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Abstract

Purpose –The purpose of this studywas to identify and describe how students experience academic coaching
in higher education in Norway.
Design/methodology/approach – The study employed a descriptive and exploratory qualitative design
where semi-structured interviews formed the basis for data collection. Thematic analysis was used as an
analytic strategy to identify, organise and find patterns or themes that emerged from the data.
Findings – The findings showed that academic coaching positively influenced the respondents’ ability to
identify the necessary and efficient cognitive processes and metacognitive skills needed to cope with everyday
scholastic challenges. Academic coaching affected the respondents’ metacognitive skills and cognitive
processes in terms of evolving their self-efficacy, self-awareness, self-regulation, motivation, stress
identification, goal identification, goal setting and development of new strategies.
Research limitations/implications – The findings in this study reflect the respondents’ subjective
opinions and further research is needed to validate these findings.
Originality/value – This article addresses a gap in the field of research by offering a descriptive pilot study
and thematic analysis of students’ experiences with academic coaching in Norway.

Keywords Academic coaching, Higher education, Cognitive processes, Metacognition, Self-efficacy,

Self-awareness, Self-regulation, Motivation, Goal identification, Strategies, Coach role

Paper type Research paper

Introduction
Several studies of students’mental health conducted over the last 2 decades have suggested an
increased incidence of psychological distress among students (Ibrahim et al., 2013; Kitzrow,
2009; Robinson, 2015) and that high levels of psychological distress are more common among
students than their non-studying peers (Skogen et al., 2017). The SHoTstudy, conducted among
full-time students in higher education in Norway in 2010, 2014, 2018 and 2021, surveys
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students’mental health andwellbeing (SHoT, 2010, 2014, 2018, 2021). The purpose of SHoT (an
acronym for the Norwegian name Studentenes Helse-og Trivselsundersøkelse) is to map
students’ health and wellbeing in a broad sense and provide insight into students’ feelings and
how welfare offered to students can be improved. Findings show that the proportions
characterised as serious mental symptoms increased from 16% in 2010 to 21% in 2014 and to
29% in 2018 (SHoT, 2018, p. 71). Moreover, 7–15% of the students reported experiences of low
study mastery, low implementation ability, reduced quality of life, loneliness, personality
conditions and symptoms of mental illness (often a combination of these) (SHoT, 2014). Several
studies have confirmed that psychological variables such as rumination and worrying
contribute to mental health problems, lower academic performance and dropout from
university (Kimand Seo, 2015; Robinson, 2015; Roso-Bas et al., 2016). Brackney andKarabenick
(1995; see also Kitzrow, 2009) found significant correlations between high levels of
psychological distress and academic performance, which led to less effective time
management, less effective learning strategies and use of study resources, reduced capacity
to resist distractions, lower academic self-efficacy (ASE) and higher test anxiety. Kitzrow (2009)
also claimed that high levels of psychopathology reduce the ability to process information,
which is a critical component of academic performance and success. These problems need to be
addressed within the academic community. Kitzrow (2009) claimed that it is an institutional
responsibility to provide counselling and support to students who experience problems and to
assist them to achieve their educational andpersonal goals.Akeyquestion iswhether academic
coaching can support development, facilitate wellbeing and improve students’ everyday lives.

Purpose of study
Academic coaching emerged as a response to support and improve academic performance
among students (Bettinger and Baker, 2014; Capstick et al., 2019; Howlett et al., 2021a, b;
Robinson, 2015). However, there seems to be a need for research that aims to understand the
student–coach relationship and to examine the effects of coaching on students in higher
education and how intervention potentially can impact student behaviour (Howlett et al.,
2021a, b; Robinson, 2015; Vanacore and Dahan, 2021) as few of these measures have been
evaluated empirically by addressing the outcomes of individual academic coaching
(Vanacore and Dahan, 2021). Capstick et al. (2019) called for more targeted research on
how academic coaching affects student behaviour (e.g. academic skills, self-efficacy,
resilience) and the dynamics of the coaching relationship (e.g. working alliance) to provide a
richer understanding of the coaching experience and practice. To date, there is no such
research in a Norwegian context. This pilot study addresses a gap in the field of research
related to the effects of coaching in higher education. The design of this pilot study aimed to
identify, describe and analyze students’ experiences of academic coaching sessions in order to
concretise the potential impacts on student behaviour. The research question was “How did
students experience academic coaching?”

Theory
Academic coaching
Academic coaching is a positive psychological approachwhere the coach attempts to help the
coachee (student) to elevate their performance to achieve specific goals (Bettinger and Baker,
2014; Crabb, 2011; Grant et al., 2009) and empower them to find their own solutions through a
collaborative dialogue with the coach. It involves a coach–student relationship where the
coach uses their skills to build relationships through trust, active listening, genuine curiosity
in others and ability to use effective observation and communication skills (Crabb, 2011;
Grant et al., 2009; Irwin and Morrow, 2005). Howlett et al. (2021b) described academic
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coaching as a method that facilitates a collaborative dialogue between the coach and student,
which empowers them to (1) set, act towards and stay committed to goals, (2) understand their
habits and thinking patterns, (3) understand their strengths and weaknesses and (4) learn
self-regulation and effective study skills. Being an effective coachmeans self-management by
not having any personal agenda or meaning of the coaches’ issue, managing personal
understandings and insights, understanding objective aspects of the problem and mirroring
the student’s perspectives and understandings (Grant et al., 2009; Robinson, 2015). The core of
the coach role is to enhance the student’s metacognitive skills, rather than a specific subject
area, based on an understanding that the student is the source that possesses the necessary
resources to solve their own problems (Robinson, 2015).

Within academia, the goal of didactics is to find the best-suited method to facilitate
students’ learning, the main principles being what the student needs to know, the student’s
self-concept and their readiness and motivation to learn (Knowles et al., 2015). Studies
(Brackney and Karabenick, 1995; Kim and Seo, 2015; Kitzrow, 2009; Robinson, 2015;
Roso-Bas et al., 2016) have suggested that a student’s self-concept and readiness and
motivation to learn can be disturbed by psychological distress. Stelter and Law (2010)
claimed that coaching helps students develop self-reflection and critical thinking skills
through processes that allow them to examine their own learning experiences and processes,
which is a prerequisite for academic success. The coach’s mission in academic coaching is to
help students understand those processes that hinder productive academic behaviours by
leading them through self-assessment, reflection and goal setting (Anderson, 2011). The
coaching process allows students to focus on the learning experience and to identify problems
they need to address and goals they seek to achieve (Howlett et al., 2021a). Coaching can also
help students to develop alternative skills and understand and appreciate new knowledge
(Stelter and Law, 2010). The coach’s approach to each coaching session is to encourage the
student to identify topics for the session and, through a didactic process, clarify the most
important theme toworkwith (Howlett et al., 2021a). Coaching encourages students to take an
active part in their study life and focus strongly on identifying goals and implementing
strategies based on their own solutions, which should contribute to a stronger commitment to
address the problem (Gjerde, 2010). Whitworth et al. (2007, cited in Gjerde, 2010) stated:

