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Abstract

Limited research has examined continued skill development in adult high-performance sport. In addition, while game-
based approaches emphasise the concurrent development of technical excellence and tactical nous, there is a lack of clar-
ity in relation to how coaches develop skill within a games-based approach. As such, this paper explored coaches’ under-
standing of skill and their approaches to the development of skill within high-performance cohorts through a game-based
approach. Individual, semi-structured interviews were conducted with eight coaches with experience coaching at the
highest level of Gaelic football; these coaches self-identified as adhering to a game-based approach, albeit not to a par-
ticular framework. Reflexive thematic analysis was applied to the resulting transcripts. The analysis identified two key
challenges coaches faced in relation to skill development through a game-based approach: competing priorities for coa-
ches in relation to team preparation within training sessions, compounded by competing priorities for players in terms of
athletic development outside of training sessions. Despite these competing priorities, the coaches endorsed skill devel-
opment as an important function of the high-performance coach and reported a sophisticated definition of skill. The coa-
ches described a variety of activities which were used to support players’ development of skill, consistent with their
espoused games-based approach to coaching. However, more sophisticated game design, better integration of unopposed
activities and games, developing player self-regulatory skills and enhanced coherence between coaches appear to be ways
in which skill development could be enhanced to address the challenges coaches identified and maximise the benefits of
employing a game-based approach.
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Introduction limited in that relatively few practitioners are implementing
“full” versions of GBAs as described within the academic
literature."®™® Exploration of coaches’ practices and ratio-
nales is essential to understand why such an apparently
effective approach to coaching is not being implemented
more widely.

The umbrella term Game-Based Approaches (GBA) refers
to a diverse family of models for teaching and/or coaching
in sport which share several common features'™: (a) teach-
ing technical skills and tactical awareness in an interactive
manner; (b) the majority of practice time is spent engaging
in modified game forms focused on the developmental
needs of the learner rather than on technical practices
which are more isolated from the game context; (c) adopt-  Reviewer: Linda Griffin (University of Massachusetts, Amherst, USA)
ing a non-linear sequence of practice activities (e.g., start | ) ) ) o
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with a game) rather than a linear drill-to-game sequence; Limerick, Limerick, Ireland
(d) the extensive use of questioning and other means of pro- 25,5t & Human Performance Research Centre, Health Research
moting dialogue; and (e) adopting a thematic approach to Institute, University of Limerick, Limerick, Ireland
the organisation of sessions, training cycles and the ’Movement & Skill Acquisition Ireland, Cork, Ireland
broader curriculum.! Systematic reviews reveal broad Corresponding author:
support for the efficacy of GBAs in devel‘(‘)lsjing a range of Philip E.PKearnef, Sport &.Human Performance Research Centre, Health
desirable outcomes in sports coaching.™ Nonetheless, Research Institute, University of Limerick, Limerick, Ireland.
coaches and teachers’ uptake of GBAs appears to be  Email: philip.kearney@ul.ie
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Within the context of GBAs, skill is technique per-
formed in contextg; that is, skill is a performance that
answers the problem that a player is confronted with in a
particular moment and not the reproduction of an idealised
technical model.>'®!" The movements of elite performers
are characterised by consistency and an economy of effort
in solving the problem posed (i.e., achieving their desired
outcome). To solve the problems that the game presents
requires players to read the evolving play and adapt their
movements in response.'> When conceptualising skill in
this way, deciding upon an action and adapting movements
to meet the demands of the context are highly integrated.
GBAs propose that this integration should be at the core
of developing skill, and that the role of the coach lies in
scaffolding learning opportunities through the activities
presented and the feedback provided.

One of the common objections to implementing a “full”
GBA' is practitioners’ perceived need to spend consider-
able time focused on technique in isolation from game
forms in order to achieve this consistency and economy
of movement which characterise skill,*'*'* particularly
(although not exclusively'®) with relatively novice partici-
pants. Across a range of populations and contexts, critical
examination of the literature shows limited support for the
concept that ‘technique first’ interventions are more effect-
ive than GBAs for developing technical skill.>!'?!>1¢
Systematic reviews have concluded that GBAs were as
effective as more traditional training in developing skill
execution, and better for the development of decision
making.*®> Furthermore, there are multiple examples of
superior technical development from a GBA relative to an
approach more directly focused on technical development.
For example, over a six-week intervention with 10-year-
olds, a GBA led to superior improvement in throwing and
catching skills (measured in isolation) as well as decision
making measured during game play relative to a control
group which engaged in a linear drill to game approach;
there were no differences between the groups in technical
skill execution during game play.'® A group of 22-year-
old amateur Australian football players demonstrated
greater improvements in kick proficiency and skill adapt-
ability from participating in small sided games relative to
a group which practiced kicking in isolation.'> An import-
ant feature of these studies was that enhancing skill execu-
tion was a primary focus of the intervention. In contrast, if
skill execution is relegated to a secondary focus, then
improvements in decision making without a corresponding
improvement in skill execution could be expected. The lack
of improvement in skill execution in some contexts may
also result from the challenge of implementing GBAs opti-
mally'”'®; GBAs incorporate a wide range of game forms,
from full-sided to small-sided games, even and uneven
numbers per side, altered pitch dimensions and a variety
of individual and team conditions (e.g., bonus point for
scoring from a certain type of scenario).””'' The coach

must provide the optimal modification to the game form
for the developmental needs of the participants. Thus,
rather than asking whether a GBA or technical focused
approach is better for technical development, a more pertin-
ent question appears to be how can coaches optimise a GBA
to develop technical excellence from players as they adapt
their movements to the demands of the situation?

Coaches may be reluctant to fully employ GBAs due to a
conflict with their understanding of skill. Within the context
of GBAs, the definition of skill as technique performed in
context'” has implications for session design The umbrella
term is Game-Based, not Exclusively-Games; within GBAs
there is a place for some practice in a very much simplified
context, which may include isolated activities,'®'? albeit
with the caveat that the technique be “placed back in the
game as soon as possible” (p. 13).'® Thus, there is a place
for some practice in a very much simplified context to
allow learners to understand the basic coordination
pattern. Once that basic coordination pattern is understood,
then the key to progression is learning to adapt.”® If coaches
are not clear on the distinction between technique and
skill*! or believe that skills constitute highly automated pat-
terns and that the challenge in developing skill lies in auto-
mating these patterns rather than in adapting movements to
the demands of the immediate context, their beliefs may
constrain their selection and sequencing of practice activ-
ities.”> Consequently, any exploration of coaches’ practices
to develop skill must also consider coaches foundational
understanding of skill which drives that process.

