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ABSTRACT 

 

 This research examines the methods high school football head coaches use to sculpt 

player performance and motivate their players to perform exercises designed to increase player 

mastery or measure player performance. Depth, face-to-face interviews of fifteen high school 

head coaches in and around the south central Kansas area reveal their use of and reasoning 

behind their use of positive and negative reinforcement and intrinsic and extrinsic motivation. 

This research also adds to the academic debate on how an evaluator’s use of extrinsic motivation 

affects a subject’s intrinsic motivation.  

 There are six major findings from this research. First, reasons are detailed as to why 

coaches’ individual use of reinforcement and motivation differs from one another. Second, 

coaches use positive reinforcement to intrinsically motivate their players to master a task. Third, 

coaches carry out their negative reinforcement extrinsically. Fourth, coaches extrinsically 

motivate their players during performance drills. Fifth, coaches feel extrinsic motivation does not 

always have an impact on player’s intrinsic motivation. Sixth, coaches matched different types of 

practice drills with how they used reinforcement. 
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CHAPTER ONE 

 

INTRODUCTION 

 

Those who provide evaluation of our behaviors and competency play important roles in 

our lives. At work we are evaluated by superiors, at school by teachers, and in sports by coaches. 

If you complete a task to perfection in school, you should receive an A from your teacher. If you 

are performing above your superior’s expectations, you are likely to receive higher marks on 

your review. Coaches, however, are faced with a predicament in how they convey their 

evaluation of player performance to a player. They cannot give out grades or yearly reviews; so 

instead, they must rely on positive and negative feedback to shape player behavior in way they 

see appropriate. Under the basis of operant conditioning, a term of learning coined by B. F. 

Skinner, evaluators can mold our behaviors using positive and negative reinforcers. Skinner 

notes that, “By reinforcing slight variations in the form of response, we may mold behavior 

almost as a sculptor molds a lump of clay,” (1953, p. 71). These reinforcements can be of a 

positive nature (rewards, positive feedback, encouragement), or a negative nature (punishment, 

criticism). Positive reinforcement is used to increase the likelihood the behavior is repeated 

(Benabou & Tirole, 2003; Deci, Ryan, & Koestner, 1999; Maag, 2001; Schultz, 2000). Negative 

reinforcement is used to decrease the likelihood the behavior is repeated (Maag, 2001; Dad, Ali, 

Janjua, Shahzad, & Khan, 2010). Coaches use these two types of reinforcers to increase the 

likelihood of desired player behavior and decrease the likelihood of undesired behavior. In 

deciding which type of reinforcement to use it is important to note that there are advantageous 

and adverse consequences from using either of the reinforcers (Deci, Cascio, & Krusell, 1973; 

Elliot, 1999; Henderlong & Lepper, 2002; Horn, 1985; Vallerand, 2012). Along with the 
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advantage and adverse nature of the reinforcers, they can also be as informative as they are 

controlling (Deci, Ryan, & Koestner, 1999 pg628). Individuals’ behavior is modified and 

sculpted to a certain way, based on the evaluator’s preference. The coach conveys the important 

information about behaviors and competency to the player, and, by doing so, controls the player 

by modifying and sculpting their behavior in a way the coach sees fit. In effect, coaches use the 

reinforcement types to sculpt the player’s behavior to their needs. 

In the world of athletics, coaches are the evaluator of players’ behaviors and competence. 

Horn (1985) found, “…a significant portion of the change in players’ perceptions of competence 

was explained by a combination of predictor variables that included a measure of players’ 

attained skill ability and indices of their coaches’ feedback,” (p. 182). Because athletics can 

differ from classroom styles in terms of learning, it is important to understand how coaches 

evaluate their players. Up until the 1970s, there was little research done on how coaches 

evaluated their players. Then, in 1977 Smith, Smoll and Hunt created a system to behaviorally 

assess coaches. Curtis, Smith and Smoll used the system for a 1979 study when they evaluated 

51 male head coaches and 542 male athletes in a Little League Baseball program in the Seattle 

area. The system, called the Coaching Behavior Assessment System (CBAS), analyzes how 

coaches handle specific player behaviors and competency levels, and breaks down coach’s 

reactive and spontaneous behavior. Only reactive behavior will be used for this study as the 

coach initiates spontaneous behavior and it is not deemed as evaluative of performance. There 

are three categories of the reactive section of the CBAS: desirable performances, mistakes/errors 

and misbehaviors. The system observes the frequency and ways coaches handle each of the three 

categories and thus sculpt their players. 
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When coaches use positive and negative reinforcement to change player behavior, they 

can distribute each of the reinforcement types differently. That is, an evaluator can provide 

positive and negative intrinsic and extrinsic means to change a behavior. These variations of 

reinforcement are the basis of motivation (Henderlong & Lepper, 2002; Vallerand, 2012; 

Vallerand & Reid, 1988; Xiang, Chen, & Bruene, 2005). In an 1951 study, Young explains that, 

“…motivation may be viewed as the process of arousing and sustaining action…the process of 

regulating and directing behavior toward goals…” (p. 117). If an evaluator gives verbal praise or 

criticism this affects a player’s intrinsic motivation (Eisenberger & Cameron, 1996). If an 

evaluator gives or takes away an external reward, (money, status, or anything not in the task 

itself) this affects a player’s extrinsic motivation (Cameron, Banko, & Pierce, 2001). Aside from 

not only the differing uses of positive and negative reinforcement, there are different ways 

evaluators can implement both reinforcement techniques to affect player behavior.  

Prior to the 1970s, most research done in the field of motivation defined situations 

intrinsically or extrinsically and highlighted ways in which the motivation was helpful. However, 

starting in the early 1970s, most notably with Deci (1971), scholars began to ask how the 

different types of motivation affected each other. Deci’s work suggested a difference between 

perceptions of intrinsic and extrinsic motivation (Deci, 1971). This led to the belief that forms of 

extrinsic motivation negatively affects a person’s intrinsic motivation. Deci and other scholars 

continued to study how extrinsic motivation negatively affects intrinsic. Then Cameron and 

Pierce (1994) published a stance against Deci’s claims stating intrinsic motivation, aside from a 

few easily avoidable situations, is not harmed by extrinsic motivation. These opposing findings 

indicated forms of extrinsic motivation improve a person’s intrinsic motivation. Since the 1994 

findings, both sides have recruited new scholars, further argued their previous findings, and 
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added evidence to the topic. Yet, as the two sides add to their evidence and continue to argue 

their findings, they are no closer to agreement then in 1994. Reiss (2005) comments that both 

sides are continuing to prove their side of the argument but we are no closer to a solution than we 

were when it started. 

Regardless of the sides’ stances on how extrinsic affects intrinsic motivation, both agree 

motivation is used to reach something. The question becomes, what are they reinforcing players 

to do? Skinner noted, “In any social situation we must discover who is reinforcing whom with 

what and to what extent,” (1953, p. 97). In this setting we know coaches are positively and 

negatively reinforcing their players with intrinsic and extrinsic motivation. Literature indicates 

two goals of motivation: mastery and performance (Ames, 1992). Mastery goals deal with 

enhancing competency and knowledge (Dweck & Legget, 1998; Elliot, 1999). Performance 

goals are more competitive. Instead of trying to understand a subject completely, individuals try 

to outperform others (Dweck & Legget, 1998; Elliot, 1999). In the setting of athletics we see that 

coaches are using positive and negative reinforcement to intrinsically and extrinsically motivate 

their players to either master the task and/or perform better than others at it. 

Though a good chunk of research stems from classrooms and not playing fields, 

reinforcers, motivation, and the goal of motivation are widely researched topics. This research 

examines how coaches use positive and/or negative reinforcement to intrinsically and 

extrinsically motivate their players to master tasks or reveal who is better at completing a task. 

By doing so, this will add a new perspective to the literature available. Much of the past CBAS 

research stems from field studies analyzing coaches’ communications with players. In these 

studies, a player performs a behavior and the coaches’ reaction to the behavior is measured. This 

provides a good measure of coaches’ reactive behavior, but not a good measure of coaches’ 
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reasoning or intention. This study builds on previous research that simply measures coaches’ 

behavior to go beyond behavior description and explore why coaches chose to use certain 

motivational tactics over others. In short, this study analyzes the coaches’ decisions and 

intentions. How coaches would handle a hypothetical situation, the reasoning for handling it in 

that manner, and the consequence of them handling in that manner is addressed. This will be 

accomplished through an exploration of coaches’ prior decisions and intentions for their 

motivating reactive behaviors and their use of positive and negative reinforcement techniques. 

Horn (1985) noted that, “children do place a high value on their competence in sport activities, 

adult feedback may be especially influential in the athletic context” (p. 174).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

6 

 

CHAPTER TWO 

LITERATURE REVIEW 

 

1.1 Introduction to Reinforcement 

When properly used, reinforcement shapes behavior. It defines correct and incorrect 

behaviors and increases or decreases their occurrence. Baron & Galizio (2005) provide one of 

the best definitive scopes of reinforcement with, “Reinforcement not only defines what is or is 

not an operant response but also provides an account of the acquisition of adaptive responses and 

the extinction of maladaptive ones,” (p. 85). B. F. Skinner (1938) termed operant conditioning in 

his Behavior of Organisms article. In it, he discusses three types of responses to behaviors: 

positive, neutral, and negative reinforcement. With the creation of the Skinner Box, he was able 

to study the effects of the reinforcement types on rodents and pigeons. In various studies, Skinner 

rewarded the animals with food and punished them with electric shock depending on their 

actions. From this he observed he could alter their behaviors with positive and negative 

reinforcement as he saw fit. However, this learning style is not limited to animals. Young (1959) 

describes the way operant conditioning is involved in our lives, “Our behaviors are molded from 

the use of positive and negative reinforcement or feelings of pleasantness and unpleasantness 

which influence our behavior” (p. 104). The idea being we receive rewards (money, praise, etc.) 

or punishment (deductions, criticism, etc.) from an outside source to influence or regulate 

behavior choices (Bandura, 1971). Outside sources are important in operant condition because 

reinforcement cannot occur without them. In order for the reinforcement to occur and behavior to 

change, an outside source needs to administer the performance-regulating functions (Bandura, 

1971). When you touch a hot stove burner, you will likely be burned. In this instance, the stove 
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administers a negative reinforcement of heat, the performance-regulating function, as an outside 

source. If your boss praises you for a task you completed, you are receiving positive 

reinforcement, the performance-regulating function, from an outside source. From these two 

examples, you are less likely to touch the hot stove burner, and more likely to complete the task 

your boss assigned in the same way. This is because an outside source altered your behavior with 

reinforcement. On reinforcement, Dad, Ali, Janjua, Shahzad & Khan explained, “The main 

purpose of giving punishments and rewards is to decrease or increase the behavior of the 

learner,” (2010, p. 127). We are motivated by positive and negative incentives, and these effects 

of reinforcement make us what we are what we are today (Elliot, 1999). While both forms 

change behavior, they differ in benefits and repercussions. 

2.1.1 Positive Reinforcement 

Before the topic of benefits of positive reinforcement is introduced, an important 

distinction needs to be made about what classifies as positive reinforcement. The goal of positive 

reinforcement is not merely to praise an individual for a behavior deemed acceptable. Rather, 

positive reinforcement is used to increase the likelihood the behavior will occur again, and 

cannot have occurred if the behavior does not increase in frequency (Ward, 1995; Henderlong & 

Lepper, 2002). Reinforcement should not be viewed as a thing but an effect (Maag, 2001). If a 

child is rewarded for their behavior, but that behavior does not increase in frequency, the reward 

cannot be viewed as a positive reinforcement because it did not increase the behavior’s 

frequency. Before anything can be labeled positive reinforcement, it has to increase the desired 

action, otherwise reinforcement did not take place. 

The main benefit of positive reinforcement is the recurrence of desired behavior. As 

Maag (2001) describes, “Positive reinforcement increases the probability that the behavior it 
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follows recurs,” (p. 173). Thus, the subject has learned what the evaluator deems as the desired 

behavior, and the evaluator can expect the behavior at a higher frequency. This behavioral 

observation started with Skinner’s animals and has been studied with various subjects and 

settings since. The evaluator is not the only one benefitting from the reinforcement. If you are 

completing your task to standards deemed acceptable by an evaluator, you will feel more 

competent at the task because you are completing it correctly (Elliot, 1999). When you complete 

a task and someone reinforces you positively, not only have you met the requirements for the 

task’s completion, but you now know how to complete the task. When a coach gives a player 

positive feedback for completing a drill correctly, the player then knows the drill is completed 

correctly. This has two benefits: one, the coach can expect more performance out of the player at 

that level because, by definition, positive reinforcement increases the likelihood of a behavior 

being completed; and two, the player feels competent in the task because they did it correctly. 

This cycle works as a way for coaches to understand their player’s competency levels (Horn, 

1958). However, while positive reinforcement is a method for increasing likelihood of behavior 

and competency, there can be repercussions from using it.  

In American society, we believe that rewards have positive effects on children, and by 

praising their accomplishments, we hold expectations of their behavior. Henderlong and Lepper 

(2002) discuss our possible misunderstanding, “The commonsense view that praise leads directly 

to overwhelmingly positive outcomes may be at least somewhat misguided,” (p. 774). We expect 

positive reinforcement to increase behavior, but have little idea what else to expect of it. Just as 

rewards reinforce behavior, they also reinforce control. Deci et al. note, “Rewards have 

conflicting effects, being experienced to some extent as controlling and to some extent as 

informational,” (1999, p. 628). The evaluator controls the subject, positively reinforcing desired 



 

9 

 

behavior in order to increase its frequency. This control level is viewed as much more coercive 

than negative reinforcement (Maag, 2001). When administered improperly, positive 

reinforcement negates the evaluator’s intentions. For example, excessive praise for an easy task 

leads to perceptions of lower ability for the praised performer (Horn, 1985). These lower 

perceptions undermine the value of the subject’s competence. If you are in an advanced 

mathematics class and the teacher praises you for basic addition and subtraction, the praise feels 

almost sarcastic. In a situation such as this “…it is clear that sometimes praise may be damaging 

because it conveys a message of low ability,” (Henderlong & Lepper, 2002, p. 780). This turns 

any prospective benefits of positive reinforcement into a repercussion. You will not feel as 

though you should repeat the behavior because of the reinforcement, you will feel as though you 

have a low competency level. In addition to lowering competency, reinforcement can be negated 

when used to reinforce nonexistent effort. Henderlong and Lepper found, “Praise for hard work 

also may be discounted when children have explicitly not worked hard or when they perceive no 

means through which the evaluator would have information about how hard they worked,” 

(2002, p. 778). Evaluators who give praise indiscriminately affectively undermine the use of 

positive reinforcement. Suppose you are completing a task at work. Your boss has no possible 

way of discerning your effort, yet you still receive positive reinforcement for your effort. The 

reinforcement in this situation feels empty or untrue. In situations like this, the reinforcement is 

arbitrarily given from the evaluator thus not effectively reinforcing behavior and possibly 

discounting future praise (Horn, 1985; Henderlong & Lepper, 2002). When Skinner’s rats and 

pigeons matched his behavior expectations, he rewarded them. Had he assumed they matched his 

expectations and rewarded them without observation, he may have been reinforcing improper 

behavior. When not monitoring behavior, the benefits of positive reinforcement diminish 
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because evaluators may be rewarding improper behavior, or the subjects believe the 

reinforcement is arbitrary, thus discounting its effect. There are established benefits and 

repercussions to positive reinforcement; however, this is not the only type of behavior shaping 

reinforcement. 

2.1.2 Negative Reinforcement 

As with positive reinforcement, negative reinforcement requires a change in behavior 

before anything can be labeled a reinforcement. In the case of negative reinforcers, a behavior 

needs to diminish in occurrence for this label. Without a decrease of the behavior, the 

reinforcement cannot be classified as negative (Baron & Galizio, 2005). When a subject’s 

behavior is undesirable, the evaluator will punish the subject, thus letting the subject know the 

behavior was not desirable and decreasing the likelihood of the behavior recurring (Maag, 2001; 

Dad et al., 2010). 