Coaching is not about solving problems, even though problems will be solved. It is not first and
foremost about performance, reaching goals or achieving results, even though this is more likely to
happen in an effective coaching relationship. We believe coaching is first and foremost about
discovery, consciousness and choice. (p. 38)

Academic coaching: cognitive processes and metacognition
Academic coaching aims to improve academic achievement, by exploring new approaches
and developing new academic strategies. These new approaches may take cognitive
processes a step further and strengthen metacognitive and motivational skills (Howlett et al.,
2021b) such as self-awareness, self-efficacy and self-regulation. Cognitive processes and
metacognition connect two levels of thinking, where the first level engages a cognitive
strategy to solve a problem and the second level involves usingmetacognition to examine the
effectiveness of the strategy (Padmanabha, 2020). Flavell (1979) expanded the concept of
metacognition to encompass four components that interact in complex ways: metacognitive
knowledge, metacognitive experiences, metacognitive goals/tasks and metacognitive
actions/strategies. These are processes individuals use to plan, monitor and assess their
understanding and performance, including a critical awareness of thinking and learning in
general (Chick, 2013).

Self-awareness theory refers to an individual’s capacity to become the object of their own
attention (Duval andWicklund, 1972; Morin, 2006) and self -regulation refers to the extent to
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which students are responsible and active participants in their own learning processes
(Greene, 2017; Zimmerman, 1994). The self-regulative mechanism includes sub-functions
such as self-monitoring one’s behaviour, its determinants and effects; judgement of one’s
behaviour in relation to personal standards and environmental circumstances; and affective
self-reaction (Bandura, 1991; Medina et al., 2017).

Dinther et al. (2011) added that self-efficacy influences motivation and cognition bymeans
of affecting interest in new tasks, persistence, goal setting, the choices wemake and our use of
cognitive, metacognitive and self-regulatory strategies. Self-efficacy refers to our beliefs
about the capability to learn or perform a task effectively (Bandura, 1986; Kitsantas and
Zimmerman, 2009) and people with high self-efficacy have higher satisfaction with life and a
sense of mastery that contributes to wellbeing (Azizli et al., 2015). General self-efficacy seems
to influence the extent to which individuals engage in planning their own future and planning
is a strategy that helps individuals to structure andmanifest control in their lives (Prenda and
Lachman, 2001). Academic coaching helps strengthen a student’s experience of self-efficacy
through goal identification, strategies and goal achievement. Bandura (1994) suggested that
increasing self-efficacy is often accompanied by motivational planning, including short term
and longer term personal goals and Friedman and Lackey (1991) claimed that students with a
future-oriented approach aremore likely tomaster future tasks and exert more control during
problem solving. Academic coaching uses a holistic approach, which considers how all
aspects of the student’s environment impact their learning. This suggests that academic
coachingmay help students evolve self-regulated learning related to cognitive, metacognitive
and motivational strategies that support achievement of their goals (Howlett et al., 2021b).

Method
The current study of students’ experiences with academic coaching used a descriptive and
exploratory qualitative design, where data was collected through semi-structured interviews
with students after completing a self-selected number of academic coaching sessions.
Qualitative research seeks to focus on participants’ perspectives or views and explore and
understand an individual’s experience and situation (Daher et al., 2017), which in this study is
the students’ descriptions of their experiences with academic coaching.

After transcribing the interviews, thematic analysis was used as an analytic strategy to
provide an expanded understanding of the data material, combined with a theoretical
discussion that may contribute to new descriptions or aspects (Braun and Clarke, 2006;
Malterud, 2017) of students’ experiences with academic coaching, as described in their
own words.

Recruitment and selection
The study took place at Østfold University College, where academic coaching was not a
regular part of student support services and the offer was presented to undergraduate
students in the Bachelor of Work and Welfare programme, through the institution’s digital
learning platform. With limited resources, the “first come, first served” principle was
followed, where the first 14 students to sign upwere invited to participate in the study. The 14
students who signed up for this study were between the ages of 19 and 51 (average age 34),
two male and 12 female and the coaching sessions took place during their second semester.
The students committed to participate in an interview after finishing all their coaching
sessions and the interviews were conducted by a researcher not involved in the coaching
interventions. Thirteen interviews were conducted face-to-face and one by phone. All
interviews were recorded and transcribed word by word, which provided solid and complex
empirical material.
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Coach training
The coach had undertaken coach training at the Norwegian Coach Academy (NCA), which
offers coach education in accordance with the International Coaching Federation’s (ICF’s)
requirement to become an Associate Certified Coach (ACC). NCA does not focus especially on
one direction within coaching theory but uses theory and practice from different coaching
practices. All the instructors at NCA are certified ICF coaches (norskcoachakademi.no). The
academic coach in this study was a qualified coach with two years’ practice, as well as an
assistant professor in the Faculty of Health, Welfare and Organisation.

Interventions
The interventions were voluntary and the students were offered a maximum of seven
individual coaching sessions every two weeks. It was considered important to give the
students some time between the sessions in order for them to try out and act on their set goals.
Academic coaching is a voluntary service and each student that participated in the study
could decide for themselves to terminate the sessions after the number of coaching sessions
they felt necessary. The coach started each session by asking open-ended questions to
encourage the students to describe their most important topic for the day and let them set the
agenda. Topics such as mastering the curriculum, feeling overwhelmed, time management
and low ASE were brought up. At the end of each session, the student created an action plan
in collaboration with the coach to act on between the sessions. Each session had a time
restriction of 45–60 min and took place at the coach’s office at campus.

Ethical approval
This study conformed to ethical guidelines for experimental studies at the Norwegian Centre
for Research Data (NSD). Each student agreed to audio recording before each interview and
was informed about the use of the recordings. All audio recordings from the interviews were
stored on an external hard drive and deleted in accordance with NSD regulations. The
transcribed material was read only by the researchers and all the respondents were
anonymised and treated confidentially.

Interview guide
A semi-structured interview guide was designed to explore and extract specific information
about the respondents’ experiences with the academic coaching sessions. This method is
considered suitable when studying people’s perceptions and opinions (Barriball and While,
1994) as it creates possibilities to focus on issues that are meaningful for the participants and
allows diverse perceptions to be expressed (Cridland et al., 2015). It also provides
opportunities for the interviewer to follow up questions if important information arises
(Dawson, 2009).

The interview guide aimed to encourage students to share their perceptions, opinions and
thoughts about their experiences with academic coaching related to self-understanding and
wellbeing, understanding the student role and academic thinking, mastery as a student
and academic achievement and how they experienced the connection between purpose, goals
and the results of academic coaching. The interview guide also covered issues about the
coach role, timing and length of sessions.