Skill development does not stop once an athlete reaches
the highest level of the game,” yet research on the pro-
cesses underpinning continued skill development for adult
high-performance players is extremely limited.** Baker
et al.** argue that at the professional level, there appears
to be an increased emphasis on maximising current per-
formance through tactical preparation for immediate oppo-
nents and managing training load to mitigate injury risk,
with continued skill development largely a secondary con-
sideration. A few studies have examined the microstructure
of the practice of experts, identifying how top-level perfor-
mers adopt a more deliberate approach to practice than their
sub-expert peers.”> >’ Despite this provisional evidence
base, Baker et al.>* conclude that increased exploration of
the ‘what’, ‘how’, ‘when’ and ‘why’ of skill development
processes in high-performance contexts would be valuable
for coaches and applied sport scientists.

Gaelic football is a team sport fusing many of the ele-
ments of soccer, rugby and basketball; it is one of
Ireland’s native sports and is the country’s most popular
team sport.”® The use of GBAs is a contemporary topic in
Gaelic football coach development; GBA was the theme
for a National Coaching Conference in 2017 (https:/
www.youtube.com/watch?v=DXpl6-N2wrQ) and has sub-
sequently featured prominently in research on coaching in
Gaelic football.**=? Across invasion sports generally, and
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within Gaelic football in particular, GBAs are commonly
recommended for practitioners, but are not always fully
implemented in practice.>*** A common concern
amongst coaches appears to be the capacity to develop
skill within GBAs.”'* It is not clear whether coaches’ con-
cerns arise from a misunderstanding of skill or coaches not
implementing GBAs in an optimal manner to facilitate skill
development. Therefore, this study investigated two ques-
tions: 1) How do high-performance Gaelic football
coaches define skill? and 2) How do high-performance
Gaelic football coaches develop skill within the context of
a GBA?

Method

Research design

Skill development is a complex process, taking consider-
able time and involving multiple contexts (e.g., team train-
ing sessions, individual practice sessions, video review
sessions). A qualitative approach is suitable for investiga-
tions of such processes, as it allows coaches to consider a
range of contextual examples and timeframes, providing a
description of both what they do and their underpinning
rationale.*>** Given the complexity of the process and
the dearth of existing research, this exploratory study uti-
lised a Qualitative Descriptive approach® to examine
what, who, when, where and how experienced coaches
developed skill within the framework of a GBA. The
design and analysis of this study were consistent with an
interpretivist philosophical position,’® with the goal of
understanding coaches’ lived experiences; that is, we
sought to prompt participants to provide in-depth informa-
tion relating to how they facilitated players’ skill develop-
ment within their context. As an interpretivist approach
considers all knowledge fundamentally subjective, our
goal was to generate points for reflection for a broader audi-
ence of coaches and coach developers from our exploration
of the experiences of the participants.

Participants

Eight male coaches participated in this project. These
coaches self-identified as using a GBA in their practice
and had a reputation within the coaching community as pro-
moters of a GBA; coaches were purposefully sampled on
this basis, as individuals who would be able to provide
extensive commentary on the research question. All eight
coaches had previously delivered workshops or open train-
ing sessions which confirmed their use of a GBA. Their
interviews provided further confirmation of their belief
that they were implementing a GBA; for example: “The
majority of my sessions are centred around games, particu-
larly conditioned games. We train for one hour and the
majority of that is spent in either conditioned games or

larger sided games’ (Coach 6); “for me, the majority of
the collective training sessions should be spent in game
form. Time is precious at inter county level so the majority
of our sessions would be spent in games” (Coach 5). The
quality of the coaches’ implementation of a GBA was not
assessed; consequently, ahead of the interviews these parti-
cipants were considered to be coaches attempting to use a
GBA and not defined as master practitioners. Coaches’
explanations were most closely aligned with Game Sense
but coaches did not describe strictly following one particu-
lar framework. Six coaches were currently coaching at the
highest level within Gaelic Games (inter-county); the
other two had been coaching at that level within the past
two years. Gaelic football players who represent their coun-
ties (the highest level of the game) also compete for their
clubs. County teams are drawn from multiple clubs, thus
players will typically have different coaches at club and
county level. Coaches had between 1-5 years’ experience
coaching at the highest level (mean 3 years) and all bar
one coach had over 10 years coaching experience; the
exception was a retired top-level player with four years
coaching experience. Sampling was also guided by the
concept of information power37; that is, the narrow aim,
the specificity of experiences of the sample, the focused
analysis strategy and, as interviews progressed, the apparent
strength of the dialogue, guided our decision to halt recruit-
ment after eight interviews.

Procedure

An interview guide consisting of three sections was devel-
oped through consultation within the research team, two of
whom were actively coaching within Gaelic games and two
of whom had previously published qualitative investiga-
tions into GBAs. The questions explored 1) Coaching back-
ground, 2) Coaches’ perceptions of skill in Gaelic football
and 3) Coaches’ application of a GBA. A pilot was con-
ducted with two sub-elite club coaches. These pilot inter-
views confirmed that the structure and content of the
interview guide was appropriate and afforded the researcher
the opportunity to develop his interview skills. In particular,
after the pilot the interviewer asked additional follow up
questions, more frequently requesting specific detail on
examples raised by the interviewee and prefacing these
probing questions with a summary of what the coach had
said (e.g., “Those scenarios you mentioned previously
where players are repeating the same scenario over and
over again; do you find in those scenarios that players do
the same thing? Are you looking out for the same
thing?”). Following institutional ethical approval, the data
collection consisted of semi-structured one-to-one inter-
views. Individual interviews were chosen to ensure that
coaches could express themselves without concern for
how other coaches might interpret their views. The semi-
structured nature allowed the interviewer to sequence the
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interview in light of each participant’s initial responses, as
well as using probing questions to gain additional examples
and detail as required. Six interviews took place on
Microsoft Teams and two took place in person with each
interview ranging between forty-five to sixty minutes.

Data analysis

To identify emerging themes and patterns throughout the
interviews, reflexive thematic analysis was implemen-
ted.*®* Thematic analysis is considered a flexible method
of analysis suited to exploratory data sets. Following com-
pletion of the interviews, the audio visual/recordings were
listened back to for familiarisation by the first and third
author, and transcripts were then produced verbatim.
Following checking for accuracy and the removal of iden-
tifying information (e.g., names of people and events), tran-
scripts were then coded line by line by the first author using
different coloured highlighters which allowed visual check-
ing for themes and commonalities to be organised later.***'
Both semantic and latent codes were sought throughout.®
The third author also independently coded one transcript
to facilitate a detailed discussion of the coding process
and content being highlighted. Through an iterative
process of coding and discussing, provisional themes
were generated, guided by the original research question.*'
These provisional themes were then refined to ensure that
any overlap could be merged into overarching themes.*’
Themes and sub themes (primary and secondary categories)
were then organised into a thematic map and draft narrative,
which was presented to and discussed by the full research
team. The revised draft and narrative formed the basis for
the final report. The process of writing refined and con-
firmed the organisation of data as having captured a per-
spective on the research question.