As with positive reinforcement, negative reinforcement has benefits and repercussions. 

Negative reinforcement works well to remove behaviors deemed undesirable to an evaluator. 

Dad et al. (2010) believe, “Few psychologists deny that punishment can be an effective means of 

stopping behavior, and that it may be a desirable consequence in some circumstances (fork in 

electrical outlet),” (p. 129). In the parenthetical example by Dad et al., a subject is less likely to 

stick a fork in the electrical outlet a second time because of the negative reinforcement incurred. 

Aside from removing unwanted behavior, negative reinforcement works well as a way to 

determine expectation levels. Criticism, a form of negative reinforcement, indicates an evaluator 

holds an expectation of the subject’s behavior; however, the subject’s behavior did not meet this 

expectation but has the ability to. Coaches give athletes whom they perceive to be more high-
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ability more mistake-contingent criticism (Horn, 1985). The evaluator provides the negative 

feedback to remove unwanted parts of the behavior.  

Just as there are benefits to negative reinforcement, there are repercussions. The 

repercussions of negative reinforcement include performance-avoidance and not knowing correct 

actions (Deci, Cascio, & Krusell, 1973; Elliot, 1999; Maag, 2001; Vallerand, 2012). 

Performance-avoidance occurs when someone completes a task to not receive negative 

reinforcement (Elliot, 1999). Subscribing to this term means completing the task with the idea of 

not failing rather than succeeding. Elliot (1999) finds, “Performance avoidance is structured in a 

way that orients the individual toward a negative possibility,” (p. 177). Through this lens, a 

subject can only fail or not fail. Rather than learning about the task or doing better than others, 

not failing is the subject’s goal. Because there are no positive outcomes, this orients the subject 

to a negative possibility. Perceived competency is also affected by negative feedback and can 

sway subjects to a performance-avoidance goal. When presented in the presence of failure, an 

evaluator’s negative feedback can lower perceived competence, thus moving subjects to 

subscribe to performance-avoidance goals (Dec et al., 1973). While the expectation level is 

understood from the negative feedback, the subject may not perceive their competence to match 

the level. Regardless of perceived competence or goals, negative reinforcement does little to 

teach a desired behavior (Maag, 2001). If a subject receives negative feedback for a behavior, 

they know that behavior is incorrect, but the feedback does little to tell them what the correct 

behavior is. Consider the electrical socket and fork parenthetical example from Dad et al. again. 

The subject knows not to put the fork in the outlet because of the outcome; however, this does 

not guarantee the subject knows where to put the fork. Negative reinforcement is good for 
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suppressing unwanted behaviors, but not good for establishing new ones (Maag, 2001). Instead 

of learning what to do, subjects are only learning what not to do.  

2.2 Introduction to Motivation 

Positive and negative reinforcers affect learning in a way that evaluators praise desired 

and punish undesired behaviors. The way these two reinforcement types are administered makes 

up the hypothetical construct that is used to describe forces that lead to specific behavior, or what 

is known as motivation (Vallerand, 2004). Young (1951) defines motivation as a process that 

increases or maintains an action, which is regulated by a behavior directed toward goals, and the 

regulation can exist over a period of time rather than indefinitely. Coaches need to arouse and 

sustain action and regulate behavior towards goals for a season. By reinforcing behaviors 

internally or externally, evaluators can motivate their subjects intrinsically or extrinsically 

(Ames, 1992; Amorose & Horn, 2000; Deci, 1975; Deci et al., 1999; Gottfried, 1990; Xiang, 

Chen & Bruene, 2005). By this understanding, coaches will motivate their players using intrinsic 

and extrinsic motivation techniques. Intrinsic motivation is viewed as engagement motivated by 

pleasure or enjoyment of the task (Henderlong & Lepper, 2002). You enjoy something so much 

you want to keep doing it; therefore you are intrinsically motivated to keep doing it. Extrinsic 

motivation is viewed as engagement motivated by external forces (Henderlong & Lepper, 2002). 

You participate in a study because you are being paid; had you not received external pressure 

you would not have participated.  

2.2.1 Intrinsic Motivation 

Completing tasks for the enjoyment is a powerful motivator (Benabou & Tirole, 2003). 

Cameron, Banko, and Pierce (2001) found of intrinsic motivation that, “the premise is based on 

the view that when individuals like what they are doing, they experience feelings of competence 
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and self-determination” (p. 1). With feelings of competence and self-determination comes a 

likelihood of achievement (Gottfried 1985). Those who are intrinsically motivated are moved for 

the fun challenge entailed in the activity rather than rewards or pressures (Ryan & Deci, 2000). If 

evaluators can increase a subject’s intrinsic motivation on a task, the subject will be more likely 

to reach achievement.  

Cordova and Lepper (1996) tested intrinsic motivation techniques on 72 fifth graders. 

The study measured how intrinsic motivation affected the students learning of arithmetical and 

problem-solving questions. The results showed, “strong evidence of the potentially powerful 

educational benefits that can result from the appropriate use of strategies designed to increase the 

intrinsic motivational appeal of learning activities for students” (p. 726). The students in their 

study were more interested in the task and more likely to stay after class to work on the 

assignment when intrinsically motivated than the control group.  

In 1985 Gottfried conducted a study measuring intrinsic motivation’s effect on 

academics. She found intrinsic motivation led to higher levels of perceived academic 

competence and achievement. Then in 1990, Gottfried released results of a longitudinal study. 

Children, 107 in total, had been participants since 1979 when they were one year old. The study 

took place when children were 7 through 9 years of age. The results found, “…motivation was 

positively related to achievement, intellectual ability, and perception of competence…” (p. 535). 

Gottfried, Fleming, and Gottfried (2001) continued the study when the participants were in their 

late teens. An interesting trend emerged in the results. Academic performance dropped slightly, 

but intrinsic motivation remained high. While there was a dip in performance related to 

motivation, the results further supported the construct of intrinsic motivation’s effect on 

achievement.  
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These studies show a correlation between intrinsic motivation and performance and 

perceived competency. With the understanding that intrinsic motivation correlates with 

performance and perceived competency, an evaluator would benefit from increasing their 

subject’s intrinsic motivation. To adjust intrinsic motivation levels, evaluators can use verbal 

positive and negative reinforcement. In 1980, Deci and Ryan developed the cognitive evaluation 

theory. Under this lens, other academics began to study how intrinsic motivation can be 

increased or decreased based on how the reinforcement is presented and perceived. Informative 

and positive feedback is shown to increase intrinsic motivation because it increases the subject’s 

perceived competence (Deci et al., 1999; Vallerand & Reid, 1988). Controlling or negative 

feedback reduces intrinsic motivation because the subject no longer feels efficacy or control in 

their actions (Vallerand & Reid, 1988). As long as evaluators are informative and positive with 

their feedback, their subject’s intrinsic motivation will increase. If they become controlling or 

negative, the subject’s intrinsic motivation will dwindle.  

In Vallerand and Reid’s (1988) study, the two measured the effects of positive and 

negative reinforcement on men and women. The subjects had to maintain balance on a 

stabilometer and were given differing forms of reinforcement. Those who received positive 

reinforcement stayed on the stabilometer longer than those who did not. This study exemplifies 

how differing styles of reinforcement affect intrinsic motivation.  

Seven years later, Pelletier, Fortier, Vallerand, Tuson, Briere and Blais (1995), published 

findings indicating that not all intrinsic motivation is the same. Their findings indicated three 

types of intrinsic motivation: knowledge, accomplishment and stimulation. Along with their 

findings, they published a sport motivation scale (SMS), which measures the differing levels of 

intrinsic motivation. While the overall goal of intrinsic motivation is internal, there are varying 
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reasons to be motivated defined by Pelletier et al. (1995). The purpose of the scale to was to 

determine why an athlete was motivated (Vallerand & Losier, 1999). Knowledge is defined as 

performing an activity to learn, explore, or understand something new. The sheer pleasure of a 

new experience is motivational. Accomplishment is defined as engaging in the activity for the 

pleasure of completing it. Mastering difficult training techniques is a possible reason for this 

form of motivation. Finally, experiencing stimulation is defined as being motivated by the 

experiences involved in the activity. An example would be if athletes are motivated by the 

exciting experiences the sport provides. However, intrinsic motivation is not the only, or even 

most used, style of motivation. 

2.2.2 Extrinsic Motivation 

 While completing tasks for enjoyment is a powerful reward, most of the activities people 

do are not for intrinsic reasons (Ryan & Deci, 2000). Extrinsic motivation encompasses many 

forms. These can be awards, money and/or avoiding punishment (Orucu & Camgoz, 2009; Deci 

& Ryan, 2000; Vallerand, 2012). An example of extrinsic motivation would be an Olympic 

athlete participating only for the gold medal and the fame and fortune possible with winning it 

(Vallerand, 2004). The activity is engaged in for external reasons, not for the activity’s own sake. 

While not used for the same reasons as intrinsic motivation, extrinsic motivation is a powerful 

motivator. Xiang et al. find, “It is undeniable that extrinsic rewards in various forms can 

motivate individuals to demonstrate high-achievement behaviors,” (2005, p. 180). Xiang et al. 

(2005) measured how extrinsic rewards administered to 207 elementary students from different 

schools affected their running patterns. Using a correlation analysis, their study revealed, 

“…expected extrinsic rewards were associated with performance and motivation for future 

participation in running” (p. 192). Rhoades and Cameron (1999) conducted two studies 
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measuring extrinsic rewards. A study of 435 college students measured performance-contingent 

rewards on perceived competence and self-determination. The results indicated performance-

contingent rewards increased self-determination and perceived competence. A study of 348 

employees at nine northeastern United States locations measured reward and self-determination 

at work. Their results found rewards increased employees’ self-determination, and reward for 

high performance was positively related to employees’ beliefs that the organization valued their 

work and well-being. These studies show extrinsic motivation can be just as powerful a 

motivator as intrinsic motivation.  

As well as defining and providing ways to measure intrinsic motivation, the SMS created 

by Pelletier et al. defines and measures differing levels of extrinsic motivation. Similar to the 

intrinsic model, the extrinsic model has three subcategories: external regulation, introjection and 

identification. External regulation is defined as material rewards or constraints imposed by 

others. Athletes in this case perform not for fun, but to avoid negative consequences or obtain 

rewards. This definition is similar to past literary definitions of extrinsic motivation. Introjection 

is defined as external sources of motivation that have transferred into internal sources. Athletes 

who participate in sport because they feel aesthetic pressure to stay in shape or are ashamed 

when not in best form are an example of this category. Finally, identification occurs when an 

individual comes to value and judge the behavior as important, thus performs it out of free will. 

Athletes who participate in sport because they believe their involvement contributes to personal 

growth and development fit in this category (Pelletier et al., 1995). Both intrinsic and extrinsic 

motivation styles are established as possible beneficial techniques; however, there is a debate on 

how extrinsic motivation negatively affects intrinsic motivation. 
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2.2.3 A Timeline on the Debate, Does Extrinsic Motivation Positively or Negatively Affect 

a Person’s Intrinsic Motivation? 

 Prior to 1970, expectations about the effects of extrinsic rewards were understood as 

reinforcers. These reinforcers were understood to enhance performance and increase motivation, 

(Lepper, Henderlong, & Gingras, 1999). Deci (1971) first noted the difference in perception 

between intrinsic and extrinsic rewards. In his study, Deci hypothesized that a person who 

engaged in a task for intrinsic reasons would experience a decrease in intrinsic motivation when 

receiving external rewards, and a person engaged in an activity for intrinsic reasons would be 

enhanced by positive verbal feedback. Using 24 psychology students, he conducted the study and 

the findings supported his hypothesis. This finding started the debate, albeit one-sided at this 

point, that extrinsic motivation may negatively effect on a person’s intrinsic motivation. Four 

years later, Lepper and Greene (1975) measured the effect of reward on preschool children. The 

experimental group let the preschoolers pick a toy to play with after completing a puzzle. There 

was no toy for the control group. The results indicated children in the experimental group 

worked faster than the control group, but showed less interest in the task. Pritchard, Campbell 

and Campbell (1977) tested 28 students’ interest in chess. An experimental group received 

money and a control group did not. The control group’s intrinsic motivation decreased when 

monetary rewards were presented. These separate results supported Deci’s (1971) hypothesis that 

rewards can reduce a person’s intrinsic motivation.  

There were no dissentions to these claims until two researchers, Cameron and Pierce 

(1994), released a study opposing Deci’s findings. Their study, a meta-analysis of relevant 

articles published up to September 1991, analyzed the effect of extrinsic motivation on intrinsic 

motivation. Their findings indicated intrinsic motivation was hampered by extrinsic motivation 
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only when rewards are “…offered to people for engaging in a task without consideration of 

standard or performance” (p. 397). These findings were the first to detail the possibility that 

intrinsic motivation may be increased by the presence of extrinsic motivation. 

Ryan and Deci (1996) attacked the Cameron and Pierce findings stating Cameron and 

Pierce: labeled significant undermining effects as minimal and small without establishing criteria 

for such label, failed to include numerous studies of negative reward effects, and misrepresented 

laboratory experiments (Ryan & Deci 1996). Cameron and Pierce (1996) responded, indicating 

the questions asked are fundamental to the understanding of rewards and intrinsic motivation, 

their meta-analytic techniques were thorough, appropriate and statistically correct, their meta-

analysis included all relevant studies, and their findings were accurate. Reiterating their point in 

a final statement they noted, “…rewards can be used effectively in educational and other applied 

settings without undermining intrinsic motivation” (p. 49).  

Deci, Koestner and Ryan (1999) completed their own meta-analysis of 128 well-

controlled experiments analyzing the effects of reward on intrinsic motivation. Their meta-

analysis found tangible rewards had a significant negative affect on intrinsic motivation for 

interesting tasks and verbal rewards had a significant positive effect on intrinsic motivation. 

Lepper Henderlong and Gingras, (1999) further supported Deci et al.’s findings stating Cameron 

and Pierce’s anomalous findings are such because they did not take into account the past 30 

years of developmental literature and they should have treated experimental conditions 

separately rather than collapsing them when conducting their meta-analysis.  

Cameron, Banko and Pierce (2001) responded, noting the past 30 years of literature has 

been diverse with its findings as there are positive and negative reported effects of extrinsic 

reward. Coming to defense of their 1994 findings, they noted Deci et al. used a similar approach 
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to meta-analysis, therefore negating Lepper et al.’s argument on collapsing data. They also noted 

that Deci at al. came to a different finding because they used studies on high initial interest tasks 

and excluded studies on low initial interest. Conducting a new study, they measured how 

extrinsic reward affected differing levels of initial task interest. Their findings indicated rewards 

do not have pervasive effects on intrinsic motivation at the varying levels. They noted the 

difference between their results and Deci et al.’s stems from methodological differences in the 

interpretation of reward administration and categorization.  

Deci et al. (2001) released a follow up to their 1999 study. In it, they maintained an 

undermining effect of extrinsic reward on intrinsic motivation. Two years later Pierce, Cameron, 

Banko and So (2003), conducted a study measuring the effects of reward on performance 

standards of high interest activities. Sixty participants completed puzzles and were monetarily 

awarded $1 for completing goals. The results found no detrimental effects of reward, but they 

showed benefits, “…rewarding individuals for meeting a graded level of performance increases 

their intrinsic motivation” (p. 573). The discussion section noted a future research design should 

incorporate how increasing levels of monetary rewards, rather than only static levels, effects 

intrinsic motivation. Cameron, Pierce, Banko and Gear (2005) conducted that very study. In it, 

119 subjects were awarded $1, $3, and $6 for three separate trials. The findings again showed no 

detrimental effect of reward on intrinsic motivation and indicate, “…achievement-based rewards 

can promote intrinsic motivation for a specific task and, at the same time, enhance general 

interest in the category of activities being rewarded” (p. 651).  