Thematic analysis
Thematic analysis (TA) was chosen as a method to identify, organise and find patterns or
themes that emerged from the data material. According to Miles and Huberman (1994), data
reduction is necessary before the matrix construction (categorisation and coding), which
involves selecting, focusing, simplifying, abstracting and transforming the raw data.
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Miles and Huberman (1994) also asserted that coding is analysis, as categorisation of the data
involves interpretation and value-laden assumptions about what the data actually means. By
focusing on meaning across the dataset and searching for meaning to collective or shared
meanings and experiences, this method helped us to identify shared ways a topic was talked
about and provided meaning about these commonalities (Braun and Clark, 2012).

TA can be conducted in a number of different ways and has the ability to straddle three
main continua: inductive vs deductive or theory-driven data coding and analysis, an
experiential vs critical orientation to data and an essentialist vs constructionist theoretical
perspective (Braun and Clarke, 2006). This study used an inductive approach, which is a
“bottom-up” approach, driven by what is in the data, where the themes arise from the content
of the datamaterial itself. The deductive approach is a “top-down” approach, where codes and
themes derive more from concepts and ideas the researcher brings into the dataset. In reality,
it is impossible to be purely inductive because researchers always bring something into the
analysis process (Braun and Clarke, 2012). However, one tends to predominate and in this
study, the research group’s commitment towards an inductive approach signals an
experiential orientation, which aims to prioritise the content of the dataset that “gives voice”
to the students’ experiences (Braun and Clark, 2012). The TA process is not linear and the
transcribed material in this study was read and processed many times to really get to know
the content thoroughly (Braun and Clark, 2006).

Limitations of the study
This being a pilot study, implementing academic coaching in one single institution with a low
number of participants means that the results cannot be generalised. However, studies of
similar scope (Hakro and Mathew, 2020) have shown promising results that enable other
institutions to draw lessons from the findings and continue the research.

The dual roles of the coach and interviewer, as part of the research group, may promote
self-serving biases and two researchers not associated with the coaching sessions or data
collection were included to maintain objectivity of the analysis. However, familiarity with the
sessions and data collection may benefit contextualisation of the data and identify richer
themes in ways not possible from an outside perspective. Additionally, as lecturers, both the
coach and interviewer were familiar with the students and concerns about the coach’s dual
role were brought up in the interviews.

To strengthen the study, a pre-intervention interview could have been conducted to map,
for example, previous knowledge and expectations of academic coaching before the sessions,
as bringing up the subjects after engaging in seven sessions obviously called into question
the validity of their recall about those beliefs. Also, some topics could have been explored
more thoroughly during the interviews to collect more explicit information about the
students’ experiences.

TA is criticised because of the method’s flexibility, which can be both an advantage and a
disadvantage in interpreting the data material. Developing specific guidelines for higher
phase analysis is difficult and may potentially paralyze the researchers through biases and
preferences in trying to decide what aspects of the data to focus on (Braun and Clarke, 2006).
Categorisation of themes may also be a challenging exercise in TA as many of the themes in
the data material can overlap and fit into more than one category.

Findings and discussion
Self-efficacy
All the respondents in the study reported low self-efficacy related to student life in general
and claimed that academic coaching led to a positive change and helped them address and
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concretise what the struggle was about. Hensley et al. (2018) stated that many first-year and
first-time students struggle with low ASE, which results in low achievement on time
management, prioritising and goal setting and scores highly on procrastination.
Additionally, the SHoT survey (2014) identified ASE as a major factor related to students’
mental health problems, where female students reported lower ASE than male and first-year
students lower than seniors. One respondent in this study described her self-efficacy pre-
coaching like this: “I was very insecure, all the time. It was all about becomingmore confident,
I did the right things, but I did not believe I did.”

According to the respondents, the coach, through reflection and feedback, contributed to
an understanding of what was expected in the student role. This understanding made the
students trust their own academic capability in a better way and become more confident in
themselves. Vanacore and Dahan (2021) claimed that the coaching model is designed to
promote student self-efficacy, as the general set of best practices for academic coaching
includes regular meetings, assessment of students’ needs, goal setting, feedback and
reflection. Another respondent put this into words: “I believe in myself now. I have managed
to turn a negative pattern of thoughts that took over my everyday life.”

This relates to how Flavell (1979) described development of metacognitive knowledge and
experience, as this respondent had become aware of negative patterns and reflected upon
experiences in order to evaluate and regulate cognitive processes, by using new knowledge to
rethink and reform former metacognitive experiences. Furthermore, self-efficacy relates to a
student’s beliefs about the ability to self-regulate various forms of academic learning and
perform in specific situations or frameworks (Bandura, 1986; Kitsantas and Zimmerman,
2009). Bandura (1997) acknowledged that individuals who possess strong self-efficacy beliefs
related to a specific task are more likely to handle difficult situations, engage in complex
cognitive processes and utilise independent learning strategies.

Self-awareness
Whenwe focus attention on ourselves, we evaluate and compare our current behaviour to our
internal standards and values (Duval and Wicklund, 1972), which elicits a state of objective
self-awareness and makes us self-conscious as objective evaluations of ourselves. One
respondent described increased self-awareness:

When you start out with coaching sessions it is incredible what comes up and the way the coach
identifies issues by asking “you said this now, what do you mean when you say that?” – and that
made me think, yes – what do I mean?

Most respondents in the study described increased self-awareness, by concretising how the
coaching sessions initiated new thought processes which led to new thought patterns.
Although some of the respondents did not concretise new thought patterns explicitly during
the interviews, all of them described an increased focus on thoughts and emotions that
positively affected their development and progress as students. Moreover, they described a
more objective understanding of the impact of self-awareness. Duval and Wicklund (1972)
and Morin (2006) claimed that increased self-awareness strengthens the ability to become a
reflective observer and process self-information.

All respondents in this study claimed that they became more critical and more aware of
both others’ and their own actions and experienced a deeper understanding of the student
role. Howlett et al. (2021b) suggested that a collaborative approach that acknowledges the
students as experts on their lives may facilitate cognitive and metacognitive processes that
are essential for generating mutual feedback between the student, their behaviour and their
surroundings. One of our respondents said, “It is funny, you actually know, but just by
talking to someone, bringing it out in the daylight, plays a major role in revealing things you
know, you just need help to reveal it”.
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Both Pintrich (2002) andHowlett et al. (2021b) pointed out the importance ofmetacognitive
mastery, since development of self-knowledge and self-awareness is positively linked to
student learning.

Self-regulation
Positive self-regulation is associated with changes that make students more active and
responsible in the learning process and how they assess their own behaviour in relation to the
environment (Bandura, 1991; Howlett et al., 2021a; Zimmerman, 1994) and one of the
respondents gave a rather interesting description of changes in behaviour as a result of
self-regulation:

I ask a lot of questions in class, much more than before – before, I had the questions but wanted
to figure it out myself. It’s the independence thing again, I want to find out for myself, I can do it
myself – but now I ask, I bother, I annoy them and discuss with the lecturers. And I learn a lot,
I dig into books and websites. It has made me more aware and more critical.

