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Dedication

The girl who was pushed to train when in pain, resulting in an end of career injurie
The injured girl who did not receive any visit or calls from her coaches
The girl who did not ski for eight years

The girl who burned her skis

and all other athletes who had coaches who misunderstood what good coaching is
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Summary

The aim of the thesis was to contribute to an understanding as to how to increase
coach knowledge to enhance athletes' experiences from sports. The primary aim of the study
was to understand how to create a coach development program specifically for coaches’ need-
support. The second aim was to understand need-supportive coaching and its influence on
athlete well-being and autonomous functioning. The content of the coach development
program is based on self-determination theory, and learning theories informed how to plan for
coach learning of the need-supportive coaching skills. | developed the Motivation Activation
Program in Sports (MAPS) and implemented it at one of the six schools of the Norwegian
College of Elite Sport (NTG) during the 2016/2017 academic year among 10 coaches and 102
students.

Developing and Implementing the Motivation Activation Program in Sports
(MAPS)

Avrticle 1 discussed the design of a digital workbook that was informed by evidence
based pedagogical principles, more precisely the cognitive theory of multimedia learning. Ten
coaches at one of the NTG schools attended the program over a season, and afterwards the
coaches were asked whether the learning material had contributed to meaningful learning of
need-supportive skills. The pedagogical principles in the used digital workbook showed the
coaches how need-support can be acted out in a sport specific context. Additionally, the
learning material resulted in increased engagement and awareness through coaches'
reflections, which is an important step towards integrating new material to prior knowledge
and create meaningful learning. Finally, the coaches highlighted transfer of the presented
learning material to their lived experiences as a positive outcome.

Avrticle 2 examined impact evidence of MAPS and whether the developed program
had been successful in teaching coaches how to act need-supportive toward their athletes. The
article explains how the program was delivered at NTG throughout the 2016/2017 season as a
test trial. First, a detailed description of the conceptual framework used to inform MAPS is
offered. Next, a thorough description of MAPS building components is provided. The third
section of the article presents impact evidence of coaches’ learning experiences together with
coaches’ practice examples of need-supportive coaching skills. Results reveal that MAPS
taught coaches about need-supportive skills at the intrapersonal (awareness of own coaching
practice) and interpersonal (interaction with athletes) level. In addition, effective need-support
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for athletes required sufficient time for each athlete, a gradual approach to athlete
understanding, and a thorough consideration of specific situations.

Understanding need-support

Avrticle 3 explored quantitatively how coaches’ behaviour affected athletes’ well-
being. In a sample of 102 NTG student athletes, the within-person relationship between need-
supportiveness and subjective vitality was investigated. They completed three questionnaires
over an academic year (beginning, middle, and end), and Bayesian growth curve analyses
revealed that the levels of relatedness and autonomy-support were stable and high throughout
the year. In contrast, competence-support decreased during the season. In addition, the results
showed a credible positive within-person relationship between changes in all three facets of
need-supportiveness from the coach and vitality measured at the end of the season.

Avrticle 4 investigated athletes’ and coaches’ perceptions of coach need-supportive
behaviour and the athlete-coach dynamic in the endorsement process. Video-based interviews
were conducted with 11 (of the 102) athletes and the 10 coaches from the same school. The
interviews were analysed, and narratives were used to illustrate the story of the predominantly
hedonic athlete (the aim of sport participation is having fun) and the predominantly
eudaimonic athlete (the aim of sport participation is development). There was an obvious
endorsement misfit between the group of athletes labelled hedonic and their coaches due to
the expectations and demands of the elite sport school context. The paradox of the
endorsement process intensifies when the "have fun™ mentality of the athlete meets the "work
hard" mentality of the coach, which, for some athletes, undermines their need-satisfaction,
commitment, performance, and well-being. The findings suggest a strong need for a fit
between coach and athlete aims for successful coaching in the elite sport school context.”

Guidelines for need-supportive coach development is the main practical contribution
of this thesis. The use of learning theories to plan coach learning is suggested, as well as
explicit coaching skills and videos fragments to present the need-supportive style. The
theoretical contribution is the coaches’ learning process model that incorporated meaningful
learning as nexus, and a more nuanced understanding of the endorsement process. Based on
our investigation it is proposed that future research concentrates on person-environment fit to
understand how to facilitate an athlete created sport context that facilitates youth athletes’

flourishing.
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Sammendrag

Hensikten med dette PhD-prosjektet var a bidra til gkt kunnskap om hvordan a gke
treneres samhandlingskompetanse for & bedre utgveres opplevelse i idretten. Trenerkurset Den
stgttende treneren: Hvordan tilrettelegge for motiverte utavere, trivsel og sportslig utvikling
ble implementert pa en av de seks skolene til Norges Toppidrettsgymnas (NTG) i 2016/2017.
Ti trenere og 102 utgvere deltok i denne intervensjonen.

Del 1: utvikling og implementering av trenerkurset

Artikkel 1 viser hvordan den kognitive teorien om multimedia leering ble brukt for &
designe et digitalt trenerhefte. Dette inneholdt videoer (en for hver stgttende strategi) og
oppgaver — i tillegg la det grunnlaget for de tre workshoppene som utgjorde trenerkurset. De ti
trenerne gjennomfarte trenerkurset hasten 2016. Véren 2017 ble trenerne intervjuet og spurt
om leeringsmateriellet hadde bidratt (eller ikke) til meningsfull lzering av de stattende trener-
strategiene. Trenerne uttrykte at det digitale trenerheftet gkte deres forstdelse av hva den
stgttende stilen betyr i deres idrettskontekst. | tillegg hadde leeringsmateriellet, spesielt
videoene, fart til at de ble mer bevisst egen trenerstil gjennom refleksjon av egne og andres
erfaringer. Trenernes engasjement er viktig for & integrere den nye kunnskapen til
eksisterende erfaringer fra praksisfeltet. Da farst vil den nye kunnskapen blir meningsfull for
dem. Flere av trenerne opplevde at det digitale heftet hadde bidratt til gkt forstaelse av
sammenheng mellom teori og egen erfaring, et viktig steg mot endret treneratferd.

Artikkel 2 fokuserte ogsa pa trenernes laeringsutbytte, men problemstillingen her var i
hvilken grad de tok i bruk stettende strategiene og hadde endret atferd. Artikkelen fokuserer
pé trenernes erfaringer med implementering av trenerkurset pA NTG gjennom 2016/2017
sesongen — og i hvilken grad de bruker de stgttende strategier oftere og pa en bedre méte i
hverdagen. Resultatene viste at kurset hadde lzerte treneren om de stettende strategiene. Det
ble videre hentydet at for & lykkes med den stattende stilen, er det avgjerende med (a) tid til
hver utgver, (b) at implementering ma skje i samsvar med utgveres modningsniva, og til slutt
(c) at stgttende strategier ma tilpasses ulike situasjoner.

Del 2: A forsta den stgttende trenerstilen

Artikkel 3 fokuserer pa endring over tid i utgvernes opplevelse av treneres stattende
stil og hvordan den er relatert til utgveres trivsel. Utgverne svarte pa spgrreskjema pa tre
tidspunkt gjennom aret (begynnelsen, midten og slutten). De tre aspektene ved den stgttende
stilen ble undersgkt (autonomi, kompetanse og tilhgrighet). Bayesiansk statistisk analyse viste

at tilhgrighetstgtten og autonomistgtten var hgy og stabil pa alle tre tidspunkt.
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Kompetansestgtten falt gjennom aret. Resultatene viste en positiv statistisk signifikant
relasjon pa individniva mellom endringer i alle tre dimensjonene av behovsstatte fra treneren
og subjektiv vitalitet pa slutten av sesongen. P4 bakgrunn av funnene oppfordres trenere til &
legge ekstra fokus pa de kompetanse-stattende strategiene i elitekonteksten.

| artikkel 4 framheves trener-utgver dynamikken, og hvorvidt utaverne aksepterer
trenerens struktur. Videobaserte intervjuer ble gjennomfgrt med 11 (av 102) utgvere og alle
10 treneren p& NTG. Intervjuene ble analysert, og gjennom to narrativer ble historien til den
utpregede hedoniske utgveren (ha det gay" innstilling til idrettsdeltakelsen) og den utpregede
eudaimonske utgveren (“utvikling-innstilling" til idrettsdeltakelsen) fortalt. For sistnevnte var
det fa problemer, mens for den hedoniske utgveren og treneren — var det manglende samsvar i
innstilling til idrettsdeltakelsen og mangel pa aksept for trenerens struktur. Aksept for
trenerens struktur (at regler og treningsaktivitet er meningsfull) er avgjgrende for opplevelsen
av stgtte fra treneren. Skolens strukturer kan dermed oppleves som utfordrende hvis utever
ikke forstér hensikten og dermed ikke har en reell mulighet til individualisering. Studien
indikerer viktigheten av samsvar mellom treneren og utgverens innstilling til

idrettsdeltakelsen for suksessfull statte i elitekonteksten.

Det praktiske bidraget fra avhandlingen er trenerkurset Den stgttende treneren. Pa
bakgrunn av funnene i studien oppfordres det til & bruke laeringsteorier, og at det kan vere
hensiktsmessig  bruke videoer for & praktisk vise teoretiske begreper ved utvikling av andre
trenerkurs. Det er to teoretiske bidrag fra avhandlingen er (a) trenerens leeringsprosess modell
der den meningsfulle dimensjonen vektlegges som link mellom teori og praksis, og (b)
viktigheten av samsvar mellom konteksten og utgveres innstilling til idrettsdeltakelsen for &

forsta nar utavere aksepterer (eller ikke) strukturen til treneren.
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INTRODUCTION

Hedda's story. Throughout my career | observed that some athletes quit skiing as a result of
negative experiences. It made me wonder why they went from loving their sport to feeling
frustrated and hating it. The aftermath of quitting sports for these reasons can be detrimental
to the individual athlete. Such as remaining bitter as they experience their dream to be
thwarted and remain feeling like a failure. Unfortunately, I think that some of these athletes

might always wonder "what if?"
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Youth sports participation has the potential to foster positive physical and
psychological benefits (Fraser-Thomas, Cote, & Deakin, 2005; Jayanthi, Pinkham, Dugas,
Patrick, & LaBella, 2013). Unfortunately, organized sports may also be harmful for (youth)
sports participants as it can result in burn-out, drop-out, and general ill-being (Baker, Cobley,
& Fraser-Thomas, 2009; Bean, Fortier, Post, & Chima, 2014). These negative experiences
from sport participation are regularly displayed in the media. One such story was published
November 30, 2018: "The snow queen who disappeared"” (Godg & Liibeck, 2018). Stina
Hofgaard Rosjg was interviewed 14 year after retiring from elite alpine skiing. Stina
podiumed in World Cup races when she was 22 year old and was considered Norway's up and
coming star. In the article, she reflects on what went wrong when she retired 24-years old,
only two years after her World Cup victory. As her results declined, so did the support from
the coaches and the team, and she ended up feeling very alone in her endeavours. Her well-
being suffered. When, in frustration, she quit, not one of the coaches or representatives from
the ski federation attempted to understand why or communicated that she would be missed.
Unfortunately, her story is not exceptional.

To avoid the negative consequences of sports participation, literature stresses the
importance of the sport environment for athletes' well-being, enjoyment, and development
(Bean et al., 2014; C6té & Gilbert, 2009). Coaches are often responsible for shaping the social
environment of athletes (Gilbert & Trudel, 2004; Matosic, Ntoumanis, & Quested, 2016).

Stina’s case illustrates why coach interpersonal knowledge is of great importance for
athlete well-being and development. When coaches don’t know the importance of
interpersonal skills then it becomes a matter of luck whether an athlete has a coach with
interpersonal knowledge i.e., someone who knows how to communicate, asks about and
acknowledge athletes’ feelings, gives feedback in a way that supports competence, and who
creates social environments that foster relatedness and team culture — which may be crucial
for his/her prolonged involvement in sport. Furthermore, coaches acting from false beliefs
about what "good coaching" is are not to blame when the system they work within does not
make sure coaches are properly educated.

The purpose of this thesis was to investigate how to increase coach interpersonal
knowledge and develop a coach development program that teaches coaches how to use

interpersonal skills, ultimately enhancing athlete sport experiences.
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THEORETICAL FRAMEWORK

Hedda's story: “Back in the fall of 2009, while training for the Vancouver Olympics, | was a
Master’s student in philosophy of education at the University of Oslo. That fall, we started
studying theories on human motivation. Reading about self-determination theory and the
implications of the different coaching styles on athlete experiences made me think; "this is
important for all coaches!" Why is not this part of coach education curriculum? "The idea that
coaches need to know that their behaviours influence their athletes' motivation, performance
and well-being™ was born. | decided that | wanted to better understand coach education and
learning to make sure an interpersonal perspective was included in the Norwegian Ski
Federation learning material; at the time it was not much more than a section on the role of

the coach”
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The theoretical framework for this thesis is a combination of self-determination theory,

which the content was based on, and learning theories used to plan for coach learning.

""Good coaching™ in Self-Determination Theory

Self-determination theory (SDT), first formulated by Deci (1975) and extended by
Deci and Ryan (Deci & Ryan, 1985, 2000; Ryan & Deci, 2017), is an organismic theory of
human behaviour that is focused on the ways in which social contextual factors influence
peoples’ thriving and growth. The theory explains how a need-supportive interpersonal style
is associated with adaptive athlete outcomes, which is why we chose to inform our
intervention on SDT. Below | offer a presentation of the theory.

Motivation in SDT

"To be motivated means to be moved to do something" (Ryan & Deci, 2000, p. 54).
The theory distinguishes between three types of motivation. Amotivation can be described as
athletes going through the motions with no intention to act and thus having non-regulation.
Extrinsic motivation leads athletes to engage in behaviours because of the instrumental value
of the behaviour (to gain a reward, avoid punishment, or attain valued outcomes). This form
of motivation includes four major types of motivational regulations: external, introjected,
identified, and integrated. Through the process of internalization, athletes can adopt values,
beliefs, or behavioural regulations from the sport context and make them their own.
Successful internalization leads to athletes practicing their sports, also when the coach is not
there to monitor them. The “cornerstone” of SDT’s theoretical foundation is the concept of
intrinsic motivation (Ryan & Deci, 2017). Intrinsically motivated athletes act because the
activity is inherently satisfying (enjoyable and interesting) to them (Deci & Ryan, 2002).
According to the theory, intrinsic motivation is both a basic and a lifelong psychological
growth function within humans.

Central to SDT is the distinction between types of motivation along a continuum from
controlled to autonomous and is based on the finding that higher relative autonomy is
associated with greater quality behaviour and persistence (Ryan & Deci, 2017). The
implication of autonomous motivation is that athletes engage in an activity with a full sense of
willingness and volition, and according to the theory, intrinsic motivation is the only true form
of autonomous regulation. In contrast, controlled regulated athletes feel coerced to practice (or
do other sports specific activities) in specific ways. Extrinsic motivational regulations are not

inherently satisfying, and extrinsic incentives are needed to act. Extrinsic regulations vary in
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their degree of autonomy along the relative autonomy continuum, spanning from relatively
controlled (external and introjected regulations) to relatively autonomous (identified
regulation and integrated regulation) (Deci & Ryan, 2000, 2002). The least autonomous form
of the internalization process is termed external regulation. When externally regulated,
athletes act to satisfy an external demand or fulfil a social condition (Deci & Ryan, 2002). A
controlling coach or parent uses demands and controls to get the athlete to act in a specific
way. Sometimes coaches use rewards to tempt and manipulate the athletes' actions.
Introjected regulation is also a quite controlling form of motivation, but the person controls
his or her own actions to avoid guilt and shame or to attain self-esteem (Deci & Ryan, 2002).
An example of the introjection-based behaviour can be the athlete who regulates her
behaviour by completing many runs in the giant slalom course to avoid feeling guilt.
Identified regulation takes place when an athlete recognizes the importance of a certain
behaviour to reach a goal; it is a conscious valuing of a behavioural goal (Deci & Ryan,
2002). If skiing fast is important for an athlete, and that athlete knows that strength training is
necessary to resist the forces in the turns, which is important to ski fast, she chooses to do this
type of training even though she still finds this activity not enjoyable in itself. The behaviour
is still extrinsically motivated as a means to reach a goal, but it is more self-determined than
the two former regulations. The most complete form of the internalization process of extrinsic
motivation is integrated regulation. When acting from integrated regulation, the athlete has
fully accepted the behaviour necessary to reach the associated goals, and this becomes part of
the athletes’ identity, values and lifestyle. Integrated regulation is self-determined and based
on the athletes' choice that fits with other elements of the self, such as values, goals, or needs
(Deci & Ryan, 2002; Vallerand, 2007). The different regulations can coexist within the sports
domain and several of them can be operative within the same practice session (Ryan & Deci,
2017). To sum up, autonomous regulation, when athletes wholeheartedly engage in the
activity and practice to become more skilled players because it is enjoyable or important to
them, is associated with athletic development, sustained sports participation, enjoyment and
well-being. Tapping into this motivation is preferable when working with young athletes
(Balaguer et al., 2012; Carpentier & Mageau, 2013; Felton & Jowett, 2015).