Reiss (2005) says the argument between benefits and detriments of extrinsic on intrinsic 

motivation are still arguments, “How interesting it is that almost nobody participating in these 

studies actually said they reevaluated their interest in the target behavior” (p. 12). He notes future 
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research should not use the indirect approach of measuring poorly controlled variables; rather, it 

should directly assess whether those involved experience more or less interest based on their 

view of the reward. While the effects of these differing rewards on motivation are still debated, 

the reason for motivation is not, as to what evaluators are motivating their subjects to achieve 

remains an important topic (Skinner, 1953). During the past three decades, the major 

understanding of achievement goal theory is it is comprised of two sections: mastery and 

performance goals (Elliot & McGregor, 2001). 

2.3 Mastery Goals 

Mastery goals focus on increasing competence or mastering a task and are measured by 

increasing knowledge or completing a task to the utmost (Elliot, 1999; Elliot & McGregor, 2001; 

Butera, Darnon, Muller, Pannuzzo, & Schrager, 2006; Pintrich, 2000; Adie, Duda, & Ntoumanis, 

2008). Persons subscribing to mastery goals want to understand the information or what makes 

up the task (Butera et al., 2006; Dweck & Legget, 1998). This goal correlates with many 

benefits: long-term success, long-term work quality, and the notion that effort leads to success 

(Ames, 1992). In terms of goal achievement, the notion of failing to accomplish a mastery goal 

does not exist. This is because any level of improvement is seen as an increase of competence, 

the idea of failure is instead substituted for lack of effort (Ames, 1992; Dweck & Legget, 1998; 

Elliot, McGregor & Gable, 1999). Instead of saying they failed, individuals would say they could 

try harder. Dweck and Legget (1998) found of those involved in performance mastery, “Learning 

goals create a concern with increasing one’s ability and extending one’s mastery and would lead 

individuals to pose the question, ‘What is the best way to increase my ability or achieve 

mastery?’” (p. 260).  
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Elliot (1999) found that mastery goals are structurally developed with a high possibility 

of success or are defined in a way that competence improves. By being in a mastery orientation, 

the individual is, by intentional structure of the goal, in the best position to increase ability or 

improve competence. A Meece and Holt (1993) study examined the relationship between goal 

orientation and effect of improved competence on 175 5
th

 and 6
th

 grade students. The results 

found significant differing levels of academic performance based on the goal orientation. 

Mastery goals were found to be the highest level of active engagement in learning activities and 

achievement. A longitudinal 2000 study conducted by Pintrich measured the effects of using 

different levels of mastery and performance goals on 150 students. The study started when the 

students were in the 8
th

 grade and ended at the conclusion of the 9
th

 grade. His study found the 

traditional beliefs of mastery goals are still accurate, “…the implication that students should be 

encouraged to adopt a mastery goal orientation and that classrooms should be structured to 

facilitate and foster a general mastery orientation is still a valid conclusion” (p. 553). In terms of 

achievement, mastery goals are shown to have many benefits; however, performance goals are 

also shown benefit individuals. 

2.4 Performance Goals 

Performance goals correspond to the will to demonstrate competences relative to others 

(Ames & Archer, 1988; Butera et al., 2006; Elliot, 1999; Elliot & McGregor, 2001; Pintrich, 

2000). Persons subscribing to performance goals favor a focus on social comparison (Elliot & 

McGregor, 2001). Rather than focus on mastering the task or increasing competence, individuals 

are in favor of evaluative information (Bandura et al., 2006). Much like mastery goals, 

performance goals are shown to benefit individuals by validating their skill set by evaluating 

their competence relative to others (Grant & Dweck, 2003). However, unlike the mastery goals, 
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there are many documented detriments of performance goals: challenging tasks present 

themselves as aversive experiences for individuals with low perceived competence (Dweck & 

Legget, 1998), those who lose the competition feel less adequate and competent than those who 

won (Vallerand, 2012; Ames, 1992), and performance goals can lay a foundation for maladaptive 

behavior (such as avoiding tasks to avoid failure) (Dweck & Legget, 1998). In terms of 

achievement, the notion of failing is detrimental to performance goals. In comparison, one 

individual will undoubtedly perform better than others, thus one succeeds and others fail. Dwek 

and Legget (1998) describe individuals involved in performance goals as, “…concerned with 

measuring their ability and with answering the question, ‘Is my ability adequate or inadequate?’” 

(p. 260). Pintrich’s 2000 study found that students who are concerned with performance are at 

risk for learning maladaptive motivation. Their performance is relative to those around them, not 

an understanding of the material. Grant and Dweck (2003) examined the effects of failure on 

performance goals. Ninety-two subjects were given a hypothetical situation in which other 

students performed better than them in achieving a school task measured by performance. The 

findings indicated, “…ability goals were associated with a loss of motivation and common 

indices of helplessness” (p. 548). In failing to maintain the level of performance of other 

students, the subjects indicated they would have lower levels of motivation.  
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CHAPTER 3 

METHODS 

 

3.1 Subjects 

Depth interviews were conducted with fifteen high school varsity football head coaches 

from different schools, in and around the Wichita area. No coaches in 8-man football were 

interviewed as the style of play differs from 11-man football. These interviews probe the 

coaches’ intentions to use and actual use of positive and negative reinforcers as well as intrinsic 

and extrinsic motivation. Wichita State’s IRB department approved a half-hour interview style 

study of coaches lasting 8 to 12 weeks.  

During the interviews, coaches were asked questions regarding how they respond to 

player behavior in certain situations. Using depth interviews rather than surveys allowed the 

coach to elaborate, in their own words, on their reinforcing and motivating styles. This revealed 

not only how coaches treat these situations differently, but also why they treat them this way. 

Specific questions (from the SMS, modified CBAS and modified 2x2 questionnaire) were asked; 

however, the interview style allowed for follow up questions and the ability of the researcher to 

go off script to get a more complete answer. 

3.2 Positive and Negative Reinforcement Situations 

 In 1977 Smith et al. created the CBAS to measure and improve coaching effectiveness. 

The system consists of two parts. The first part, coach reactive behavior, asks coaches how they 

respond when players act in specific situations. The second part, coach initiated communication, 

analyzes how coaches communicate when starting the interaction. In 1979, Curtis, Smith and 

Smoll measured the effectiveness of the CBAS on little league coaches. The study measured an 
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experimental group of coaches who received training to reinforce player behavior in certain 

situations and a control group with no training. Their findings indicated the players understood 

expectations of coaches who were trained using the CBAS more than those who were not. 

Bloom, Crumpton, and Anderson (1999) used the CBAS to examine longtime NCAA men’s 

basketball coach Jerry Tarkanian’s use of coaching methods. They found the CBAS to be 

accurate and reliable in measuring the coach’s behaviors in situations. 

The CBAS provides an accurate way to analyze coaches’ reactions to behaviors in 

specific instances. This study only requires the first part of the CBAS as it analyzes the way 

coaches react using positive and/or negative reinforcement to reward and/or punish a player’s 

behavior in a given situation. The specific situations are included in the appendix. 

3.3 Intrinsic and Extrinsic Motivation 

Pelletier et al. created the SMS to measures the degree to which players are intrinsically 

or extrinsically motivated in their sport. The validity and reliability of the system was tested by: 

Martens and Webber (2002), Sarrazin, Vallerand, Guillet, Pelletier and Cury (2002), Mladenovic 

and Marjanovic (2011), and Wann, Schrader and Wilson (1999) and found to be accurate for 

intrinsic and extrinsic measures. The system is accurate for understanding player motivation; 

however, it is not intended for coaches’ communication with players. 

While still retaining the three elements of intrinsic motivation (knowledge, 

accomplishment and stimulation) and three elements of extrinsic motivation (external regulation, 

introjection and identification), the modified SMS, included in the appendix, rewords the 

questions in a manner that is applicable to coaches. Instead of asking how the player is motivated 

in their sport, the questions are worded in a way that asks how the coach motivates their player in 
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a specific manner. The modified SMS also allows the participant to explain how different 

techniques are used rather than say they how they feel based on a Likert scale.  

3.4 Does Extrinsic Motivation Positively or Negatively Affect a Person’s Intrinsic 

Motivation? 

The debate on how extrinsic motivation affects intrinsic motivation is still a debate. 

Neither side agrees with each other’s research, they continue to use indirect means to gather their 

data, and current research fails to look at the overall experience rather than the reward (Reiss, 

2005). Asking coaches how they believe their extrinsic motivational techniques affect a player’s 

intrinsic motivation satisfies Reiss’s claim to the fallacies in the debate and research. 

Using the responses in the previous section (how coaches use intrinsic and extrinsic 

motivation), coaches will be asked how they think extrinsic motivation techniques positively, 

negatively or neutrally affect a player’s intrinsic motivation. For the first time, this gives the 

evaluator a say in the topic and this adds depth to the current research. Previous research 

examines whether extrinsic affects intrinsic, this examines if and how it is affected. Coaches who 

do not use extrinsic motivation will not be asked this question.  

3.5 Measuring Achievement Goals 

Elliot and McGregor (2001) created a 2x2 questionnaire to measure how subjects use 

achievement goals. This framework measures valences to a subject’s view of achievement goals. 

However, like the SMS, this is tailored to a subject and not an evaluator. By modifying the 

questionnaire to a 2x1, removing the valences, coaches can define the intent of their performance 

goals. 

Coaches will be asked about two exercises, of their choice, they run at practice. Coaches 

use practice measures to both increase players’ competency and measure a player’s competency 
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relative to their peers. The goal of each exercise can be coded into the 2x1 to see how coaches 

are using mastery and/or performance goals and why. Different reasons for doing the exercise 

can be noted in each area (i.e. outperforming another player would be put in the performance box 

whereas learning a new play would be in the mastery box). It is possible for one exercise to have 

multiple goals. 

The purpose of these interview questions is to understand how and why high school 

football coaches use different reinforcement and motivation techniques to shape player behavior 

to reach specific goals. Each section will combine all the interviews to compare similarities and 

differences between styles. The reinforcement situations in CBAS will show how and why 

coaches positively and negatively reinforce their players during certain situations. The SMS 

questions will allow coaches to explain how and why they use certain types of intrinsic and 

extrinsic motivation on their players. Based on their use of motivation, coaches can explain how 

they feel their use of extrinsic motivation affects their player’s intrinsic motivation. Using the 

2x1, coaches can explain how three types of practice exercises of their choice are viewed as 

mastery and/or performance achievement goals. These different measures and questions will 

measure and describe the similar and different styles to shaping a player’s behavior.  

3.6 Research Questions 

Q1. How do coaches use positive and negative reinforcement in settings defined in the 

Coaching Behavior Assessment System? 

Q2. How do coaches use intrinsic or extrinsic motivation to administer the different types 

of reinforcement? 

Q3. How do coaches perceive the effects of extrinsic motivation techniques on a player’s 

intrinsic motivation? 
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Q4. What are coaches motivating players to do? 

3.7 Coding 

Results from each question in the CBAS, SMS, and 2x1 were coded separately. While 

constrained by theoretical frameworks, this approach answered the how and why certain actions 

were performed. This allows for depth responses in each aspect of the theoretical frameworks. 

Responses were coded into sections based on the question asked. If a coach’s answer 

described another section, their response was coded accordingly. A subject’s response was 

omitted in a category if they did not have an answer to the specific question, or if their answer 

was not considered valid by the theoretical definitions. All responses relevant to their 

corresponding questions are included in the appendix.  
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CHAPTER 4 

RESULTS 

 

4.1 Research Question 1: How do coaches use positive and negative reinforcement in 

settings defined in the Coaching Behavior Assessment System? 

4.1.1 Desired Player Performance 

All but one of the coaches use positive reinforcement after a player completes a task 

exactly how they want. Coaches believe their use of positive reinforcement conveys the player 

correctly carried the action out and increases the likelihood that the desired player’s action 

repeats. Coach 13 exemplifies this use of positive reinforcement in his statement, “…letting them 

know that this is what we want them to do and what we want them to lock into muscle memory.” 

This use of praise and its expected consequences follows directly in line with the expectations set 

in academic literature; a positively reinforced desired behavior will occur more often than one 

without reinforcement. Coaches like when a player does an action correctly and they want to see 

the action done correctly again, so they positively reinforce players for correctly doing it.  

The positive reinforcement usually takes the form of verbal praise; however, coaches do 

differ in how they practice it. Coaches will use it in a general form, such as telling the player 

“good job” and/or they will tell a player exactly what they did that was good, such as “good 

footwork here” or that the player did a “good job following their blocker.” Certain coaches will 

also single a player out in front of the team and highlight what they did correctly. The idea in this 

being the whole team can see the proper way to complete the task while reinforcing one player’s 

actions. 
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On a micro level, Coach 2 varies his positive reinforcement based on the player. If there 

is a player who does not always do the task properly, Coach 2 is more likely to positively 

reinforce that player. Coach 2’s tailoring of his praise shows the evolution of his player’s 

learning. If Player A repeatedly does a task correctly, he/she will be praised. If Player B 

repeatedly does not do it correctly, then he/she will not be praised. Because the desired 

performance constantly repeats, Coach 2 now expects Player A to complete the task correctly 

and rewards the player less. Because Player B does not complete it correctly, praise will still be 

given until the performance is consistently desirable. Coach 5 uses a different adaptive method. 

He subscribes to a method called True Colors. His players take a personality test prior to the 

season and are given a color code representing their personality type. Coach 5 then uses the 

results from this test to adapt his coaching style. If one player needs more positive reinforcement 

than another, he recognizes that and provides it. The same is true for his handling of player 

mistakes and misbehaving. While both coaches change their reinforcement based on individuals, 

one does it based on player performance and the other on player personality. 

None of the coaches interviewed use positive reinforcement in a negative manner. Coach 

11 appears especially conscious of the possible negative effects of positive reinforcement in his 

statement, “You’ve got to be genuine with [positive reinforcement] though, if you’re doing it all 

the time and they haven’t earned it, it doesn’t mean anything.” Henderlong and Lepper (2002) 

indicated the downside of improper use of praise when they wrote praise for hard work would 

become discounted if no hard work occurred. None of the coaches interviewed are in jeopardy of 

having their positive reinforcement operate at a discounted level. 

With regard to a desirable player performance, most coaches use positive reinforcement 

to convey the correctness of a player’s performance with the idea that the praise increases the 
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likelihood the desired performance occurs again. Most coaches give general and/or specific 

praise and Coaches 2 and 5 tailor their praise to specific players, but for different reasons. This 

all occurs without using the reinforcement type in a way that creates negative consequences. 

4.1.2 Player Mistakes 

The goal for most coaches is to get the player to correct the mistake. However, coaches 

are more diverse in how they carry out the corrective behavior. Some coaches use only negative 

or positive reinforcement while others use a combination of the two. Coaches’ responses 

indicated they greatly varied on how they deal with a player’s mistake because there are so many 

variables involved when a player makes a mistake. These variables can be player age, player 

personality, or amount of times the mistake occurred.   

The majority of coaches said their response to a player mistake was to correct it. This 

could mean the player did an action wrong then the coach explained to them the correct way to 

do it or that they broke the play down so everyone could see it. Some coaches did not answer the 

exact method they used with regards to player mistakes, but explained that it was generally used 

as a teaching moment. Coach 11 even described the moment as professorial at times. 

There were three major differing methods used when handling player mistakes. Coach 1 

explained that after his players correct the mistake, he positively reinforces them. In doing this, 

he does not reinforce any undesired actions; rather he ignores them and positively reinforces 

correct ones. By reinforcing positively, the players are aware of the correct action and more 

likely to repeat it. However, with no negative reinforcement, players may still be likely to 

perform the mistake. Coach 6 corrects the mistake, and then negatively reinforces players who 

continue to make the mistake. In doing this, he is trying to limit the number of times the mistake 

occurs. However, without positively reinforcing players after a correct action, he is not 
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conveying correct behavior. Players are highly likely to know what not to do, but not as likely to 

know what to do. Players are also more likely to engage in performance-avoidance (Elliot 1999). 

This means Coach 6’s players may complete the task, not to succeed, but rather to not fail at it. 