Rigour

The study was guided by a relativist approach for judging
the rigour of qualitative research.*? First, the lead author’s
background as a coach facilitated understanding of the ter-
minology and contemporary landscape of Gaelic games
coaching, as well as building rapport with the coaches.
Second, a reflexive journal was kept and referred to
throughout the research process, to help the lead author
attune to their developing understanding of content and
method. Third, the second and third authors acted as critical
friends throughout the process, challenging the lead
author’s process and developing interpretation of the data.
Fourth, ‘member reflections™® were encouraged by
sending participants summaries so that they might further
elaborate on aspects of the conversations that resonated
for them. The final practice involved inviting responses to
our findings from key stakeholders, a strategy referred to
as external reflections.** Specifically, identified themes

were presented to several audiences who had not partici-
pated in the project (e.g., external colleagues at other
third level institutions, and coaching peers). These audi-
ences were encouraged to consider how the themes over-
lapped with their practice and observations.

Results

Table 1 presents the themes developed through the analysis.
The first higher order theme documents the challenges to
developing skill when utilising a GBA that coaches
described: primarily Time constraints on coaches within a
session and Competing priorities for players outside of
team sessions. The second higher order theme addressed
coaches’ perception of skill within Gaelic football; this
theme indicated that the challenges that these coaches per-
ceived when developing skill did not arise from basic mis-
understandings of skill or a belief that skill was unimportant
for high-performance Gaelic football. The final higher order
theme related to coaching strategies to develop skill and
consisted of three avenues by which the coaches’ chal-
lenges might be overcome: Scope for more sophisticated
use of games; Making optimal use of isolated skill prac-
tices; Individual practice for skill development.

Challenges to developing skill when utilising a
game-based approach

The first higher order theme developed in the analysis
described the key challenges that coaches experienced
when developing skill within a GBA. The primary chal-
lenge identified by coaches was Time constraints on
coaches within a session. Coaches described how players
need to be prepared for many aspects of the game within
the limited time available for team training sessions:
‘Your conditioning, tactics, kick outs, you're listening to
the whole thing. You’re looking to build all that in’
(Coach 1). This time constraint was exacerbated by
Gaelic football being an amateur sport, even at the
highest level, resulting in limited contact time with
players. Furthermore, coaches only provided one example
of a trade-off (with strength & conditioning) in which a
coach prioritised skill development ahead of another
element: ‘there were three players who were all seriously
left-handed." When they’re in the conditioning block, we
would ask the coach to excuse them, and we do a bit of
work with them’ (Coach 4). Overall, coaches reported that
dedicating time primarily to skill development is simply
not a priority: ‘I don’t think it should take up a lot of pre-
scribed time because I think collective time is too important
to spend working on skill’ (Coach 5).

The primary challenge of limited time to develop skill
within sessions was compounded by a second challenge:
Competing priorities for players outside of team sessions.
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Table |. Summary of thematic analysis on developing skill within a Game-Based Approach.

Higher Order Theme Theme

Subtheme

Challenges to developing skill when

utilising a game-based approach session

Time constraints on coaches within a

Competing priorities for players
outside of team sessions

football

Perception & importance of skill in
Gaelic football

development

games

Coaching strategies to develop skill
practices

development

Scope for more sophisticated use of

Making optimal use of isolated skill

Individual practice for skill

—  Skill is vital to performing well in Gaelic

Skill is more than the demonstration of
— technical components

Technical competence facilitates skill

Predominantly use games

Use a variety of games

-
Games did not prioritise skill
development
[ Isolated Practice as a starting point
—

Making decisions in unopposed
practice

Structure & feedback loops for
practice outside of sessions

Practice with focus within sessions

Coaches believed that for optimal skill development, their
game-based sessions needed to be supported by players
engaging in individual practice outside of team training ses-
sions. However, coaches’ ability to develop players’ skill
within team sessions was compromised by players

prioritising their physical development during this individ-
ual practice. For example, Coach 8 expressed frustration
with “driving by the pitch and seeing the lights on in the
gym and no lights on in the pitch”. Coach 1 similarly
described how players “all have a foam roller and a band
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and a dumbbell, but how many of them actually have a foot-
ball and practise their skills?”.

Perception & importance of skill in Gaelic football

The second higher order theme developed from the data
described coaches’ perception of what skill was, and its
importance in Gaelic football. The lack of priority given
to skill development described in the first higher order
theme was not due to a belief that skill was of secondary
importance for Gaelic football; rather, coaches reported
that skill is vital to performing well in games:

"Skill is the most important component of Gaelic games...
Look at [successful club side]; those players had such a
high skill level that their cornerbacks could solo and
hand pass with both hands, both feet under pressure all
the time’ (Coach 2)

‘Why are Dublin and Kerry the most successful teams? The
amount of effort that must have been spent to get to that
seamless, clean, tidy quality of passing’ (Coach 4)

A lack of time dedicated to skill development may also
be due to an overly simplistic understanding of skill, but
that was not apparent in this sample. Coaches’ demon-
strated a sophisticated understanding of skill in so far as
they defined skill as more than the demonstration of tech-
nical components. Rather than something which existed
out of context, skill was defined by what a player needed
to be able to do to complete their role for the team within
specific situations on the playing field:

“we bring the players in and ask them about corner backs
or corner forwards. No Podcast crap. What does a corner-
back do? ... skills are doing the right thing at the right time’
(Coach 4).

‘it’s the ability to have the raw attributes to make the right
decisions in a range of situations... (Coach 5)

Further illustrating a sophisticated understanding of skill,
coaches’ definition included actions completed when out
of possession as well as those with the ball. These skills
included scanning, interacting with teammates and pos-
itional awareness:

‘you have to train the width and depth, you have to train
players how to scan a pitch, how to keep swivelling their
heads, it’s a huge part’ (Coach 2)

‘I would probably count them [off the ball] skills to be as
important, if not more important [than actions in posses-
sion], because they happen more regularly during the

game; thinking, understanding, how you connect with
your teammates’ (Coach 5)

Despite this emphasis on situational factors when defin-
ing skill, coaches highlighted that technical competence
facilitates skill development; that is, coaches perceived
that the ability to execute the basic technical components
of the game well enhanced players’ ability to perform skil-
fully under pressure:

‘I always felt in coaching and playing that unless you can
do the simple things well, you're going nowhere. These
include the pick-up, the toe tap, the fist pass, the high
catch, the block’ (Coach 6)

‘the basic skills done well consistently normally equates to
a really good performance; every skill from the pickup to
the catch to the solo to the block, the tackle, everything’
(Coach 2)

Taken together, the quotations within this higher order
theme indicate that the challenges that these coaches per-
ceived when developing skill did not arise from basic mis-
understandings of skill or a belief that skill was unimportant
for high-performance Gaelic football.

Coaching strategies to develop skill

The third higher order theme developed from the data
related to the coaching strategies these coaches used to
develop skill. Even though coaches’ practices were
largely consistent with a GBA, there was scope for
coaches to enhance how they developed skill in relation
to three themes: scope for more sophisticated use of
games; making optimal use of isolated skill practices; and
individual practice for skill development.