Outcomes associated with controlled and autonomous motivation

The distinction between autonomy and control, two qualitatively different modes of
functioning, have been empirically supported (Deci & Ryan, 2000; Moller, Deci, & Ryan,
2006; Vansteenkiste, Niemiec, & Soenens, 2010). The differentiation between controlled and
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autonomous regulations and the types of outcomes associated with the different motives are
now well accepted (Vansteenkiste, Lens, Elliot, Soenens, & Mouratidis, 2014). Young
athletes who have more autonomous reasons to participate in their sport demonstrate higher
quality motivation, and they have been found to work harder, have more fun, experience
higher well-being, and persist longer in sports (Balaguer et al., 2012; Carpentier & Mageau,
2013; Felton & Jowett, 2015). In contrast, lack of autonomous regulation can lead to drop-out
among young athletes (Calvo, Cervello, Jimenez, Iglesias, & Murcia, 2010; J6esaar, Hein, &
Hagger, 2011, 2012; Lemyre, Roberts, & Stray-Gundersen, 2007). Research has indicated that
high levels of well-being prevent burnout and foster persistence, and this can in turn lead to
better performance (Lemyre, Hall, & Roberts, 2008). An overview of the outcomes associated

with the different regulations is presented in Figure 1.
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HIGH QUALITY OF
MOTIVATION
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Enjoyment
Interest
Vitality
Energy
Vigor
Enthusiasm
Well-being

Bad consciousness
Anxiety

Stress

lll-being
Burn-out

Lack of interest
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Concentration
Focus
Attention
Memory
Learning

Surface learning
Lack of focus and
concentration

BEHAVIOURAL OUTCOMES

Persistence at task
Intensity
Complexity

Effort

Engagement

Maladaptive coping
Lack of persistence

Antisocial behaviour
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AUTONOMOUS MOTIVES J

| do it for enjoyment. It is fun
motivation — high autonomy)

do it because it is_part of who |
integrated regulatign

| do it because it is important to me.
meaningful to me (identified

—_—

| do it because | feel bad about myself
do not (introjected regulation —
by self)

I do it so I will not let others down. |
afraid of negative consequences or |
a reward (external regulation —

by others)

CONTROLLING MOTIVES k

LOW QUALITY OF
MOTIVATION

Figure 1 - Outcomes associated with autonomous and controlled functioning
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Figure 1: Outcomes associated with autonomous and controlled motivation. Outcomes associated with
autonomous motivation: General adaptive outcomes (Vallerand, 1997, 2007; Vallerand, Pelletier, & Koestner,
2008; Vansteenkiste & Ryan, 2013), positive affect and healthy personality (Deci & Ryan, 1985, 2002; Ryan &
Frederick, 1997), improved performance (Lemyre et al., 2008), persistence in sports (Balaguer et al., 2012;
Carpentier & Mageau, 2013; Felton & Jowett, 2015), cognitive outcomes of concentration, attention and learning
(Ryan & Deci, 2013; Ryan & Deci, 2017). Outcomes associated with controlled motivation: General negative
outcomes (Vallerand, 1997, 2007; Vallerand et al., 2008; Vansteenkiste & Ryan, 2013), negative affective states,
such as feeling frustrated, tense, pressured, or controlled (Deci & Ryan, 1985, 2002; Ryan & Frederick, 1997),
drop-out among young athletes (Calvo et al., 2010; JGesaar et al., 2011, 2012; Lemyre et al., 2007), cognitive
outcomes, lack of focus and concentration (Ryan & Deci, 2013; Ryan & Deci, 2017)].

The quality of athletes' motivation matters, thus an understanding of how to facilitate
this motivation is our next step towards understanding how to develop the learning material.

Basic Psychological Needs

The assumption that all humans have three basic psychological needs for autonomy,
competence, and relatedness (Ryan & Deci, 2017) plays a crucial role in understanding how
to facilitate optimal training contexts. The Basic Psychological Needs Theory (BPNT), the
fourth of SDT's mini theories, explains why these basic psychological needs are the
energizing force in SDT. Autonomy concerns the extent to which people experience their
behaviour to be volitional or self-endorsed (Ryan & Deci, 2017). Being autonomous is not
equated to making choices (Soenens, Vansteenkiste, & Sierens, 2009). An athlete can feel
autonomous in the absence of choice, when he or she endorses his or her coaches' mandated
activity because he or she agrees with it. When feeling ownership of one's own actions, the
need for autonomy is satisfied and the athletes' resources, interest, and capacities are invested
in the action. The opposite of self-endorsement is feeling coerced, compelled, or seduced to
act by forces external to self (Ryan & Deci, 2017).
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Hedda feeling autonomous through ownership of the process, taking the initiative to skateboard to work on the
pumping technique, with the rational that this technique also is important for pumping in the slalom course.
Photo credit: Frode Klevstul

To feel competent, the athletes’ actions must be perceived as self-organized or
initiated, in other words, they feel a sense of ownership of the activities that they succeed in
(Deci & Ryan, 1985). When feeling that one masters the drills and exercises in practices, and
the goals are self-set, the competence need is satisfied.
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s Y

Norwegian national skicross team athletes feeling competent when they master the drills and exercises in
practice—as demonstrated in this Wu-tang (name of this type of element). Marte Gjefsen, Hedda, and Julie

Jensen. Photo credit: Einar Witteveen

The need for relatedness is the need to perceive that others care for us unconditionally
(Ryan & Deci, 2017). To belong, be significant, and matter in the eyes of others is a primary
goal of human behaviour. When athletes feel part of their sport’s social group and have a
sense of belonging with their peers or coaches, the need for relatedness is satisfied and the

athlete experiences need satisfaction.
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Relatedness satisfaction: Athletes on the Norwegian skicross team having fun together. Photo credit: Hedda
Berntsen.

Interpersonal styles

Whether a motivational context is optimal or harmful for young athletes is determined
by the degree of perceives basic psychological need-support or thwarting (Bartholomew,
Ntoumanis, Ryan, Bosch, & Thogersen-Ntoumani, 2011; Deci & Ryan, 2012; Vansteenkiste
& Ryan, 2013). Social contexts that are perceived as predominantly need-supportive lead to
need-satisfaction, facilitate natural growth processes, including autonomous motivated
behaviour and well-being (Deci & Ryan, 2000; Vansteenkiste & Ryan, 2013). The complete
SDT causal sequence exemplifies SDT concepts as seen in the model (Fortier, Duda, Guerin,
& Teixeira, 2012; Grouzet, Vallerand, Thill, & Provencher, 2004; Vallerand, 1997; Vallerand,
Fortier, & Guay, 1997; Vallerand & Losier, 1999). Coaches can foster autonomous motivation
if they act in a need-supportive manner or undermine it if they use a controlling style towards
their athletes (Chatzisarantis & Hagger, 2007).

Coaches can foster athletes' autonomous motivation through their interpersonal style
when athletes perceive their needs to be satisfied (BPNT; Ryan & Deci, 2017). The coach's
interpersonal style reflects the strategies he or she usually adopts when interacting with

his/her athletes. As need-support is defined as autonomy-support accompanied by structure
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and interpersonal involvement (Mageau & Vallerand, 2003; Matosic et al., 2016; Rocchi,
Pelletier, & Desmarais, 2017; Taylor & Ntoumanis, 2007). The coach, as an important
authority figure, should combine all three aspects of need-support. Autonomy support
(requiring the person to take others’ perspective in consideration, acknowledge others’
feelings, promote choice and decision-making, and offer a meaningful rational whilst
minimizing external demands) accompanied by structure (there are rules) and involvement ("I

care about my athlete") makes up a need-supportive style (Mageau & Vallerand, 2003).

The absence of need-supportive behaviours does not automatically imply the presence
of thwarting behaviours (Sheldon, 2011). An interpersonal style that actively thwarts athletes'
needs can be considered controlling (Bartholomew et al., 2011). A need-supportive style is
preferable over a controlling interpersonal style, which may actively thwart athletes' needs
(Bartholomew et al., 2011). The concepts of controlling style and need-supportive style are
orthogonal (Matosic & Cox, 2014; Soenens et al., 2009). Initial empirical evidence indicates
that coaches often use a combination of the behaviours from these two interpersonal styles
(Matosic et al., 2016), but the essence is that the the interpersonal style allowes athletes to
have autonomous motivation, in particular identified motivation (Deci & Ryan, 2000), which
is needed to reach goals. ldentified motivation is essential to developing one’s potential and
willingness to take on tasks that may not be enjoyable, such as repetitive and demanding
drills. In contrast, controlling behaviours are need undermining and include chaos (vs
structure), hostility (vs warmth), and coercion (vs autonomy-supportive) (Skinner & Edge,
2002).

Determinants of coaches’ interpersonal styles

Despite knowledge about and attempts to foster need-supportive coaching, there are
determinants that influence coaches’ interpersonal style: the coaching context, perception of
athletes’ behaviour and motivation, and coaches' personal orientation (Mageau & Vallerand,
2003). First, pressure from above is the pressure coaches feel to perform—this can determine
how they act (Mageau & Vallerand, 2003; Pelletier, Séguin-Lévesque, & Legault, 2002).
Secondly, if coaches perceive their athletes to be lazy and lacking incentives and engagement,
they tend to pressure these athletes and downplay the motivation they wish to see (Mageau &
Vallerand, 2003; Rocchi, Pelletier, & Couture, 2013). Thirdly, coaches' beliefs about what
good coaching is influences how they behave toward their athletes (Mageau & Vallerand,
2003).
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It is not very helpful to know what good coaching is if one does not know how to do it.

Thus, an investigation into how coaches learn is of outmost importance.

Leaning dimensions - the holistic approach to learning

There are different ways to understand learning and thus inform the practice of coach
learning (Cushion, 2011). There are three main types of learning theories (i.e. behaviourism,
cognitivism, and social/constructivism) (Cushion, 2011). Each of these theories tries to
capture parts of the whole as no one coaching approach fits all learning situations (Jarvis &
Parker, 2006). Jarvis proposes that learning is the process of becoming as a result of doing,
thinking, and feeling and needs to be holistic (Jarvis, 2004, 2005), thus the holistic approach
to learning sees coaching as a complex social process. A major concern about the
effectiveness of coach education has been the transfer of theoretical knowledge to practical
skills (Morgan, Jones, Gilbourne, & Llewellyn, 2013). The Western dichotomizing of
knowledge dates all the way back to Aristotle. More than 2000 year ago, he distinguished
practical (techne and phronesis) from theoretical knowledge (episte) (Ackrill, Urmson, &
Ross, 1998). This dichotomization has continued throughout the 19th century. This has been a
constant debate. For example, McDougall (1923) distinguished between explicit recognition
and implicit recognition, Tolman (1949) proposes that there are more than one way of
knowing, Ryle (1984) introduced "knowing that" and "knowing how,” Bruner (1969)
separated memory with record form memory without record, and Winograd (1975) introduced
declarative and procedural knowledge. On one side, we have theoretical knowledge, on the
other practical. This mirrors the distinction between theory and practice that seems

problematic in relation to skill acquisition in sport.
The theoretical dimension: The cognitive theory of multimedia learning

Given the lack of detailed guidelines from the coach education literature on how to
design learning materials for coach learning, we turned to the science of learning and the
cognitive theory of multimedia learning (Mayer, 2003, 2009). This is one of the most
developed research-based theories on how people learn from words and pictures (Mayer,
2009). The cognitive theory of multimedia learning is based on the assumption that people
learn from a combination of words and pictures and uses information-processing to explain

how people learn (Mayer, 2009). Engagement and design are crucial for learners to reach the
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meaningful learning stage — when coaches understand what need-support means for them in

their practice. A detailed description of the design process is presented in Article 1.
The practical dimension

There are theories that explain the transcendence between "knowing that" and
"knowing-how" (i.e.: Mesterlere, (Nielsen & Kvale, 1999), situated learning (Lave &
Wenger, 1991), the three-level model of professional learning (Korthagen, 2010), the five-
stage model of the mental activities involved in directed skill acquisition (Dreyfus & Dreyfus,
1980). Out of all of these dynamic models of human expertise, Dreyfus and Dreyfus’ skill-
acquisition model is especially fruitful because we are concerned with the development of

need-supportive skills in coaches.

The Dreyfus model introduced five different stages of learning in skill acquisition
(Dreyfus & Dreyfus, 1980). A person usually passes through five qualitatively different stages
of their mode of decision making as their skills improve through instruction and experience.
For example, a coach at a higher stage of his leaning process will perform the skill better than
a coach at a lower stage of the learning process. At level 1-3, the coach knows what need-
support is, and also wants to act need-supportively, but this does not mean that the coach
knows how to act need-supportive towards his or her athletes in the heat of the moment of a
challenging situation where two athletes are yelling at each other. Reaching the last two stages
of the Dreyfus model requires moving from analytical decision making to implicit decision
making. To reach the expert level of need-supportive coaching, the skill must be practiced
extensively in the sport specific context. The upper level coach does not go from athlete to
athlete in a pre-set sequence, rather she or he continually evaluates the athletes' need for
attention, feedback, support, rationales or opportunities for initiative taking and arrange
his/her coaching accordingly. The coach behaviour "flows" at this level and he or she
becomes better adapted to the concrete situation. The core expertise at the expert level is the
judgement the coach so effortlessly makes. Dreyfus and Dreyfus suggest that intuitive
decision making is not based on the same rule-based decisions of lower level skills (Dreyfus
& Dreyfus, 1986). Thus, the Dreyfus and Dreyfus skill acquisition model challenges the
cognitivist view of learning (viewed as an individual process) by acknowledging the
importance of the interplay between the learner and the context for the learning process
(Flyvbjerg, 2001).
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Meaningful learning and reflection — the missing link?

In order for coaches to act need-supportively, they need to know how to prepare for
trainings on the hill, how to respond in context specific situations that do not allow for the
same kind of rule-based conscious decision-making. In other words, it requires more than
knowing-that, articulated knowledge or the theoretical understanding of why need-support is
important. The meaningful learning (Mayer, 2009) dimension is the dimension between
theory and practice where the theoretical makes sense in light of the practical element. The
expert coach knows what to do based on his/her mature and practiced understanding.
Reflective learning and relevancy through reflection has been suggested to play an important
role in continued developing coaching expertise (Jones, Morgan, & Harris, 2012; Knowles,
Borrie, & Telfer, 2005; Moon, 2004). The holistic view of the situation is of great importance
for the coach at the expert level. When discussing the development of human expertise, an
operationalization is needed that includes:

o the theoretical dimension;
o meaningful dimension; and

o the practical (execution) dimension.

The research questions

Based on the self-determination theory framework, as outlined above, two overarching
and five minor research questions are presented as the starting point for this investigation to
add understanding to the current state of knowledge of what need-support look like in terms
of behaviours and how to develop and implement a coach development program aiming to

teach coaches need-supportive coaching strategies:
Overarching research question:

1. How can researchers design a coach development program that aims to enhance coach
learning?

2. How does coach need-supportiveness influence athlete sport experience (well-being
and motivation)?

More specific research questions:
1a) What is coaches' assessment of the educational value of the digital workbook for

coach development?
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1b) How are coaches using the need-supportive coaching strategies presented to them
in MAPS, in their actual coaching practice?

