adventure sports coaching which he views as a domain of
knowledge in and of itself. He describes the connection
between his global beliefs and beliefs about ASC as a
domain of knowledge as synergistic and feels that his
beliefs are embedded within the domain. Evidently, this
connection is so strong that it has become all-pervading
way of viewing knowledge in general. As Doug puts it,
he sees the world through his ‘domain spectacles’.

This finding is significant in terms of the domain-
specificity/ generality aspect of the TIDE frameworks.
Research in personal epistemology has long grappled
with the issue of whether epistemic beliefs are domain-
general (individuals espouse similar beliefs about knowl-
edge and knowing across different domains, e.g., physics
and philosophy) or domain specific (epistemic beliefs
differ between domains).lg’42 The TIDE frameworks
assume epistemic beliefs can be either be domain-general
or domain-specific and propose that epistemic beliefs may
impact various facets of cognition and motivation differ-
ently. In Doug’s case, the all-pervading nature of one par-
ticular domain of knowledge lends itself to the notion of
epistemic beliefs as domain-general. In fact, Doug’s asser-
tion that he struggles to think in a different domain due to
his biases and connection to ASC constitutes an extreme
level of domain-general beliefs. Perhaps such strong
views are a function of Doug’s prolonged immersion
working, studying and living within the domain and this
has helped shape his domain-general thinking. The influ-
ence of enculturation in the acquisition and development
of epistemic beliefs is a central aspect of the TIDE model;
indeed, TIDE holds that an individual’s beliefs are embed-
ded within a broader socio-cultural context and this appears
to be particularly significant in Doug’s case.

Topic-specific beliefs within the domain. As previously men-
tioned, Merk et al.® extended the original TIDE framework
by adding another layer of belief, topic-specific beliefs, to
reflect the idea that individuals may hold different beliefs
about given topics within a domain, particularly in more
multi-disciplinary domains. The notion of topic-specific
beliefs within the extended TIDE framework resonated
with Doug:

“Specifically, for adventure sports coaching, I don’t think
the other one [original TIDE model] works well, whereas
in the case of the extended TIDE one, with the topics,
100% yes.”

Doug goes on to give examples of working as an ASC in
different contexts (which he sees as topics) and, although
firmly aware of his own philosophical grounding as a
coach, he recognises the need for different approaches to
coaching depending on the needs of his learners:

“Throughout the middle of me will be constructivist
[approach to coaching]; however, when I'm working with
a group of kids getting them into paddling for the first
time, chances are I'll be taking a more behaviourist
approach to get them up and running. Those topic-specific
beliefs allow me to say: ‘that’s okay, when I'm working
with this group, the best way for me to individualise and
work with this group is that way’. And it’s slightly different
to my core beliefs, but it works and I can justify it.”

Doug views the ASC domain as eclectic and multidis-
ciplinary, and even though some roles may require
methods more associated with a different epistemic pos-
ition (coaching beginners from a behaviourist perspec-
tive) his beliefs are flexible enough to accommodate
this because of the strength of his core (global and
domain) beliefs. Clearly, the topic-specific beliefs
aspect of the extended TIDE framework resonates with
Doug as they capture the nuances of a highly multidis-
ciplinary domain.

The TIDE framework provides a guide for researchers
and coach developers as they assist aspiring coaches to
explore their beliefs about knowledge in the coaching
domain. To capitalise this, practitioners should explore
how coaches view knowledge about coaching®® in compari-
son with other domains (e.g., psychology, biology, and edu-
cation). Such discussions may help coaches develop their
own beliefs about coaching knowledge as a domain and
the topics that might exist within their conception and,
ultimately, how they come to know these topics and the
domain as a whole.

Later stage development: the paradigm shift. This final theme
relates to the development of Doug’s beliefs about develop-
ing others, particularly in a coach development context. The
theme is formed from Doug’s description of an instance
from his Master’s degree programme which led to a para-
digm shift in his thinking about coaching and coach devel-
opment. Doug described how a reductionist approach to
organising coaching knowledge into ‘boxes’ had helped
him to develop his own understanding, but that his
Master’s programme had led him to appreciate ‘messy
and complex’ nature of learning about coaching:
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“And it was that concept ... to embrace the messiness and
embrace the complexity of coaching and if we try and put it
into boxes, and keep it in boxes, we’re not actually doing
anybody any favours because that’s not what happens in
coaching; there are too many variables. So, embracing the
messiness, the complexity of coaching, and not protecting
our new coaches from that I think is really important
now; and that’s what I'’ve changed. And on any level one
[coach development] course I'll be the first to say: ‘This
is really hard folks’! So that was a massive paradigm shift
from a reductionist approach to a far more holistic
approach.”