There was scope for more sophisticated use of games
to facilitate skill development. While isolated unopposed
practice and individual development plans were men-
tioned by the coaches in relation to skill development,
the majority of session activities were some form of a
game: ‘Your main body of your session should be
based around a games-based approach and then you
improve those individual facets through the games that
you play’ (Coach 5). Coaches identified a wide variety
of game forms that they utilised within training sessions,
including: small-sided games, conditioned games, game
scenarios and full sided games: ‘We’re very much a con-
ditioned games approach where we start small, build to
medium, build to half and full size. But we play full size
every night regardless’ (Coach 2). For the most part,
the games designed by coaches focused on physical
and tactical elements as primary objectives with missed
opportunities to layer in skill development objectives.
Largely, there was no clear game design primarily
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targeting specific aspects of skill development. Only two
coaches offered specific examples of developing skill
through games. Coach 4 offered: ‘I really like a rectangle
and there’s four defenders in it and everybody else is
involved. Just getting the ball up and down that rect-
angle’. Here, players are afforded more opportunity to
execute the skill due to a low number of defenders.
Coach 2 also illustrated a conditioned game specifically
aimed at developing skill: ‘there will be a 5-min block
where everybody has to kick with their left and it switches
to the right and again’. These examples proved to be
exceptions and it was also not clear from the coaches’
descriptions that these particular games were fully inte-
grated into a progressive sequence of activities. Skill
development was thus relegated to a secondary consider-
ation within most games described by the coaches. That
is, instead of designing games for players to develop par-
ticular aspects of their skills as part of a progressive
series of activities, players were simply punished for
poor execution: ‘If I'm planning a conditioned game, if
the pass hits the ground, it’s a turnover; if a pickup is
missed, it’s a turnover’ (Coach 6).

Although game forms were the main session activity
type, coaches did support game play by using some isolated
technical practices; the second theme in this section sug-
gested that coaches were not making optimal use of isolated
practice. In particular, these unopposed practices were used
as a starting point for coaches’ sessions, suggesting a linear
sequence to practise design rather than responding to an
identified need within the session: ‘We always start
unopposed and then we bring it into contact...because
you can’t expect somebody to perform the skill at a high
level, under pressure, without being able to do it without
any pressure’ (Coach 2). When asked about the rationale
of using isolated drills in this way coaches suggested that
they were not only for skill development but often primarily
used to create intensity: ‘You need to give them a bit of a
livener before you put them into a game’ (Coach 8). Only
Coach 4 reported starting with a game and then developing
the skills from that: ‘A lot of it will start with games and
then going back and fixing an element’.

In many cases these unopposed activities described by
coaches were more sophisticated than just a linear drill
where there was no decision making with limited variability
in actions required (i.e., always hand passing a set distance
and direction). Although unopposed, these practices forced
players to think or make decisions on how to pass and
where to pass, as well as the timing and direction of
running in support of the player in possession: ‘We use pat-
terns where all players can be involved where we can have
two goalkeepers working, kicking the ball out, catching
offload to his quarter runner, kick pass inside and over
the bar’ (Coach 2).

The third theme in this section related to individual prac-
tice for skill development. Coaches emphasised the

importance of players engaging in individual practice
outside the main body of the session: ‘that work [develop-
ing skills] is done with players either before a session or is
done mainly in your own time’ (Coach 5). Although
coaches stated that it was the responsibility of players to
develop skills, they placed major importance on developing
strong relationships with their players to build trust and
improve player’s confidence to underpin the skill develop-
ment process: ‘taking out the wing back and spending
15 min with them working on their kick pass or working
on their tackling...individually the players can gain a lot
from that and they’re building relationships (Coach 3).
This trust was in part developed by creating practice struc-
ture and feedback loops to challenge players to enhance
their development:

‘We have regular one-to-one’s where we get the player to
describe where they feel they’re technically good and
where they need to improve. We then assign homework to
do outside of training’ (Coach 2)

‘Yea you’re asking them questions and they have some
ownership [on what they need to work on] but it’s very
much still led by me’ (Coach 5)

Some coaches reported that this individual responsibility
was not just demonstrated by players practicing on their
own outside of training sessions; it was also demonstrated
by practice with focus inside training sessions: ‘It’s not
kicking for the sake of kicking - it’s focus on your kick
and absolutely nail that focus. Because once you're doing
that then you're practising. There’s a difference between
Jjust training and practising’ (Coach 8). Coach 4, who pro-
vided an example of a game designed to develop skill, sup-
ported this by giving players specific skills to work on that
other players weren’t aware of in training games: ‘I would
talk about hidden games and tasks within games. It gives
them a focus and sense that you are trying to improve
them’.

Discussion

This study investigated two questions: 1) How do high-
performance Gaelic football coaches define skill? and 2)
How do high-performance Gaelic football coaches
develop skill within the context of a GBA? Participants
reported a sophisticated understanding of skill, which
they believed was central to achieving high performance
in Gaelic football. Participants described a variety of activ-
ities which were used to support players’ development of
skill; consistent with their espoused games-based approach
to coaching, these activities were primarily various game
forms but a supporting role for some unopposed practice
was also identified. The coaches also described two key
challenges they faced in relation to skill development
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when utilising a GBA: time constraints on coaches within a
session and competing development priorities for players
outside of team sessions. In addition to these challenges,
the analysis suggested a number of opportunities to
further enhance player skill development within this high-
performance context through more sophisticated game
design, alternative sequencing of isolated skill practices
and enhancing the quality of individual practice within
and outside of sessions.

Coaches held a sophisticated understanding of skill,
grounded in the specific role players performed on the
pitch and the competencies needed to deliver that role suc-
cessfully, considering both movement skills (e.g., ways to
carry, pass and shoot the ball) and game skills (e.g., creating
and reducing space®>*®). This understanding is consistent
with contemporary definitions of skill*'”"*' which empha-
sise the integration of reading the play and adapting move-
ments in response.'? A coach’s actions are anchored to their
fundamental understanding and beliefs in relation to what
skill is and how it is developed.*’*® Consider a coach
who equates skill with technique and who believes that
failure to execute a skill in a competitive context is indica-
tive of insufficient automation of the basic movement. Such
a coach is likely to believe that this issue can be resolved by
extensive repetitions of that movement in isolation from
context. Furthermore, this coach is unlikely to be swayed
by arguments to replace the majority of these isolated prac-
tice activities with more representative — but still simplified
— game forms unless their underpinning understanding is
first addressed. Thus, coach educators looking to encourage
uptake of a GBA should initially evaluate the understanding
of skill held by the coaches they are supporting.