1c) What is the change in athletes’ perceptions of coach need-supportiveness
throughout an academic year?

2a) What is the within-person relationship between need-supportiveness and vitality?
2b) How does the fit between coach and athlete aims for their sports participation

influence the athletes' endorsement of coaches' behaviours, structure, and rules?

Research hypothesis
2 ¢) Perceptions of competence-support, autonomy-support and relatedness-support

from coach has a credible positive within-person relationship with subjective vitality?
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THE INTERVENTION

Hedda’s story: "In the process of planning MAPS, | studied other interventions. Few seemed
to be informed by theories of learning. Coming from pedagogy, | recognize the important of
planning learning. Simply knowing what kind of interpersonal style is optimal for athlete well-
being and motivation is not enough; we need to plan for coach learning so coaches know how

to act need-supportive.”
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Using theory to improve practice has proven difficult in the field of coach
development, and coaches’ engagement with the real world may need to be better monitored,
understood, and evaluated to improve coaching expertise (Culver & Trudel, 2006; Nelson &
Cushion, 2006). However, before we can expect coaches to change and become more
effective by attending a coach development program, we need to understand how we can
successfully produce that change (Allan, Vierimaa, Gainforth, & Cété, 2017). One way to
achieve such a behavioural change is through applying theories of learning (Trudel, Gilbert, &
Werthner, 2010).

Coach Development Programs (CDP)

There are numerous prescriptions for coach learning, yet evidence of coach learning
through attending programs is limited (Cushion & Nelson, 2013). Moreover, there is little
scientific evidence that CDPs actually have a long-term impact on coaching practice (Trudel
et al., 2010). CDPs typically play a marginal role in coach learning compared to learning from
experience (Trudel et al., 2010). Naturally, this is more closely related to the time spent on
coaching and interacting with athletes, than in coach education programs (Erickson, Coté, &
Fraser-Thomas, 2007; Gilbert, C6té, & Mallett, 2006). Thus, a central issue in the field of
sport coaching education is increasing the effectiveness of coaching strategies through CDPs
(Evans, McGuckin, Gainforth, Bruner, & C6té, 2015; Lefebvre, Evans, Turnnidge, Gainforth,
& COté, 2016).

Researchers argue that coach development programs (CDP) have the potential to
change coaches’ interpersonal, intrapersonal, and professional behaviours through education,
social interaction, or personal reflection when learning activities are systematically applied
(e.g., Evans et al., 2015; Lefebvre et al., 2016; Smith, Smoll, & Cumming, 2007). Yet,
research shows that few CDPs and coach education interventions lead to coach learning
(Allan et al., 2017; Langan, Blake, & Lonsdale, 2013), which means that they are desperately
in need of improvement. However, before entering that discussion | will offer some
suggestions as to why CDPs fail.

1. Interpersonal and intrapersonal coach knowledge underrepresented

Lefebvre and colleagues (2016) classified CDPs into three main categories. The
majority of the 285 CDPs focused on coaches' professional knowledge (sport specific)

development such as technical and tactical skills. Only 18 programs focused on coaches'
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interpersonal knowledge (relation-building skills), while six programs focused on coaches’
intrapersonal knowledge (capacity to intersect and reflect), which means that both areas are
underrepresented in the field of coach education. Turnidge and C6té (2017) suggest
integrating interpersonal theories into coach education both to explore the interpersonal
dimension of the coach-athlete interactions and to design effective, interpersonally-focused
CDPs.

2. Few need-supportive youth coaching programs

Research and reviews have suggested that coach behaviour has important motivational
implications for their athletes (Amorose, 2007; Amorose & Anderson-Butcher, 2007; Mageau
& Vallerand, 2003). Mageau and Vallerand's motivational model (2003) has been a popular
theoretical framework on the importance of adaptive outcomes (Occhino, Mallett, Rynne, &
Carlisle, 2014). This model is based on the assumption that n autonomy-supportive coaching
style can contribute to need-satisfaction and self-determined motivation, which in turn lead to
positive athlete outcomes. The seven autonomy-supportive strategies presented by Mageau

and Vallerand are key to a need-supportive environment.
3. The importance of theory based CDPs

Several reviews have concluded that there is a need for CDPs that are grounded in
behavioural change theories (Allan et al., 2017; Evans et al., 2015; Lefebvre et al., 2016). Yes,
little is known about the theoretical foundation and techniques used to design and implement
effective CDPs (Allan et al., 2017). In a review of CDPs only one fifth (only six CDPs) of the
programs were based on behavioural change theories (Allan et al., 2017). Interestingly, no

single theory was used to inform CDPs more than once.

4. Lack of focus on developing interventions for coaches' behaviour change

Despite rigorous empirical testing of SDT (Ryan & Deci, 2017), the effectiveness of
the application of autonomy-supportive behaviours is unknown in the context of coach
education (Vella & Perlman, 2014). Yet we know that people can learn to be supportive, a
finding that is supported by a review of intervention studies aiming to develop autonomy-
support in other domains (Su & Reeve, 2011). Much of the research in autonomy-supportive
coaching has focused on the impact of coaching behaviours on athlete outcomes (e.g.,
Amorose & Anderson-Butcher, 2007; Carpentier & Mageau, 2013; Gagné, Ryan, &
Bargmann, 2003; Occhino et al., 2014) rather than on developing coaching interventions and
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coaches' behaviour change (Amorose, 2007). One exception is an intervention for swimming
coaches (Pelletier, Fortier, Vallerand, & Briere, 2001).

Underlying pedagogy of MAPS

Paramount for successful learning is the underlying pedagogy (i.e., how the learning
material contributes to the learning process) (Govindasamy, 2001). MAPS is informed by a
holistic view of learning. Shown in figure 2 are the different learning activities and tools
inform different parts of the learning process: factors that influence learning (i.e., learning
situations, context, and learner biographies/cognitive structures) and, as shown in the
horizontal column of Figure 2 different learning dimensions (i.e., practical, meaningful
learning, and theoretical). Figure 2 is further building on Mayer (2009) and Jones and
colleagues (2012) non-linear process of coach development where theory and practice are
intertwined through reflection. Reflection is illustrated through "thinking bridges" in our
proposed coach learning process model for MAPS (see Figure 2). The theoretical dimension
is the "knowing-that,” including knowing why to act need-supportive, and what constitutes
good coaching. The practical dimension is knowing how to act, which is difficult to articulate.
We propose the meaningful leaning dimension as the nexus between the theoretical and
practical dimension as the coaches relate practical experience and theoretical knowledge and
understand how they connect; or not (Mayer, 2009, 2010). Meaningful learning is not
behavioural change per se, however, it is important for behavioural change, and thus referred
to as a nexus between the theoretical and practical dimensions of coach learning. This is an
important distinction, as we will investigate the coaches learning process in relation to the
different stages of Figure 2.

It has been suggested that the learning process needs both experience and reflection to
understand what theoretical constructs mean in practice (Knowles et al., 2005; Moon, 2004).
Engagement is important for active processing to reach the meaningful learning stage (Mayer,
2009). Engagement is also important for reflective learning (Jones et al., 2012; Knowles et al.,
2005; Moon, 2004). Coaches' engagement and reflection (internal learning situation) are
essential for a meaningful learning process, and this is reflected in the two thinking bridges in
Figure 2. The bridges illustrate that the thinking process goes back and forth between the
meaningful learning dimension and the theoretical and practical dimensions, and they

illustrate the notion that learning is not a linear process (Jones et al., 2012).
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Theoretical dimension
"knowing what

need-support is"

Thinking Bridge 1

Meaningful learning

dimension as NEXUS

"understanding what Thinking Bridge 2
need-support is in their

context"

Practical dimension
"knowing how to act
need-supportive"

MAPS learning activi-
ties, and
materials for coaches

The digital workbook.
Presentation delivery
workshop 1, and 2

Discussing the videos in
groups (workshop 1), and
using the digital work-
book

Context specific videos Group discussions work-

(digital workbook shop 2, one-on-one
discussions with facilitator:
workshop 3.

Reflective learning
exercises for each strate-
gy, workbook part 2

Practise one strategy a
week. Keep coaching
throughout the year

Underlying pedagogy
used to facilitate the
learning processa

Cognitive Theory of
multimedia learning
(Mayer, 2009), meaning
ful delivery (Torgersen,
1999) and delivered to
foster coach motivation
(Ryan Deci, 2017)

Active processing (Mayer,
2009), reflection
(Knowles, Borrie, Telfer,
2005; Moon,2004)

Cognitive theory of Reflective learning (Jones,

multimedia learning Morgan, Harris, 2012;

(Mayer, 2009). Context Knowles et al., 2005;

matters (Cushion Moon, 2004) and

Nelson, 2013) relevancy through
reflection

Experience based
learning (Dreyfus
Dreyfus, 1986; Erickson,
Co6té, Fraser-Thomas,
2007)

Figure 2. The learning process and pedagogical principles informing the motivation activation program in sports (MAPS)
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MAPS content — the explicit need-supportive skills

Hedda's story: “When I was developing learning material for NSF in 2011, | found that the
scientific articles and book chapters did not really explain "how" to act need supportive. | was
at a loss when it came to explaining how to act need-supportive. The constructs (i.e.,
autonomy-supportive strategies, competence-supportive strategies, relatedness-supportive
strategies) were explained in a theoretical manner (i.e., support your athletes’ autonomy!). Yet
I quickly realized that explaining the theory was not enough, | need to explain and show how
to act need-supportive.”

Theoretical constructs were translated to develop this CDP. We wanted to translate
theoretical constructs into actual behaviours and to present a set of skills that could show
coaches "how" to be need-supportive. The explicit need-supportive coaching behaviours were
developed through an extension of Mageau and Vallerand’s (2003) seven autonomy-
supportive strategies. We incorporated an explicit focus on support for competence (structure)
and relatedness (interpersonal involvement) by adding explicit coaching skills for each of the
original seven strategies. Structure is explained as the extent to which the coach allows her or
his athletes to feel competent (Mageau & Vallerand, 2003). Coaches can, through their
instructions and structure, and, based on their knowledge, be essential to athlete progress and
perception of competence. Involvement is explained as the extent to which the coach allows
athletes to connect with others (Mageau & Vallerand, 2003). Structure and involvement
instilled by the coach are important determinants of athletes' perceptions of competence and
relatedness in addition to existing autonomy-supportive behaviours and their multiple needs-
effects (Mageau & Vallerand, 2003; Matosic et al., 2016; Ntoumanis, 2012).

The seven autonomy-supportive coaching strategies presented by Mageau and
Vallerand (2003) represent the basis of this intervention. They are as follows: (1) Provide as
much choice as possible within specific limits and rules. (2) Provide a rationale for tasks,
limits, and rules. (3) Inquire about and acknowledge others’ feeling. (4) Allow opportunities
to take initiatives and do independent work. (5) Provide non-controlling competence
feedback. (6) Avoid overt control, guilt inducing criticisms, controlling statements and

tangible rewards. (7) Prevent ego-involvement from taking place (see Figure 3).
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NEED-SUPPORTIVE COACHING SKILLS

:Inquire about and acknowledge the athlete's feelings
1: Open questions - Active listening
2: Emotional response (express empathy)
3: Actin a warm and caring way

TN

02:Avoid controlling behaviors (guilt inducing criticism, controlling
statements, and tangible rewards)

1: Show the athlete that you trust him/her

2: Avoid judgment and criticism

3 ze overt control. Avoid “should” and “have to”

)

03:Provide choice within specific rules and limits
1: Clarification of the responsibilities
2: Invalve the athlete in the decision and solution finding process
3: Give the athletes choices

Y

04:Provide a rationale for tasks, limits, and rules - structure
1: Explain why you chose: a specific exercise, tactics or rule
2: Share knowledge about the sport

)

05: Allow athletes opportunities for initiative taking and independent work
1: Ask open questions
2: Encourage initiative from the athletes

06:Provide non-controlling competence feedback
1: Factual, nen-judgmental feedback about problems
2: Positive feedback that convey high but realistic expectations
3: Target behavior that are under the athletes control - optimal challenge

AN

)
)
)
)
)
)

07:Prevent ego-involvement in athletes

1: Focus on self-improvement

2: Focus on mastery and effort in the group

3: Self-set goals

4: Give attention to all the athletes, regardless of if they are doing well, or strugg|

=

)

NEED SUPPORT

Perceived
Relatedness
Support

Perceived
Autonomy
Support

Perceived
Competence
Support

NEED
SATISFACTION

Athletes' need
satisfaction

MOTIVATION

Autonomous
Sport
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OUTCOMES
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Figur 3 —SDT process model of coach need-supportive behaviours on sport participation motivation and well-being
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[Figure 3. References SDT process model of coach need-supportive behaviours influence on sport participation
motivation and well-being: The seven need-supportive strategies: (Mageau & Vallerand, 2003), SDT causal
sequence: (Fortier et al., 2012; Grouzet et al., 2004; Vallerand, 1997; Vallerand et al., 1997; Vallerand & Losier,
1999); Vallerand, Fortier, & Guay, 1997; Vallerand & Losier, 1999). The explicit skills: (1): (Mageau &
Vallerand, 2003; Skinner & Edge, 2002; Sparks, Dimmock, Whipp, Lonsdale, & Jackson, 2015; Tessier,
Sarrazin, & Ntoumanis, 2010). (2): (Mageau & Vallerand, 2003; Reeve, Deci, & Ryan, 2004; Reeve, Jang,
Carrell, Jeon, & Barch, 2004; Skinner & Edge, 2002; Tessier et al., 2010). (3). (Amorose, 2007; Amorose &
Anderson-Butcher, 2007; Mageau & Vallerand, 2003; Matosic & Cox, 2014; Matosic et al., 2016; Standage,
Gillison, & Treasure, 2007; Taylor & Ntoumanis, 2007). (4). (Jang, Reeve, & Deci, 2010; Mageau & Vallerand,
2003; Matosic et al., 2016). (5). (Amorose, 2007; Mageau & Vallerand, 2003; Stone, Deci, & Ryan, 2009). (6).
(Amorose, 2007; Carpentier & Mageau, 2013; Deci & Ryan, 2000; Jang et al., 2010; Mageau & Vallerand, 2003;
Matosic et al., 2016; Ryan & Deci, 2017; Tessier et al., 2010). (7). (Mageau & Vallerand, 2003; Matosic et al.,
2016; Skinner & Edge, 2002; Taylor & Ntoumanis, 2007; Tessier et al., 2010)]

To illustrate the importance of the explicit coaching skills the following example is
offered. "Prevent ego-involvement in athletes" is one of the original seven autonomy-
supportive strategies proposed by Mageau and Vallerand (2003). This strategy can be quite
hard to transfer into actual coach behaviours for any coach. To know how to prevent ego-
involvement in athletes, one first needs to know what ego-involvement means. To focus on
self-improvement, emphasize effort and mastery in the group, use self-set goals for the
athletes, attend to all athletes, regardless of if they are doing well or struggling was added for
this coaching skill. These explicit skills are examples of how to prevent ego-involvement.
More explicit explanations of need-supportive behaviours have been requested (Conroy &
Coatsworth, 2007). The proposed explicit coaching skills were drawn from SDT research

reports and SDT-based interventions (see Article 2 for full referencing).

The digital workbook

Based on my literature review and principles of the cognitive theory of multimedia
learning, | developed a digital workbook (see Appendix VI1II). The digital workbook was
divided into three main parts. Benefits of a need-supportive coaching style were outlined, and
key concepts explained through text with tables, graphics, and pictures in part one of the
coaches' workbook. Part two of the workbook contains the videos and exercises for each of
the need-supportive coaching strategies. In part three, personal, contextual, and social
influences on coach behaviours were presented. We hired a graphic designer to do the layout
for the digital workbook. The models and tables were developed in close collaboration
between the researchers and the designer. Two additional researchers as well as non-academic
coaches read though the workbook and offered feedback, based on which | further improved
the workbook.