Coach 10 uses a self-described good cop, bad cop method when dealing with player mistakes. At 

first, he will correct any player mistakes; however, if the player continues to make the mistake, 

he or someone on his staff will negatively reinforce the player. This generally occurs verbally or 

with updowns (updowns are an exercise where the person must squat down, kick their legs out to 

do a pushup, return to the squatting position, and then stand back up). After the negative 

reinforcement, a member of the coaching staff who did not negatively reinforce the player will 

talk to the player, “…someone on the staff will always go right up to the player afterwards, put 

his arm around him and explain why the coach was mad.” In doing this, the player understands 

the performance was not desirable, and then is explained how the performance can be carried out 

desirably. Players under this are less likely to continue making the mistake as they know it is 

incorrect, but also understand what the correct performance is. 

Coaches 8, 11, 12 and 14 explain that the method of handling the situation depends 

completely on the type of player. Coaches 8 and 12 say it is not about psychoanalyzing a player, 

but just knowing what will get the best performance out of them. Coach 12 explains, “Some 

players respond well to harsh criticism, others do not.” These coaches are tailoring their message 

to a specific player based on their personality. Coaches 11 and 14 base their handling on the 

player’s experience. Coach 11 explains, “I don’t think you should scream at a freshman, but as 

the players get older the standards get higher.” These coaches are tailoring their message to a 

specific player based on their experience.  
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With regards to player mistakes, coaches vary on their use of reinforcement to correct 

their players’ performances. These variances include: player personality, player experience, or 

even the situation in itself. Others specifically use positive negative or a mix method to carrying 

it out. Using only positive reinforcement when correcting an action does not ensure the mistake 

will not occur again. Using only negative reinforcement does not ensure the player knows 

exactly what the corrective action is and may lead to performance-avoidance. 

4.1.3 Player Misbehaving 

Coaches tended to deal with player misbehavior with a similar approach, negative 

reinforcement. Negative reinforcement in these situations lessens the likelihood the player will 

misbehave again. While the coaches mostly use negative reinforcement, there are a few 

differences in how they approach it. 

Coach 1 uses a player contract. At the beginning of each football season players look 

over the expectations of player behavior and conduct and sign the document. Players know in 

advance what types of behaviors are appropriate and the consequences of misbehaving. When 

players choose to misbehave, Coach 1 addresses the behaviors and punishes the actions 

accordingly. He explains the policy as when it comes down to a player--even a superstar--they 

pick the team over the individual player. One player, no matter how good they are, cannot 

misbehave without punishment, even if it means sacrificing a win on Friday night. Using a 

contract allows this coach to provide a clear set of expectations of player behavior, and establish 

how he will handle player misbehavior. 

Coach 2 was presented with a situation of a player misbehaving this past year. The player 

was not treating an assistant coach with respect, so Coach 2 immediately negatively reinforced 

the player by yelling at him. However, right after that he took the player aside and explained 
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what the player did that was wrong. The player learned immediately that the action was not 

correct and after the negative reinforcement was explained, he understood why it was not correct. 

In reverse order of actions, Coaches 11 and 13 said they would talk with the player first, and then 

negatively reinforce the player’s actions. Their players learn why the behavior is inappropriate 

then receive negative reinforcement for the inappropriate behavior. In a similar method, Coach 

12 criticizes the player’s actions by having a meeting with the player and then determining an 

appropriate form of punishment. The difference between Coach 12 and the other coaches is the 

level of involvement from his other players. For Coach 12’s team, both the coaches and team 

captains meet with the player and then discuss punishment. No other coaches included fellow 

player input. 

Coaches 7 and 10 both believe the proper way to deal with problem behavior depends on 

the situation. However, both coaches differ in how they handle that behavior. Coach 7 believes 

that this can be made into a learning experience, and that the proper course of action is relating it 

to life experience. An example of this would be if a player is constantly late to practice. Coach 7 

is likely to explain to the player that football is like a job, you cannot be late to a job every day 

without consequences. Coach 7 does not use negative reinforcement; rather, he relates the 

behavior to an experience in that can occur in life. Conversely, Coach 10 believes the situation 

can be handled by either yelling at the player or running them. Both coaches address the issue, 

but they differ in how they choose to administer their reinforcement. 

Coaches 4, 8, 9 and 14 only negatively reinforce their players when they misbehave. This 

negative reinforcement is carried out by cutting playing time and/or running after practice. When 

using negative reinforcement, disobedience can be handled differently than mistakes. With 

mistakes, the goal is to eventually perform the task at a desired level. With problem behavior, the 
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goal is to get rid of it. Coaches who only use negative reinforcement when a player misbehaves 

do not run a risk of performance-avoidance. This is because they are not evaluating the player’s 

performance, bur attempting to remove an undesired behavior. 

Aside from Coach 7, coaches mostly use negative reinforcement when dealing with 

player’s problem behaviors. The reinforcement can be verbal, physical or in the form of lost 

playing time, and it is intended to remove the problem behavior altogether. Negative 

reinforcement works well to remove behaviors as it indicates to the players they did something 

incorrectly and should not do it again. In some instances coaches will explain the problem 

behavior and why it is inappropriate while also administering a form of punishment. Because the 

situation of misbehaving is entirely different than mistakes, performance-avoidance should not 

be a concern.  

4.2 Research Question 2: How do coaches use intrinsic or extrinsic motivation to 

administer the different types of reinforcement? 

4.2.1 Extrinsic Motivation External Regulation 

Many coaches used external regulation to motivate their players to be role models or to 

reach certain performance goals. These coach’s players are faced with the Pelletier et al. 

definition of external constraints, which is material rewards or constraints imposed by others. To 

be considered a role model or receive a reward, players need to meet certain predetermined 

requirements based on their coach’s values. Some coaches reward players a helmet sticker for 

tackles. If a player is to obtain a helmet sticker, they need to meet the requirement to earn it by 

making a tackle. 

Coaches 4, 8, 11, 12 and 14 believe that having role models, especially varsity 

upperclassmen, helps the lowerclassmen understand how to perform drills and properly conduct 
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their behavior on the football field. These coaches teach older players that their play should be a 

model for younger players. This is especially prevalent in Coach 11’s messages. He tells his 

older varsity players that other people should be able to look at film of them and say that is how 

it is done. By saying this, he is telling his specific players they are required to perform at this 

level to be leaders. This level of expectation to become a role model is a form of an external 

constraint. If the player does not perform at the coach’s expectation, they cannot be considered a 

role model. The coach will not highlight a player who does something incorrectly and tell his 

team to perform the act in this manner. 

Coach 12 details the process of selecting role models when addressing a perceived 

problem with his program. This coach believed his team needed more leadership to be 

successful. In adjusting to these perceived needs, the staff of coaches initiated a leadership 

program. The goal of this was to create a voice for the players and have an extension of the 

coaching staff for the players. To get into the program players wrote three essays, which were 

screened by the coaches. In addition, they had to meet certain requirements throughout the year. 

The players in this group took leadership lessons on certain days throughout the entire school 

year. These external constraints defined how a player became a role model for the team. If the 

players did not meet the criteria selected, they could not be considered a leader for the team.  

Role models and leaders are looked up to, in the football realm these players are ones that 

coaches generally select because of a combination of character and ability. These coaches 

provide the players with an ability to show others how good they are by having a leadership role 

on the team and by distinguishing them as captains. Captains of a team are considered to be 

better than other players in some form or another. Those external constraints considered are 

completely up to the coach or school. Coach 4 does not evaluate his players for leadership 
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positions in the same manner as Coach 11. While these two coaches might not evaluate their 

players the same, they do subscribe to the belief that role models can and should show other 

players how good they are at the sport. These coaches define their leaders as players who do 

things the right way. Coaches 2, 3, and 6 choose to not motivate their players via this method. 

This does not mean players on these teams are not captains or role models, rather it means these 

coaches do not intend for this to be a motivational factor for players. 

On the rewards side, coaches 1, 5, 7, 9, 10, 13 and 15 place external constraints on their 

players to get rewards. These qualifications can vary from great performances on the field to 

basic tackles. At the beginning of the season, Coach 1 gives players with good practice 

performances first choice at equipment. Coach 7 awards a player of the week based on his 

perception of player performance. Coaches 5, 9, 10, 13 and 15 award their players helmet 

stickers. To receive one of these awards players must meet a predetermined set of qualifications. 

Helmet stickers may be given out for touchdowns, pancake blocks, and/or tackles. Coaches use 

this as a motivation tactic in that they allow players to show who has performed better. The title 

of player of the week means that player performed better than anyone else on the team. The more 

helmet stickers a player owns, the better he performed during the season.  

4.2.2 Extrinsic Motivation Identified 

This is the most common type of motivation prevalent from the interviews. Every coach 

used this type of motivation, and they each use it quite often. All the coaches believed football to 

be extremely relatable to valuable life lessons. A variety of topics are covered when coaches use 

this form of motivation: overcoming stressful situations, sticking with goals, dealing with 

adversity, communication with superiors, working hard to be successful, challenging yourself, 

teamwork, leadership and character. Coaches highlight these during practices or meetings and 
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relate them to drills and player performances. If a player gets knocked down, the coach might 

explain that you will get knocked down a lot, metaphorically, in life. It is how you get back up 

and respond that defines you. These coaches are instilling in their players that the behaviors and 

traits learned in football are important life lessons. They not only are trying to win a game, but 

teach players about personal growth (Pelletier et al. 2005). There are certain traits you learn on 

the football field that you cannot learn in a classroom. This motivation tactic is delivered in a 

variety of forms to the players.  

Coach 6 tells his players they have to work hard to be successful. His main belief is if 

you work hard in life you should at least have a chance to be successful. Not only does he say 

this to them, he makes the theme of his entire program about working hard. From film session to 

sprints, he tells his players they need to work hard to be successful at football and in life.  

Coaches 1 and 3 address the team at specific times with this tactic. After every practice, 

Coach 1 highlights a player’s performance on the practice field. He relates this player’s 

performance to something in life outside of football. This can be as simple as the player working 

hard in practice or how they overcame a difficulty. He explains how these individual practice 

performances relate to their end of season goals. Coach 3 holds a special meeting on Thursdays 

to relate the game of football to life. Players come in and the team talks about how football 

relates to life situations. There is no game planning for the next day’s opponent during this time. 

Coach 3 tells players how they are training for the bigger picture in life, not just football. During 

this motivational meeting, a team pastor will come in and relate the game of football spiritually 

and then Coach 3 will read a poem or tell a personal story.  

The rest of the coaches convey this motivational tactic at nonspecific times throughout 

practices and in general messaging. This may be in how they run a drill or what they say to their 
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players. Coaches find this technique to be very useful, not only for motivating players but for 

relating what they are doing in practice and in game to life lessons about personal growth. 

4.2.3 Extrinsic Motivation Introjected 

This method was not a heavily practiced motivational tactic among these coaches. This 

may be because the nature of the motivational tactic is hard to accomplish for a coach. 

Introjected motivation takes external sources of motivation and transfers them internally 

(Pelletier et al. 2005). Coaches can only control what they tell a player and, to a certain extent, 

player effort. They do not have as much control over what external forces players choose to 

internalize and use for self-motivation. There was no clear reason why coaches chose not to use 

this form of motivation as the interview questions were framed in how coaches motivate rather 

than why coaches do not motivate in this manner.  

Only one coach, Coach 3, provided an ample method of this type of motivation during 

the interviews. Coach 3 tells his players that everyone on the team is relying on them to give 100 

percent and that every player owes it to the team to work hard. His message starts as an extrinsic 

pressure, the team’s reliance, and this pressure is transferred to an intrinsic form of motivation, 

the player wanting to work hard. This is how the process works.  

1. Player A is told he/she needs to work hard because the team is relying on him/her.  

2. Player A does not want to feel like their actions disappointed the team, rather the 

player wants the team to rely on him/her.  

3. To not feel as though the player let the team down, the player understands he/she 

has to work hard. 

4. The player wants to work hard so the team can rely on him/her and not be 

disappointed. 
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Using this introjection process, Coach 3 is able to motivate his players without placing any 

external constraints on the team. The players know they are not being evaluated by the coach in 

terms of performance and will not receive any rewards. The motivation stems from team 

expectation pressures and is transferred into players wanting to meet the expectations without a 

coach’s reward.  

This motivation technique appears similar to external regulation in that player’s actions 

are regulated by an external force. However, this motivation type differs in that no rewards or 

constraints are placed on the players. The players perform the actions out of want, not for titles 

or rewards. Coaches meeting challenges when extrinsically motivating their players may benefit 

from using the introjected method as it was the most underutilized of all of the methods in this 

study. 

4.2.4 Intrinsic Motivation to Accomplish 

There is a large disparity on the worth of this motivational tactic between the coaches. 

Coaches 3, 6, 8, 9, 10 and 12 do not motivate their players by telling players they will feel 

satisfaction when perfecting their abilities. However, coaches 11 and 15 believe this to be one of 

the more important parts of the game. Other coaches’ opinions fall between the two polarizing 

beliefs. Football is a tough sport and the coaches who use this technique intrinsically motivate 

their players by showcasing their skills at completing difficult tasks. 

Coach 11 highlights individual player performances, not the team’s record. Many times 

how much you accomplished in sports comes down to the team’s record. However, to him, this is 

all about how well the player performed and how they feel after they gave it their all. Coach 11 

wants his players to try hard. The success part of the game is easier to get when you try hard, but 

there are times the other team is better or does one more thing right that leads to their victory. 
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This coach wants his players to perform at their best and tells them the wins and losses will 

follow.  

Coach 15 believes this technique is the entire point of the game. Some kids are better at 

football than others. To this coach, the game is not about who has more talented people, rather it 

is how well you can get all the players to perform that matters the most. This means Coach 15 

has to get players of lesser talent to perform and accomplish tasks at a high level. The difficulty 

lies in that accomplishing tasks for players of lesser talent is hard to do as it does not come 

naturally. This method of motivation provides an avenue for him to accomplish this.  

The remaining coaches fall in between the two polarizing beliefs. Coach 14 uses this 

form of motivation to highlight the success the players have and also remove negative 

reinforcement. His players are not only satisfied that they are perfecting their abilities, but also 

that they are not being yelled at by him anymore for doing the task wrong.  

Coach 2 uses player growth to motivate in this manner. He talks to his players about the 

success the individual player has and increases their confidence by comparing their current good 

technique to past not-as-good technique. Coach 4 does just the opposite. He tells his players what 

they could be in the near future if they keep working on improving their skills. Coaches 1 and 13 

view this as an investment of effort. If players complete plays correctly, they will have a better 

chance to win on Friday nights. Not only will they be happy they are doing everything they need, 

but they will be winning as well. Their view is similar to coach 11, except the winning and losing 

is included. 

4.2.5 Intrinsic Motivation to Know 

Every coach knows that to beat another team, you have to analyze film to understand 

your opponents’ tendencies and weaknesses in your own. All the coaches make their players 
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watch film; however, not every coach motivates their players by telling them they will learn 

more about the game by watching film. To them the film viewing is not a way to motivate 

players to learn more about the game, but a way for them to be better prepared for a Friday night 

matchup. In contrast, coaches who want their players to learn more about the game will explain 

why certain things happen and why certain formations are used. They want their players to know 

how the game is played, not just how a team is going to play against them. 

Coach 4 exemplifies this form of motivation when he talks about why it is important for 

players to know more about the game and be motivated by this learning, “I think with football 

there is a misconception that you take the biggest guys and plow straight ahead. The day of the 

dumb jock is done.” Coaches 1, 4, 8, 12 and 15 believe it to be advantageous for their players to 

want to learn about the game. The main difference in how these coaches present the information 

compared to their peers is in the teaching. Coach 15 thinks it is important for his players to know 

why they run a particular offense or defense. When he talks to his players about the game plan, 

he will explain why they are running their scheme a specific way.  

The coaches who do not use this method want their players to react to and adjust with the 

game plan, but do not present the information in a learning manner. Watching film in this 

manner is not about why certain teams run certain formations, rather it is telling players to react 

to specific formations and personnel. Coaches meeting challenges when intrinsically motivating 

their players may benefit from using the knowledge method as it was only used by five of the 

coaches interviewed. 

4.2.6 Intrinsic Motivation to Experience Stimulation 

The game of football provides many exciting experiences for players. Teams win and 

lose. Players spend time training together all year round. Games are sometimes decided by close 
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plays. Play can be extremely physical. There are many immersive emotions that come with these 

experiences. Yet, less than half of the coaches interviewed tapped into these emotions and used 

them as a motivational tactic.  