Doug’s description of the development of coaching knowl-
edge as a ‘messy’ and ‘complex’ process connects with the
TIDE framework with respect to the structure and certainty
dimensions of the framework. In this instance, an individual
operating from a less constructivist (absolutist) epistemic pos-
ition would view knowledge as simple and certain (knowledge
is the acquisition of facts that do not change) as opposed to a
more constructivist (evaluativist) position whereby knowledge
is viewed as complex and tentative."'® Although Doug’s con-
ception of knowledge about coaching developed from an
absolutist to an evaluativist position at a relatively young
age, it seems that his beliefs about educating others about
coaching were slower to emerge. The paradigm shift describes
a step change in Doug’s beliefs about coach development
insofar that he values encouraging aspiring coaches to view
knowledge as messy and complex (an inherently evaluativist
position) from the outset of their training. Despite this, he
also feels that coach development requires structure and guid-
ance. He goes on to talk about how this structure comes from
encouraging coaches to develop a philosophy of coaching in
the early stages of their development:

“I think if we structure things for them (aspiring coaches) in
a way that works for coaches, that fits into the philosophy,
because we need something to guide people through this
messiness, they need a cause and compass to help them
navigate through these challenges which are coaching.”

The idea of a holistic approach to developing coaching
knowledge whereby developing coaches are encouraged to
‘embrace the messiness’ of coaching knowledge is an inter-
esting consideration for coach developers. Encouraging
developing coaches to explore their beliefs about knowledge
in both general and coaching-specific contexts at an early
stage may appear daunting and unwieldy. However, as
Doug points out, philosophising about coaching may
provide, the ‘cause and compass’ that coaches need to navi-
gate the inevitable messiness of their practice.” The TIDE
framework offers a structure to aid coach developers scaffold
conversations in relation to a philosophy of coaching.

Future directions

Despite the TIDE framework’s potential to add new insight
into the nature and development of personal epistemology
in a sports coaching context, it should not be adopted to a
coaching context uncritically. TIDE has been developed in
the contexts of education and educational psychology and
is thus heavily biased towards these, and other traditional aca-
demic disciplines. Although the authors of the TIDE' and
extended TIDE® frameworks describe the relationship
between layers of belief as complex and reciprocally influen-
tial, there is a clear predisposition towards the significance of
academic beliefs and domains, particularly as the gateway to
the domain-specific context. This creates a somewhat rigid
framework that struggles to accommodate non or less-aca-
demic domains. Notwithstanding, the extended TIDE frame-
work does assume that domain and topic-specific beliefs can
develop outside of the academic context (see Figure 1),
though the examples cited refer to ‘interactions with work-
mate’s and ‘private contexts’® P*7, thus neglecting other
potential non-academic domains in professional and voca-
tional spheres. Although it goes without saying that sports
coaching, as a multidisciplinary area, contains academic com-
ponents (biomechanics, motor control), its status as a domain
(academic or otherwise) in its own right has yet to be deter-
mined. Thus, future research should further refine the TIDE
framework to ensure its compatibility with the sports coach-
ing context. This refinement may involve a reappraisal of
the role of the academic beliefs layer of the framework, spe-
cifically how they act as a gateway in the interaction between
global and domain-specific beliefs.

Furthermore, research that seeks an understanding of
coaching as a domain of knowledge in and of itself would
also benefit how ‘less traditional’ domains of knowledge
might fit within the framework. Although Doug clearly con-
siders ASC as a domain of knowledge and connects to the
concept of topic-specific beliefs within the domain, seeking
greater clarity on the form and function of the domain
would be advantageous. One method to achieve greater
clarity on ASC, and sports coaching in general, could be
through its classification. Traditionally, researchers have clas-
sified domain knowledge on a number of continua; for
example, as more or less academically orientated, well-
structured vs. ill—structured44; by the existence or absence of
a unified paradigm, and hard vs. soft paradigm.*> Such
systems of classification have been associated with the
notion of a ‘dominant epistemic pattern’, an indication of
the nature of knowledge within that domain." For example,
knowledge about physics, as an academic, well-structured,
unified and hard paradigm domain might be very different
in nature to knowledge about coaching which may be consid-
ered to be less academically orientated, less structured and less
paradigmatically unified. Equally, further research which
focused on the multidisciplinary nature of coaching, poten-
tially by exploring the topic-specific layer of beliefs, would
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shed greater light on coaching as a domain of knowledge and
ultimately assist coach developers in supporting how knowl-
edge is developed.