The same respondent also described minimal interaction with peers before the coaching
sessions, justified by lack of interest and time and experienced a more beneficial change in
behaviour towards social interaction. Zimmerman and Martinez-Pons (1986) confirmed this,
arguing that highly self-regulated students seek help from teachers and classmates more
often than poorly self-regulated students. Other respondents in the study also described a
“changed mindset”which led to more responsible behaviour due to their newly gained belief
in their ability to change. The majority of respondents described incorporation of new
techniques, which were also found to be advantageous in situations beyond the academic
context; Greene (2017) stated, “Students who have effective self-regulation knowledge, skills
and beliefs are more likely to succeed across varied contexts, compared to their peers who, for
whatever reason, struggle to self-regulate” (p. 15).

All the respondents in this study described a change of behaviour that could be
interpreted as increased self-regulation and some of them seemed surprised by their own
ability to identify problems, find solutions and plan and implement strategies, as illustrated
through this response: “It was interesting, I was the one talking, the coach asked questions
that started out my own reflection process. So, it was actually me myself who defined the
problem and found the solution.” For the coach, this felt like the famous quote of Socrates:
“I cannot teach anybody anything. I can only make them think.”

Social cognitive researchers like Zimmerman (1994) imply that increased self-efficacy
affects students’ perceived responsibility because their confidence enables them to self-
regulate learning processes and thereby take more responsibility for their own academic
outcomes.

Motivation
Of 14 respondents in the study, only two explicitly mentioned motivation as a theme during
the interviews, even though most of them described a positive change of behaviour which,
during the TA, was interpreted as increased motivation.

Most respondents in this study struggled to get started with academic topics and
assignments as they felt overwhelmed, explained by a lack of self-discipline, laziness, lack of
interest in certain subjects or perceiving subjects and tasks as more complex than they
actually were. After the coaching sessions, they described a newfound inspiration and belief
in their own ability to implement new skills, as the coach helped them break down the tasks
and make them manageable. Dinther et al. (2011) linked these findings to self-efficacy as a
drive for motivation and cognition, by improving students’ interest in task persistence, goal
setting, choices they make and their use of cognitive, metacognitive and self-regulatory
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strategies. Bandura (1993, 1997) claimed that increased self-efficacy makes an increase in
motivation and positive action more likely.

Stress identification
All respondents in the study described self-perceived stress, often in connection with feeling
overwhelmed by the student role. According to Sawatzky et al. (2012), students who lack the
ability to recognise and manage stressors are vulnerable to develop more adverse
psychological outcomes. In this study, respondents described how academic coaching
provided tools that helped them sort out and identify stressors, which was an important step
towards mobilising strategies. One respondent in our study explained how new techniques
helped identify the emotions that caused stress:

I use the techniques in many situations and feel it has helped me – I do it almost once a week because
I’mstressed – but I have become better at reflecting onwhere those feelings come from – it has helped
me become less stressed.

It is assumed that when emotions are better faced, the attributional style will be more
positively angled (Landsman-Dijkstra et al., 2006) and when students develop techniques to
recognise and respond to stress, it shows a positive effect on student learning and improved
wellbeing (Sawatzky et al., 2012). Brackney and Karabenick (1995) and Kitzrow (2009)
confirmed that psychological distress affects academic performance and success. Although
stressors are experienced individually and vulnerability to stress cannot be generalised, the
results of this study confirm a positive alteration towards self-perceived control.

Goal identification and goal setting
All the respondents in this study described positive changes referring to how the coach
helped them identify and specify their goals and one respondent said, “The coach asked me
questions that made me reflect on for example how a day was, it made me structure my day
and my thoughts”. This quotation shows a self-talk process which includes goal setting and
time management (goal identification) through a reflective process (metacognition).
According to Flavell (1979), metacognitive knowledge can lead to metacognitive
experiences, such as cognitive goals and bring forth revision or abandonment of old goals
and establishment of new goals. Research has confirmed that self-regulatory processes, such
as self-monitoring, self-evaluating and goal setting, are highly predictive of students’
achievement (Zimmerman and Schunk, 2001) and development of goal-oriented skills
improves students’ confidence in achieving new goals (Prenda and Lachman, 2001).

Most respondents in the study described how a change of focus and new perspectives led
to new insights in what their obstacles were and what skills they wanted and needed to
develop to deal with these obstacles. However, some students did not describe these themes
explicitly. They talked about how development and use of new techniques, such as positive
self-talk, more structure and better planning, led to better overview and higher level of
implementation, in total a more goal-oriented behaviour. Research has shown that students
are more likely to achieve concrete personal goals than goals in abstract terms (H€ochli et al.,
2018). Alessandri et al. (2020) claimed that self-set specific goals of moderate difficulty are
associated with higher performance and it seems like this is exactly what the respondents
described in the interviews; goals that provided a sense of meaning hence contributed to the
feeling of having a specific and useful purpose in their everyday lives (Emmons, 1999).

Strategies
Most respondents described an increased sense of control thatmade themmore relaxed, while
the remaining respondents did not explicitly address this theme during the interviews.
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Zimmerman and Kitsantas (1999) stated that students who manage to self-regulate their
goals and self-monitor their goal attainment are more likely to attribute the outcomes to
personal and controllable strategies than students who do not master these skills. One
respondent in the interviews said, “The outcome of the coaching is that my metacognitive
skills have improved. I now have a plan on what to do. I put a greater trust in myself. Lower
my shoulders. I am good enough”.

Flavell (1979) suggested that improvement of metacognitive knowledge affects the
development of strategies as it helps individuals to select, evaluate, revise and abandon
strategies based on one’s own abilities and interests. In this study, the respondents’ new
strategies manifested in the form of new routines, such as better planning, which led to better
time management and better structure, which led to improved control over school work and
everyday life, as well as better study techniques that made the respondents more confident
and more relaxed. Another respondent said,

I cleaned up a bit – lowered my shoulders, thinking: I can take one day at a time. Follow a plan –we
talked about how to set up everyday studies in a way I can utilise all three years, because it works for
me – and I believe I can carry through – I have some strategies.

Many respondents in the study described a positive change in the balance between their daily
workload, leisure time activities and time spentwith family. However, one of the students said
that the coaching sessions provided new insight into strategies of how to balance the student
role with other activities but questioned their own ability to mobilise the energy and effort
required to apply the new strategies.

By achieving this balance, Landsman-Dijkstra et al. (2006) claimed that students will
become more physically and socially active and at the same time find opportunities to
recover. Howlett et al. (2021b) described similar findings, as the results in their study
indicated that students’ use of metacognitive strategies improved engagement in various
areas in life, even though they were targeted to improve academic performance. This study
shows that the respondents experiencedmany common features, described as different forms
of non-productive strategies. Academic coaching helped them change these strategies, by
developing new alternative skills towards more productive academic behaviour (Stelter and
Law, 2010). Development of new strategies are needed to solve new tasks and students who
are familiar with different strategies for learning, thinking and problem solving will be more
likely to use them (Pintrich, 2002).