Despite reporting a sophisticated understanding of skill,
coaches’ descriptions of how to design practice activities
for skill development could be enhanced. Consistent with
previous research in team invasion sports**~® including
Gaelic Games,(’ the coaches’ sessions contained various
game forms. However, these games chiefly targeted tactical
development or more holistic performance improvement.
When probed on how they targeted skill development spe-
cifically, coaches were either simply penalising skill failure
within games or primarily relying on unopposed practices.
While there is a place for regressing to unopposed practices
within a GBA when required,lg’5 1-53 coaches’ rationale for
their reliance on unopposed practice was under-developed;
that is, when probed the coaches did not reveal an appreci-
ation for alternative game related activities based on task
simplification.?>>* For example, strategies which might
scaffold the learning experience by influencing the time
and space available to players, such as making additional
use of uneven numbers (i.e., 6v3, 6v4, 6v5) or constraining
what individual players were able to do (e.g., full contact
defence v light touch defence v shadowing only), were
largely absent from their examples in relation to skill devel-
opment. Such strategies produce games which, while

maintaining the need to make some decisions and achieve
an overall objective, prioritise skill development by afford-
ing players greater time and space to execute high repeti-
tions of the desired actions, with greater attention
allocated to matching of their technique to the demands
of the situation than would be possible in games requiring
more complex decision making.

At the heart of GBAs is the coupling of decision-making
and skill execution; in the design of practice activities and
the delivery of feedback, there exists a continuum of
emphasis for both elements, where some tasks may place
greater emphasis on decision-making while others focus
more heavily on skill execution. Within the GBA literature,
the emphasis on skill execution is less clearly articulated
compared to decision-making.*> The present analysis sug-
gests that practitioners require more guidance on how to
adjust the emphasis within practice activity design more
toward skill execution whilst still retaining decision-making
elements. Such modified games for skill development
compare favourably to isolated skill practices,'*'* but
further research is warranted into whether they optimise
transfer of learning relative to game play which places a
primary emphasis on tactical development.

Despite using various conditions to develop tactical
awareness, the coaches did not explain how they might be
applied to facilitate skill development. Instead, the small
sided and conditioned games described by coaches were
primarily used to increase the frequency of opportunities
to perform skills in a game-like environment, rather than
scaffolding that environment to facilitate the development
of specific aspects of skill. That is, the coaches’ concern
when designing practice appeared to be more for represen-
tative task design (ensuring training faithfully mimicked the
game) rather than representative learning design (deliber-
ately exaggerating features of the practice activity to
guide the learner towards exploring new movement possi-
bilities while preserving the functional coupling between
perception and action processes).”> Coach educators
looking to promote effective use of GBAs should help
coaches to understand how different conditions can be
applied to place a primary emphasis on skill development
(as opposed to tactical considerations such as offensive or
defensive structure) so that they can deliver an appropri-
ately scaffolded set of learning activities to meet their
players’ needs.

“Layering of complexity””" in the planning and sequen-
cing of practice activities has been identified as a particular
challenge when delivering a GBA. The coaches in this
study described how to appropriately present highly
complex activities through the extensive use of large and
full sided games; they also described how to present lear-
ners with low complexity activities in the form of
unopposed activities which often still promoted a degree
of decision making and variability in movement execution
with respect to where to pass, when to pass, and how to
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pass. However, there was considerable scope for coaches to
employ additional modifications to create intermediate
layers of complexity through small sided and conditioned
games to facilitate players’ connecting lessons from the
most basic to the most complex practice activities.'>*° To
clarify, coaches described using small sided and condi-
tioned games, but only rarely were coaches able to
provide in-depth examples of how complexity might be
effectively manipulated within such games to provide an
optimal stimulus for skill development. Providing this
optimal stimulus requires coaches to understand how to
design a progressive sequence of simplified forms of the
game which exaggerate key features for the learners
without disrupting perception-action coupling.?’>> Within
this progressive sequence, at times greater emphasis may
be placed on reading the play and decision making or on
adapting technique to the context, but retaining the integra-
tion of decision making and technique adaptation is central
to successful transfer of learning.'*”® Such scaffolding of
learning experiences is not easy’’ requiring considerable
skill at “noticing to inform action”.>® Thus, the challenge
for coach educators interested in promoting GBAs may
be to move beyond encouraging the use of game forms to
promoting more sophisticated use of games. Researchers
may support coach educators by providing case studies of
the decision-making underpinning such layering of com-
plexity, enabling coaches to better understand when and
how much they might utilise each type of practice activity
to achieve their specific goals within their specific context.

In addition to various game forms, the coaches in this
study valued the use of unopposed practices where appro-
priate for a player’s skill level, consistent with a
GBA.'"®' Simple repetitive drills were rare; instead,
coaches predominantly described activities which con-
strained what skill a player could use while still requiring
decisions in relation to when and how to execute. As
such, the views of these Gaelic games coaches were consist-
ent with the perspectives of professional and academy
soccer coaches,59 and also consistent with the view that a
variety of levels of representativeness have a place in prac-
tice session design.'®° Although the rationale for using
some unopposed practice was consistent with a GBA, the
sequence in which coaches presented these activities was
not because they did not have a contextualising game pre-
ceding the activity. Furthermore, even though the coaches
reported that they did not make extensive use of unopposed
activities, there was scope for greater justification for their
use of unopposed practices over modified games with high-
performance players given that systematic reviews of GBAs
in general™ and specific studies focused on high-
performance populations'> have demonstrated that appro-
priately simplified games are at least as effective as
unopposed practices for the development of technical
skill. To be clear, we are not dismissing the value of
some unopposed practice in enhancing player

understanding, confidence or exploration of new coordin-
ation patterns; rather, we are highlighting that unopposed
practices may be best utilised under a “minimum necessary
dose”® philosophy.

This “minimum necessary dose™® philosophy towards
unopposed activity is informed by Gentile’s®™°! model of
skill acquisition, where the goal of the initial phase of prac-
tice is for the learner to “get the idea of the movement”
under simplified conditions. Gentile’s model suggests two
implications for coaches when designing these simplified
conditions. First, this initial practice should still involve
responding to the specific environmental conditions to
which movement must conform to be successful; what
Gentile termed regulatory conditions. As such, the isolated
practice should involve a high volume of repetitions under
conditions where a player has more time and space to
execute but where they are still required to adapt their
movements to some demands of the situation (e.g.,
varying distance of a pass). Second, the goal of this initial
practice period is not to perfect an action, but for the
learner to gain enough understanding of the regulatory con-
ditions and necessary movement adaptations to progress to
yet more dynamic contexts; hence the model guides
coaches to use the minimum necessary dose of isolated
practice. Coaches would benefit from greater research on
the optimal selection and integration of unopposed activ-
ities within GBA sessions, especially in relation to when
to regress to an isolated activity rather than a simplified
game form, when to progress from that isolated activity
back to game play, and how a player may have a say on
these decisions (e.g., ‘pressing the pause button’®?).