Winning is a huge emotion prevalent in the game, especially when considering there can 

only be one state champion in each of the six classes of schools in Kansas. Coaches 1 and 4 use 

the emotions triggered with winning and losing to motivate their players. Coach 1’s team 

includes players that felt the elation of winning a state championship and the bitterness of defeat 

because they lost in the playoffs. This coach constantly asks players to remember how they felt 

when they won it all and when they fell short, and then he asks where they want to be at the end 

of the season. Coach 1 intrinsically motivates his players by asking them to tap into these 

emotions, which make them want to work to feel the elation of winning. They do not want to end 

the season losing. Coach 4 uses visualization and the emotions surrounding it to motivate his 

players. He tells his players to imagine winning the game and celebrating with family and 

teammates. He tells players to get a feel for that emotion and work to actually experience it.   

The outcome is not the only emotional part of the game. Football is an extremely physical 

sport and Coaches 9 and 14 tap into its physical nature to motivate their players. Coach 9 

believes calling his players gladiators motivates them. He relates their physical style to gladiators 

by telling them to enjoy the physical nature of this sport, much as gladiators enjoy battle. He 

wants his players to embrace the battle aspect of football, and to treat the football field like 

fighting in the Roman arena. Coach 14 tells his players to take out their aggressions in the field. 

If the player has had a bad day, the player can blow off steam in a place where he/she can hit 

people.  
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Coaches 3 and 10 motivate their players by getting them to buy into the team concept. 

These coaches want their players to become immersed into the team and program and experience 

all the emotions that come with that. Neither coach highlights a specific emotion they use on 

their players, but explain that being immersed in a team and becoming part of a program brings 

about nonspecific emotions and camaraderie. Being part of a team requires that you be around 

peers for quite some time. Undoubtedly these players will form bonds together as they need to 

establish trust in each other to function as a team. As an example, running backs and 

quarterbacks have to trust that linemen will pick up their blockers and holders trust that kickers 

will not kick their fingers when trying to kick the ball.  

4.3 Research Question 3: How do coaches perceive the effects of extrinsic motivation 

techniques on a player’s intrinsic motivation? 

Much like in academia, there is no consensus on how extrinsic motivation can positively 

or negatively affect a player’s intrinsic motivation. With regards to a positive outcome, all 

coaches either believe the rewards increase a player’s level of intrinsic motivation or have no 

effect whatsoever. Some coaches believe both neutral and positive outcomes are possible, but it 

depends on the player. Only Coach 7 believes extrinsic motivation can negatively affect a 

player’s level of intrinsic motivation. 

Coaches 12 and 13 believe extrinsic rewards to have a positive effect on players’ intrinsic 

motivation. Coach 13 exemplifies the Cameron and Pierce (1994) academic argument that 

intrinsic motivation is increased by the presence of external rewards as he believes players are 

intrinsically motivated to earn these extrinsic rewards. His players receive helmet stickers which 

he believes to be important because the players who do not get their name in the paper can be 

rewarded and recognized. Coach 12, also with helmet stickers, believes players feel more like a 
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contributor to the team and a better football player when they are rewarded for a great play. The 

Cameron, Pierce, Banko and Gear 2005 study follows along with these coaches’ understandings. 

Coach 12’s and 13’s players are more likely to be intrinsically motivated and have interest in 

completing a task because of the presence of external rewards. 

Coach 3 believes all the kids want to earn rewards and that want can be a big 

motivational factor. Coaches 4 and 9 also believe all kids want to earn rewards but exemplify the 

effort kids will go through to get the rewards, “It’s amazing what they’ll do for a t-shirt.” Lepper 

and Greene’s 1975 study found that when receiving extrinsic rewards, subjects were less likely 

to be involved in the task. Coaches 3, 4 and 9 understand that to be false. Not only will players 

go to great lengths to get the reward, but, to them, the reward greatly increases players’ interest 

in the activity. 

Coaches 2, 6 and 14 believe playing time to be the biggest and most effective extrinsic 

motivational reward. Coach 6 believes all players are selfishly motivated. According to him, 

every kid wants to be rewarded with more playing time; once they get the playing time they want 

more involvement. Coach 14 talks about how kids want to play, how their parents want to see 

them play. These coaches believe the external constraint of playing time, which is affected by 

individual player performance, is greatly important to a player’s intrinsic motivation. These 

beliefs also support the aforementioned Cameron, Pierce, Banko and Gear 2005 argument. These 

coaches understand that players want to play and they want their parents to see them play. By 

rewarding players more playing time based on achievements, the player is more engaged in the 

task and sport in general. 

Coaches 1, 2, 5 and 15 believe the motivation to be case by case. Some players react 

more to extrinsic motivation than others and, in some cases, players do not respond at all to the 
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extrinsic motivation technique. These coaches believe there to be no negative effects of the 

reward. Instead of being detrimental, the extrinsic motivation will have a neutral effect on the 

player. This depends completely on a player-to-player basis however. These beliefs support the 

Cameron and Pierce 1994 findings that extrinsic rewards do not harm intrinsic motivation. 

Coach 7 does not doubt extrinsic rewards to have a major impact on players’ intrinsic 

motivation. However, he believes the extrinsic rewards can have a negative or positive effect 

depending on the player. He is the only coach to believe negative effects can occur from the 

rewards. Coach 4 provides an example of how extrinsic motivation proved to be detrimental to 

his team. He used to subscribe to a helmet sticker program, but he found that players were more 

interested in receiving the stickers than playing as a team. After observing this negative effect, 

Coach 4 removed the helmet sticker program. Not playing as a team to receive more rewards is 

not a lack of intrinsic motivation; however, it is a lack of interest in the program. This negative 

effect mirrors the Lepper and Greene 1975 finding.  

Coaches 8 and 11 do not view the extrinsic as a negative motivation; rather, they believe 

it to be an overall ineffective means. Coach 8 feels that when the game is on the line and one 

defensive stop on 4
th

 and 1 wins the game for their team that the players are not thinking about 

winning a helmet sticker. These players are trying to win the game, not a sticker. Coach 11 used 

extrinsic motivation and believes it to work for short-term gains, but after a while it becomes a 

mundane routine like taking out garbage. He found that when successful the team did not want to 

watch film to see who got a helmet sticker for a tackle, but to see how well the performed and to 

hear the coach say good job.  
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4.4 Research Question 4: What are coaches motivating players to do? 

Coaches were asked to think of two practices drills they ran and explain the purpose and 

how they ran the drills. There were three main categories from this: Mastery Goals, Performance 

Goals and Dual Goals. Coaches were not asked to think of drills meeting specific categories, 

rather just drills they ran. This means that just because interviewees use only mastery, 

performance or dual goal drills in this study, that they do not rely only on mastery, performance 

or dual goal drills in their practice. Coaches just simply chose to highlight two drills that were 

similar in goals. 

4.4.1 Mastery Goals 

Slightly less than half of the drills mentioned by coaches were mastery oriented. Coaches 

used these drills to improve player performance in a variety of manners. These drills were 

specifically targeted to individual, group and team improvement. 

Coach 9 uses bag drills and ladder drills to improve individual player quickness and 

agility. During bag drills, players work on developing quick feet, and explosive movement. To 

accomplish this, they incorporate high knees and weaving in and out through the bags. During 

ladder drills players are increasing the use of quick feet and learning to use both sides of their 

body. By constantly going through these drills the players will strengthen certain muscles and 

learn proper technique to improve their overall speed. Coach 13 uses a drill called county fair 

where players go through a circuit of 3 stations: sled, ladder and bags. Similar to Coach 9, this 

drill is used to increase individual performance like footwork and handwork; however the goal is 

also to condition the player. Players break into groups then go through a circuit workout. Players 

push the sled working on their handwork and ability to pop up out of their stance. The ladder and 
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bag section is similar to the aforementioned one Coach 9 runs. These two coaches use these drills 

to improve individual player abilities. 

Coach 3 incorporates teachings from individual drills and practices them in groups with 

his double team drill. During this exercise, offensive linemen attempt to double team a defensive 

player. This drill gives players a chance to get a feel for full speed action and to put into practice 

the drills worked on during individual time such as form and positioning. Coach 15’s air raid 

prepares wide receivers and quarterbacks for the timing of the game. The team lines up with four 

quarterbacks and four wide receivers. Quarterback 1 throws to Wide Receiver 1. Quarterback 2 

looks at Wide Receiver 1 then checks down and throws to Wide Receiver 2. This continues until 

all quarterbacks have thrown to their intended target. The quarterbacks and receivers all operate 

at the same time with this exercise. Meaning Wide Receiver 1 receives the ball slightly quicker 

than Wide Receiver 4 because the corresponding quarterback has to check down through options 

1-3 before throwing to 4. One receiver will not always be considered the main option in the 

passing attack, so Coach 15 wants all his receivers to get used to receiving the ball at different 

times. During Coach 8’s field goal block exercise, he segments his team into specific groups and 

they work on breaking through individual gaps. Then they get into the defensive formation with 

a field goal unit on the field. His goal is to teach players how to handle their specific gaps then 

get a feel for the entire play at once. These three coaches use these exercises to improve group 

ability. 

During Coach 5’s Bama drill, the offense learns to identify and adjust to various defense 

formations. Coach 5 will have his defense line up in specific formations and the offense will go 

through full speed plays and adapt their blocking schemes based on how the defense is aligned. 

Coach 5 uses this exercise so players can practice how to adapt to strategies they might 
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experience on Friday. Coach 12 has his offensive unit perform a team take-off drill. The offense 

lines up at the 5-yard line and runs a play. During this, he makes sure the running back hits the 

correct hole, the lineman are pulling when they need to and that the quarterback hands the ball 

off in the correct direction. There is no defense to adjust to, just them practicing how to run the 

play. Along with perfect play running, the goal is also to increase player conditioning. Coach 11 

described two closely related exercises. He uses bag drills, but differently than Coach 9. He has 

his scout team hold up the bags in certain defensive formations. His players then need to adjust 

to the formations, run the play perfectly, get back to the huddle and run another play in the same 

manner. In another drill he calls get offs, he removes the bags and players have 20 seconds to run 

a play perfectly and for 20 to 30 yards. He then calls another play and they do it again. If 

someone messes up, they correct the mistake and continue. In both of these drills he is trying to 

get the offensive unit to run the plays under tiring conditions. During both drills he will stand 

behind the players and scream at them, sometimes coming within five yards behind them. His 

goal is for the players to execute plays perfectly while he increases the pressure and fatigue to 

mimic the experience on Friday nights. Coach 14’s pursuit drill defensive teaches players to 

adjust to specific formations and take proper angles to the ball carrier. Players line up based on 

strength of formation. Then when the ball is snapped, they go to the ball. Coach 14 wants his 

players to learn to react quickly and to hustle to the ball carrier. 

 All of the exercises fit the Elliot (1999) description of mastery goals as they are designed 

in a way that the player improves on their performance. Mastery goals are useful because they 

increase player understanding of the task. The performance improvement varies on the type of 

activity and can be carried out in a variety of settings: individual, group or team. For each of 
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these exercises, the goal of motivation is to make their players better through mastering certain 

tasks.  

4.4.2 Performance Goals 

Only two of the drills mentioned by coaches were performance oriented. Coaches used 

these drills to compare player’s performance against one another. These drills existed on the 

group, individual and team level. 

Coach 1 uses conditioning as a performance goal. Conditioning is normally a mastery 

technique, as the coach’s goal is to improve player performance by conditioning them. However, 

Coach 1’s use of a time table makes his players perform against a measure. If his players do not 

meet their time, and the time varies by position the player plays, they have not passed the goal. If 

they do meet their time requirement, they have passed their goal. 

Coach 10 uses the Oklahoma drill to see which of his players perform better. The 

exercise consists of two offensive linemen, two defensive linemen, a linebacker and running 

back. The offensive unit tries to move forward and the defensive unit tries to stop them. If the 

offense does not make the yardage requirement, they lose and the defense wins. If the offense 

does make it, they win and the defense loses. There is a clear winner and loser in this drill and 

players are competing to win, not master a task. 

 Coach 1 has his team compete against each other in his goal line period exercise. The 

offensive unit squares off against a defensive unit. The offense wins if they score, and the 

defense wins if they stop the offense from scoring. Whichever unit wins receives a reward.  

These three exercises fit the Bandura et al. (2006) description of performance goals. 

These exercises are designed in a way that compares a player’s actions to a measure rather than 

teaching a player an action. The measures in these three exercises are time requirements and 
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another set of players. Victory and loss are clearly distinguishable. Either you made your time 

requirement or you did not; you either beat your opponent or you did not. Measures are not 

limited to these three examples. They can be many things, just as long as there is a comparison 

taking place (Elliot & McGregor, 2001). Coaches who use performance goals can tell which 

players are better than others. If a coach is not sure which player should start, he/she can use 

performance goals and compare the performances of players. Based on player performance, the 

coach should have a better idea of which player should receive the starting role. Coaches using 

only performance goals need to be wary of the negative implications. As there is a clear winning 

and losing involved with this goal, players who constantly lose are at risk for maladaptive 

motivation (Pintrich, 2000). For each of these exercises, the goal is to compare player 

performance through certain tasks. 

4.4.3 Dual Goals 

 More than half of the goals mentioned were dual goals, making it the most mentioned 

goal type during the interviews. Dual goals are ones that have contain both performance and 

mastery goals. Coaches used these drills to improve player performance in a variety of manners, 

while comparing their performance to a measure. These drills were specifically targeted to 

compare and improve performances of individuals, groups and teams. 

 In individual settings Coach 2 runs a drill called rip cross, which is a set of stations run at 

pre practice. Players learn proper tackling technique doing this exercise. While the players are 

learning, the coaches are constantly evaluating and comparing them to see which player is the 

better tackler. Split, stance, start is an offensive lineman drill Coach 6 runs. During this drill, his 

players line up against bags and work on improving their splits, stances and ability to get off the 

ball. Each player is measured on how well they are doing in comparison to each other. Coach 7’s 
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drill, the running back gauntlet, teaches individual running backs how to protect the ball and run 

agile while doing so. As he teaches his players, he is constantly comparing them to see who is 

doing a better job protecting the ball and running hard. 

 Coach 3 runs a group exercise called half and half in which quarterbacks throw to 

receivers on routes. If possible, receivers try to catch every ball thrown at them, but the mastery 

is in developing better timing and route running patterns with the quarterback. Coach 3 evaluates 

his wide receivers based on who is running the routes better. Coach 5 pits a defensive back and a 

wide receiver against each other in his one-on-one drill. The wide receiver attempts to catch the 

ball and the defense back attempts to knock it down or intercept it. Coach 5 wants to see his 

players improve their route running and defensive coverage skills with this exercise. As this is a 

head to head matchup, he is also looking at which player performs better. Coach 8 performs a 

five on five drill where he breaks the team into smaller units and gets them accustomed to the 

physicality of the game. Coach 5 wants his players to adapt to how physical the game is and 

measures how the players perform against each other in the smaller groups. Coach 10 runs a 

Tulsa Drill. In this, he pairs two offensive linemen and a running back against two defensive 

linemen and a linebacker. The goal for the offensive unit is to reach a specific yardage marker. 

The goal for the defensive unit is to stop the offense. This coach wants his players to get better at 

moving their feet, blocking or ripping through blocks, and, for ball carriers, following their 

blocker. This coach’s players, especially the linemen are being compared and measured against 

the performance of their peers. Coach 13 runs the Oklahoma drill with one blocker, one tackler 

and one running back. Coach 13 wants his players to take drills they completed in individual 

time and adapt to a full-speed simulation similar to one they will experience on Friday nights. 

This coach evaluates his players’ performances based on their position matchup. 