Conclusions

This original research is the first to examine the develop-
ment of a sport coach’s epistemic beliefs through the lens
of the most contemporary model of personal epistemology,
the TIDE framework. Our findings show that TIDE is an
efficacious framework to study personal epistemology in
a sports coaching context. Exploring Doug’s personal epis-
temology through the TIDE framework revealed three sig-
nificant, chronological influences on his epistemic beliefs in
relation to coaching adventure sports. Firstly, the freedom,
independence and support he enjoyed shaped the early evo-
lution of his beliefs. Subsequently, Doug’s early career
experiences saw the maturation of his views of ASC as
an all-pervading domain of knowledge, with which he
held a deep, harmonious connection. Finally, a ‘paradigm
shift’ induced via postgraduate education dominated the
latter development of his beliefs. Whilst we have presented
themes chronologically, it is important to stress the non-
linear nature of the development of Doug’s epistemic
beliefs; that is, a development characterised by recursions
and paradigm shifts.

In anticipation of further research on the topic of refining
TIDE for the sports coaching community, our present
recommendations for coach developers and researchers
interested in developing epistemic beliefs to consider are
threefold. First, to help developing coaches understand
and appreciate their personal epistemology and its influence
on their philosophy, they should invest time in a deep
exploration of formative experiences and how these have
influenced their current conceptions of knowing. As TIDE
is embedded in the sociocultural context, this exploration
should include how experiences in the home, of sport,
being coached, of school may have shaped beliefs.
Second, activities that allow developing coaches to
explore and develop beliefs about sports coaching as a
domain of knowledge in and of itself would result in a per-
sonally constructed perspective of their craft. Such activ-
ities should be founded upon questions that explore how
coaches classify coaching as a domain of knowledge,
how coaching compares to other domains and beliefs
about ways in which coaches come to know. Finally, prac-
titioners would be well advised to consider the manner in
which they frame coach development from the outset; spe-
cifically, the extent to which learning about coaching is pre-
sented as holistic, complex, tentative and uncertain. The
clear implication here is for coach developers to encourage
trainees to think philosophically about their beliefs sur-
rounding coaching from the outset.

Perhaps the final word on the value of talking about per-
sonal epistemology should go to Doug:

EC: “Okay, shall we leave it there?”

DC: “Yeah, that’s good. I enjoyed that!”
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Notes

1. For the remainder of the article, TIDE will be used to represent
both the original and extended frameworks

unless otherwise stated.

2. The original TIDE framework describes ‘General beliefs’,
whereas the Extended TIDE framework refers to these as
‘Global beliefs’. Although the terms are interchangeable, the
remainder of this article will use ‘Global beliefs’.

References

1. Muis KR, Bendixen LD and Haerle FC. Domain-generality
and domain-specificity in personal epistemology research:
philosophical and empirical reflections in the development
of a theoretical framework. Educ Psychol Rev 2006; 18: 3-54.

2. Cassidy T, Jones RL and Potrac P. Understanding sports
coaching: the social, cultural and pedagogical foundations
of coaching practice. 2nd ed. London: Routledge, 2009.

3. Collins L, Collins D and Grecic D. The epistemological chain
in high-level adventure sports coaches. J Adventure Educ
Outdoor Learn 2015; 15: 224-238.

4. Grecic D and Collins D. The epistemological chain: practical
applications in sports. Quest 2013; 65: 151-168.

5. Olsson C, Cruickshank A and Collins D. Making mentoring
work: the need for rewiring epistemology. Quest 2017; 69:
50-64.

6. Merk S, Rosman T, Muis KR, et al. Topic specific epistemic
beliefs: extending the theory of integrated domains in personal
epistemology. Learn Instr 2018; 56: 84-97.

7. Crowther M, Collins D, Collins L, et al. Investigating
academy coaches ° epistemological beliefs in red and white
ball cricket. Sport Coach Rev 2022; 00: 1-23.

8. Gould D, Pierce S, Cowburn I, et al. How coaching philoso-
phy drives coaching action: a case study of renowned wrest-
ling coach J Robinson. Int Sport Coach J 2017; 4: 13-37.