The preceding discussion has focused on insufficient
time as a barrier to skill development within training
session. The interviewed coaches reported that this time
constraint was compounded by players’ prioritising phys-
ical development outside of team training sessions. The
competition between physical and skill development for
players time is a noted source of conflict for coaches.’*%
Physical development also features prominently in research
and practice in Gaelic football.®* However, there is a
paradox here as coaches stated that winning teams and
the best players were the most skilful, yet the lack of
emphasis placed solely on developing skills could be detri-
mental to performance in a continuously evolving game.®
Rather than competing with athletic development for time, a
more productive strategy for coaches may be to seek further
opportunities to exploit the time that players are already
spending in practice. Two avenues are apparent from
these data: (1) developing player’s self-regulatory skills,
and (2) developing connections between coaches at club
and representative county level. Pursuing these avenues
might create an environment in which a coach finds it
easier to implement a GBA.

Two players may attend the same session, notionally
complete the same activities, but derive different degrees
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of benefit from the time invested.*>°® This difference arises
from what each learner thinks and does during the session;
that is, the extent to which they engage in self-regulation.*®-®
Self-regulatory strategies include setting immediate goals,
monitoring performance against those goals, exploring
reasons for performance outcomes, and seeking feed-
back.®”® Some coaches within this sample were infusing
the development of some self-regulatory skills within prac-
tice, such as by ensuring that players had a specific focus for
their practice and understood the “difference between just
training and practicing”. Nonetheless, there was scope for
considerably more investment in the development and prac-
tice of self-regulatory skills.®®% Research within Gaelic
games has shown that more highly skilled players engage
in more sophisticated practice than less skilled players.*
Furthermore, an intervention which taught Gaelic footbal-
lers to self-regulate during practice accelerated their learn-
ing relative to a control group which engaged in their
typical practice.”® A more strategic approach to educating
players to self-regulate their practice®®’® may be a fruitful
strategy for coaches to enhance skill development within
their current time and resource constraints.

Gaelic football players, who compete both at county and
club levels, often work with different coaches; the absence
of cooperation between club and county coaches in devel-
oping players’ skills was notable within the current data.
Within talent development contexts, cohesion between
coaches is well-established as an important contributor to
athlete success’'~”® including in an Irish context.”*”>
County players are, by definition, better than their club
peers. Thus, club training sessions may offer an opportunity
for the layering of complexity within skill development dis-
cussed above, as within game play during club training ses-
sions county players are likely to experience less pressure
from opponents than at county training sessions.
Inter-county coaches emphasised the importance of individ-
ual practice in developing skills and supported players in
this process. A clear opportunity to further enhance the
potential for player skill development appears to lie in
greater engagement with club coaches (either directly or
through the players). Gaelic football coaches may have
scope to learn from practitioners and/or research in other
sports such as rugby and soccer, where coherence and
cooperation across academy and senior teams are central
to effective transitions.”®”’

Coaches provided a valuable insight into their percep-
tions of skill and the place it has within their practice
design. The interviews allowed coaches to draw upon mul-
tiple examples across different timeframes and teams.**’®
However, to provide a deeper understanding of how skill
is being developed, a more longitudinal study that follows
coaches practice over the course of a season may provide
greater insight into coaches’ practice. By observing
coaches practice over multiple visits, one could confirm
the consistency between coaches espoused and enacted

approaches.”"*® Such a longitudinal approach would also
facilitate investigation of how all characteristics of a GBA
are applied to developing skill, including some which did
not feature within the present interviews (e.g., coach ques-
tions, player dialogue). Furthermore, interviewing players
about their experiences of skill development may offer
further insights into the topics discussed above, in particular
self-regulation within sessions and coherence between
inter-county and club coaches.

Conclusion

In conclusion, this study explored the perceptions and prac-
tice activities used by coaches aligned to a GBA to develop
skill in high-performance Gaelic footballers. A GBA is not
only a way of delivering a coaching session but also a way
of thinking which takes time for coaches to work through as
they implement this type of situational learning. Our results
indicate that the coaches in this study have grasped the
concept of utilising games and a variety of game forms to
develop players. Despite this positive finding, the data
also suggests these coaches are still working through the
nuances of GBA delivery. Coaches noted various compet-
ing priorities which they felt hampered their ability to
promote skill development. Coaches viewed skill as import-
ant, and their definition of skill was aligned with contem-
porary literature. Despite the predominant use of games to
develop skill, coaches reported few examples of designing
a progressive series of game forms specifically targeting
aspects of skill development. Instead, coaches often
assumed that skills could be developed through the games
being played when high performance standards were
demanded. Strategies such as more sophisticated game
design, better integration of unopposed activities and
games, developing player self-regulatory skills and
enhanced coherence between coaches appear to be ways
in which skill development could be enhanced within
coaches’ current constraints. While there is enthusiasm
for coaching through games, coach education needs to
support coaches to be more sophisticated in how they
utilise and connect a variety of game forms to best meet
the skill development needs of players.
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Note

1. Within Gaelic football, players manipulate the ball with both
hands and both feet; the ability to use both sides of the body
is believed to be an important aspect of skilled performance.®"

References

1. Garcia-Loépez LM, Gutiérrez D, Séanchez-Mora D, et al.
Teachers’ use of teaching games for understanding in
Central Spain. Phys Edu Sport Peda 2019; 24: 463-477.

2. Light RL and Clarke J. Understanding the complexity of
learning through movement. Phys Edu Sport Peda 2021;
26: 268-278.

3. Group TGfUASI. Game-based consensus statement, (2021,
accessed 27 April 2024).

4. Kinnerk P, Harvey S, MacDonncha C, et al. A review of the
game-based approaches to coaching literature in competitive
team sport settings. Quest 2018; 70: 401-418.

5. Manninen M, Magrum E, Campbell S, et al. The effect of
Game-Based Approaches on decision-making, knowledge,
and motor skill: A systematic review and a multilevel
meta-analysis. Euro Phys Edu Rev Epub ahead of print 9
April 2024. DOI:10.1177/1356336(241245305

6. Kinnerk P, Harvey S, Kearney P, et al. An investigation of the
self-reported practice activities and session sequencing of
inter-county Gaelic football coaches. Int Sport Coach J
2019; 6: 211-219.

7. Richardson SJ, McRobert AP, Vinson D, et al. Systematic
review of sport coaches’ and teachers’ perceptions and appli-
cation of game-based and constraints-led pedagogy: a qualita-
tive meta-study. Quest 2024; 76: 113-134.

8. Light RL and Evans JR. Dispositions of elite-level Australian
rugby coaches towards game sense: characteristics of their
coaching habitus. Sport Educ Soc 2013; 18: 407-423.

9. Liu H, Wang W, Zhang C, et al. College students’ develop-
ment of badminton skills and tactical competencies following
play practice. J Teach Phys Educ 2021; 40: 284-292.

10. den Duyn N. Game sense: why it makes sense to play games.
Sports Coa 1996; 19: 6-9.

11. Ovens A and Smith W. Skill: making sense of a complex
concept. J Phys Educ New Zeal 2006; 39: 72-82.

12. Kearney PE, Coughlan EK, Buckley D, et al. Sport science
framework for Gaelic games: Skill acquisition. Report,
Gaelic Athletic Association, Ireland, Nov 2024.