 

52 

 

 Coach 4 gave examples of two different team drills. The first if team offense. The 

offensive unit runs plays up and down the field against a defensive unit. Players learn to adjust to 

different defensive schemes. Coaches evaluate player accuracy in their reads and measure their 

hustle. His second drill is team defense. The defensive unit adjusts to various offensive 

formations they will see that Friday. On the snap of the ball, the players do an updown and run to 

specific landmarks which follow proper pursuit angles. Players learn to adjust to the offensive 

scheme and follow proper pursuit angles. Coaches again evaluate player reads and their hustle. In 

his drill perfect plays, Coach 6 has his players run a series of offensive plays up and down the 

field until everyone that could possible play gets reps and the play is consistently run correctly. 

Players run the play until they have mastered it. The coaching staff is constantly comparing 

player performance to see which players are better at their position. Coach 12 runs a pursuit drill. 

He has a defensive unit on the field and wide receivers at opposite sides. A coach takes the ball, 

and throws it to one of the receivers. Defensive players do an updown and take a pursuit angle to 

the ball carrier. Players learn proper angles to pursue the ball carrier and are being measured by 

their effort and ability to get to the ball. Coach 14 uses a special teams coverage drill. He has the 

kickoff team run down field and go around blockers, then immediately get back into their lane. 

This teaches players to stay in their lanes and either avoid or rip through blocks. Coaches 

compare players by their ability to get down the field the fastest. 

 Dual goals are effective ways for coaches to both teach players and evaluate their 

performances. When using the performance goal, coaches still need to be wary of the negative 

effects. Even though they are still teaching players using the mastery technique, they are still 

comparing players. Just as with both goal forms prior, these exist in individual, group and team 

settings.  
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CHAPTER 5 

LIMITATIONS 

 

While a variety of coaches from different areas were interviewed for this thesis, care 

should be taken before assuming all coaches in this sport use these methods. This research is not 

one that can be extrapolated to the entire coaching population; rather, it can be contained to what 

these specific 15 coaches do.  

One of the biggest issues with transferring the style of coaching from this study to other 

sports is nature of the sport of football. Football is a physical, male dominated sport. Sports like 

track, volleyball, basketball and soccer are not as physical and involve both sexes at the player 

and coach level. The coaching style of men is likely different than women. You cannot assume 

female coaches would use the same methods as the male coaches from this study. Not only 

would they differ in how they communicate, but you cannot assume that addressing a group of 

all males is the same as addressing male, female, or mixed groups of people. Football does not 

have the diverse population of other sports. Care needs to be taken when extrapolating these 

results to other sports.  

Coaches were able to explain in great detail what types of reinforcement and motivation 

they used and how they believed it to impact their players. However, coaches only know how it 

impacts their players based on their perceptions of the players’ response to the reinforcement and 

motivation. To get a look at how effective the reinforcement and motivation truly is, players 

need to be involved in the study. 
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CHAPTER 6 

FURTHER STUDIES 

 

 This exploratory study establishes an understanding of how high school football coaches 

use reinforcers and motivation to get their players to perform certain tasks. While developing 

reasons for how coaches evaluate and reinforce players, this study also segues into more 

questions.  

 During the interview process, Coach 6 brought up two interesting ideas regarding football 

programs. The first is how does fear motivate? Coach 6 is a big believer that fear is an optimal 

motivator because it forces people out of their comfort zones and makes them grow as a person. 

To coach 6, comfort zones make us predictable and lazy. We fall into patterns and become weak. 

Only when we are forced out of our comfort zone, which can only happen by fear, do we become 

strong. Future motivation on fear should look at how evaluators can use fear to motivate subjects 

to perform tasks. What are the benefits and deterrents of using fear to motivate? Is this an ethical 

way to motivate? 

Coach 6’s second idea stems from program transformation and extrinsic rewards. He 

believes everyone is involved in football for selfish reasons. Coaches want to win, players want 

to play, but the motivating force behind these wants is selfish interest. Coaches and players want 

these for themselves, only when you move past this to a team concept do you have a real team. 

Examples of this could be: players who are willing to sacrifice playing time to do what is best for 

the team to have a positive outcome, or coaches who want what is in the best interest of the 

players, not only to win a game. Future research needs to look at how and when programs evolve 

from self-interested individuals wanting something for themselves to a team attempting to reach 
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a common goal. Is this change led by leadership? Is this something that happens every year, or is 

the expectation set from the previous year? Does every person buy into the team concept?  

 Coach 5 interacts differently with players based on a personality measurement the players 

scored. Adjusting reinforcement to an individual player based on their personality needs can 

have a huge potential effect on player performance. Coaches can respond to a player’s 

personality needs, rather than only their actions. This means handling different player actions in 

varying manners because not all players’ personalities optimally respond to the same message. 

One player might need more positive reinforcement than others for completing a task correctly. 

With this system the coach understands this need and gives this player more positive 

reinforcement. Future research needs to establish the accuracy and validity of the True Colors 

program and its application in the football field. How valid and reliable is the True Colors 

program for evaluating football players’ personality types? How do players perceive the 

differential treatment? Is True Colors a feasible program for coaches of all team sizes? 

 When talking to the continually successful programs, the coaches mentioned the role the 

community played in helping motivate their players and cultivate a successful program. A few of 

the up and coming programs mentioned their goal was to have community involvement mirror 

that of the successful programs. This current study did not include a method to code community 

involvement, though almost every successful coach mentioned its effect on their program. Future 

research needs to measure the community into their sports program. What roles, positive and 

negative, does the community play in motivating players and creating a successful football 

program? How does a sports program make a transform a noninvolved community into an 

involved one? What expectations does the community have of the sports program? 
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 Though it is not a new concept to sports, Coach 1 is the only coach in this study to use an 

expectation based player contract. He outlines what he expects from players and if they deviate 

from his expectations there are clearly stated penalties. Future research needs to examine the 

positive and negative effects from using an expectation based player contract. Do players better 

understand coaches’ expectations? Are players more likely to follow in line with the 

expectations?  

 One of the most cited forms of motivation was the player’s relationship with the coach. 

More than half of the coaches cited this as a reason why players were motivated to do a task. 

Coach 11 explains, “It doesn't make any difference if you're praising or screaming at the kid. It 

doesn't mean anything to them if you don't have a connection with them.” Future motivation 

research should look at how coaches establish relationships with players. Is there a correct 

method? What are the positive and negatives aspects of having this relationship? 

 As methodology of this study asks coaches to reflect on how they act during practice, not 

observe their actions in real time, a comparison of what coaches said in this study to their actions 

on the practice field and during games would add additional insight. Coaches might not realize 

how they act during practice or choose to self-censor information to the interviewer. Because of 

the emotional nature of games, coaches are likely to act much differently in that environment 

than the practice field. A second angle of exploring how players perceive coaches’ intentions of 

their actions would further round out this area of research. Coaches can have all the best 

intentions with regards to their motivation and reinforcement tactics, but none of the intentions 

matter if the player chooses not to pick up on it. A study needs to examine how effective the 

coach’s motivation is to the players by examining whether or not it works and why. 
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CHAPTER 7 

CONCLUSION 

 

As stated in the introduction, those who provide evaluation of behaviors and competency 

play important roles in our lives. This study takes an in-depth look at how people in evaluative 

roles use types of reinforcers and motivation to get their subordinates to perform certain tasks. 

Prior to this thesis, Skinner (1953) held a belief that in any social situation there is someone 

reinforcing someone else to a certain extent using a form of motivation. This research explains 

that within the realm of these 15 varsity high school head football coaches, each uses a different 

form of positive and negative reinforcement to intrinsically and extrinsically motivate their 

players to complete specific tasks that will increase their mastery or reveal who is better at 

completing a task.  

These differences in approaches to reinforcement and motivation are rooted in the life 

experiences of each coach. Coaches are not taught the game from one person. They each have 

their own mentors and paths that led to coaching and they each experienced different styles of 

coaching during their playing time. All of these experiences influenced how these individuals 

choose to coach players. Coach 8, who played for four different head coaches during college, 

said he learned more of what not to do than to do during his collegiate playing career. Since none 

of the coaches had the same background or experiences, it would be unlikely for them to have 

the same philosophy toward coaching. This group of coaches also has a large range of 

experience. Some have only been head coach for one year. Others have been in for more than 17. 

Coaches who have been coaching for a longer period of time have more experience in 

understanding what techniques work and do not work. In addition, coaches’ schools ranged in 
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size from 3A to 6A and rural to urban. Coaches in larger schools generally have more kids try 

out for the team than in rural areas. Coaches in urban areas deal with different problems than 

those in rural areas. Coach 2, who coaches in a rural area, said he would not coach a city team in 

the same manner as he does his team. The school’s location and demographics made a difference 

to the approach each of the coaches made. However, during this research, three major relational 

themes occurred in how coaches used reinforcers, motivation and mastery or performance goals.  

First, coaches use positive reinforcement to intrinsically motivate their players, via the 

accomplishment tactic, to master a task. Coaches want their players to understand how to 

complete an action in a certain manner. They use positive reinforcement as a method to carry this 

out. Coaches explain the process, and then players perform the action. If the action is done 

correctly, the coach positively reinforces the player. The player understands this to be the correct 

way to carry out the action and is more likely to perform the action again in this manner (Maag, 

2001). This type of reinforcement is delivered intrinsically to the players via accomplishment. 

Coaches are telling their players they are accomplishing a task by performing the drill properly, 

“good footwork here” or “good job.” This gives the player an understanding of how to perform 

the task in a specific manner as well as conveys to players they accomplished the task. An 

example of this would be wide receiver learning a new route. The coach tells the receiver how to 

run the route, and then the receiver runs it. If the receiver runs the route correctly, the coach 

positively reinforces the player by saying “good job.” Because of the reinforcement and 

motivation technique, the player understands they accomplished the task and will continue to run 

the route in this manner. Coaches may use helmet stickers or other forms of external regulation 

to indicate a player completed a task correctly; however, the nonverbal accomplishment tactic 

was the most occurring form of motivation in regards to positively reinforcing players. 
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Second, negative reinforcement is carried out extrinsically. Coaches cited removing 

playing time as the most effective means of negatively reinforcing their players. If a player is not 

doing something as they are supposed to or are misbehaving, many coaches said they would take 

playing time away from that individual. By removing the playing time, the player understands 

the action to be incorrect and is less likely to repeat it. In addition, coaches frequently used 

punishment as another form of extrinsic motivation. The punishment occurs in the form of 

yelling at players or making players performing physical tasks, usually updowns. Players do not 

want to be punished, so they do what the coaches ask. If the players deviate from the coaches’ 

expectations, they can expect to either have their playing time removed, or be punished. These 

forms of external regulation work great for decreasing the likelihood of improper behavior or 

action occurring again. However, caution needs to be taken that coaches also explain proper 

behavior as negative reinforcement, no matter how it is presented, does not explain what to do, 

only what not to do.  

Third, coaches extrinsically motivate their players, using the external regulation tactic, 

during performance drills. Performance is seen as a way to measure which players are better in 

certain situations. Coaches believe players are extremely motivated by playing time, so they 

convey that players who perform better in a certain situation are more likely to start during a 

game. By putting players in a situation where they are compared, coaches believe the players 

will try hard to outperform each other in the exercise. An example of this would be two offensive 

centers competing to start. The center that snaps the ball and blocks better will play. The two 

players are not evaluated on performing the task in an exact manner; rather they are compared to 

each other. The one that does a better job gets the extrinsic reward of starting. By using starting 
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time as a reward for performance goals, coaches are ensuring they are putting the best possible 

starting team together.   

 With regards to how extrinsic rewards affect a player’s intrinsic motivation, coaches felt 

as though extrinsic rewards were, at worst, a neutral effect, but most often could be used to 

positively affect players. Coaches can choose to motivate their players in a variety of manners. If 

one type of motivation does not work correctly, they can swap it out for another or remove that 

style of motivation altogether. Coaches are trying to get the best performances possible out of 

their players. There is no reason for a coach to waste time with a motivational tactic that is 

ineffective or damaging to his/her team. Coach 4, for example, removed an extrinsic reward 

when it damaged how the team operated. Deci and Ryan or Cameron and Peirce have spent 

much time trying to determine whether or not a specific type of extrinsic motivation is harmful to 

someone’s intrinsic motivation. Not only did their studies go about measuring the effect in 

indirect manners (Reiss, 2005), they also assumed the effect was absolute. This cannot be the 

case though. Coach 4 not only proved Deci and Ryan correct, he later disproved them. Coach 4 

removed a form of extrinsic motivation from his program because he found it to be detrimental 

to the team concept. Yet, Coach 4 still uses and strongly believes in forms of extrinsic 

motivation. The answer to the debate does not lie in how one form of motivation always affects 

another, but rather by evaluating what forms of motivation are best for the given situation. That 

is what these coaches do, and if one motivational tactic does not work, they abolish it or replace 

it with a new one. 

 Coaches run a variety of practice drills to address the different needs of their teams. For 

example, teams who pass the ball more are more likely to practice route running and quarterback 

accuracy. If players start showing equal levels of mastery, coaches will have the players perform 
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a drill comparing their abilities. It is within these exercises that reinforcement and motivation 

occur. Coaches match the types of practice drills they run with the main type of reinforcement 

they provide. Coaches who consider themselves positive reinforcers are more likely to run 

practice drills that are mastery oriented. These coaches use positive reinforcement to teach 

players aspects of the game. This is especially true for how coaches teach younger players. 

Younger players need more positive reinforcement so they can understand if they are 

accomplishing the task correctly. Coaches who give more negative reinforcement are likely to do 

it with a performance oriented drill. These coaches hold players to specific expectations on how 

their performance should be carried out. If the players deviate from this expectation, the coach 

negatively reinforces them. The coach will punish the player or remove playing time from them. 

For this reason, older and varsity players are more likely to receive negative reinforcement from 

their coach than freshmen. The nature of the drills these coaches run match their reinforcement 

type. 

 While coaches each use different techniques when coaching their players, there are some 

recommendations for how coaches should handle certain situations. Coaches should praise their 

players; tell them specifically what they did correctly, after they complete a task in a desired 

manner. Because of the praise, the player knows they completed the task correctly and is more 

likely to complete the task in a similar manner. When players make a mistake, the coach should 

punish them; using updowns or sprints, and tell them how to fix the mistake. The punishment 

decreases the likelihood the task is carried out in the same manner again. By also telling the 

player how properly perform the task, the player understands how to carry out the task, instead of 

only how not to. When players misbehave, coaches should remove playing time. The players 

want to play and this method is an effective way to ensure that any undesired behavior is less 
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likely to be repeated. With motivation, coaches should not be afraid to try rewards like helmet 

stickers or player of the week. If coaches notice these rewards are not helping motivate the team, 

they can remove them for another reward type or scrap that reward program altogether. There are 

a variety of motivational techniques. Coaches may not need to employ every motivational tactic 

to get their team to perform. However, if they notice their players are lacking motivation, 

coaches should employ the other motivational tactics on them as well. Unlike with praise and 

punishment, there is no defined right or wrong way to motivate players. Praise and punishment 

can both be used in detrimental manners. Motivation has no proven negative side effects, so 

coaches should use it, even in combination with other motivational tactics, without concern. 

 These findings are not important only in the realm of football. Everywhere we go, there 

are examples of evaluators and those being evaluated; teachers and students, other coaches and 

their players, bosses and subordinates and parents and children, just to name a few. Each of these 

relationships incorporates reinforcers; students receive good and bad grades, subordinates 

receive raises or write-ups, parents reward children or scold them. In each of these situations, the 

evaluator is tasked with motivating the subject. Kids do not want to do chores, students do not 

want to complete their homework, and workers want to avoid specific projects. Much like in the 

way football coaches handle their players, these evaluators need to find a way to motivate their 

subjects to complete tasks they might not want to complete.  
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APPENDIX A 

QUESTIONS ASKED DURING THE INTERVIEW 

 

CBAS Situations 

1. What is your response to a desirable player performance? 

2. What is your response to a player’s mistake? 

3. What is your response to a player who is misbehaving? 

 

SMS Questions 

1. Do you motivate players by telling them they can show others how good they are at the sport? 

(Extrinsic Motivation External Regulation) 

2. Do you motivate players by telling them this is a good way to learn lots of things that could be 

useful to them in other areas of life? (Extrinsic Motivation Identified) 

3. Do you motivate players by telling them they would feel bad if they didn’t take the time to do 

it? (Extrinsic Motivation Introjected) 

4. Do you motivate players by telling them they will experience satisfaction when perfecting 

their abilities? (Intrinsic Motivation to Accomplish) 

5. Do you motivate your players by telling them they will know more about the sport they are 

engaged in? (Intrinsic Motivation To Know) 

6. Do you motivate players by telling them they will like the feeling of being totally immersed in 

the activity? (Intrinsic Motivation to Experience Stimulation) 

 

2x1  

Reasons Reasons 

Mastery Oriented Goal Performance Oriented Goal 
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APPENDIX A (continued) 

1. What is the goal(s) of this exercise? 

 

2. What is the goal(s) of this exercise? 

 

Example 

1. What is the goal(s) of sprinting drills?  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Reasons Reasons 

Mastery Oriented Goal Performance Oriented Goal 

So players learn how to 

run properly 

To see which players run 

the fastest 
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APPENDIX B 

RESPONSES TO CBAS QUESTION 1 

  

What is your response to a desirable player performance? 