Coach role
Coaching provides targeted support in a one-on-one interaction, which may bring up sensitive
subjects and the double role as coach and lecturer in this study may have put both parts in a
difficult position. Therefore, we decided to ask about advantages or disadvantages associated
with having a lecturer as coach. The entire group stated that it was “no problem for me”,
implying that it could possibly be so for others. Several respondents also referred to the duty of
confidentiality and that theywere confident the coach compliedwith this. One of the respondents
said, “It was a positive experience –did not feel threatened in anyway and I felt protected if Iwas
to bring up any confidential topics . . . she was very understanding . . . I felt taken care of”.

Respondents’ responses also suggested an advantage in having a coach who was familiar
with their curriculum and knew what was expected of them. One respondent said, “There
was no problem havingmy lecturer asmy coach. She is a professional – I thought it went very
well – she knows a bit about what we are in right here and now”.

Luthar (2015; see also Luthar et al., 2000) argued that having a significant person is a factor
that helps students identify several metacognitive and cognitive coping factors that increase
wellbeing, but that does not necessarily include the coach–student relation.
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Summary
The main findings in this study revealed that, through academic coaching, the respondents
learned important psychological processes, received emotional support, experienced
increased self-regulation and improved study mastery and implementation ability, which
not only helped the respondents cope but also helped build self-efficacy that contributed to
antecedent-focused strategies. The study identified positive changes in cognitive processes,
metacognition, goal achievement, social relations and general wellbeing.

In any learning process, self-knowledge is an important facilitator and students who know
their own strengths and weaknesses can adjust their cognition and thinking to adapt diverse
tasks and facilitate learning (Pintrich, 2002). Metacognitive knowledge of different learning
strategies provides the ability to transfer the knowledge gained in one setting or situation to
another (Bransford et al., 1999) and Howlett et al. (2021b) suggested that academic coaching
may serve to foster development of self-regulated learning skills, such as metacognition
outside the classroom environment. The findings in this study suggested that academic
coaching positively impacted respondents’ self-perceived performance andwellbeing and the
interviews confirmed the purposes (self-assessment, reflection, goal setting) of academic
coaching for student development.

Conclusion
So, how do Norwegian students describe their experiences with academic coaching? This
pilot study aimed to identify and describe howacademic coachingmay influence and improve
academic achievement, by exploring a new approach. The study showed that academic
coaching has the potential to help students attain scholastic achievement goals and positively
influence the necessary cognitive processes needed to cope with everyday scholastic
challenges. Seeing that students constantly are confronted with new tasks that require
knowledge and skills they have not yet learned, where they lack prior knowledge and skills
(Pintrich, 2002), these issues need to be addressed. In general, school systems require that
students take more responsibility for their own learning process in higher education
(Zimmerman, 2002) and Greene (2017) suggested that educators should strive to create
environments that encourage development of self-regulatory knowledge and skills as the
rewards are promising for students who engage in the hard work of developing such
knowledge and skills. Academic coaching is a cost effective and easily deliverable method
that is not reliant on subject expertise, which allows any trained practitioner to help students
increase their performance.

The conclusion is that more systematic approaches, which specify and identify
psychological factors more explicitly, are needed to establish more validated effects of
academic coaching. A suggestion is to explore more detailed and contextualized information
about self-awareness and self-observation to find out how respondents utilise this new
self-information. Another angle is to explore more complex metacognitive and cognitive
processes, as described in Flavell’s (1979) taxonomy of metacognition (Padmanabha, 2020),
related to self-regulation. Also, the coach role needs to be investigated more thoroughly; as
Katz and Shahar (2015) pointed out, teacher support seems to be especially important to
students who express high levels of needs. Finally, the long-term effects should be examined
since this is not seen in any research on academic coaching and follow-up studies could
provide answers to potential long-term benefits of academic coaching. This pilot study gives
some promising results that should be explored further in future research.

References

Alessandri, G., Borgogni, L., Latham, G.P., Cepale, G., Theodorou, A. and De Longis, E. (2020), “Self-set
goals improve academic performance through nonlinear effects on daily study performance”,
Learning and Individual Differences, Vol. 77, 101784, doi: 10.1016/j.lindif.2019.101784.

Academic
coaching

359

https://doi.org/10.1016/j.lindif.2019.101784


Anderson, L. (2011), “A learning resource for developing effective mentorship in practice”, Nursing
Standard, Vol. 25 No. 51, pp. 48-56, doi: 10.7748/ns2011.08.25.51.48.c8661.

Azizli, N., Atkinson, B.E., Baughman, H.M. and Giammarco, E.A. (2015), “Relationships between
general self-efficacy, planning for the future, and life satisfaction”, Personality and Individual
Differences, Vol. 82, pp. 58-60, doi: 10.1016/j.paid.2015.03.006.

Bandura, A. (1986), “The explanatory and predictive scope of self-efficacy theory”, Journal of Social
and Clinical Psychology, Vol. 4 No. 3, pp. 359-373, doi: 10.1521/jscp.1986.4.3.359.

Bandura, A. (1991), “Social cognitive theory of self-regulation”, Organizational Behavior and Human
Decision Processes, Vol. 50 No. 2, pp. 248-287, doi: 10.1016/0749-5978(91)90022-L.

Bandura, A. (1993), “Perceived self-efficacy in cognitive development and functioning”, Educational
Psychologist, Vol. 28 No. 2, pp. 117-148, doi: 10.1207/s15326985ep2802_3.

Bandura, A. (1994), “Self-efficacy”, in Ramachaudran, V.S. (Ed.), Encyclopedia of Human Behavior,
Academic Press, New York, pp. 71-81.

Bandura, A. (1997), Self-Efficacy: The Exercise of Control, Freeman, New York. doi: 10.1891/0889-8391.
13.2.158.

Barriball, K.L. and While, A. (1994), “Collecting data using a semi-structured interview: a discussion
paper”, Journal of Advanced Nursing, Vol. 19 No. 2, pp. 328-335, doi: 10.1111/j.1365-2648.1994.
tb01088.x.

Bettinger, E.P. and Baker, R. (2014), “The effects of student coaching: an evaluation of a randomized
experiment in student advising”, Educational Evaluation and Policy Analysis, Vol. 36 No. 1,
pp. 3-19, doi: 10.3102/0162373713500523.

Brackney, B. and Karabenick, S. (1995), “Psychopathology and academic performance: the role of
motivation and learning strategies”, Journal of Counseling Psychology, Vol. 42 No. 4, pp. 456-465,
doi: 10.1037/0022-0167.42.4.456.

Bransford, J., Brown, A.L. and Cocking, R.R. (1999), How People Learn: Brain, Mind, Experience, and
School, National Academy Press, Washington, District of Columbia. doi: 10.17226/9853.