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 26

Based on need-supportive coaching skills and knowledge about the coaching context
and sport, a manuscript was written, acted out, filmed, and edited into seven videos. The
seven videos in part two, started out with a description of a need-supportive coaching strategy
and a sport specific scenario is described by a voice-over, as we see athletes practicing while
music is playing in the background. Next, a dialogue between a coach and an athlete or a
monologue by the coach took place. The coach behaviour in each scenario is shown in a need-
supportive way (“"good coach™) as well as a controlling way (“*bad coach"). The videos end
with a reflection by one of the athletes of how it felt to be treated in a need-supportive versus
a controlling style. The goal for the videos was to demonstrate the difference between a
controlling coach and a need-supportive coach.

Expert knowledge about the context of youth sports (especially skiing) was very
helpful when working on the video scripts, hence, an understanding of the sport specific
context was needed in order to write a script that would be familiar for coaches.

I spent a week in a ski resort working with a group of elite skiers and their coaches.
The athletes and the coaches were given the manuscript and asked to act out the different roles
and contexts. | (as the director of the videoes) explained, instructed, and talked with the
"actors" as they acted out the scenarios. As a perceived sense of being controlled depends also
on non-verbal factors, the scripts were acted out. Tone of voice and non-verbal expressions
were also essential to achieve a clear distinction between the two different coaching styles. |

worked closely with the editor when editing the video and when recording the voice-overs

The seven videos
1. Inquire about and acknowledge the athlete’s feelings (relatedness)
a) Open questions and active listening;
b) Emotional response (express empathy); and
c¢) Actinawarm and caring way.

Voice over: One athlete approaches his coach with something on his mind. The way

the coach responds influences his feeling of involvement.

2. Avoid controlling behaviours (guilt inducing criticism, controlling statements and
tangible rewards) (relatedness, autonomy)
a) Show the athlete that you trust him/her, give responsibilities;

b) Avoid judgment and criticism; and
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€) Minimize overt control. Avoid “should” and “have to” (instead us “you could try,”

scmay”).

Voice over: It is the last practice before spring break. How the coach talks to the
athletes shows them whether he trust them.

3. Provide choice within specific rules and limits (autonomy)
a) Clarify responsibilities;
b) Involve the athlete in the decision and solution finding process (trust); and

c) Give the athletes choices.

Voice over: It is team meeting, and the plan is handed out. The planning process
influences the athletes’ feeling of involvement in their career. Now, we will witness two

different approaches.

4. Provide a rationale for tasks, limits and rules — structure (autonomy and
competence)
a) Explain why you chose a specific exercise, tactics or rule; and
b) Share knowledge about the sport.

Voice over: The athletes are getting ready for a tough weight lifting session. How well
the reason for this session is explained, influences the athletes’ understanding of the

importance of the session.

5. Allow athletes opportunities for initiative taking and independent work
(autonomy)
a) Ask open questions; and

b) Encourage initiative.

Voice over: An athlete shows initiative in his developmental process. How the coach
responds to this initiative influences his sense of ownership.

6. Provide non-controlling competence feedback (competence)

a) Offer factual, non-judgmental feedback about problems;
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b) Offer positive feedback (informational) that convey high but realistic expectations;
and

c) Target behaviours that are under the athletes’ control — optimal challenge.

Voice over: It is ski practice. One of the athletes had a bad run on the slope style
course. Nothing worked out. The athlete approaches the coach for feedback. How the coach

gives feedback influences the athlete’s perception of competence.

7. Prevent ego-involvement in athletes (competence)
a) Focus on self-improvement;

b) Focus on mastery and effort in the group;

c) Allow for self-set goals; and

d) Attend to everyone, regardless of if they are doing well or struggle.

Voice over: It's competition day. As all teams, some athletes get highly ranked while
others get poorly ranked. The ability of the coach to focus on every athlete’s personal

development and effort influences athletes’ perception of competence.

A full example: Strategy 6
Good Coach (C)

Athlete (A)

A: Hi

C: How did it go?

A: It went really bad. I think | was leaning back in my boots and lost my balance.
C: Ok, what do you think you need to do differently next run?

A: 1 don't really know what to do.

C: All right, the important thing is that you lean more forward in your boots because if you
stay back, the centre of gravity is back when you leave the jump. So, it is important that you
try to push forward against the front of your boots, and then you can push of as you leave the

jump.

A:Yes
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C: Then you will stay balanced in the air.
A:Yes

C: Good

Athlete reflection:

A: | really like it when my coaches are honest with me and tell me what | did wrong, but it is
important that they also tell me what | need to do better, so that | can improve the run | am
trying to make. It helps my motivation when the coach can point out what | do not manage to

do yet, so I have room for improvement.
Bad Coach (BC)

BC: Shit, this is not worth it for me Tora. We have travelled for seven fuckings hours to get
up here, and you have practices all day and you still jump like a scarecrow, you are hanging in

your boots and fly like a girl, get back up there and try again, this is pointless. Ski more.
Athlete reflection:

A: 1 do not like it when the coaches say mean things to me and fail to give me feedback on
what | can do to improve, but just tell me how bad | jump. Asking me to do it again without

telling me what | can focus on. It makes me feel defeted.
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METHODOLOGY

Hedda's story: “Using surveys to capture behaviours seems to be a common method of
data collection. As an elite athlete, we were asked to answer questionnaires on several
occasions. | always felt the need to explain that checking of pre-made questions does
not explain the whole picture. When preparing this research project, | wondered how
four items could capture autonomy-support, competence-support or relatedness-
support. Maybe there is a better way to make sure the coaches and athletes are talking

about the same behaviours we wish to investigate? ”
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Qualitative and quantitative methods were chosen to answer the research questions in the
different phases of this research project. In recent sport psychology investigations, mixed-
methods studies (MMR: Johnson, Onwuegbuzie, & Turner, 2007) have gained acceptance as
a methodology that can offer a more nuanced understanding of a phenomenon (Partington &
Cushion, 2013). The possible gains of MMR in evaluation research is increased validity, more
comprehensiveness to findings, more insightful understanding, and better ability to include
diversity. Through reflexivity and responsiveness, MMR promise increased understanding of
social programs, which in turn can improve coach practices (Greene, Benjamin, & Goodyear,
2001).

One of the critiques of this type of design has traditionally been the potential clash of
epistemological and ontological positionings (Greene et al., 2001). One philosophical stance
that allows for a mix of methods and avoid the clash between realists and constructionist is
Bhaskar's critical realism (Bhaskar, 2013). This stance has emerged as one of the most
powerful directions in philosophy of science, offering a good alternative to positivism and
constructivism (Patton, 2005). It merges classical realistic ontology with an interpretive
epistemology. Critical realism acknowledges that the world exist independently of our
perceptions of it, thus admits that our understanding of the world is constructed and coloured
by our subjective perspectives (Maxwell & Mittapalli, 2010). This stance allows for a healthy
scepticism toward the data. When interviewing the athletes for example, | was aware of their
power relation to their coaches as well as me, and | was aware that they might have tried to

impress me.
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Paper 1 Paper 2 Paper 3 Paper 4
Co-authors Kristiansen Kristiansen lvarsson Kristiansen
Kristiansen
Journal International International Motivation and Sport Coaching
Journal of Sports Sport Coaching Emotion Review
Science and Journal
Coaching
Date of acceptance February 14™ 2019  November, 2018 September 1st,
2018
Sample N=10 N=10 N=102 Athletes: N=11
Coaches: N=10
Age Coaches: 29-54 Coaches: 29-54 Athletes: 16-18 Athletes: 16-18
(M=36,4) (M=36,4) Coaches: 29-54
(M=36,4)
Interviews 10 10 A:3,C: 10
Number of surveys 3
Quantitative NO NO YES NO
Qualitative YES YES NO YES
Design Cross-sectional Cross-sectional Experimental Cross-sectional
(i.e., to
manipulate
coaches),
Temporal

Research strategy

Analysis

Major theme

Semi-structured
interviews
Thematic analysis

Assessment of
learning material

Semi-structured
interviews
Thematic analysis

Coaches learning
experiences

longitudinal (i.e.,
to assess athlete
measures)
Survey research

Bayesian

Teaching need-
support and the
role of
perceptions of
each need on
athlete well-being

Semi-structured
interviews,
focus group
interviews
Thematic
analysis
Perceptions of
need-support.
Coach-athlete
interactions.

Table 1 - Overview of method, participants and focus

The present study was executed in one of the approximately 34 elite sport schools in

Norway. The non-profit private foundation The Norwegian College of Elite Sport (hereafter

NTG) is a network of elite sport schools in Norway. NTG currently runs six schools with 990

students participating in 27 different sports (Norges Toppidrettsgymnas, 2018). Current and

former NTG athletes have achieved considerable success, accumulating 175 world

championship medals, and 64 Olympic medals (Norges Toppidrettsgymnas, 2018). Arguably,

NTG is a stepping-stone for national teams and professional sports.
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The NTG coaches

Ten coaches 25-54 years (Male=9, Female=1, M age=36.4, SD=9.167) at NTG
participated in the two-month long intervention. The coaches’ working experiences ranged
from no prior full-time coach experience to true veterans with over 10-years of experience at
NTG (M =5.4, SD =4.35).

The NTG athletes

The total sample consisted of 102 winter sport athletes (male n=70, female n=32, 15-
19 years of age, M age= 17.04, SD= 0.866). The athletes represented five winter sports:
freeskiing (n=5), snowboarding (n=12), alpine skiing (n=17), cross-country (n=31) and
biathlon (n=34).

Of the total sample, 11 athletes aged 16-18 years participated in the video-based
interviews evaluating the intervention. They were organized into three focus groups according
to sports (alpine n=2, biathlon and cross-country skiing n=4, freeski and snowboarding n=4).
A typical focus group has six to 10 members, though smaller groups are suggested when the
topic is complex and or emotionally difficult (Morgan & Scannell, 1998). Furthermore, the
number of focus groups pays importance to the researchers needs (Bryman, 2015), and it was

seen preferable that athletes from the same or similar sports were grouped together.
Ethical approval

The Norwegian Social Science Data Services was informed about the research project.
Informed consent was obtained from coaches, parents, and athletes (age 18 and over) in the
beginning of august 2016, before conducting the intervention between August 24" - October
13" 2016) and follow-up interviews (May 8"-10", 2017). Parents were informed about the
project in a teacher-parent conference. We informed the coaches about the project before the
first data collection, as well as their participation rights. We asked the sport director and
coaches to invite athletes for participation. Athletes were informed about the project before
the first data collection. All the participants were informed that their anonymity would be
protected, the confidentiality of the study upheld and their freedom to withdraw from the
study at any point in time. No consent was withdrawn. The Norwegian Centre for Research
Data (NSD) approved the project prior to the data collection (Appendix I). Athletes and
parents (of athletes under the age of 18) granted informed consent for participation in the

project.
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Procedures
23.08.16 24.08.16 05.10.16 11-13.10.16 30.11.16 | 08.05.17
Workshop 1 Workshop 2 Workshop 3
T Inde- Inde- T T
E Two hours m’js:ifﬂ:te Two hours vssrkdt(ien:te One-on-one E E
S Multimedia with the Multimedia with the discussions S S
T multi- digital presentation digital with educator T T
presentation | workbook and group workbook
1 discussions 2 3

Table 2 - Intervention design

Practical considerations for workshop procedures

Ten coaches at the Norwegian College of Elite Sport participated in the two-month
long intervention. MAPS consisted of three workshops taught between August 25th, 2016 and
October 13th, 2016. Altogether the three workshops lasted for five hours (see Table 2). All the
workshops and presentations were based on the digital workbook, and between the workshops
the coaches had time for independent work with the digital workbook. Group discussions in
workshop two focused on personality, contextual, and social influences on coach behaviours,

which had initially been presented to the coaches in part three of the digital workbook.

An additional aspect of the learning process is the "wanting to learn.” Motivational
features can improve learning by coaches’ engagement (Mayer, 2014). MAPS itself was
therefore delivered in a need-supportive way—fostering coach autonomous motivation.
Technologies can be essential tools for teaching and learning. Information and
Communication Technology (ICT)-pedagogy has developed important insights into how
learning materials can be delivered for optimal learning. Based on Torgersen's (1999) multiple
formula, any program can deliver meaningful instruction for any targeted audience and in any
subject with appropriate facilitation and angulation of the multimedia sequence (Torgersen,
1999). This is possible because of the diversity of the language of sounds and pictures.
Facilitation of the learning material enables the implementer to extend the span of information
that pass through the different channels (Saeverot & Torgersen, 2016). The power of
multimedia presentations lies in the sheer amount of information that can pass through one
screen in different forms all at once. How the facilitator uses the digital workbook (learning
material), in what context the learning material is presented, and how the learning material is
discussed is of importance for the coaches’ learning process. Adaptation of the material and

form of presentation to individuals' needs is the goal of ICT-pedagogy in order to optimize the
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learning outcome. See Table 3 for suggestions (that are in line with ICT-pedagogy) on how to

deliver learning material for optimal coach learning (Saeverot & Torgersen, 2016).

How educators can deliver the learning material for
maximum impact on coach learning

Examples from MAPS

Make technical opportunities of the learning
material accessible.

Carefully choose problems that fit the group or
individual.

Ask questions to direct the attention to aspects you
wish to discuss.

Add information about the scenarios in the videos.

Present in a learner-past way.

Use the multi-presentation to differentiate —
depending on the context and level.

Accessible digital workbook. Printable, interactive
writing in the document, could be copied.

The workbook problems represented typical
situations for coaches at a sport school for that
specific sport. One-on-one sessions with the
educator discussing the problems.

For example, the educator discussed the difference
between the supportive and controlling coaching
styles with the coaches after showing the videos.

We discussed how information about an athlete in
the video could change the message in the video.

Coaches could ask questions. We stopped after each
video and had group discussion and one-on-one
sessions. The learning material was always
accessible — so they could go back and read, but also
look at the videos and stop them and start them and
learn in their own paste.

Coaches attending MAPS could use the learning
material to look up the scientific articles and the
theories the program was based on. The coaches
who did not feel comfortable reading English articles
could use the videos to see how to act need-
supportive. The digital workbook also allowed for
individual tempo.

Table 3 - Delivering the learning material for maximum impact on coach learning

Intervention evaluation coaches

Semi-structured interviews were conducted to understand the nuances of the coaches'

experiences with MAPS, as interviews can help us understand the meaningfulness and the

implementation of the program (Greene et al., 2001). Before executing the interviews with all

the coaches, the interviewer went through Kvale's criteria for high quality interviews and

made sure she had done the preparations accordingly (Kvale, 1996). The semi-structured

interviews allowed coaches to provide in-depth information (Kvale, 2008) about their

experiences with MAPS and the educational material, to what extent they used the digital

workbook and what they found challenging. The interviews took place in coaches’ offices,

except one that took place in the dining hall at a time when there was no one else. The two-

way interaction process in the interview setting is the product of the researcher, the

participant, and the relationship between them (Finlay, 2002). To create safe settings and
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empower the other, communication strategies such as not interfering or expressing own
opinions and paraphrasing as part of the role as an active listener were employed (Sparkes &

Smith, 2013). The interviews were audio recorded and lasted between 49 and 64 minutes.

When discussing the strategies, the video fractions from the digital workbook were
used as basis for the discussion. Photo-elicitation can be used in research as a stimulus for
questioning, and it has been suggested that it can help create a meaningful common ground
for discussion (Bryman, 2015; Harper, 2002; Pink, 2013)-and in this case stimulate the
coaches to remember situations. Each of the seven need-supportive videos were discussed in
regard if they used or used not these strategies. Each video was on average two minutes long

and prolonged the interviews accordingly.
Intervention evaluation athletes

The athletes had both a quantitative and qualitative evaluation of their perception of
coach behaviour and its effect on their well-being and autonomous functioning (only
interviews). All the athletes responded to a quantitative survey at three occasions, and they
received a short explanation about the research project each time. Next, the athletes were
asked to read the questions thoroughly, and ask questions if something was unclear.