Coach 1 We really like to show what is done correctly. We really want to reinforce with 

praise, telling them they did a good job and pointing that out and explain how 

that will help each play to become successful. That will help each play and if 

we get 11 players to all do their job that play will be successful. 

Coach 2 Typically compliment from time to time. Say good job, not every time but 

periodically. It depends on the player, if it's a player that doesn't do it, I'll 

compliment them a little more. 

Coach 3 Praise, tell them good job, get excited for them, and try to let the other kids 

know that if they do a good job they'll get that praise too. 

Coach 4 Nothing more than saying great job, great technique, singling them out in front 

of everyone else. 

Coach 5 Praise, and being specific with it, I like the way you did x. 

Coach 6 No reinforcement 

Coach 7 Very positive, very encouraging, just want to build off that. As a team it's good 

to see what is expected, and that positive feedback is associated with that effort 

and work. 

Coach 8 Give verbal praise, and tell them that's the type of practice we need to have to 

win a championship. 

Coach 9 You want to highlight the good things that they do. 

Coach 10 Verbal praise, maybe point them out, say this is a great job so others see how to 

do it. 

Coach 11 They need immediate feedback, if they do something right you got to saying 

something about it right away. You've got to be genuine with it though, if 

you're doing it all the time and they haven't earned it, it doesn't mean anything. 

Coach 12 First thing we do is praise them. Use them as an example to other players as the 

way they should be doing thing. We want to reward that desired behavior. 

Coach 13 Feedback one way or another. Just letting them know that is what we want them 

to do and what we want them to lock into muscle memory. 

Coach 14 Tell them great job and encourage that type of behavior, tell them that's exactly 

what we want. We try to give them as much positive reinforcement as we can to 

let them know they've done what we want them to do. 

Coach 15 Mostly verbal praise, just tell them they did a good job. 
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APPENDIX C 

RESPONSES TO CBAS QUESTION 2 

 

What is your response to a player’s mistake? 

Coach 1 First off, show them how to correct it. See if they can understand why they need 

to make that play correctly and why the blocking assignment was wrong or the 

steps were wrong and show a more efficient way to get the play done. When it 

is done correctly, reinforce it and say do you see how better the play ran 

because of your job here instead of the way you did it before.   

Coach 2 Correct them the first couple of times. Frustration can come if it's players that 

can do it but they continually make the mistake. 

Coach 3 Usually just correction, we try to teach them first. If we have to keep on 

teaching them the same thing it becomes different, but in the beginning just 

trying to correct it. 

Coach 4 That is usually done more one on one. We don't want to interrupt a practice to 

get on one kid. A position coach take him over and say you got to work on this 

or we might put another player in to talk to that kid that's not doing his job 

correctly what he's doing wrong. 

Coach 5 Explain this is what you did wrong, and this is how we're going to correct it. 

Coach 6 Correct them and if it a mistake they continually make I get on their asses. 

Coach 7 Be positive, understand that the mistake wasn't right, but tell the player to learn 

from them and understand good things can come from mistakes.  

Coach 8 It depends on the kid, you don't psychoanalyze, but you try to do what will get 

the best performance out of the player. 

Coach 9 We use these as a teaching moment on something that can be corrected. How 

the player can correct it, that sort of thing.  

Coach 10 Really just show them first off how to correct it. If it's a repeat mistake, run 

some updowns. A coach may get after a player and yell at him, but someone on 

the staff will always go right up to the player afterwards, put his arm around 

him and explain why the coach was mad. Whatever we do, it's always quick 

and right after the mistake. 

Coach 11 You have to immediately correct it. How you correct it depends on the age of 

the kid. I don't think you should scream at a freshman, but as the players get 

older the standards get higher. An older player that makes mistakes, that rope 

gets shorter and shorter. A lot of times it's professorial when we talk to the kids, 

but if the player keeps making the mistake, you've taken it off me and put it on 

you because you're not taking any effort to correct the mistake. I think it's what 

the moment calls for and I think it's got to be different all the time. There are a 

lot of variables you have to take into account. 
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APPENDIX C (continued) 

 

Coach 12 It depends on the type of player you're coaching. Some players respond more to 

harsh criticism some players do not respond well to that. It depends based on 

the personality of the player. 

Coach 13 If we've been at it a while, we might raise our voices and get animated. If there 

is an opportunity to break something down in front of everyone, we'll stop and 

correct that right there. We want to give immediate feedback on what is the 

right thing to do. 

Coach 14 If it's a first-time mistake we try to teach. If it happens for the 50th time, then 

maybe we haven't taught it well enough. Not to say we don't get frustrated, we 

will yell and get animated. It really depends on level the kid is. If they're a 

varsity player and they're making a mistake because of lack of concentration or 

lack of effort then that's one thing. If it's a young player who doesn't know any 

better and makes a mistake, then you try to use this as a teachable moment. Tell 

them we don't want it done that way, we need to change the technique, effort, or 

whatever the problem is. 

Coach 15 It’s verbal, you just tell them what they did wrong and take the attitude we're 

going to correct the mistakes and go from there. 
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APPENDIX D 

RESPONSES TO CBAS QUESTION 3 

 

What is your response to a player who is misbehaving? 

Coach 1 We talk to kids about the way they have to handle themselves on and off the 

field. Our policy is we've always chose the team over the player even if he's a 

superstar, if they do continually do something that's wrong, it's outlined before 

it even happened what the consequences are so kids know that. 

Coach 2 I will get down on them, I had one this year, that yelled at a coach, I first got on 

them in front of the team as a reaction, then I pulled him aside and explained 

what he did and why he needs to respect the coach. 

Coach 3 That is a one on one conversation. 

Coach 4 They go right to me. I've only had it once and I booted the kid from practice 

and cut his playing time that Friday night 

Coach 5 My first initial response is going to be to ignore it until it needs to be dealt with; 

however, I think it really depends on the personality of the player. 

Coach 6 I don't have that 

Coach 7 It depends on number of times it happens. Deal with it positively and make it a 

learning moment. Try to tie it into something life experience wise. 

Coach 8 That's where you get into updowns after practice. 

Coach 9 We're going to call them out, if that doesn't work; there will be some running 

after practice. 

Coach 10 Depends on the situation, could vary from someone getting on them and yelling 

or punishment by running. 

Coach 11 It's immediate and it's similar to mistakes. At first I'll treat you like we have a 

relationship, saying something like, hey can we stop doing this? After that it's 

got to be more forceful. 

Coach 12 Harsh criticism. We have a strict policy regarding behavior issues. Our captains 

are involved in that process. We'll bring that player in and talk to them, then the 

captains will talk to them and we'll make a decision from there. 

Coach 13 It's not always about corporal punishment and getting to the line and running. 

It's about making sure the action is discussed on why it's inappropriate. If it 

continues, the kids here know it's going to cost them playing time or a starting 

position.  

Coach 14 We'll probably take him out of the drill and put him on the sideline. I found the 

easiest thing to do is take playing time away. If you don't want to be out here 

and want to screw around then you won't play. 

Coach 15 I haven't really had any problems with that. 
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APPENDIX E 

RESPONSES TO SMS QUESTION 1 

 

Do you motivate players by telling them they can show others how good they are at the sport? 

(Extrinsic Motivation External Regulation) 

 

Coach 1 At the beginning of the year we let players who have worked hard and put in 

the effort have first pick at their equipment. Not just because a player is a senior 

do they get first choice. 

Coach 2 Yeah, I’ll use older players who developed over the years as an example. I’ll 

talk to players and tell them you could be like that player. 

Coach 3 I think a lot of our kids are motivated in a way that they want to look good on 

Friday nights; it's something I never say, but that they do. 

Coach 4 Just being a role model especially with the upperclassmen who have great 

technique.  

Coach 5 Helmet stickers 

Coach 6 No 

Coach 7 Every week we award a player of the week. 

Coach 8 We try to develop leaders and leadership throughout the year. One of the 

important jobs as a leader is to show the younger players how to perform. If 

leaders work hard and perform hard in practice, the younger players will see 

that and feed off that. 

Coach 9 Helmet stickers 

Coach 10 Helmet stickers 

Coach 11 Older players, especially a varsity starter, your play should be a model for a 

younger player. That's how we teach it and we point it out in film session that 

way. Other people should be able to look at the film and say that's how this is 

done. 

Coach 12 If we have an athlete that is doings things that we want them to do, we use them 

as an example to other players. Let the other guys see the things that they're 

doing. 

Coach 13 Helmet stickers 

Coach 14 We're constantly asking our kids to be role models. We tell them that's what an 

all-state player does, or that's how you get to be all league. 

Coach 15 Helmet stickers 
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APPENDIX F 

RESPONSES TO SMS QUESTION 2 

 

Do you motivate players by telling them this is a good way to learn lots of things that could be 

useful to them in other areas of life? (Extrinsic Motivation Identified) 

 

Coach 1 Yes, at the end of every practice, I try to pull out something that happened in 

practice and I try to use a different kid or situation each time. It's not always the 

best player that gets the one talked about. I like to end the day about those 

things and what our vision is going forward. 

Coach 2 Yes, I always tell them that they'll have to deal with a type of adversity, things 

are not always going to go your way, and I use real life examples or scenarios.  

Coach 3 That's our biggest motivation factor; we're training more for the bigger picture 

in life than just football. We have a Thursday meeting that relates life to 

football. 

Coach 4 Always, I tell them it's a valuable life skill. Whether it's communication with 

listening to people or if you're frustrated with playing time, going and talking to 

people instead of cutting behind their backs. 

Coach 5 Yes, if they go into a Friday night competition that's tough and things aren't 

going our way, but then we overcome and persevere, things of that nature. That 

teaches them that everyone is going to deal with stressful situations in their 

lives.  

Coach 6 Yes, if you're going to be successful you've got to learn how to work hard. Our 

program is about learning how to work hard. If you do that, you should have a 

chance to be successful. 

Coach 7 Most definitely. Ultimately there is only one team that wins state in each class 

and only certain players will make all state. The thing from this sport is being 

positive, the discipline of going to practice each day, doing things correctly, 

understanding we're going to win and sometimes we might lose. Our goal is to 

win, but if we don't win how we deal with that? That's really preparing you for 

life, you're going to go out in the world and have a chance to compete every 

day. There's going to be some people that are going to slam the door in your 

face, you're going to have to learn to deal with that, and come back and 

continue to your goals. 

Coach 8 That's a big part of why you have extracurricular activities. Not every kid is 

going to play college football, but you're teaching them life skills. How to work 

together, how to face adversity, if get knocked down how get back up. We want 

them to be a better person when they leave our program than when they come 

in. 

Coach 9 I think football is a great way to use examples of teamwork, perseverance, 

challenging yourself, and working for the greater good. It's not an easy sport to 

play, it's a lot of effort, but there is a lot of positive that comes out of it, not just 

winning. 



 

82 

 

APPENDIX F (continued) 

 

Coach 10 Without a doubt, we talk about how the hard work pays off and the lifelong 

skills you get from the activities. 

Coach 11 We talk about learning core values, it's a difficult sport and you have to go 

through degrees of difficultly to have success. That's going to pay off in other 

ways. After practice, we talk about how when you're an adult there is going to 

be a time in your life that's it's going to be tough. Well you develop being able 

to deal with difficult situations now. Being able to show other people how to 

deal with difficult situations. This is training for that kind of thing. 

Coach 12 We talk a lot about character, leadership, discipline, loyalty. Those are daily 

sayings that come out of our coaches' mouth. The things that they learn 

throughout this game will carry over to what they do later on in life. 

Coach 13 If they're not going to do something right, they're not going to get a reward out 

of it. If it's a job and they're not doing what they're supposed to be doing, they'll 

get fired. In a sense that is what happens when they lose a starting job. 

Coach 14 The ability to fight back, get off the ground, stick to something and commit to 

something. Those are all lifelong things that will payoff for you in your jobs, 

family, marriage. This isn't just about football, this is about being successful in 

life. 

Coach 15 We try to emphasize values, hard work, teamwork, being honest, those kinds of 

things. It's part of the education experience kids can learn with sports that they 

can't learn in a social studies or math class. 
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APPENDIX G 

RESPONSES TO SMS QUESTION 3 

 

Do you motivate players by telling them they would feel bad if they didn’t take the time to do it? 

(Extrinsic Motivation Introjected) 

 

Coach 1 No 

Coach 2 No 

Coach 3 I tell them they're cheating on their teammates who rely on them to give 100%, 

you owe it to your teammates to give it your all 

Coach 4 No 

Coach 5 No 

Coach 6 No 

Coach 7 No 

Coach 8 No 

Coach 9 No 

Coach 10 No 

Coach 11 No 

Coach 12 No 

Coach 13 No 

Coach 14 No 

Coach 15 No 
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APPENDIX H 

RESPONSES TO SMS QUESTION 4 

 

Do you motivate players by telling them they will experience satisfaction when 

perfecting their abilities? (Intrinsic Motivation to Accomplish) 

 

Coach 1 Yes we talk about the ultimate goal. Where they're going to be and each step 

along the way that's going to put us in the right position. We believe plays and 

the game outcome is achieved by us doing the right thing on each and every 

play and if you do that for each play for 4 quarters, you're going to make more 

positive plays then negative plays. 

Coach 2 A lot of times I'll pull one of them off to the side, you're hitting the hole in the 

right place, you're not bouncing outside, you're staying behind your blockers, 

you're trusting one another and doing what you’re supposed to. 

Coach 3 We talk about perfection, and we want to be as close to perfect as they can, but 

we never talk about the satisfaction of it. 

Coach 4 Always, I tell them look at where you are now as a sophomore or freshman, 

look at where you could be as a junior or senior.  

Coach 5 To some degree, on a per kid basis. You're going to feel great when you're able 

to persevere and overcome adversity. 

Coach 6 No 

Coach 7 We talk about building more confidence in yourself through doing things 

correctly. The more you do things correctly the more that's going to build you 

up to being successful in competition, and being successful in competition is 

where the satisfaction comes from. 

Coach 8 No 

Coach 9 You take care of business and good things happen to you. 

Coach 10 No 

Coach 11 We'll stay away from the win loss on this one. This is how you're going to feel 

after you have given everything that can give.  

Coach 12 No 

Coach 13 We all want to do as well as we can. The more you put into it, the more you get 

out. If you invest, you'll have a sense of pride when you're done.  

Coach 14 Doesn't it feel good to do it right, doesn't it feel good to not have coach getting 

all over your butt about something. Keep doing it right. 

Coach 15 That's the whole goal, be the best you can possibly be. Some kids are going to 

be more talented at football than others just like some kids are going to be more 

talented in English or whatever endeavor.  
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APPENDIX I 

RESPONSES TO SMS QUESTION 5 

 

Do you motivate your players by telling them they will know more about the sport they are 

engaged in? (Intrinsic Motivation To Know) 

 

Coach 1 Yeah, we can check how much kids have viewed film. We try to tell them to 

get together as friends, not just by themselves, and groups so they can see the 

whole play develop and how that works. 