13. Deuker A, Braunstein B, Chow JY, et al. “Train as you play”:
improving effectiveness of training in youth soccer players.
Int J Sport Sci Coa 2024; 19: 677-686.

14. Harvey S, Cushion C and Sammon P. Dilemmas faced by pre-
service teachers when learning about and implementing a
game-centred approach. Euro Phys Educ Rev 2015; 21:
238-256.

15. Bonney N, Larkin P and Ball K. Kick proficiency and skill
adaptability increase from an Australian football small-sided
game intervention. Front Sports Act Living 2022; 4.
DOI:10.3389/fspor.2022.1026935

16. Miller A, Christensen E, Eather N, et al. Can physical educa-
tion and physical activity outcomes be developed simultan-
eously using a game-centered approach? Euro Phys Educ
Rev 2016; 22: 113-133.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

Smith W, Ovens A and Philpot R. Games-based movement
education: developing a sense of self, belonging, and com-
munity through games. Phys Edu Sport Peda 2021; 26:
242-254.

Bunker D and Thorpe R. A model for the teaching of games in
the secondary school. Bull Phys Educ 1982; 10: 9-16.
Mitchell SA, Oslin JL and Griffin LL. Teaching sport con-
cepts and skills: A tactical games approach. 2nd ed.
Champaign, IL: Human Kinetics, 2006.

Renshaw I, Davids K, Newcombe D, et al. The constraints-led
approach: Principles for sports coaching and practice
design. London: Routledge, 2019.

Bennett KIM and Fransen J. Distinguishing skill from tech-
nique in football. Sci Med Footb 2024; 8: 397-400.

Butler J. TGfu — Would you know it if you saw it?
Benchmarks from the tacit knowledge of the founders. Euro
Phys Educ Rev 2014; 20: 465—488.

Coté J. The influence of the family in the development of
talent in sport. Sport Psychol 1999; 13: 395-417.

Baker J, Johnston K, Singh H, et al. Excellence fulfilled? On
the unique developmental needs of professional athletes.
Front Sport Act Living 2023; 5. DOI:10.3389/fspor.2023.
1164508

Coughlan EK, Williams AM, McRobert AP, et al. How
experts practice: a novel test of deliberate practice theory. J
Exp Psychol Learn 2014; 40: 449-458.

Deakin JM and Cobley S. A search for deliberate practice: an
examination of the practice environments in figure skating
and volleyball. In: J Starkes and KA Ericsson (eds) Expert
performance in sports. Champaign, IL: Human Kinetics,
2003, pp.115-135.

Orlick T and Partington J. Mental links to excellence. Sport
Psychol 1988; 2: 105-130.

Sport Ireland. Irish Sport Monitor Annual Report 2022. Sport
Ireland, Dublin, 2022.

Bowles R and O’Dwyer A. Athlete-centred coaching: per-
spectives from the sideline. Sports Coach Rev 2020; 9:
231-252.

Farmer O, Cahill K and O’Brien W. Gaelic4Girls — the
effectiveness of a 10-week multicomponent community
sports-based physical activity intervention for 8§ to
12-year-old girls. Int J Environ Res Public Health 2020; 17:
6928.

O’Brien W, Hogan I and Coppinger T. Coaches’ experience
of the “Gaelic4Teens” program in Ireland. Int Sport Coach
J 2023; 10: 70-77.

Kinnerk P, Kearney PE, Harvey S, et al. An investigation of
high-performance team sport coaches’ planning practices.
Sports Coach Rev 2023; 12: 253-280.

Seymour CM, Garrison M, Lindauer JR, et al. A survey of
New York state physical educators’ use of Game-Based
Approaches in K—12 physical education. J Teach Phys Educ
2024; 43: 617-626.

Moran D, Taylor J and Macnamara A. Understanding the
pedagogic underpinning and knowledge sources of game
form coaching in high-level team sport coaches. Sports
Coach Rev Epub ahead of print 02 Apr 2024. DOI:10.1080/
21640629.2024.2335450

Sandelowski M. Whatever happened to qualitative descrip-
tion? Res Nurs Health 2000; 23: 334-340.


http://dx.doi.org/10.1177/1356336(241245305
http://dx.doi.org/10.3389/fspor.2022.1026935
http://dx.doi.org/10.3389/fspor.2023.1164508
http://dx.doi.org/10.3389/fspor.2023.1164508
http://dx.doi.org/10.1080/21640629.2024.2335450
http://dx.doi.org/10.1080/21640629.2024.2335450

International Journal of Sports Science & Coaching 0(0)

36.

37.

38.

39.

40.

41.

42.

43.

44.

45.

46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

Potrac P, Jones RL and Nelson L. Interpretivism. In:
L Nelson, R Groom and P Potrac (eds) Research methods in
sports coaching. London: Routledge, 2014, pp.31-41.
Malterud K, Siersma VD and Guassora AD. Sample size in
qualitative interview studies: guided by information power.
Qual Health Res 2016; 26: 1753-1760.

Braun V, Clarke V and Weate P. Using thematic analysis in
sport and exercise research. In: B Smith and A Sparkes
(eds) International handbook on qualitative research in
sport and exercise. London: Routledge, 2016, pp.191-205.
Maguire M and Delahunt B. Doing a thematic analysis: a prac-
tical, step-by-step guide for learning and teaching scholars. All
Irel J High Educ 2017; 9. DOI:10.62707/aishej.v9i3.335
Trainor LR and Bundon A. Developing the craft: reflexive
accounts of doing reflexive thematic analysis. Qual Res
Sport Exerc Health 2021; 13: 705-726.

Taylor W. Analysing qualitative data. In: L Nelson, R Groom
and P Potrac (eds) Research methods in sports coaching.
London: Routledge, 2014, pp.181-191.

Sparkes AC and Smith B. Qualitative research methods in
sport, exercise and health: From process to product.
London: Routledge, 2014.

Tracy SJ. Qualitative quality: eight “big-tent” criteria for
excellent qualitative research. Qual Ing 2010; 16: 837-851.
Wadey R and Day M. A longitudinal examination of leisure
time physical activity following amputation in England.
Psychol Sport Exerc 2018; 37: 251-261.

Smith W. Fundamental movement skills and fundamental
games skills are complementary pairs and should be taught
in complementary ways at all stages of skill development.
Sport Educ Soc 2016; 21: 431-442.

Ward G and Griggs G. Principles of play: a proposed frame-
work towards a holistic overview of games in primary phys-
ical education. Educ 3-13 2011; 39: 499-516.

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

Grecic D and Palmer CA. Tales from the tee: narrative
accounts of being coached in golf. J Qual Res Sport Stud
2013; 7: 127-152.

O’Connor D, Larkin P and Williams AM. Observations of
youth football training: how do coaches structure training ses-
sions for player development? J Sport Sci 2018; 36: 39-47.
Roca A and Ford PR. Decision-making practice during coach-
ing sessions in elite youth football across European countries.
Sci Med Footb 2020; 4: 263-268.