In addition to the traditional questionnaires, a qualitative approach was used to
supplement evaluation and to gain understanding of coach need-support and athlete
experiences. Ten athletes participated in three focus-group interviews. The focus group
method was chosen to provide in-depth information about the interaction between the group
members and their experiences with their coaches’ interpersonal behaviours, and how the
members of the groups discuss this issue (Bryman, 2015). A semi-structured interview guide
was prepared and used in the focus group method. The interviewer started with an informal
talk about their everyday life at ski academy to break the ice, asking them about their sport.
The interviewer and athletes viewed the seven need-supportive videos that showed how
coaches could act supportive or controlling and discussed them in turn. The athletes were
asked to discuss and give examples of how their coach act in relation to what they saw in the
videos. To find the balance between guiding the discussion but not being intrusive, the
interviewer avoided to interrupt the naturally occurring discussions between group members.
It was interesting to notice that some of the athletes elaborated on their examples after
listening to their fellow athletes, something that they would not have thought of without the
opportunity of hearing the examples of others. The focus-group interviews were scheduled
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and conducted at school. After thanking the participants and explaining to them what will
happen to the data, | thanked the athletes for their participation. The interviews also ended on

an informal note. The interviews were audio recorded and lasted between 55 and 75 minutes.

Measurements

102 elite winter sport athletes filled out a questionnaire package including perception

of coaches' interpersonal style and well-being at three time points.
Questionnaire of Basic Psychological Needs Support (QBPNS)

Athletes' perceptions of their coaches' interpersonal need-supportiveness were assessed
with the Norwegian version of Questionnaire of Basic Psychological Needs Support (QBPNS)
(Sé&nchez-Oliva, Garcia-Calvo, Sanchez-Miguel, Amado, & Ntoumanis, 2013). The 7-point
Likert scale consists of 12 items (1=completely disagree, 4=somewhat agree, 7=completely
agree). Athletes were asked to answer 12 different statements following “"During practice, my
coach....” (e.g., encourages us to do well). In contrast to other scales assessing coach
interpersonal styles, the QBPNS takes into consideration all three needs and evaluates
athletes' perception of their coach's behaviour in terms of supporting the need for autonomy,
competence, and relatedness. This was important for the current investigation, in addition to
using a scale to provide insight into situationally induced and changing coach behaviour and
the following fluctuations. We assessed need-support, at the state level as stated in the

questionnaires, as "over the last few weeks."
Subjective vitality

Athletes' well-being was assessed using the subjective vitality scale (Ryan &
Frederick, 1997) with a 7-point Likert scale consisting of seven items (1=not at all true 7=very
true). Athletes were asked to what degree the different statements were true for the last seven
days (state level) e.g., "I feel alive and vital.” In SDT the definition of well-being goes beyond
hedonic outcomes such as happiness and is conceptualized in terms of full functioning (Ryan
& Deci, 2017). The rationale behind choosing subjective vitality as an indicator of athlete
well-being (wellness) is that vitality is, in SDT, considered to be a state of being fully
functioning or thriving (Ryan & Deci, 2017; Ryan & Huta, 2009).
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Criteria to ensure rigor in MMR
Several measures were taken for this MMR investigation in order to ensure rigour.
Qualitative research analysis: Articles 1, 2, and 4

Thematic Analysis (TA) allows the researcher to see and make sense of the shared
meanings and experiences across a data set such as the conducted athlete and coach-
interviews (Braun & Clarke, 2012; Bryman, 2015). This accessible, flexible, and increasingly
popular method of analysing data is concerned with the importance of finding the patterns of

meaning and link them to the particular research questions.

Member reflection

Further, member reflections (Smith & McGannon, 2018) were used to create high
quality, meticulous, and robust research. Member reflections are not done to verify the
research but rather to generate additional insight into the process. All articles and quotes were
shared with participants. Their comments were welcomed. We received several notes and
more reflections on the themes presented. This is in line with the critical realist position since

the realist epistemological position acknowledges that we can never know the objective world.

Critical friend

Inter-rater reliability as traditionally used by Lincoln and Guba (1985) has been
deemed ineffective in ensuing that the findings are reliable because of philosophical
assumptions (Smith & McGannon, 2018). The critical friend strategy is an opportunity for
dialogue and to acknowledging multiple truths, perspectives, and results in the research
process (MacPhail, Khoza, Abler, & Ranganathan, 2016; Smith & McGannon, 2018).

Transparency

We have offed transparency through detailed records of the research process to enable
readers to judge the quality of the final report through their own reflections, scrutiny, and
opinions. To determine of the findings can apply to other contexts we discussed the context in
detail. We do leave this up to the reader to decide how she or he can use the results and

whether they can be transferred to other contexts (Sparkes & Smith, 2013).
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Quantitative data analysis

All analyses were estimated using a Bayesian approach. The Bayesian statistical
approach and the traditional frequentist approach is based on different statistical assumptions
(Stenling, Ivarsson, Johnson, & Lindwall, 2015). The Bayesian approach was chosen as it is
better suited of producing reliable estimates with small sample sizes (Song & Lee, 2012). Due
to the less restrictive distributional assumptions, the normality assumption does not need to be
fulfilled to perform the analyses within the Bayesian approach (Yuan & MacKinnon, 2009).
See Article 3 for a full description of the statistical analysis.
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BRIEF DESCRIPTION OF THE ARTICLES

Article 1

Successful coach learning: Digital workbook informed by pedagogical principles

Berntsen, H. & Kristiansen, E. (Published March 21%, 2019).

This study was motivated by the hypothesis that advances in cognitive science may be
helpful for the design of Coach Development Programs. More precisely, how can a learning
tool such as a digital workbook that is informed by evidence based pedagogical principles be
helpful? After designing the learning material, based on the cognitive theory of multimedia
learning, the digital workbook was used in a coach development program aiming to improve
coaches' need-supportiveness. Ten coaches at an elite sport school in Norway attended the
program over a season, and afterwards they were asked whether the learning material had
contributed to meaningful learning of need-supportive skills. Thematic analysis of the
interviews revealed visualization, awareness, and transfer to one’s practice as the three main
themes describing the educational value of the digital workbook. The pedagogical principles
incorporated showed the coaches how need-support can be acted out in a sport specific
context. Additionally, the learning material resulted in increased engagement and awareness
through coaches' reflections, which is an important step towards integrating new material to
prior knowledge and create meaningful learning. Finally, the coaches highlighted transfer of
the presented learning material to their experiences. In conclusion, cognitive science may
have useful implications for the design of effective learning materials for coach development

programs.

Article 1: Assessment of the learning material designed
for MAPS

Ok, so that is what they
mean by beeing
supportive!

What does that
mean?

N | Department of Coaching and Psychology
NORWEGIAN SCHOOL OF SPORT SCIENCES
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Article 2

Guidelines for Need-Supportive Coach Development: The Motivation Activation
Program in Sport Berntsen, H. & Kristiansen, E. (Published, February 2019).

The purpose of this article was to share the conceptual framework, design, and impact
evidence of a coach development program that was aimed at teaching coaches how to act
need-supportive toward their athletes. Informed by Self-Determination Theory, the
Motivation Activation Program in Sports (MAPS) was developed to contribute a coach
interpersonal-style perspective to the Norwegian Ski Federation education system. The
program was delivered at the Norwegian College of Elite Sport throughout the 2016/2017
season as a test trial. This article is organized into three sections. First, a detailed description
of the conceptual framework used to inform MAPS is offered. Next, a thorough description of
MAPS building components is provided. The third section of the article presents impact
evidence of coaches’ learning experiences together with coaches’ practice examples of need-
supportive coaching skills. Results reveal that MAPS taught coaches about need-supportive
skills at the intrapersonal (awareness of own coaching practice) and interpersonal (interaction
with athletes) level. In addition, effective need-support for athletes required sufficient time for
each athlete, a gradual approach to athlete understanding, and a thorough consideration of
specific situations.

Article 2: Coaches learning experiences with MAPS.

"I have started to allow my

athletes to take more
initiative during training”

N | Department of Coaching and Psychology
NORWEGIAN SCHOOL OF SPORT SCIENCES
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Article 3

Need-supportiveness and athlete well-being. Berntsen, H., Ivarsson, A., & Kristiansen, E.
(Submitted, March 2019)

The aim of this study was to evaluate a need-supportive intervention targeting sport
school coaches, and to explore how coaches’ behaviour affected athletes” well-being. In a
sample of youth elite student athletes, we investigated: (a) the potential change in perceptions
of need-support from the coach (over an academic year), and (b) the within-person
relationship between need-supportiveness and subjective vitality at the end of the academic
year. The 102 student athletes completed three questionnaires over an academic year
(beginning, middle, and end) to assess coach need-support and subjective vitality. Bayesian
growth curve analyses revealed that the levels of relatedness and autonomy-support were
stable and high throughout the year. In contrast, competence-support decreased during the
season. In addition, the results showed a credible positive within-person relationship between
changes in all three facets of need-supportiveness from the coach and vitality measured at the
end of the season. We argue that through the intervention, coaches learned strategies and
gained awareness of their coaching style, and this may have ameliorated the negative effects
of pressure to perform and win that is prevalent in the elite sport context, which may have
meant that they stayed relatedness- and autonomy-supportive throughout the season.

Article 3: Longitudinal changes in athletes' perceptions of
need-supportiveness and its association to athletes'

subjective vitality.
n bk
s “‘“

=y}

N I Department of Coaching and Psychology
NORWEGIAN SCHOOL OF SPORT SCIENCES
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Article 4

Perceptions of need-support when "*having fun® meets **working hard mentalities in
the elite sport school context. Berntsen, H. & Kristiansen, E. (Published, October 1%, 2018).

The aim of this study was to investigate athletes’ and coaches’ perceptions of coach
need-supportive behaviour and to increase our understanding of the athlete-coach dynamic in
the endorsement process. Video-based interviews were conducted with 11 athletes and 10
coaches at an elite sport school in Norway. The interviews were analysed, and narratives were
used to tell the story of the predominantly hedonic athlete (the aim of sport participation is
having fun) and the predominantly eudaimonic athlete (the aim of sport participation is
development). There was an obvious endorsement misfit between the group of athletes
labelled hedonic and their coaches due to the expectations and demands of the elite sport
school context. The paradox of the endorsement process intensifies when the "have fun"
mentality of the athlete meets the "work hard" mentality of the coach, which, for some
athletes, undermines their need-satisfaction, commitment, performance, and well-being. The
findings suggest a strong need for a fit between coach and athlete aims for successful

coaching in the elite sport school context."

Article 4: Perceptions of need-support

1 give b - s O My coach explains
competence whati need to do to
feedback to my = et lean more forward in
athletes " my boots

N I Department of Coaching and Psychology
NORWEGIAN SCHOOL OF SPORT SCIENCES
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DISCUSSION OF THE RESULTS

Hedda’s story: “All my coaches have been hard workers. Getting up really early to
prepare for training on the hill. Carrying the gates up the lifts, salting if needed,
slipping the courses, filming the athletes, giving feedback to all the athletes. After the
training on the hill, they have to up-load the video, charge the drills and radio
batteries, prepare and implement coach meetings, for reservations and do book-
keeping. Then they have to do dryland training, watch videos with each athlete, and
finally after dinner they have a team meeting for planning of the next day. | know how
busy it can be to be a coach, and it is crucial that we develop education programs that

are facilitated for the coaches work load.”
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To date, there is no rigid scientific method to grasp knowledge at the practical
dimension, which is however crucial for the evaluation of MAPS and coach development
(expertise development). The differential access hypothesis proposed that different methods
capture different kinds of knowledge (Hoffman & Lintern, 2006). These methods have moved
from unstructured interviews to structured interviews. Ericsson and colleagues introduced the
"thinking aloud" (concurrent verbalization of tasks while performing a task) while experts
conducted their tasks (Ericsson, Charness, Feltovich, & Hoffman, 2006). Protocol analysis
was another method that has been recommended to use (Chi, 2006), followed by the era of
cognitive task analysis, proficiency scaling and social interaction analysis (Hoffman &
Lintern, 2006). Today, two main methods are often used when eliciting expert knowledge
(i.e., coaches’ behaviours): 1) Ask people questions and 2) Observe performance (Hoffman &
Lintern, 2006).

In this MMR study, we combined quantitative survey and interview approaches in
order to produce complementary and non-overlapping weaknesses and strengthen the meta-
inferences (Johnson et al., 2007). The interviews were chosen to capture the subjective
experiences of the coaches. Meanwhile, the questionnaires and athlete interviews captured
athletes' perceptions of coaches' need-supportive behaviours, giving coaches subjective
experiences something to be compared to. The for MAPS developed seven context specific
videos were also used as basis for the interviews with coaches and athletes, as they secured a
good foundation for in-depth discussions about coach need-supportive behaviours (Bryman,
2015; Harper, 2002; Pink, 2013). This combination of asking questions while observing
behaviour might be the best method, to our knowledge, to capture coaches’ perception of

need-supportive behaviours at the practical dimension.

The discussion focusses on the theoretical and practical implications of the study and
consist of two main sections: 1. Practical implications for (1a) Coach development, and (1b)
Athlete experience, before 2. Theoretical contributions are outlined together with the study’s
strengths and limitations (see Table 4). As the distinction between practical and theoretical

contributions are not always clear-cut, figure 4 exemplifies this though a continuum.
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CONTRIBUTION TO PRACTICE

THEORETICAL CONTRIBUTIONS

COACH DEVELOPMENT (THEORETICAL
DIMENSION)

Digital workbook informed by pedagogical
principles seems fruitful for coach learning
(CDP developers)

COACH DEVELOPMENT (MEANINGFUL
LEARNING DIMENSION)

Videos explaining all the strategies — a tool-
box for coaches.

COACH DEVELOPMENT
(PRACTICAL DIMENSION) MAPS: Guidelines
for need-supportive coach development

ATHLETE EXPERIENCE (MOTIVATION)

A strictly developmental focus in sport
clubs and organizations can be detrimental
for athletes with predominantly hedonic
aims

ATHLETE EXPERIENCE (WELL-BEING)
Suggestions for federations and clubs
implement CDPs teaching coached need-
supportive skills to enhance athlete sport
experiences

Adding explicit ("how to") need-
supportive skills to Mageau and
Vallerands seven autonomy-
supportive strategies

Translating theoretical constructs to
practice: Showing how to act need-
supportive through video fragment

SDT

Started investigating person-
environment fit to understand the
endorsement process

SDT

Coach need-support (all three
dimensions) has a credible positive
relationship with athlete well-being
in the elite sport school context,
thus supports SDT

LEARNING THEORY

The presentation of meaningful
learning as nexus between the
theoretical dimension and practical
dimension of coaches learning
process model

Table 4 — The continuum between practical and theoretical contribution from the PhD-research project
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Practical implications

Coach development

The results suggest that coach development towards positive behavioural change
follows three stages: the theoretical, the meaningful learning, and the practical stage (see
Figure 2, p. 38). At the theoretical level, coaches can explain what need-support is (recall the
learning material). Coaches at the meaningful learning stage understand how to transfer the
theoretical knowledge about need-support to their context. At the practical dimension coaches
know how to use the strategies in their context. The complexity of the coach learning process
is illustrated by the back and forthing process between the three dimensions (the thinking
bridges in the learning process model in Figure 2, p. 38). Our presentation starts with the
presentation of the learning material, although coaches' engagement with the material brings

in their own experiences as well.

Theoretical dimension

The ultimate goal for this CDPs was improved practice (behavioural change). This has
been demonstrated as challenging in other CDPs, as transfer from the theoretical to behaviour
change can be problematic (Cushion & Nelson, 2013; Morgan, Jones, Gilbourne, &
Llewellyn, 2013). Obviously, results from Article 1 suggested that the theoretical anchored
workbook increased the coaches' perception of need-supportive skills at the theoretical level
by recall. This gave them also an opportunity to compare need-supportive and controlling
coaching behaviours and better understand the difference. This is theory made practical, to
help coaches leap the gap between theory and practice. The workbook presented the coaches
with tools/strategies as the videos showed them how to do it. Visualization of how to do it,
was also one of three main themes outlined in Article 1. Coach “Andrew” explained this by

stating:

Those videos are really easy to understand, and they show the situation in a totally
different way than what you would be able to understand from reading about it. And |

think that is very good. It is a great medium.