Braun, V. and Clarke, V. (2006), “Using thematic analysis in psychology”, Qualitative Research in
Psychology, Vol. 3 No. 2, pp. 77-101, doi: 10.1191/1478088706qp063oa.

Braun, V. and Clarke, V. (2012), “Thematic analysis”, in Cooper, H., Camic, P.M., Long, D.L., Panter,
A.T., Rindskopf, D. and Sher, K.J. (Eds), APA Handbooks in Psychology, APA Handbook of
Research Methods in Psychology, American Psychological Association, Vol. 2, pp. 57-71,
Research designs: Quantitative, qualitative, neuropsychological, and biological. doi: 10.1037/
13620-000.

Capstick, M.K., Harrell-Williams, L.M., Cockrum, C.D. and West, S.L. (2019), “Exploring the
effectiveness of academic coaching for academically at-risk college students”, Innovative Higher
Education, Vol. 44, pp. 219-231, doi: 10.1007/s10755-019-9459-1.

Chick, N. (2013), Metacognition, Vanderbilt University Center for Teaching, available at: https://cft.
vanderbilt.edu/guides-sub-pages/metacognition/ (accessed 01 June 2021).

Crabb, S. (2011), “The use of coaching principles to foster employee engagement”, The Coaching
Psychologist, Vol. 7 No. 1, pp. 27-34, available at: https://www.researchgate.net/file.
PostFileLoader.html?id5573ec73340485490c31fc703&assetKey5AS%3A363732606701573%
401463732019526 (accessed 10 April 2021).

Cridland, E.K., Jones, S.C., Caputi, P. and Magee, C.A. (2015), “Qualitative research with families living
with autism spectrum disorder: recommendations for conducting semi structured interviews”,
Journal of Intellectual and Developmental Disability, Vol. 40 No. 1, pp. 78-91, doi: 10.3109/
13668250.2014.964191.

Daher, M., Carr�e, D., Jaramillo, A., Olivares, H. and Tomicic, A. (2017), “Experience and meaning in
qualitative research: a conceptual review and a methodological device proposal”, Forum
Qualitative Sozialforschung/ Forum: Qualitative Social Research, Vol. 18 No. 3, doi: 10.17169/fqs-
18.3.2696.

IJMCE
11,4

360

https://doi.org/10.7748/ns2011.08.25.51.48.c8661
https://doi.org/10.1016/j.paid.2015.03.006
https://doi.org/10.1521/jscp.1986.4.3.359
https://doi.org/10.1016/0749-5978(91)90022-L
https://doi.org/10.1207/s15326985ep2802_3
https://doi.org/10.1891/0889-8391.13.2.158
https://doi.org/10.1891/0889-8391.13.2.158
https://doi.org/10.1111/j.1365-2648.1994.tb01088.x
https://doi.org/10.1111/j.1365-2648.1994.tb01088.x
https://doi.org/10.3102/0162373713500523
https://doi.org/10.1037/0022-0167.42.4.456
https://doi.org/10.17226/9853
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1037/13620-000
https://doi.org/10.1037/13620-000
https://doi.org/10.1007/s10755-019-9459-1
https://cft.vanderbilt.edu/guides-sub-pages/metacognition/
https://cft.vanderbilt.edu/guides-sub-pages/metacognition/
https://www.researchgate.net/file.PostFileLoader.html?id=573ec73340485490c31fc703&assetKey=AS%3A363732606701573%401463732019526
https://www.researchgate.net/file.PostFileLoader.html?id=573ec73340485490c31fc703&assetKey=AS%3A363732606701573%401463732019526
https://www.researchgate.net/file.PostFileLoader.html?id=573ec73340485490c31fc703&assetKey=AS%3A363732606701573%401463732019526
https://www.researchgate.net/file.PostFileLoader.html?id=573ec73340485490c31fc703&assetKey=AS%3A363732606701573%401463732019526
https://www.researchgate.net/file.PostFileLoader.html?id=573ec73340485490c31fc703&assetKey=AS%3A363732606701573%401463732019526
https://doi.org/10.3109/13668250.2014.964191
https://doi.org/10.3109/13668250.2014.964191
https://doi.org/10.17169/fqs-18.3.2696
https://doi.org/10.17169/fqs-18.3.2696


Dawson, C. (2009), Introduction to Research Methods, Robinson, London.

Dinther, M.V., Dochy, F. and Segers, M. (2011), “Factors affecting students’ self-efficacy in higher
education”, Educational Research Review, Vol. 6 No. 2, pp. 95-108, doi: 10.1016/j.edurev.2010.
10.003.

Duval, S. and Wicklund, R.A. (1972), A Theory of Objective Self-Awareness, Academic Press,
Cambridge, MA.

Emmons, R.A. (1999), The Psychology of Ultimate Concerns: Motivation and Spirituality in Personality,
Guilford Press, New York, NY, available at: https://books.google.no/books?hl5no
&lr5&id53MiPuNYZHdYC&oi5fnd&pg5PA1&ots56HjBu5Ocfu&sig5koy1RbWxf01
LeU0Hx6w8cvp3lEQ&redir_esc5y#v5onepage&q&f5false (accessed 04 June 2021).

Flavell, J.H. (1979), “Metacognition and cognitive monitoring: a new area of cognitive–developmental
inquiry”, American Psychologist, Vol. 34 No. 10, pp. 906-911, available at: https://content.apa.
org/doi/10.1037/0003-066X.34.10.906.

Friedman, M.I. and Lackey, G.H., Jr. (1991), The Psychology of Human Control: A General Theory of
Purposeful Behavior, Praeger Publishers, CT.

Gjerde, S. (2010), Coaching, hva, hvorfor, hvordan [Coaching, What, Why, How]. 2. utg.,
Fagbokforlaget, Bergen.

Grant, A.M., Curtayne, L. and Burton, G. (2009), “Executive coaching enhances goal attainment,
resilience and workplace well-being: a randomised controlled study”, The Journal of Positive
Psychology, Vol. 4 No. 5, pp. 396-407, doi: 10.1080/17439760902992456.

Greene, J.A. (2017), Self-Regulation in Education, 1st ed., Routledge, London.

Hakro, A.N. and Mathew, P. (2020), “Coaching and mentoring in higher education institutions: a case
study in Oman”, International Journal of Mentoring and Coaching in Education, Vol. 9 No. 3,
pp. 307-322, doi: 10.1108/IJMCE-05-2019-0060.

Hensley, L.C., Wolters, C.A., Won, S. and Brady, A.C. (2018), “Academic probation, time management,
and time use in a college success course”, Journal of College Reading and Learning, Vol. 48 No. 2,
pp. 105-123, doi: 10.1080/10790195.2017.1411214.