Rankin J, Pill S and Magias T. Informing the coaching peda-
gogy of game modification in a game sense approach with
affordance theory. Agora Educ Fis Depor 2018; 20: 68-89.
Launder AG and Piltz W. Play practice. 2nd ed. Champaign,
IL: Human Kinetics, 2013.

Light R. Game Sense: Pedagogy for performance, participa-
tion and enjoyment. London: Routledge, 2013.

Selimi E, Lascu A, Serpiello F, et al. Exploring football coaches’
views on coach education, role, and practice design: an
Australian perspective. PLOS ONE 2023; 18: e0285871.
Pinder RA, Davids K, Renshaw I, et al. Representative learn-
ing design and functionality of research and practice in sport.
J Sport Exerc Psychol 2011; 33: 146-155.

Janssen T, Miiller D and Mann DL. From natural towards rep-
resentative decision making in sports: a framework for

57.

58.

59.

60.

61.

62.

63.

64.

65.

66.

67.

68.

69.

70.

71.

72.

73.

decision making in virtual and augmented environments.
Sports Med 2023; 53: 1851-1864.

Jones RL and Thomas GL. Coaching as ‘scaffolded’ practice:
further insights into sport pedagogy. Sports Coach Rev 2015;
4: 65-79.

Santos S, Jones RL and Mesquita I. Do coaches orchestrate?
The working practices of elite Portuguese coaches. Res QO
Exercise Sport 2013; 84: 263-272.

Bridge M and Gearing N. The current landscape and contribu-
tion of isolated practice in European professional and
academy football. J Sport Behav 2024; 47: 24-42.

Gentile AM. A working model of skill acquisition with appli-
cation to teaching. Quest 1972; 17: 3-23.

Gentile AM. Skill acquisition: action, movement, and neuro-
motor processes. In: J Carr and R Shepherd (eds) Movement
science: Foundations for physical therapy in rehabilitation.
2nd ed. Gaithersburg: Aspen, 2000, pp.111-187.

Price A, Collins D, Stoszkowski J, et al. Learning to play
soccer: lessons on meta-cognition from video game design.
Quest 2018; 70: 321-333.

Gillham A, Doscher M, Krumpos J, et al. A roundtable with
college strength and conditioning coaches: working with
sport coaches. Int Sport Coach J 2019; 6: 98-109. doi:10.
1123/iscj.2018-0047

Boyle E, Malone S, Mangan S, et al. Applied sport science of
Gaelic football. Sport Sci Health 2023; 19: 27-39.

Wilson RS, Smith NMA, Bedo BLS, et al. Technical skill not
athleticism predicts an individual’s ability to maintain posses-
sion in small-sided soccer games. Sci Med Footb 2020; 4:
305-313.

McCardle L, Young BW and Baker J. Self-regulated learning
and expertise development in sport: current status, challenges,
and future opportunities. Int Rev Sport Exerc Psychol 2019;
12: 112-138.

Young BW, Wilson SG, Hoar S, et al. On the self-regulation
of sport practice: moving the narrative from theory and assess-
ment toward practice. Front Psychol 2023: 14. DOI:10.3389/
fpsyg.2023.1089110

Young BW, Bain L and Baker J. Self-regulated learning in
sport practice: agency, assessment and actioning. In:
D Farrow, J Baker and C MacMahon (eds) Developing
sport expertise: Researchers and coaches put theory into
practice. London: Routledge, 2024, pp.90-99.

Bain L, Young BW, Callary B, et al. The co-regulatory coach-
ing interface model: a case study of a figure skating dyad.
Qual Rep 2023; 28: 1038-1069.

Coughlan EK, Williams AM and Ford PR. Lessons from the
experts: the effect of a cognitive processing intervention
during deliberate practice of a complex task. J Sport Exerc
Psychol 2019; 41: 298-308.

Henriksen K, Stambulova N and Roessler KK. Successful
talent development in track and field: considering the
role of environment. Scand J Med Sci Sport 2010; 20:
122-132.

Pankhurst A and Collins D. Talent identification and develop-
ment: the need for coherence between research, system, and
process. Quest 2013; 65: 83-97.

Martindale R and Mortimer P. Talent development environ-
ments: key considerations for effective practice. In:
D Collins, A Button and H Richards (eds) Performance


http://dx.doi.org/10.62707/aishej.v9i3.335
http://dx.doi.org/10.1123/iscj.2018-0047
http://dx.doi.org/10.1123/iscj.2018-0047
http://dx.doi.org/10.1123/iscj.2018-0047
http://dx.doi.org/10.3389/fpsyg.2023.1089110
http://dx.doi.org/10.3389/fpsyg.2023.1089110

Barrett et al.

13

74.

75.

76.

77.

psychology: A practitioner’s guide. Edinburgh: Churchill
Livingstone, 2011, pp.65-84.

Curran O, MacNamara A and Passmore D. Singing off the
same hymn sheet? Examining coherence in a talent develop-
ment pathway (part 1). J Sport Sci 2021; 39: 1709-1716.
Sweeney L, MacNamara A and Horan D. The Trish Football
player pathway: examining stakeholder coherence throughout
and across the player development system. Front Sports Act
Living 2022; 4. DOI:10.3389/fspor.2022.834633

Rgynesdal @, Toering T and Gustafsson H. Understanding
players’ transition from youth to senior professional football
environments: a coach perspective. Int J Sports Sci Coa
2018; 13: 26-37.

Taylor J, Collins D and Cruickshank A. Too many cooks, not
enough gourmets: examining provision and use of feedback
for the developing athlete. Sport Psychol 2022; 36: 89-100.

78.

79.

80.

81.

Otte FW, Millar S-K and Klatt S. How does the modern foot-
ball goalkeeper train? — an exploration of expert goalkeeper
coaches’ skill training approaches. J Sport Sci 2020; 38:
1465-1473.

Ashford M, Cope E, Abraham A, et al. Coaching player deci-
sion making in rugby union: exploring coaches espoused the-
ories and theories in use as an indicator of effective coaching
practice. Phys Edu Sport Peda Epub ahead of print 07 Dec
2022. DOI: 10.1080/17408989.2022.2153822

Partington M and Cushion C. An investigation of the practice
activities and coaching behaviors of professional top-level
youth soccer coaches. Scand J Med Sci Sport 2013; 23:
374-382.

Dillon K, Kinnerk P, Sherwin I, et al. The development of
bilateral skill symmetry: insights from Gaelic football
players and coaches. J Motor Learn Dev 2022; 10: 273-289.


http://dx.doi.org/10.3389/fspor.2022.834633
https://doi.org/DOI: 10.1080/17408989.2022.2153822

	 Introduction
	 Method
	 Research design
	 Participants
	 Procedure
	 Data analysis
	 Rigour

	 Results
	 Challenges to developing skill when utilising a game-based approach
	 Perception  importance of skill in Gaelic football
	 Coaching strategies to develop skill

	 Discussion
	 Conclusion
	 Note
	 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