This was an important help for them, and the videos increased their understanding of need-

support in the practice field.
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The coaches’ cognitive processing (thinking about) and relating the theoretical material to
their former knowledge is needed to reach the next stage of their learning process. This is

illustrated by Thinking Bridge 1 of the proposed coach learning process model (Figure 2).

Meaningful learning

According to the cognitive theory of multimedia learning, meaningful learning
requires appropriate cognitive processing during the learning (Mayer, 2010). This happens
when the learner integrates, or mentally connects, the verbal and pictorial models (the visual
pictures of need-supportive coaching to audio explanations of the skill and text) with prior
knowledge (e.g., what they already know about supportive behaviours). At this stage, long-
term memory is activated. However, only when coaches can integrate the theoretical
knowledge to their own experience, the learning becomes meaningful (Mayer, 2009; Trudel,
Culver, & Werthner, 2013). Thus, it is not enough to know what need-supportive coaching is,
the coaches also need to know what that knowledge looks like for them in their interaction
with their athletes in their own context. The transfer of theory to one’s own practice may
require adaption of knowledge (engagement and thinking) to new situations over an extended
period of time in order to reach the meaningful learning stage. While the visualization of the
learning material was the starting point of the process, the coaches expressed that it was
proceeded by a greater awareness of what need-support means for them, for example
illustrated by coach "Jeff" (see Article 1):

One becomes more aware in a way over what to say, what to do or how to act. One
thinks more about it, one does that, so that is for sure what it [i.e., the digital
workbook] has contributed to. I also think it has given me some ideas for how |
should act as a coach, and certainly made me more aware [i.e., of how my action
affected the athletes].

Even though the videos provided the coaches with a toolbox of strategies, these strategies
need to be adapted and connected to each new situation, by repetition and discussion with
others. Coach “Fred” addressed this point in Article 1:
The videos have the potential to make it clearer when you as a coach should or
could respond in different ways. In the digital workbook, Strategy 5 emphasized
the importance of allowing athletes opportunities for initiative taking and
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independent work. While | wholeheartedly support this for some athletes, you
cannot let one who is always late have this opportunity. It is important that we
distinguish between the different situations, and how to respond would depend on
the situation and athlete in question. Sometimes we challenge the athletes a little
more than the "good coach™ in the video in similar situations by coming up with
suggestions "can you...?" or "how would it have been if you...?" If an athlete
approaches me and says it is not possible to compete three days after a graduation
party, | would say that yes, it is possible. I make the structure clear for the athlete

based on the information about the situation.

This quote from coach “Fred” illustrate how transfer takes place when coaches are able link
the theoretical material to their coaching experiences. This is an important step toward
behavioural change because it means that the coaches know what "good coaching" looks like
in their practice. Without knowing what "good coaching™ is, one cannot be expected to
improve practice (Coté & Gilbert, 2009; Jones et al., 2012). Thinking Bridge 2 (Figure 2)

illustrates the point of a back and forthing process, also expressed by coach “Tim”:

| remember the strategies when | meet resistance or when I realize | should have
handled the situation differently, then you remember, and | think 'l should have been
smarter, given myself a minute to think before responding’ (i.e., giving non-controlling
competence feedback).

The practical dimension

Coaches at the practical dimension stage in their learning process know how to be
need-supportive towards their athletes. Impact evidence of learning experiences from MAPS
(Article 2) revealed that MAPS was helpful in teaching coaches about need-supportive skills
at the intrapersonal (awareness of own coaching practice) and interpersonal (interaction with
athletes) level. Yet, a successful implementation of need-supportive coaching also depends on
the time one has for the individual athlete, a gradual approach of learning and autonomy, and
a careful consideration of the specific situation. The test trial of the program revealed that
MAPS is more successful with mature athletes (third year with an extensive knowledge of

development) than with athletes who lack understanding for both development and why (how)
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to take initiative, be involved, and take responsibility for their own development (autonomy).
The quantitative results from athletes’ perception of coach need-supportiveness in Article 3
were reported to be high and stay high throughout the season (see Table 5). This supports
coaches' impact evidences of learning experiences of need-supportiveness through the
qualitative interviews. Nevertheless, Article 4 elaborated upon athletes' qualitative perception
of the coach-athlete dynamic and coach need-support. When differentiating between hedonic
and eudemonic athletes, an interesting difference were found. The seeking fun and pleasure
athletes did not endorse their coaches' actions, thus did not perceive the need-supportive
behaviours as supportive. This supports the importance of using different methods to grasp

coaches' need-supportiveness for a more nuanced picture.

It has been suggested that the limited impact of CDPs on positive behavioural change
can be explained due to their briefness (C6té, 2006; Cushion, 2011; Cushion & Nelson, 2013;
Solstad et al., 2017). This mirrors theories that acknowledge the importance of extensive
experience for positive behavioural change (Dreyfus & Dreyfus, 1980; Ericsson, Krampe, &
Tesch-Romer, 1993; Korthagen, 2010; Lave & Wenger, 1991). Coaches' former experiences,
their learning situations, and their ability to reflect will further influence coach learning
(Cushion & Nelson, 2013). Thus, the proposed learning process model (Figure 2) incorporates
and illustrates the importance of the different learning dimensions as well as coaches’
engagement and reflection (thinking bridges), as success factor for MAPS and improved

coach need-supportiveness.

Athlete experiences

Weather the school context per se may end up being a barrier in the athlete-coach
relationship is discussed in Article 4. The reason for this is that the elite sport school context
is predominantly competitive and the sport skill development in combination with the
competitive nature of this context might naturally challenge coaches' need-supportive
interpersonal skills. The school’s aim is to develop athletes to the point of them being
‘capable of winning medals in international championships, qualifying for university and
academic education and developing excellent ethical principles’ (Norges Toppidrettsgymnas,
2018, para. 3). Unfortunately, the coaches are bound by the school’s structure, and this
structure may become a hindrance for them in taking into account the athletes’ perspective
(i.e., their own aims with the sport participation). For some athletes this might be experienced

as control. We evaluated the athletes’ experience of coach behaviour change both
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quantitatively (see Article 3) with a focus on athletes’ perception and experience of the three

needs, and qualitatively (Article 4) with a closer look at coach-athlete endorsement process.

Perceptions of need-support

The quantitative results (Table 5) from Article 3 revealed that coaches at NTG were
perceived as high in all three dimensions of need-support at all three measurement times.
Unfortunately, we did observe a significant decrease in competence-support throughout the
season. This is an important finding, as the potential for enhanced motivation and improved
performance is only present if coaches adapt their own behaviours to fulfil their athletes’
needs of autonomy, competence, and relatedness (athlete centred). The multiple needs effect
suggests that the needs work together (Mageau & Vallerand, 2003). This knowledge is of vital
importance for coaches working with all three need-supportive aspects of the need-supportive
style. So, when the perceived competence-support decreases as it did during this intervention,
the coaches must know that the athletes' total sport experience might be threatened. The study
also suggests that an extra focus should be on the competence-supportive strategies, as the
competence need is constantly challenged by the elite sport school context and its evaluation
and competition focus.

The eudemonic and the hedonic athlete

If we only assessed the athletes’ perception of coach need-support quantitatively, we
would have missed the fact that not all athletes felt supported even though need-support was
assessed as high at all three times of measurement (see Table 5). By supplementing the
quantitative measures with interviews, we found that the school had two groups of athletes—
and by extension two groups of narratives- the predominantly hedonic athlete (the aim of
sport participation is having fun) and the predominantly eudaimonic athlete (the aim of sport
participation is development) (Huta & Ryan, 2010). The hedonic athlete felt controlled even
though the coach focused on being more supportive, and there was an obvious misfit between
the aims of the hedonic athlete and his coach due to the expectations and demands of the elite
sport school context. As the hedonic athlete uttered “it is not awesome to talk about goals”
and “if you have to set a goal for a new trick, then I do not feel like doing the trick anymore.”
In contrast, results from Acrticle 4 revealed that the eudaimonic athletes perceived the coaches
as need-supportive, supporting the quantitative results. Obviously, the fit between the aims

with the sports participation played a crucial role for successful perception of need-support.
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The findings suggest a strong need for a fit between coach and athlete aims for successful

coaching in the elite sport school context.

This finding also had an impact on the evaluation of the CDP, as it adds to the
complexity of how to measure behaviour change in coaches. This is an important finding as it
illustrates the importance of capturing dimensions that may not be evident in the quantitative
surveys—where four items are used for each of the three dimensions of need-support to assess
coaches' behaviours. A typical method bias in quantitative studies can be item valence and
complexity (Podsakoff, Mackenzie, Lee, & Podsakoff, 2003). The construct validity suffers if
we are unable to measure (capture) the three dimensions of need-support through four items.
Other potential method biases in self-reported measures are social desirability, scale format,
and scale length. Qualitative research, placed in a critical realist position, assumes a
constructivist epistemological position, and all results are interpreted and coloured by the
theoretical stance and the researcher’s experiences. Mixed methods offer a more nuanced

understanding of the phenomenon of perceived need-support, and their limitations.
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Variable M 1 2 3 Z 5 6 7 8 9 10 11 12
(SD)
1. AuwtTl 544
(0.75)
2. AutT2 552 002
(0.89)
3. AutT3 533 001  063*
(1.17)
4. CompTl 642 042* 021 013
(0.55)
5. CompT2 621  -005 073* 047* 032*
(0.74)
6. CompT3 598 -009 061* 076 029  059*
(0.86)
7. RelT1 631 052 018 007  066* 027 017
(0.66)
8. RelT2 630 003  059% 038% 035% 082% 058% 047*
0.72)
9. RelT3 615 002  056% 056% 028  064* 073 026  063*
0.77)
10. VitT1 525 013  043* 033* 034* 047% 036* 031  042* 031
(0.84)
11 VitT2 519 -001 050% 053* 019  047% 050 022  038% 039* 048*
(0.96)
12. Vit T3 497 013 024 029 012 022 036* 011 019 029  041* 053*
(1.10)

Table 5 - Descriptive statistics and correlations, coach need-support and athlete well-being

Note: Aut = Perceived Autonomy Support; Comp = Perceived Competence-support; Rel = Perceived
Relatedness Support; Vit = Subjective Vitality; T1 = Measured at time 1; T2 = Measured at time 2; T3
= Measured at time 3.

*BF>10

Athlete well-being

Results from Article 3 also revealed that all three needs matter for the athletes’ well-

being and these results support SDT tenets (Ryan & Deci, 2017). Each of the aspects of need-

support are linked to well-being assessed though athletes’ subjective vitality. A credible

positive relationship was observed between all three aspects of the need-supportive style and
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athletes' subjective vitality. Subjective vitality is an indicator of athlete well-being (wellness)
as vitality is a state of being fully functioning or thriving (Ryan & Deci, 2017; Ryan & Huta,
2009).

Contribution to SDT

The starting point of SDT was Deci's PHD Puzzle cubes experiment where the test-
subjects that got money as a reward for a specific activity lost their intrinsic motivation (Deci,
1975). The conclusion was that sometimes rewards can diminish people's engagement and
intrinsic motivation. Thus, the premise of SDT as well as the shift in the field of motivation in
recent decades is that it has moved away from the behaviourist way of thinking that you can
control someone from the outside, to a stronger focus on how you can facilitate and support
people’s commitment and engagement in activities. SDT focuses on peoples’ inner motivation
for doing an activity (Ryan & Deci, 2017). The results from the present thesis reveal that
structure can in some instances make need-support (i.e., taking the athletes' perspectives into
consideration) an almost impossible task. The hedonic athletes' story emphasized in Article 4
in the discussion of the endorsement process adds to the SDT-literature as it challenges its

premise of "not controlling" from the outside.

Understanding the endorsement process

The concept of autonomous regulation is a cornerstone in the SDT literature (Deci &
Ryan, 2000). Thus, it is paramount that the coaches understand the importance of autonomous
functioning and provide for it in their interaction with athletes. This proved difficult for the
coaches because of competing expectations from the athletes and school structure — it was
challenging to to give their athletes real choices and meaningful rationales (Article 4). These
unpublished quotes illustrate their understanding of autonomous functioning, "Tyler":

The point must be that, as we discussed earlier, we wish the athletes to have that kind
of motivation that makes them practice, even when the coach is not present. A good
test is what happens to the athletes’ training routines when they go home for the
summer.
Another coach explained autonomous motivation this way, coach "Josh™ — "It is important to
give the athletes the sense of being the ‘origin’ of her/his own actions.” Despite coaches
understanding of how to provide need-support and the importance of autonomous functioning

for athletes, they were frustrated over some athletes who did not endorse their structure even
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when they used the MAPS-tools. One good example of this is the following story by coach
“Mark” who talked about the challenge of implementing need-support when athletes do not

endorse their actions or accept the structure:

This year, inspired by MAPS, we focused on structure. One "hot topic" at team
meetings have been whether or not the athletes need to be in the same park (training
venue). This has been challenging in the past, as the athletes want to decide which
park to use at all times. We told the athletes that they could decide themselves on
Tuesdays, and that Wednesdays and Thursdays the coaches would decide. We
explained to them why it is important for the group to train in the same park at least
two out of three sessions so we can give them feedback. Despite these rationales the
athletes did not accept our structure. This is a continuous circle. (Previously

unpublished story)

As the example above illustrates, despite using the need-supportive strategies, some athletes
do not endorse their coach’s behaviours and decisions. This challenge forced us to want to
increase our understanding of successful need-support in light of the endorsement process.
This because it is a pre-requisite for athletes to accept/endorse their coaches' structure and

rules to satisfy the basic psychological need for autonomy.

Despite the theoretical claims (Deci & Ryan, 2000) and research suggesting that young
elite athletes can benefit from instructions and structure provided by experienced coaches
(Mageau & Vallerand, 2003; Matosic et al., 2016), the discrepancies in our data (see Article
4) suggest an amendment and a more nuanced view. The group of athletes we called hedonic
(Huta & Ryan, 2010) perceived the mandated activity and rules in the sports context as
negative and were vocal about not understanding the importance of nor accepting the training
activities and structure of the school and therefore not understanding the coaches' structure.
Based on the results from Article 2, | argue that need-support is a gradual process, and
athletes will develop understanding about the sport and what is expected and needed to
become elite athletes at a different pace, or not at all. Furthermore, for this to happen, the
social contexts values must be meaningful to the athletes (as pointed out by SDT)- and not
only the coaches. Therefore, when including the match between the context and the athlete’s
mentalities —a better understanding of when the structure is perceived as control may be

achieved. As such, the refining of the theory might have practical consequences.
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Strengths and limitations

This thesis has both its strengths and limitations. A clear strength is that MAPS was
informed by pedagogical principles, a neglected aspect in current CDPs (Cushion & Nelson,
2013), in addition to be a theory informed CDP. Furthermore, coaches in their natural context
were used for testing, in contrast to testing the intervention on students (Cushion & Nelson,
2013). By using the video fragments as common ground for understanding and discussion of

need-support and the endorsement process, coach learning were captured.

Despite these strengths, the present thesis also has its limitations. Although the
limitations for each article is described in detail within, a few of the most prevalent limitations
need attention. First, objective observation of coach behaviour was not included in this study.
We relied on coaches' experiences and athletes’ perceptions of coach behaviour. This is a
limitation as there are discrepancies between coaches, athletes, and observers reports of coach
behaviour (Smith et al., 2016). Next, the lack of a control group thwarted the quantitative
evaluation of the intervention, but this was also an ethical decision as the school wanted all
coaches and athletes to benefit from the program. Finally, the overall sample sizes for coaches
and athletes were small. Future research should implement MAPS in multiple sport contexts

to gain understanding of its effect on different coaches, athletes, and contexts.