H€ochli, B., Br€ugger, A. and Messner, C. (2018), “How focusing on superordinate goals motivates broad,
long-term goal pursuit: a theoretical perspective”, Frontiers in Psychology, Vol. 9, 1879,
doi: 3389/fpsyg.2018.01879.

Howlett, M.A., McWilliams, M.A., Rademacher, K., Maitland, T.L., O’Neill, J.C., Abels, K., Demetriou, C.
and Panter, A.T. (2021a), “An academic coaching training program for university professionals:
a mixed methods examination”, Journal of Student Affairs Research and Practice, Vol. 58 No. 3,
pp. 335-339, doi: 10.1080/19496591.2020.1784750.

Howlett, M.A., McWilliams, M.A., Rademacher, K., O’Neill, J.C., Maitland, T.L., Abels, K., Demetriou, C.
and Panter, A.T. (2021b), “Investigating the effects of academic coaching on college students’
metacognition”, Innovative Higher Education, Vol. 46, pp. 189-204, doi: 10.1007/s10755-020-09533-7.

Ibrahim, A.K., Kelly, S.J., Adams, C.E. and Glazebrook, C. (2013), “A systematic review of studies of
depression prevalence in university students”, Journal of Psychiatric Research, Vol. 47 No. 3,
pp. 391-400, doi: 10.1016/j.jpsychires.2012.11.015.

Irwin, J.D. and Morrow, D. (2005), “Health promotion theory in practice: an analysis of co-active
coaching”, International Journal of Evidence Based Coaching and Mentoring, Vol. 3 No. 1,
pp. 29-38, available at: https://www.researchgate.net/publication/228954092_Health_
promotion_theory_in_practice_an_analysis_of_Co-Active_Coaching (accessed 04 April 2021).

Katz, I. and Shahar, B.-H. (2015), “What makes a motivating teacher? Teachers’ motivation and beliefs
as predictors of their autonomy-supportive style”, School Psychology International, Vol. 36 No. 6,
pp. 575-588, doi: 10.1177/0143034315609969.

Kim, K.R. and Seo, E.H. (2015), “The relationship between procrastination and academic performance:
a meta-analysis”, Personality and Individual Differences, Vol. 82, pp. 26-33, doi: 10.1016/j.paid.
2015.02.038.

Academic
coaching

361

https://doi.org/10.1016/j.edurev.2010.10.003
https://doi.org/10.1016/j.edurev.2010.10.003
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://books.google.no/books?hl=no&lr=&id=3MiPuNYZHdYC&oi=fnd&pg=PA1&ots=6HjBu5Ocfu&sig=koy1RbWxf01LeU0Hx6w8cvp3lEQ&redir_esc=y#v=onepage&q&f=false
https://content.apa.org/doi/10.1037/0003-066X.34.10.906
https://content.apa.org/doi/10.1037/0003-066X.34.10.906
https://doi.org/10.1080/17439760902992456
https://doi.org/10.1108/IJMCE-05-2019-0060
https://doi.org/10.1080/10790195.2017.1411214
https://doi.org/10.3389/fpsyg.2018.01879
https://doi.org/10.1080/19496591.2020.1784750
https://doi.org/10.1007/s10755-020-09533-7
https://doi.org/10.1016/j.jpsychires.2012.11.015
https://www.researchgate.net/publication/228954092_Health_promotion_theory_in_practice_an_analysis_of_Co-Active_Coaching
https://www.researchgate.net/publication/228954092_Health_promotion_theory_in_practice_an_analysis_of_Co-Active_Coaching
https://doi.org/10.1177/0143034315609969
https://doi.org/10.1016/j.paid.2015.02.038
https://doi.org/10.1016/j.paid.2015.02.038


Kitsantas, A. and Zimmerman, B.J. (2009), “College students’ homework and academic achievement:
the mediating role of self-regulatory beliefs”, Metacognition Learning, Vol. 4, pp. 97-110,
doi: 1007/s11409-008-9028-y.

Kitzrow, M.A. (2009), “The mental health needs of today’s college students: challenges and
recommendations”, NASPA Journal, Vol. 46 No. 4, pp. 646-660, doi: 10.2202/1949-6605.5037.

Knowles, M.S., Holton, E.F. III and Swanson, R.A. (2015), The Adult Learner, Routledge, London.

Landsman-Dijkstra, J.J., van Wijck, R. and Groothoff, J.W. (2006), “The long-term lasting effectiveness
on self-efficacy, attribution style, expression of emotions and quality of life of a body awareness
program for chronic a-specific psychosomatic symptoms”, Patient Education and Counseling,
Vol. 60 No. 1, pp. 66-79, doi: 10.1016/j.pec.2004.12.003.

Luthar, S.S. (2015), “Resilience in development: a synthesis of research across five decades”, in
Cicchetti, D. and Cohen, D.J. (Eds), Developmental Psychopathology, Volume Three: Risk,
Disorder, and Adaptation, 2nd ed., John Wiley and Sons, Hoboken, New Jersey, pp. 739-795,
doi: 10.1002/9780470939406.ch20.

Luthar, S.S., Cicchetti, D. and Becker, B. (2000), “The construct of resilience: a critical evaluation and
guidelines for future work”, Child Development, Vol. 71 No. 3, pp. 543-562, doi: 10.1111/1467-
8624.00164.

Malterud, K. (2017), Kvalitative Forskningsmetoder for Medisin Og Helsefag, Universitetsforlaget, Oslo.

Medina, M.S., Castleberry, A.N., Adam, M. and Persky, A.M. (2017), “Strategies for improving learner
metacognition in health professional education”, American Journal of Pharmaceutical
Education, Vol. 81 No. 4, p. 78, doi: 10.5688/ajpe81478.

Miles, M.B. and Huberman, A.M. (1994), Qualitative Data Analysis: An Expanded Sourcebook, 2nd ed.,
Sage, CA.

Morin, A. (2006), “Levels of consciousness and self-awareness: a comparison and integration of
various neurocognitive views”, Consciousness and Cognition, Vol. 15 No. 2, pp. 358-371,
doi: 1016/j.concog.2005.09.006.

Padmanabha, C.H. (2020), “Metacognition: conceptual framework”, I-Manager’s Journal on
Educational Psychology, Vol. 14 No. 1, pp. 1-11, doi: 10.26634/jpsy.14.1.16710.

Pintrich, P.R. (2002), “The role of metacognitive knowledge in learning, teaching, and assessing”,
Theory Into Practice, Vol. 41 No. 4, pp. 219-225, doi: 10.1207/s15430421tip4104_3.

Prenda, K.M. and Lachman, M.E. (2001), “Planning for the future: a life management strategy for
increasing control and life satisfaction in adulthood”, Psychology and Aging, Vol. 16 No. 2,
pp. 206-216, available at: https://psycnet.apa.org/doi/10.1037/0882-7974.16.2.206.

Robinson, C.E. (2015), “Academic/success coaching: a description of an emerging field in higher
education”, Doctoral dissertation, University of South Carolina, available at: https://
scholarcommons.sc.edu/etd/3148 (accessed 05 May 2021).