9. Cushion C and Partington M. A critical analysis of the con-
ceptualisation of ‘coaching philosophy’. Sport Educ Soc
2016; 21: 851-867.


https://orcid.org/0000-0002-3878-7801
https://orcid.org/0000-0002-3878-7801
https://orcid.org/0000-0003-3425-663X
https://orcid.org/0000-0003-3425-663X

Christian et al.

1441

10.

11.

12.

14.

15.

16.

17.

18.

20.

21.

22.

23.

24.

25.

26.

217.

Jenkins S. Coaching philosophy. In: J Lyle and C Cushion
(eds) Sports coaching: professionalisation and practice.
Edinburgh, UK: Churchill Livingstone, 2010, pp.233-242.
Partington M and Campbell J. A guide to understanding
coaching philosophy: moving to a philosophy of coaching.
In: E Cope and M Partington (eds) Sports coaching: a theor-
etical and practical guide. Abingdon, UK: Routledge, 2020,
pp-9-17.

Gilbert W. Coaching better every season: a year round system

for athlete development and program success. Human

Kinetics 2017.

. Grecic D, MacNamara A and Collins D. The epistemological

chain in action: coaching in high level golf. J Qual Res Sport
Stud 2013; 7: 103-126.

Christian E, Berry M and Kearney P. The identity, epistemol-
ogy and developmental experiences of high-level adventure
sports coaches. J Adventure Educ Outdoor Learn 2017; 17:
353-366.

Melhuish L and Ryan G. Undergraduate perspectives on
the epistemological chain in adventure sports coaching.
J Adventure Educ Outdoor Learn 2022; 00: 1-20.

Christian E, Hodgson CI, Berry M, et al. It’s not what, but
where: how the accentuated features of the adventure sports
coaching environment promote the development of sophisti-
cated epistemic beliefs. J Adventure Educ Outdoor Learn
2019; 20: 68-80.

Schommer M. The influence of age and education on
epistemological beliefs. Br J Educ Psychol 1998; 68:
551-562.

Hofer B and Pintrich PR. The development of epistemological
theories : beliefs about knowledge and knowing and their rela-
tion to learning. Rev Educ Res 1997; 67: 88—140.

. Kuhn D, Cheney R and Weinstock M. The development of

epistemological understanding. Cogn Dev 2000; 15: 309-328.
Stodolsky S, Salk S and Glaessner B. Student views about learn-
ing math and social studies. Am Educ Res J 1991; 28: 89-116.
Barzilai S and Weinstock M. Measuring epistemic thinking
within and across topics: a scenario-based approach.
Contemp Educ Psychol 2015; 42: 141-158.

Thomas G and Myers K. The anatomy of the case study.
London, UK: Sage publications, 2015.

Oldridge L, Nelson L, Greenough K, et al. The interplay
between learning, knowledge, biography and practice: the
tale of an experienced track & field athletics coach. Int
Sport Coach J 2016; 3: 257-268.

Wadey R and Day M. A longitudinal examination of leisure
time physical activity following amputation in England.
Psychol Sport Exerc 2018; 37: 251-261.

Braun V and Clarke V. Reflecting on reflexive thematic ana-
lysis. Qual Res Sport Exerc Heal 2019; 11: 589-597.

Braun V, Clarke V and Weate P. Using thematic analysis in
sport and exercise research. In: B Smith and A Sparkes
(eds) Routledge handbook of qualitative research in sport
and exercise. London: Routledge, 2016, pp.191-205.

UK Coaching. Awards winners revealed on the celebratory
night of great coaching, https:/www.ukcoaching.org/about/
news/uk-coaching-news/awards-winners-revealed-on-
celebratory-night-of-gr (2018, accessed 21 September 2021).

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44.

45.

Cooper D and Allen JB. The coaching process of the expert
coach: a coach led approach. Sport Coach Rev 2017; 7: 142-170.
Cooper D and Allen J. “I don’t want to give them my brain for
the day. . .and then take it back™ an examination of the
coach-created motivational climate in adult adventure
sports. Int Sport Coach J 2020; 7: 175-188.

Sparkes AC and Smith B. Qualitative research methods in
sport, exercise and health: From process to product.
Abingdon, UK: Routledge, 2013.

Boylorn RM. Participants as co-researchers. In: LM Given
(ed) The sage encyclopedia of qualitative research methods.
London, UK: Sage, 2008, pp.599-601.