CONCLUSION

This thesis has investigated both what good coaching is (understanding need-support)
and how to plan for coach learning (teaching need-support). The design of the CDP was an
extensive process, but the guidelines presented in MAPS - in particular the digital workbook
with videos, can easily be used when making other theoretical based CDPs. The lack of
theory-based youth CDPs is critical, and as such this need-supportive coaching program is an
important contribution to the field of coach education. MAPS may be implemented in the
Norwegian Ski Federation educational system; however, it may easily be adapted for

implementation in other federations CDPs.

The thesis also has some theoretical contributions. First, the coach learning process
model (Figure 2) proposes meaningful learning as nexus between the theoretical and practical
dimensions and intertwined through reflection and engagement (see also Table 4). As
coaching is as a complex social process (the holistic approach to coach learning), the model

enables the tracking of coach development for behaviour change. Coach education developers
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are encouraged to further investigate the model to understand the coach learning process and
future attempts to increase coach knowledge to enhance athlete experiences.

The second contribution to theory is a more nuanced understanding of successful need-
support. First, insight into the endorsement process, crucial for athletes' autonomous
regulation and adaptive outcomes. The hedonic athletes (snowboard/freeski) participating in
the investigation had stereotypical hedonic aims, and it allowed us to investigate how
challenging it can be for both athletes and coaches in predominantly eudaimonic contexts for
elite development. We propose that future research should concentrate on the person-
environment fit to understand how to facilitate an athlete centred sport context that facilitate
youth sport participants flourishing. Finally, the study also suggest that an extra focus should
be on the competence-supportive strategies, as the competence need is constantly challenged

by the elite sport school context and its evaluation and competition focus.

Apres-ski
The historical relativistic question is: How would the Stina story have played out if her

coaches knew the importance of need-support and how to use the strategies? (and were
willing to use them). Would the coaches' hypothetical inquiry about how she was doing (i.e.,
caring) and acknowledge her feelings made her feel related? Would the way they gave
feedback (i.e., non-controlling competence feedback) made a difference in her feeling
competent? Or the way they treated her when she did well or struggled (i.e., avoid ego
involvement) and that she felt equally important and valued as an athlete regardless of her
results. | wish that the Stina story could be rewritten—that athletes and coaches and their

interaction have multiple chances.

The important questions are of course if only the coaches should be blamed for the
lack of interpersonal knowledge? Or, is it rather the responsibility of the sport federations —
and as such a system default? In the same way as the sport science department at the NSF
provide coaches with recommendations for physical training and days of skiing and technique
to make sure athletes excel — interpersonal skills are as important for the athletes’ well-being,
motivation and development. The supporting evidence for the importance of need-support for
athletes' adaptive outcomes should be taken seriously and implemented in all coach education
programs. The aprés-ski experience for each athlete will matter for each individual athlete —
their experience of success or failure is lifelong. Thus, all athletes deserve a sports context that
values their well-being and fosters the love for their sport. This is a small contribution to a big

quest: Improving coach knowledge to enhance athlete experiences.
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Abstract

This study was based on the hypothesis that advances in cognitive science may be helpful for Coach Development
Programs. We wondered: How can a learning tool such as a digital workbook that is informed by evidence-based
pedagogical principles be helpful for coach development? After designing the learning material, based on the cognitive
theory of multimedia learning, the digital workbook was used in a coach development program that aimed to improve
coaches’ need-supportiveness. Ten coaches at an elite sport school in Norway attended the program over a season, and
afterwards they were asked whether the learning material had contributed to their knowledge of need-supportive skills.
Thematic analysis of the interviews revealed visualization, awareness, and transfer to one’s practice as the three main
themes describing the educational value of the digital workbook. The material showed the coaches how need-support can
be acted out in a sport-specific context. Additionally, the learning material resulted in increased engagement and
awareness through coaches’ reflections, which is an important step towards integrating new material to prior knowledge
and create meaningful learning. Finally, the coaches highlighted transfer of the presented learning material to their
practice experiences. We conclude that cognitive science may have useful implications for the design of effective learning
materials for coach development programs.

Keywords
Assessment of learning tools, coach development programs, coach learning, cognitive theory of multimedia learning,
designing learning tools

Introduction . ; ;
adapt it to the athletes and their contexts are effective.

Research shows that few coach development programs
(CDPs) and coach education interventions lead to
coach learning."? Furthermore, there is little scientific
evidence that CDPs have a long-term impact on coach-
ing practice.’ CDPs can be defined as systematically
applied learning activities that are designed to change
coaches’ behaviors through education, social inter-
action, or personal reflection.* CDPs aim to improve
coach effectiveness in different domains, such as pro-
fessional knowledge (sport specific), interpersonal
knowledge (relation-building skills), or intrapersonal
knowledge (capacity to intersect and reflect).’
However, “‘effective coaching’ is not a self-evident con-
cept. Coté and Gilbert® suggest that there are three key
elements to effective coaching: (a) coaches’ knowledge/
behavior, (b) the outcome of the application of that
knowledge/behavior, and (c) the coaching context.®
Coaches who consistently use theoretical and practical
knowledge in training sessions or competitions and

However, while there are numerous prescriptions for
coach learning, evidence of coach learning is limited.’

A central issue in the field of sport coaching educa-
tion is increasing the effectiveness of coaching.*®
However, before we can expect coaches to change and
become more effective by attending a CDP, we need to
understand how we can successfully initiate that
change.! One way to achieve behavioral change is
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through applying theories of learning.> Paramount for
successful learning is the underlying pedagogy (i.e. how
the learning material contributes to the learning pro-
cess).® Interviews with coaches in different domains
reveal that CDPs typically play a marginal role for
coach learning compared to learning from experience.’
Coaches spend much more time on coaching and inter-
acting with athletes than in coach education pro-
grams.”'* This highlights the need of focusing on the
design of the CDPs. The aim of the present study was
twofold: (a) to design a digital workbook that is
informed by evidence-based pedagogical principles
and (b) assess the educational value of the digital work-
book for coach development.

Theoretical framework

This study is based on the hypothesis that advances
in cognitive science are helpful for the design of
CDP learning materials. We will address why know-
ledge about learning is important, before outlining
how theory should (can) be taught, and what we chose
to include as the content of the designed digital
workbook.'""1?

Why - The holistic approach to learning

There are different ways to understand learning and
thus inform the practice of coach learning. There are
three main approaches to learning theory (i.e. behav-
iorism, cognitivism, and social/constructivism).]3
The holistic approach to learning acknowledges that

different theories capture parts of the whole; indeed,
not one coaching approach fits all learning situations.*
We developed a theoretical framework that incorpor-
ates different learning theories.

Learning dimensions

A major concern regarding the effectiveness of coach
education is the transfer of theoretical knowledge to
practical skills, or lack thereof.'>'® On the one hand,
we have theoretical knowledge, on the other practical.
This mirrors the distinction between theory and prac-
tice that seems problematic in skill acquisition.

The horizontal column in Figure 1 shows three
learning dimensions, and we added two bridges to con-
nect them. The theoretical dimension is the “knowing-
that”, including knowing why to act need-supportive,
and what constitutes good coaching. The practical
dimension is knowing-/ow to act, which is difficult to
articulate. Some theories explain the transcendence
between “knowing that” and “knowing-how” (i.e.
Mesterlere (apprenticeship),'” situated learning,'®
the three-level model of professional learning,' and
the five-stage model of the mental activities involved
in directed skill acquisition®’). We propose the mean-
ingful learning dimension as the nexus between the the-
oretical and practical dimension as the coaches relate
practical experience and theoretical knowledge and
understand how they connect; or not.>’ Meaningful
learning is not behavioral change per se, but it is
important for behavioral change. This is an important
distinction as we will assess whether coaches can apply

Theoretical dimension

“knowing what
need-support is"

Thinking Bridge 1

Practical dimension
*knowing how to act
need-supportive”

Meaningful learning
dimension as NEXUS
"understanding what
need-support is in their
context”

Thinking Bridge 2

MAPS learning activi-
ties, and

The digital workbook.
Presentation delivery

Discussing the videos in
groups (workshop 1), and

Context specific videos
(digital workbook)

Group discussions work-
shop 2, one-on-one

Practise one strategy a
week. Keep coaching

‘materials for coaches workshop 1,and 2 using the digital work- discussions with facilitator  throughout the year
book workshop 3.
Reflective learning
exercises for each strate-
gy, workbook part 2
Underlying pedagogy Cognitive Theory of Active processing (35), Cognitive theory of Reflective leaming (2526, Experience based
used to facilitate the multimedia leaning (35), reflection (25,26) multimedia learning 27),and relevancy learning (20,81,10)
learning processa meaningful delivery (38), (35,27,3). Context through reflection
and delivered to foster matters (7)
coach motivation (52)

Figure 1. The learning process and pedagogical principles informing the motivation activation program in sports (MAPS).
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knowledge about need-supportive skills to their previ-
ous experiences — not the actual behavior change.

Using theory to improve practice has proven difficult
in the field of coach development, and coaches’ engage-
ment with the real world may need to be better moni-
tored, understood, and evaluated to improve coaching
expertise.”?* It has been suggested that the learning
process needs both experience and reflection to under-
stand what theoretical constructs mean in practice.’* ¢
The combination of this is reflected in the two bridges
in Figure 1, as coaches’ engagement and reflection
(internal learning situation) are essential in a meaning-
ful learning process. The bridges illustrate that the
thinking process goes back and forth between the
meaningful learning dimension and the theoretical
and practical dimensions, and they illustrate
the notion that learning is not a linear process (see
Jones et al.?’).

The intervention implementation in relation to
learning dimensions

The transfer problem is pervasive in discussions con-
cerning formal and informal learning.”*?? On one side,
there is the traditional, formal educational system,
which is “highly institutionalized, bureaucratic, cur-
riculum driven, and formally recognized with grades,
diplomas, or certificates” (see Merriam et al.,*® p. 29).
Informal learning on the other hand is concerned with
the individual’s ability to experience and learn through
self-motivation. Naturally, there are factors within the
social context as well as within the individual (doing,
thinking, and feeling) that affect individual learn-
ing.’'3 Coaches’ experiences (i.e. biographies, cogni-
tive structure) and the specific learning situation (i.e.
mediated, unmediated, internal) plays a crucial role in
coaches’ learning process.>*>>** The suggested learning
situations of the Motivation Activation Program in
Sports (MAPS) are described in the “MAPS learning
activities and materials for coaches” in the vertical
column of Figure 1 and explanation of “underlying
pedagogy used to facilitate the learning process” for
the activities and material is presented in the lower ver-
tical column of Figure 1.

How - The cognitive theory of multimedia
learning

Given the lack of detailed guidelines from the coach
education literature on how to design learning materials
for coach learning, we turned to the science of learning
and the cognitive theory of multimedia learning,***
one of the most thoroughly developed research-based
theories on how people learn from words and pic-
tures.>> There are several different theories within

the cognitive science tradition (i.e. cognitive load theory,
cognitive affective theory of learning, cognitive theory
of multimedia learning). We prefer the cognitive
theory of multimedia learning because it is based on
the assumption that people learn from a combination
of words and pictures, and uses information-processing
to explain how people learn.*® This theory was a good
fit for the planning of an intervention designed to
use video, a well-known training tool for coaches in
addition to the use of textbooks. Coaching training
can be very theoretical and showing coaching expertise
in context-specific situations was deemed beneficial and
appropriate.

Multimedia learning includes learning from text-
books that contain text and illustrations, computer-
based lessons that contain animation and narration,
and face-to-face slide presentations that contain graph-
ics and spoken words.*> How information is presented
impacts processing capacity. Information can be con-
veyed through spoken words, as text and pictures, or as
multi-presentation (music, text, spoken words, and pic-
tures and moving pictures).”** Multi-presentations are
effective educational means.*>** To understand how
the mind works and how to design learning materials
for meaningful learning, three main assumptions need
consideration.*

The dual channel assumption

First, human information processing has two
channels.*>***! This so-called ‘dual channel assumption’
was introduced by Paivio in 1986, called the dual-coding
theory,*? and has been supported by recent research-
ers. > The auditory/verbal channel processes sound
through the ears: auditory input or verbal representa-
tion. The visual/pictorial channel processes images
through the eyes: visual input and pictorial representa-
tions.* The assumption is that presentation of informa-
tion through two channels simultaneously leads to better
learning than through one single channel.*"*! For exam-
ple, it has been argued that pictures can be easier recalled
than words.* Sound and pictures activate more memory
processes than spoken words alone and this increases the
chances of knowledge retention, as long as no contra-
dictory information is given through the different pres-
entation forms.””*  Simply put, a multimedia
presentation offers better results.

The channels have limitation. Our working memory has
limited capacity for processing information.”"** In con-
trast, our capacity for holding information in sensory
memory and long-term memory seems unlimited. Only
a limited amount of processing can take place in the
verbal and the visual channel at any one time.**’
Mayer’s research has shown that multimedia
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presentations lead to better learning, especially when
speech and image are combined rather than text and
image.*® This allows for stretching of our information
processing capacity (quality). The ability to stretch the
span of the channels when exposed to multimedia pres-
entations is of great importance to learning.*!

Active processing is needed for meaningful learning. The third
assumption focuses on the selection, organization, and
integration of new material.*>***7 The information
needs to get organized and then integrated into already
existing knowledge.?! For example, coaches need to
engage in cognitive processes when learning (selecting
words and images, organizing words and images, and
integrating the information to prior knowledge), before
being able to apply what is taught to new situations.
Meaningful learning requires the internal state that ini-
tiates, maintains, and energizes the coaches’ efforts to
learn the material. Motivation can improve coach
learning as long as there is not a constant overload of
extraneous processing or distracted from essential pro-
cessing.*® The facilitator delivering the intervention
should also be need-supportive to foster high-quality
motivation in the coaches (see Figure 1). This active
processing requires five cognitive processes: selecting
words, selecting images, organizing words, organizing
images, and integrating:*® thus, design is important.

Developing authentic material for the MAPS

There are potential problems in multimedia learning
situations relating to the three aforementioned assump-
tions. Mayer?!' proposes three instructional goals and
nine principles for design of multimedia lessons to opti-
mize the information processing system and increase
meaningful learning. These principles are derived
from empirical research in the field of education, spe-
cifically the cognitive theory of multimedia learn-
ing.?"*53% Learning outcomes in multimedia research
have typically been achieved by using problem solving
transfer tests.*>*’ The design of the digital learning tool
for MAPS followed the following three steps.

Step 1. The first goal is to reduce extraneous pro-
cessing in order to avoid unnecessary information.*> as
people learn better from multimedia lessons that
exclude extraneous material (the coherence principle;
see Mayer®”). We only included learning material that
was relevant for the instructional objective, and import-
ant materials were highlighted by using outline, head-
ings, and pointer words (signalling principle; see
Mayer™). To prevent the learner from losing attention
by going back and forth between two different pages,
words explaining the pictures were placed on the same
page, and near rather than far from the corresponding
graphic (contiguity principle; see Mayer>?).

Step 2. The goal in this step is to manage essential
processing to avoid overloading the system. The selec-
tion of important words and images plays an important
part because the working memory is limited.** People
learn better from multimedia material if they are intro-
duced to the words and concepts first (pre-training prin-
ciple) and when sessions are broken into smaller sections
that are learner-paced (the segmenting principle).?'*
The design of a digital workbook ensured that learners
learn at their own pace. In addition, people’s auditory-
verbal channel is typically under-used due to focus on
printed material, and therefore a voice-over was used in
the design (modality principle; 25).

Step 3. The third instructional goal focused on fos-
tering generative processing through multimedia, per-
sonalization, and voice principles®’** to help coaches
make sense of the information about need-supportive
skills, organize the new material, and integrate it into
prior knowledge. We used videos because, as pointed
out before, people learn better from words and pictures
than from words alone (the multimedia principle).
A (human) narrative voice-over offered information
about “your athletes” rather than “athletes’ (personal-
ization principle). The voice principle is that we learn
better from lessons narrated by a human voice rather
than a computer voice.”"