Roso-Bas, F., Jim�enez, A.P. and Garc�ıa-Buades, E. (2016), “Emotional variables, dropout and
academic performance in Spanish nursing students”, Nurse Education Today, Vol. 37, pp. 53-58,
doi: 10.1016/j.nedt.2015.11.021.

Sawatzky, R.G., Ratner, P.A., Richardson, C.G., Washburn, C., Sudmant, W. and Mirwaldt, P. (2012),
“Stress and depression in students. The mediating role of stress management self-efficacy”,
Nursing Research, Vol. 61 No. 1, pp. 13-21, doi: 10.1097/NNR.0b013e31823b1440.

SHoT (2010), “Studentenes helse- og trivselsundersøkelse [Students health and well-being survey]”,
available at: http://lykkepromille.no/wp-content/uploads/2016/04/SHoT-2010_Rapport.pdf
(accessed 12 April 2021).

SHoT (2014), “Studentenes helse- og trivselsundersøkelse [Students health and well-being survey]”,
available at: http://www.studentvelferd.no/dokumenter/2014/09/SHoT-2014_Rapport_.pdf
(accessed 12 April 2021).

IJMCE
11,4

362

https://doi.org/10.1007/s11409-008-9028-y
https://doi.org/10.2202/1949-6605.5037
https://doi.org/10.1016/j.pec.2004.12.003
https://doi.org/10.1002/9780470939406.ch20
https://doi.org/10.1111/1467-8624.00164
https://doi.org/10.1111/1467-8624.00164
https://doi.org/10.5688/ajpe81478
https://doi.org/10.1016/j.concog.2005.09.006
https://doi.org/10.26634/jpsy.14.1.16710
https://doi.org/10.1207/s15430421tip4104_3
https://psycnet.apa.org/doi/10.1037/0882-7974.16.2.206
https://scholarcommons.sc.edu/etd/3148
https://scholarcommons.sc.edu/etd/3148
https://doi.org/10.1016/j.nedt.2015.11.021
https://doi.org/10.1097/NNR.0b013e31823b1440
http://lykkepromille.no/wp-content/uploads/2016/04/SHoT-2010_Rapport.pdf
http://www.studentvelferd.no/dokumenter/2014/09/SHoT-2014_Rapport_.pdf


SHoT (2018), “Studentenes helse- og trivselsundersøkelse [Students health and well-being survey]”,
available at: https://www.uio.no/studier/om/laringsmiljo/shot/rapportene/shot-2018-
studentenes-helse-og-trivselsundersokelse.pdf (accessed 12 April 2021).

SHoT (2021), “Studentenes helse og trivselsundersøkelse [Students health and well-being survey]”,
available at: https://sioshotstorage.blob.core.windows.net/shot2018/SHOT2021.pdf (accessed 30
April 2021).

Skogen, J.C., Øverland, S., Smith, O.R.F. and Aarø, L.E. (2017), “The factor structure of the Hopkins
Symptoms Checklist (HSCL-25) in a student population: a cautionary tale”, Scandinavian
Journal of Public Health, Vol. 45 No. 4, pp. 357-365, doi: 10.1177/1403494817700287.

Stelter, R. and Law, H. (2010), “Coaching–narrative collaborative practice”, International Coaching
Psychology Review, Vol. 5 No. 2, pp. 152-164, available at: https://www.taosinstitute.net/wp-
content/uploads/2020/05/Stelter-Law-Coaching-narrative-collaborative_final.pdf (accessed 13
Februry 2021).

Vanacore, S.M. and Dahan, T.A. (2021), “Assessing the effectiveness of a coaching intervention for
students on academic probation”, Journal of College Reading and Learning, Vol. 51 No. 1,
pp. 3-16, doi: 10.1080/10790195.2019.1684855.

Zimmerman, B.J. (1994), “Dimensions of academic self-regulation: a conceptual framework for
education”, in Schunk, D.H. and Zimmerman, B.J. (Eds), Self-regulation of Learning and
Performance: Issues and Educational Applications, Erlbaum, Hillsdale, New Jersey, pp. 3-21.

Zimmerman, B.J. (2002), “Becoming a self-regulated learner: an overview”, Theory into Practice,
Vol. 41 No. 2, pp. 64-70, doi: 10.1207/s15430421tip4102_2.

Zimmerman, B.J. and Kitsantas, A. (1999), “Acquiring writing revision skill: shifting from process to
outcome self-regulatory goals”, Journal of Educational Psychology, Vol. 91 No. 2, pp. 241-250,
doi: 10.1037/0022-0663.91.2.241.

Zimmerman, B.J. and Martinez-Pons, M. (1986), “Development of a structured interview for assessing
students’ use of self-regulated learning strategies”, American Educational Research Journal,
Vol. 23 No. 4, pp. 614-628, doi: 10.2307/1163093.

Zimmerman, B.J. and Schunk, D.H. (2001), Self-regulated Learning and Academic Achievement:
Theoretical Perspectives, 2nd ed., Lawrence Erlbaum, Mahwah, New Jersey.

Corresponding author
Beate Brevik Saethern can be contacted at: beate.b.sathern@hiof.no

For instructions on how to order reprints of this article, please visit our website:
www.emeraldgrouppublishing.com/licensing/reprints.htm
Or contact us for further details: permissions@emeraldinsight.com

Academic
coaching

363

https://www.uio.no/studier/om/laringsmiljo/shot/rapportene/shot-2018-studentenes-helse-og-trivselsundersokelse.pdf
https://www.uio.no/studier/om/laringsmiljo/shot/rapportene/shot-2018-studentenes-helse-og-trivselsundersokelse.pdf
https://sioshotstorage.blob.core.windows.net/shot2018/SHOT2021.pdf
https://doi.org/10.1177/1403494817700287
https://www.taosinstitute.net/wp-content/uploads/2020/05/Stelter-Law-Coaching-narrative-collaborative_final.pdf
https://www.taosinstitute.net/wp-content/uploads/2020/05/Stelter-Law-Coaching-narrative-collaborative_final.pdf
https://doi.org/10.1080/10790195.2019.1684855
https://doi.org/10.1207/s15430421tip4102_2
https://doi.org/10.1037/0022-0663.91.2.241
https://doi.org/10.2307/1163093
mailto:beate.b.sathern@hiof.no

	Students' experiences of academic coaching in Norway: a pilot study
	Introduction
	Purpose of study

	Theory
	Academic coaching
	Academic coaching: cognitive processes and metacognition

	Method
	Recruitment and selection
	Coach training
	Interventions
	Ethical approval
	Interview guide
	Thematic analysis
	Limitations of the study

	Findings and discussion
	Self-efficacy
	Self-awareness
	Self-regulation
	Motivation
	Stress identification
	Goal identification and goal setting
	Strategies
	Coach role
	Summary

	Conclusion
	References