Coach 2 No 

Coach 3 No 

Coach 4 Yes, I think with football there is a misconception that you take the biggest 

guys and plow straight ahead. The day of the dumb jock is done. Our kids 

watch film a ton and in order to be a better player they've got to know what 

we're telling them so they can see on film the mistakes they're making and 

improve from there. 

Coach 5 No 

Coach 6 No 

Coach 7 No 

Coach 8 Absolutely, I want these kids to learn more about the game, I put that 

expectation on them, I want them to watch film and know opposing team's 

tendencies. 

Coach 9 No 

Coach 10 No 

Coach 11 No 

Coach 12 It's not what we say, but what we do in terms of film study and scouting reports. 

Our kids understand that they have to learn more about the game of football, 

and we're doing these things so they can learn to prepare for the next opponent. 

Coach 13 No 

Coach 14 No 

Coach 15 I think it's important to understand the thought process behind the schemes 

we're going to run that Friday, or why we run a particular offense or defense.  
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APPENDIX J 

RESPONSES TO SMS QUESTION 6 

 

Do you motivate players by telling them they will like the feeling of being totally immersed in 

the activity? (Intrinsic Motivation to Experience Stimulation) 

 

Coach 1 Yes, some of these kids experienced the ultimate prize at the end of the year 

and also the agony of defeat. We tell them remember how you felt when you 

walked off the field in one situation and how you felt in the other situation, 

where do you want to be? 

Coach 2 No 

Coach 3 Immersed in the team, once they all find a way to work together and have the 

common goal. 

Coach 4 Yes, I do a lot of visualization before the game and at halftime. Picture the 

crowd running on the field and you're celebrating with your family and the guys 

you're playing with, feel that emotion beforehand and get a feel for what it's 

going to be like.  

Coach 5 No 

Coach 6 No 

Coach 7 We talk about putting it all out there, every ounce of energy and holding 

nothing back.  

Coach 8 No 

Coach 9 We talk about the gladiator part of that. Football players are the last gladiator, 

this is how gladiators did and you have to battle and sometimes the battle is the 

best part. 

Coach 10 Get kids to buy into the program, what the program is about and how they're 

part of it. 

Coach 11 No 

Coach 12 No 

Coach 13 We have to get kids past the fear of possibly failing at something. If they 

completely put themselves into the activity, they'll get something out of it. It's 

not about failing, it's about getting something out of it. 

Coach 14 When you're on the football field, everything else goes to the side. We want 

you thinking about football. If you've had a rough day, take your aggressions to 

the field. 

Coach 15 No 
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APPENDIX K 

RESPONSE TO ACADEMIC DEBATE 

 

Do you feel extrinsic rewards effect a player’s intrinsic motivation? 

Coach 1 All of our equipment is very great equipment, not just because a kid is a senior 

does he get to pick his helmet and shoulder pad first. The kids who show up to 

things and show the most improvement are rewarded with first picks. However, 

the effect really depends on the kid, some kids really want that specific gear, 

and other kids know they will get great stuff anyways. 

Coach 2 I'm indifferent; I don't really think kids around here care if they have stickers on 

their helmets or external rewards. If you put in the effort in practice, I'll reward 

you some playing time. I can't promise you x amount of quarters of minutes a 

game, but I can tell you I can find you a place on the field at one point or time. 

Coach 3 Yeah they do, kids always want to have rewards, and they make kids feel good. 

We try not to do too many extrinsic, we're not about trying to do what others do 

but rather being rewarded with a win or something in the community that 

makes them feel good. 

Coach 4 I think externally rewards are monstrously good for kids nowadays. Each game, 

players can receive a special keychain for special performances, offensive 

player, defensive player, special teams, and practice player. The kids are 

excited; they want to get that reward. I think it pushes our kids. We used to do a 

helmet sticker program, but kids were more worried about receiving a sticker 

than they were about playing as a team. 

Coach 5 That totally depends on the player. Some players play for the helmet stickers. 

I've had kids that are great players that refuse to put the helmet stickers on 

because that's just not who they are. They're there for other reasons. I do helmet 

stickers and tons of awards and incentive oriented programs. Some of the kids 

need that instant gratification.  

Coach 6 Absolutely, we don't do helmet stickers or have rewards, but I think selfishly 

every kid wants more playing time. We're all in this selfishly speaking; I think 

every kid wants to play. Once they get the time they want to excel at what 

they're doing. A running back will want the ball more. Then once we get past 

that, a real team will have players that want to excel in a way that is best to help 

the team. I think it starts out selfish but evolves into the team concept. 

Coach 7 Extrinsic motivation has such a huge effect on our guys. Every week we have a 

player of the week. That motivates those kids. I think the majority of the kids' 

decisions are hugely weighted by extrinsic rewards, and it can be positive or 

negative based on individual cases. 
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APPENDIX K (continued) 

 

Coach 8 It might be case by case, but we don't do extrinsic. We do intrinsic, it's about 

making yourself the best person and player you can be. The more you work and 

the more you're invested the more it's going to hurt to lose. When it comes 

down to 4th and 1, and the game is on the line, they're not thinking if I get this  

play I get a helmet sticker. They're thinking if I get this, we achieved our goal 

and all the hard work paid off. 

Coach 9 We have helmet stickers that highlight tackles, wins, great plays from games. I 

think they like to perform for rewards. It's amazing what they'll do for a t-shirt, 

but you can't motivate the kid that doesn't want to be motivated. 

Coach 10 We give out meals and helmet stickers, signed brick for offensive lineman and 

a scout team award. I think rewards kids are getting are important because 

everybody wants that, they want to be that top dog. That's why they worked so 

hard in the weight room over the summer or so hard at practice to be rewarded 

and recognized in front of their peers. 

Coach 11 I think they do short term. We've given different kinds of awards. At first it's a 

big deal, they all want it. After a while it's like taking out the garbage, it's just 

another part of the routine. It loses its appeal and effect. Last year, when we had 

a really good year, the reward was Saturday morning. It was them here and us 

telling them you're doing a good job here. You could tell that had much more 

meaning than player of the week. We did that for a while and that just got old. 

Coach 12 I don’t think you can rely on one or the other. I think you and your staff has to 

push both. You get the extrinsic, the helmet stickers and t-shirts, kids want to 

have that pride. That's what those things instill in them. You also have to speak 

with them intrinsically. Tell them the things you are doing will make you a 

better person. I think there is an effect. I think if a kid gets awarded a helmet 

sticker for a great play, I think it makes them feel better, makes them feel like 

they're more of a contributor to the team and a better football player. 

Coach 13 We do helmet stickers. Even though it's an external reward, I think there is 

something internal that makes them want to earn that reward. They look 

forward to getting the stickers, it is a good reward for kids like linemen who 

don't get their names called on Friday nights or in papers. 

Coach 14 Playing time is the biggest thing. All kids want to play, their parents want to see 

them play, and they want to be out on the field. If you take playing time away 

from a kid the kid who want to be out on the field and play, generally picks up 

their performance.  

Coach 15 We put helmet stickers on. The idea is that it motivates them to get to a 

particular point. It depends on the player and the circumstances around the 

player. A good quarterback will have a lot of stickers, not only from his talent, 

but because of his line and receivers. Sometimes it's hard to reward all those in 

the team. 

 



 

89 

 

APPENDIX L 

TYPES OF ACHIEVEMENT GOALS 

 

What are two practice drills you run, and why do you run them? 

Coach 1 Conditioning: We have conditioning 

during the middle of practice. We 

have time tables they have to meet for 

specific position. Get players more 

conditioned for games and to meet 

specific time requirements. I'd rather 

have more quality reps than quantity. 

 

Mastery: None 

Performance: Players need to meet the 

time requirements for their position 

 

Goal Line Period: Have an offensive 

and defensive team square off on the 

goal line, rewards for which team can 

stop the other in four downs. 

 

 

 

 

Mastery: None 

Performance: Which unit wins 

Coach 2 Rip Cross Pre Practice Tacking 

Stations: We teach players proper 

tackling technique, and while they’re 

going through the drill I evaluate 

which player a better job. 

 

Mastery: Proper tackling technique 

Performance: Who did the better job 

 

Running Back Ball Handling and 

Agility: We teaching running backs 

how hold the ball properly and 

securely in a variety of sets. As they 

go through the drill, I evaluate them 

based on their performance. 

Mastery: Proper ball handling 

technique 

Performance: Who did the better job 

 

Coach 3 Double Team Drill: Perfect exactly 

what they're taught in individual 

drills. Shoulders and feet come 

together and get vertical push. 

 

Mastery: Putting players in a setting 

where they exercise their individual 

drills and apply them to full speed 

scenario. 

Performance: None 

 

Half and Half: Quarterbacks throw 

routes to receivers. 

 

 

 

Mastery: Trying to catch every ball 

and get used to the routes 

Performance: Which players are 

running the routes better 
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APPENDIX L (continued) 

 

Coach 4 Team Defense Drill: Line up our 

defense and adjust to the formations 

we're going to see that week. Then on 

a snap of the ball the players do an 

updown and run to landmarks, which  

                     

 

 

follow proper pursuit angles. This gets 

our kids used to the formations and 

making sure that they're following 

proper angles.  

 

Mastery: Adjustment to offensive 

formations and proper pursuit paths 

Performance: Evaluating player 

reactions and hustle 

 

Team Offense Drill: The offense runs 

plays up and down the field. Players 

learn to adjust to the defensive scheme 

for blocking, the coaches make sure 

the routes are ran properly, and that  

 

 

 

everyone is hustling. 

 

 

 

 

Master: Adjustment to defensive 

schemes 

Performance: Evaluating player 

reactions, play accuracy and hustle 

Coach 5 Wide Receiver vs. Defensive Back 1 

on 1 drill: Wide receivers run routes 

against defensive backs who are 

trying to cover them. 

 

 

Mastery: Improve route running and 

coverage skills 

Performance: Which player performs 

better 

 

Bama Drill: The offense is faced with 

various defensive formations and 

fronts. The offense needs to identify 

the fronts and blocking schemes. 

 

 

Mastery: The offense learns to identify 

and adjust to various defense 

formations. 

Performance: None 

Coach 6 Perfect Plays: We line up and run a 

play over and over and over until we 

get it right. Everyone that possibly 

could play gets in and plays.  

 

Mastery: Running a play until it is 

done correctly 

Performance: Constant evaluation, 

whether it be directly at the time or by 

film. 

 

Triple S: Split, Stance, Starts drills 

where our offensive linemen block 

bags and we work on our footwork. 

 

 

Mastery: Offensive lineman work on 

footwork 

Performance: Constant evaluation, 

whether it be directly at the time or by 

film. 
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APPENDIX L (continued) 

 

Coach 7 Tackling Technique: Start by slowing 

things down, and do it from different 

distances, then after a certain amount 

of reps we go full speed and try to 

master it based on the progressions 

we've done. 

 

Mastery: Teaching proper tackling 

technique 

Performance: Which players tackle 

better 

 

Running Back Gauntlet: Focus on 

protecting the football, running full 

speed, picking your feet up, how hard 

are you going.  

 

 

 

Mastery: Protecting the football, 

learning to pick up your feet and be 

agile. 

Performance: Look at who does a 

better job protecting the football, 

moving their feet and running hard. 

 

Coach 8 5 on 5 Drill: Group period that 

simulates game in smaller groups that 

teaches players to be physical.  

 

 

 

 

Mastery: Getting used to the 

physicality of the game 

Performance: How players perform in 

the smaller groups 

 

Field Goal Block: Work with a 

specific group to get the specific 

rushes down separately, and then 

combine them in an 11 on 11 situation.  

 

 

 

Mastery: Teach how we want to run 

field goal block this week. 

Performance: None 

Coach 9 Bag Drills: Work on quick feet, and 

explosion. High knees, weaving 

through the bags.  

 

Mastery: Improving player quickness 

and explosiveness 

Performance: None 

 

Ladder Drills: Increase quick feet, 

learning to use both sides of your 

body, and become more agile.  

 

Mastery: Increase player agility 

Performance: None 
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APPENDIX L (continued) 

 

Coach 10 Tulsa Drill: Offensive lineman, 

defensive lineman, linebacker and 

running back. The goal for the offense 

is to get a touchdown, and for the 

defense is to stop them.  

 

Mastery: Full speed practice at: 

Offensive Lineman, blocking your 

man and not holding, Defensive 

Lineman and Linebacker, ripping 

through your blocker keeping eye on 

ball carrier, Running Back, staying 

behind your blocker, moving forward 

and keeping your feet moving. 

Performance: Which players perform 

better at their position, especially the 

linemen.  

 

Oklahoma Drill: Two offensive 

linemen, two defensive lineman, 

linebacker and running back. 

Offensive unit tries to move forward, 

defensive unit tries to stop them.  

 

Mastery: None 

Performance: Who is the best at their 

position 

Coach 11 Get Offs: The offense is on the field 

and after a whistle they have 20 

seconds to run the play perfectly and 

run anywhere from 20 to 30 yards. 

Then we do that again. If there is one 

mistake then we do a series of 

updowns. It’s physically and mentally 

taxing. We want them to perform well 

under pressure. About perfection not 

performance. 

 

Mastery: Perfection under high 

pressure situations 

Performance: None 

 

Bag Drill: Scout team holds bags and 

we're running perfect plays against 

bags. I'm trying to put as much 

pressure as I can on them and now 

they've got to execute it with me 

calling the plays in the huddle and 

yelling at them 5 yards behind them. 

We're watching to make sure that 

everything that is supposed to happen 

happens. 

 

 

Mastery: Perfection under high 

pressure situations 

Performance: None 
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APPENDIX L (continued) 

 

Coach 12 Pursuit Drill: All about effort. We 

have a defensive unit on the field and 

2 wide receivers on opposite sides. 

Coach takes the ball, throws it to one 

of the wide receivers. Defensive 

players do an updown, get up, take a 

pursuit angle to the ball carrier and do 

not follow their own teammate.  

 

Mastery: Learn proper pursuit angles 

and not following directly behind 

teammates. 

Performance: Effort and ability to get 

to the ball 

 

Team Take Off: Offensive drill. We 

run through a play starting on the 5 

and run out to the 50. We'll reset and 

then come back.  

 

 

 

 

 

Mastery: Conditioning, timing with 

running backs and receivers, and 

blocking schemes. 

Performance: None 

Coach 13 Oklahoma Drill: 1 blocker, 1 tackler, 

1 running back. Blockers try to block 

tackler and tackler tries to rip through 

blocker to get to running back.  

 

Mastery: Taking drills they’ve done in 

individual time and putting them to a 

full speed game type simulation. 

Performance: Who is better at their 

position matchup 

 

County Fair: Go through 3 stations: 

sled, ladder/rope drill, bags. Used as 

conditioning and brings in different 

fundamentals: footwork, handwork. 

 

Mastery: Conditioning and improving 

footwork and handwork. 

Performance: None 

Coach 14 Pursuit Drill: Players line up based on 

strength of formation, go on a 

cadence, they go where the ball goes 

then.  

 

 

Mastery: Learning to take proper 

angles 

Performance: None 

 

Special Teams Coverage: Place the 

kickoff team there and go around the 

return team and go back into their 

lane, then get to the ball carrier.  

 

Mastery: Staying in lanes and avoiding 

or ripping through blocks 

Performance: Evaluate who’s getting 

down field the fastest. 
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APPENDIX L (continued) 

 

Coach 15 Air Raid: We line up 4 quarterbacks 

and 4 receivers who line up in their 

formations. Quarterback 1 throws to 

option 1, quarterback 2 looks at option 

1 then checks down and throws to 

option 2. This continues for everyone 

until all four quarterbacks have 

thrown and happens all at once. 

Simulates what they will experience 

in games. 

 

Mastery: Receivers get used to the 

timing involved with being different 

options in the passing game. Receiver 

1 will be thrown to quicker than 2, 2 

quicker than 3 and so on. 

Performance: None 

Gauntlet Drill: Players take handoff 

and we make sure they have both 

hands on the football. We emphasize 

ball security. 

 

 

 

 

 

 

Mastery: Teaching players how to 

properly take a handoff and securely 

hold the football. 

Performance: None 
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