Leggat FJ, Wadey R, Day MC, et al. Bridging the know-do
gap using integrated knowledge translation and qualitative
inquiry: a narrative review. Qual Res Sport Exerc Heal
2021; 00: 1-14.

Ryba TV, Haapanen S, Mosek S, et al. Towards a conceptual
understanding of acute cultural adaptation: a preliminary
examination of ACA in female swimming. Qual Res Sport
Exerc Heal 2012; 4: 80-97.

Tracy SJ. Qualitative quality: eight a"big-tent” criteria for
excellent qualitative research. Qual Ing 2010; 16: 837-851.
Trainor LR and Bundon A. Developing the craft: reflexive
accounts of doing reflexive thematic analysis. Qual Res
Sport Exerc Heal 2020; 13: 705-726.

Smith B and McGannon KR. Developing rigor in qualitative
research: problems and opportunities within sport and exercise
psychology. Int Rev Sport Exerc Psychol 2017; 11: 101-121.
Schraw G. Current themes and future directions in epistemological
research: a commentary. Educ Psychol Rev 2001; 13: 451-464.
Schommer M. Epistemological development and academic
performance among secondary students. J Educ Psychol
1993; 85: 406-411.

Bendixen LD and Rule DC. An integrative approach to per-
sonal epistemology: a guiding model. Educ Psychol 2004;
39: 69-80.

Chandler MJ, Hallett D and Sokol BW. Competing claims about
competing knowledge claims. In: BK Hofer and PR Pintrich (eds)
Personal epistemology: the psychology of beliefs about knowl-
edge and knowing. Mawah, New Jersey: Lawrence Erlbaum
Associates, 2002, pp.145-168.

Kuhn D and Weinstock M. What is epistemological thinking
and why does it matter? In: BK Hofer and PR Pintrich (eds)
Personal epistemology: the psychology of beliefs about
knowledge and knowing. Mawah, New Jersey: Lawrence
Erlbaum Associates, 2002, pp.121-144.

DeBacker TK, Crowson HM, Beesley AD, et al. The chal-
lenge of measuring epistemic beliefs: an analysis of three self-
report instruments. J Exp Educ 2008; 76: 281-312.

Roberts S and Potrac P. Behaviourism, constructivism and sports
coaching pedagogy: a conversational narrative in the facilitation
of player learning. Int Sport Coach J 2014; 1: 180-187.

Glaser R, Lesgold A, Lajoie S, et al. Toward a cognitive theory
for the measurement of achievement. In: RR Ronning,
JA Glover and JC Conoley (eds) The influence of cognitive
psychology on testing. Hillsdale, N.J.: Erlbaum, 1987, pp.41-85.
Biglan A. The characteristics of subject matter in different
academic areas. J Appl Psychol 1973; 57: 195-203.


https://www.ukcoaching.org/about/news/uk-coaching-news/awards-winners-revealed-on-celebratory-night-of-gr
https://www.ukcoaching.org/about/news/uk-coaching-news/awards-winners-revealed-on-celebratory-night-of-gr
https://www.ukcoaching.org/about/news/uk-coaching-news/awards-winners-revealed-on-celebratory-night-of-gr
https://www.ukcoaching.org/about/news/uk-coaching-news/awards-winners-revealed-on-celebratory-night-of-gr

	 Introduction
	 TIDE frameworks
	 Rationale for the present study

	 Method
	 Philosophical beliefs
	 The participant
	 Data collection
	 Data analysis and methodological rigour

	 Findings and discussion
	 Early evolution of beliefs
	 Evolution from absolutism to evaluativism in childhood
	 Restrictive influence of school
	 Recursion to earlier stages
	 Adventure sports coaching as a domain of knowledge
	 ASC as an all-pervading domain of knowledge
	 Topic-specific beliefs within the domain
	 Later stage development: the paradigm shift


	 Future directions
	 Conclusions
	 Notes
	 References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile ()
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 5
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Average
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Average
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /PDFX1a:2003
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError false
  /PDFXTrimBoxToMediaBoxOffset [
    33.84000
    33.84000
    33.84000
    33.84000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    9.00000
    9.00000
    9.00000
    9.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV <>
    /HUN <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames false
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks true
      /AddColorBars false
      /AddCropMarks true
      /AddPageInfo true
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure true
      /IncludeBookmarks true
      /IncludeHyperlinks true
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 6
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