What: Need-supportive coaching skills

There has been a dearth of research on the challenges
and complexities of a need-supportive approach to
coaching,49 and there is currently limited evidence
informed practice, particularly in examining learning
tools employed in coach education. For a CDP to be
theory informed, researchers must show how the stra-
tegies map onto the theoretical construct.' The need-
supportive learning skills in our coach development
program are derived from self-determination theory
(SDT; see literature®®>?). More precisely, we extended
Mageau and Vallerand’s'' autonomy-supportive strate-
gies. Need support is defined as autonomy support
accompanied by structure and interpersonal involve-
ment.'>* Mageau and Vallerand’s model shows that
autonomy-support encourages the satisfaction of all
three basic psychological needs. Focus on support for
competence and relatedness (structure and interper-
sonal involvement) was secured by adding explicit
coaching skills (See Figure 2; see literature!'!!>27)
for each of the original seven autonomy-supportive
strategies.!! Need-supportive coaching towards young
athletes is associated with higher quality motivation
(associated with adaptive outcomes) and well-being in
these athletes.'"'>5

Need supportive skills were chosen as previous
research found it teachable in domains such as physical
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Figure 2.

education, exercise, and health.” To demonstrate the
value of evidence-based pedagogical principle, the aim
of this study was to examine the learning material
employed in this CDP and fill a gap in coach education
literature by designing a multimedia learning tool to
improve the efficiency of the CDP. Thus, we asked:
What is the educational value of a digital workbook
(learning tool) that is informed by evidence-based peda-
gogical principles, for coach learning?

Method

Philosophical assumption

Qualitative research is a complex mix of different trad-
itions, orientations, and techniques, and philosophical
assumptions determine its quality and (mis)alignment
of approaches and techniques.®®®" Five main
approaches (i.e. narrative, phenomenology, grounded
theory, ethnography, and case study) have been sug-
gested in qualitative inquiry.®> Bradbury-Jones et al.*
suggest adding “‘generic qualitative” approach to these
main approaches. In their recently published review on
the state of qualitative research in health and social
sciences, they found that almost half of the articles
belonged to the generic qualitative, as well as having
the highest level of alignment. Through their wheel of
alignment, they argue for the possibility of pluralism
(i.e. using different methods) as long as stating level
of alignment for rigor.*’

SDT process model of coach need-supportive behaviours influence on sport participation motivation and well-being.>®

Based on the above recommendation, the methodo-
logical approach of this study is generic qualitative with
an interpretive epistemology. The post positivistic
approach of critical realism® has emerged as one of
the most powerful directions in philosophy of science,
offering a good alternative to positivism and construct-
ivism.®* Critical realism merges classical realistic ontol-
ogy (there is a real world that exists independently of
our perceptions of it) with an interpretive (relativism)
epistemology (our understanding of the world is con-
structed and colored by our subjective perspectives).®®
With an interpretive epistemology comes the subjective
nature of the research process, which makes transpar-
ency important (i.e. describing the procedures)®®¢ in
the construction of knowledge.

Participants and their context

The context of this research was an elite sport school,
the non-profit private foundation The Norwegian
College of Elite Sport (hereafter NTG), which can be
referred to as elite youth coaching. NTG is a network
of six elite sport schools in Norway, with 990 students
participating in 27 different sports.” Current and
former NTG athletes have achieved considerable suc-
cess, accumulating in 186 world championship medals
and 77 medals in the Olympics.®’

The current investigation took place at one of the
sport schools, and all 10 coaches between 25 and 54
years old (Male=9, Female=1, M age=36.4,
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SD=09.167, alpine skiing n=2, cross-country skiing
n=13, biathlon n=3, snowboard and freeski n=2) par-
ticipated. The coaches’ working experiences ranged
from no prior full-time (only club based experience),
to true veterans with over eight years of experience at
NTG (M =5.4, SD =4.35). Of the 10, 2 have long car-
eers as national team coaches at the world cup level in
addition to their NTG coaching experience. Six of the
10 coaches had a university education in sport sciences
(four Masters, two Bachelors), which made them a
well-educated group and ideal for the intervention
based on SDT.>> Two of the coaches without university
education were certified elite coaches through their
respective federations.

Procedures

After obtaining approval from the Norwegian Social
Science Data Services, informed consent was obtained
in the beginning of August 2016, before conducting the
three researcher led workshops (24 August, 5, 11 and 13
October 2016), followed by semi-structured interviews
(May 2017). The coaches were informed about the pro-
ject before the implementation of the intervention
(workshops), as well as their participation rights.

Knowing the context

Expert knowledge about the context of youth sports
(especially skiing) was very helpful when producing the
learning material of MAPS and especially while develop-
ing the video scripts. Facilitators’ knowledge on context
and coaching was suggested as a success criterion by
Trudel et al.* as the facilitator meets coaches with dif-
ferent biographies. In addition to extensive experience as
a coach and former elite athlete in multiple snow sports,
the first author travelled around Norway, visiting ski
clubs, presenting and discussing need-supportive strate-
gies as part of the research for the development of the
learning materials. The researcher also spent a week in a
ski resort with a group of elite skiers and their coaches.
The athletes and the coaches were given drafts of the
manuscript and asked to act out the different roles and
contexts. The researcher (facilitator) explained,
instructed, and talked with the “‘actors™ as they acted
out the scenarios. As a perceived sense of being con-
trolled depends also on non-verbal factors, the scripts
were acted out; tone of voice and non-verbal expressions
are essential to clearly distinguish between the two dif-
ferent coaching styles.

Using the digital workbook

All coaches were introduced to the digital workbook as
part of a presentation on need-supportive coaching

strategies at the first work shop at the elite sport
school. Shortly after the first workshop, the coaches
received the digital workbooks as a link, sent to their
work e-mail addresses. The digital workbook was down-
loaded onto their tablets, phones, or computers —
making it easily accessible. Coaches reported that they
read through the workbook and watched the videos
before we met for the second workshop (i.e. presentation
and group discussions) and third workshop (i.e. one-
on-one sessions with the facilitator). Some coaches
reported that they used the workbook frequently
throughout the season. Having access to the learning
material throughout the season gave the coaches an
opportunity to use it when time permitted.

The content of the digital workbook

The design of the workbook followed principles of learn-
ing in line with the cognitive theory of multimedia learn-
ing as outlined above” and was divided into three parts.
In the first part, benefits of a need-supportive coaching
style are outlined and key concepts explained through
text with tables, graphics, and pictures in part one of the
coaches” workbook. Part two of the workbook contains
video fragments that show each of the seven strategies.
Between the workshops, coaches were asked to work
with one strategy per week, by preparing for hypothet-
ical situations, and then reflecting retrospectively about
how it went when they tried to use the strategy (see
Figure 1). In part three, personal, contextual, and
social influences on coach behaviors are presented.

The video fragments (1.37-3.18 min) show how coa-
ches can act need-supportive. All videos had a similar
structure; first a sport-specific scenario is described by a
voice-over. The videos show athletes practicing while
music is fading out and (human) voice-over starts.
Next, we witness a dialogue between a coach and an
athlete or a monologue by the coach. The coach behav-
ior in each scenario is shown in a need-supportive way
(“good coach™) as well as a controlling way (‘“bad
coach™). The videos end with a reflection by one of
the athletes of how it felt to be treated in a
need-supportive versus a controlling style.

Interviews

The coaches’ assessment of the learning material may
offer important insight into the effectiveness (or lack
thereof) of the learning material. Typically coach trans-
fer retention tests have been used to assess meaningful
learning.® As the aim is to understand the nuances of
the coaches’ experiences with the digital workbook
and to explore their understanding of the seven need-
supportive coaching skills,*® we chose interviews to
explore coaches’ perceptions of the digital workbook,
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whether it had fostered meaningful learning, and to ask
about their ability to use the material to talk about how
they coach.®®® In addition, interviews can help us to
understand the meaningfulness of the implementation
of programs.®*"

The semi-structured interviews were conducted
six months after the end of intervention (May 2017),
and the interview guide’"’* focused on five areas
of the coaches’ (learning) experiences with MAPS.
First, the coaches were asked about their experiences
with the intervention and MAPS as a whole (all the
workshops). Next, the coaches responded to the extent
they used the digital workbook and what they thought
about the different parts of it (e.g. text, videos, and scen-
arios). We went on to explore coaches’ perception of
learning (whether they changed something in how they
coach or think about their coaching), then the coaches
were asked about their opinions as to what they would
suggest as revisions to the program, and finally, what
they found challenging. The first author conducted the
interviews. The interview guide was piloted with two
coaches (not from NTG), one freeski coach and one
alpine coach (this data not included here). During this
pilot, the interviewer learned to listen and not interfere
but use prompts to encourage the participants to keep
talking. Small changes to the interview guide were made
regarding how to ask open questions and get detailed
answers rich in texture. Learning which prompts can
encourage coaches to keep talking was helpful as well.
The interviews lasted about an hour and were audio
recorded. The interviews were conducted at school
offices. Each interview was conducted in one of the
offices that were available at the time of the interview.
Pseudonyms were used when writing up the report.

Data andlysis

The interviews were transcribed verbatim, which
resulted in 88 pages of raw text. The data set was ana-
lyzed through the six-phase approach of thematic ana-
lysis.”*”™ The process started with the first phase of
Sfamiliarize one’s self with the data, consisting of doing
the interviews, listening to the audio tapes, reading and
re-reading the transcripts. This process helped us
become familiar with the content of the dataset as we
invested great efforts in reading the text and listening to
the audio files. Next, in phase two, generalizing initial
codes, potentially relevant codes (for the research ques-
tion) were highlighted. These were interpretive codes
for “what participants say.” The codes were written
down (e.g. makes it easy, explaining through situations,
seeing the action, etc.), and the text associated with it
marked. The next phase of the analysis process was
searching  for themes that represent meaning.”
Through this active process,”® we constructed the

themes and sub-themes by collapsing and clustering
codes that seemed to share unifying features and mean-
ingful patterns of the data set (see Table 1). Emerging
findings were compared with the data to verify under-
standing and were also discussed with colleagues. When
looking closer at the codes representing coaches’ experi-
ence with the learning material for the learning process,
we went through the process of evaluating code clusters
several times, developing themes for the coded data
“quotes” and the dataset as a whole. In phase four,
reviewing potential themes, themes were reviewed in rela-
tion to the coded data and entire data set relevant to the
research question. This involved making sure each theme
had boundaries, and we generated enough data to sup-
port the theme with coherence. Finally, we identified
three main themes regarding the value of the multimedia
learning material. The main themes had four, three, and
two sub-themes, respectively, and there was consensus
regarding these themes between the two researchers’ the-
matic analysis process. Defining and naming themes is the
fifth phase. With the research question in mind, the
themes were titled in a way that captures their meaning
in relation to the effectiveness of the learning process.
After we reached saturation,” quotes were selected for
the report or producing the report (phase six).

Rigor

The interviews were conducted in Norwegian by the
first author. We carefully translated the quotes in
English to make sure the meaning was conveyed with
accuracy. The first author is fluent in two languages.
The data were aggregated to maintain anonymity, fol-
lowing ethical guidelines.

Member reflections

As the research process evolved, an early draft of the
article and tables with quotes were sent via e-mail to all
the coaches to ensure accuracy of meaning translation
and to enhance trustworthiness. Further, member
reflections®®’® helped create high quality, meticulous,
and robust research. Member reflections are not done
to verify the research but rather to generate additional
insight. This logic of justification is in line with the
critical realist position since the realist epistemological
position acknowledges that we can never know the
objective world.®® The data analysis process did not
reveal negative case analysis, as all the codes seem to
fit the developed categories.

Critical friend

Inter-rater reliability as traditionally used by Lincoln
and Guba’’ is ineffective in ensuring that the findings
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Table I. Coaches’ assessment of the value of the digital workbook for coach learning.

Codes Sub-themes Main themes General dimension
See action See what to do Visualization Coach learning
Video learning process
Reading

Evidence for good practice

Understanding why

Funny examples of coach practice

See compare to reading Reflective thinking

Behavior

Makes it easy Better understanding

Explaining through situation Remembering

Ideas for action Recognition (context specific) Awareness

Information about context
Experience similar situation
What kind of communication is good
Transfer knowledge to practice

e
|

Reaction Know what

Change practice

Think about what | should have done
Self-evaluate

Time commitment

Complex situations

On the go

Come with a solution

Self-evaluation
Transfer

Aware of what to say and do

need to change

Transfer to own
practice

are reliable, as we cannot know the objective world.%®
The critical friend strategy is an opportunity for
dialogue to acknowledging multiple truths, perspectives
and results in the research process, and may be a
marker of rigor in qualitative research.®®’® The
second author acted as a critical friend throughout
the process, from data collection, analysis, and
writing of the manuscript. Coders met in person on
several occasions to discuss codes and meanings. All
the text was coded and multiple paragraphs were
marked for each code. Feedback from both coders
was discussed to reach an agreement of the coding.
Emerging findings and final draft were also read and
commented on by an experienced scholar within the
field of sport.

Results

The coaches’ understanding, adaption, and evaluation of
ability to transfer the meaning of the need-supportive
skills to their own practice as revealed by the interviews
are summarized in Table 1. The thematic analysis
revealed three main themes and nine sub-themes.
The two overreaching themes were coaches’ perceptions
of the format of the learning material (visualization and
awareness) and its contribution to foster meaningful
learning (by transfer to own practice).

Visualization

The first aspect of the coach learning process, visual-
ization, had four sub-themes; (a) see what to do, (b)
reflective thinking, (c) better understanding, and (d)
remembering. Overall, the major advantage of using
videos, in contrast to text only, was that it showed
the coaches how need support can be acted out in a
context-specific way. They experienced the videos as a
medium that helped them recognize context-specific
situations. The inclusion of athletes in the sport they
usually coached also helped as they more easily could
relate to the issues dealt with. To see what to do was
the main reason given by the coaches as it gives you the
“essence of the task™ immediately. As Mark (pseudo-
nym) emphasized:

What I remember is that it is really easy to see how one
should act according to the videos, what the point of
the situation is and how this is illustrated by the differ-
ent scenarios. I thought that was good. I absolutely
found this instructional.

Seeing is followed by thinking in the coaches’ process,
and it was helpful to them to see their own practice
from an outside perspective. The videos’ design invited
coaches’ reflection on coaching styles and situations,
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and seeing it with colleagues they trusted also fueled the
reflection process. Forest explained how sounds and
images helped him in his thinking process: “it really
made me think about which strategies I use, which
words I use and whether I use the hard or the support-
ive tone, you know.” By viewing others, they “reflect
on what 7 do”” — including self-criticism — more easily
than when just discussing coaching strategies.
Furthermore, this reflexive thinking also leads to
better understanding of the coaching context, as this
quote from Andrew shows:

Those videos are really easy to understand, and they
show the situation in a totally different way than what
you would be able to understand from reading about it.
And I think that is very good. It is a great medium.

The videos content is communicated through a multi-
media format, and as such enhanced the coaches’
understanding of coaching styles in a way just reading
about them never would have accomplished. The use of
contrasts in the material by using “good” and “bad”
coaching examples, made them laugh and see more
clearly what could be gained (or lost) by not using
the more advantageous coaching style. Several of the
coaches mentioned that they had used the name of
the “bad coach” in the video as a nickname for coaches
who had been unreasonable toward an athlete. This
kind of engagement with the material is essential for
remembering. The videos stuck with the coaches.
Tyler expressed how the videos helped him remember
the material:

Even if you just pay a little bit of attention when
watching the videos, you will remember them much
better than any text. If the learning material only con-
sisted of text, it would have been much harder to rec-
ognize the different situations.

Awareness

The second aspect of the coach learning process, aware-
ness, had three subthemes; (e) recognition, (f) awareness
of what to say and do, and (g) awareness of what “I”
need to change. This aspect is related to another major
advantage of the videos, in contrast with text only,
which is that being able to see and compare coaching
style heightens the awareness of one’s own practice. In
short, they shared that the digital workbook made them
much more aware on how they acted as coaches. For
example, Adam explained how the videos helped him
recognize different contexts, ““To see it this way, makes
it very visual and it is easy to recognize the different
situations. This was clearly aimed at us (situations in
the videos), so that is very good. I think it worked
well.” The scenarios were tailored to reflect typical

situations, problems, and challenges. Using these famil-
iar situations heightened coaches’ awareness of how to
be need-supportive (or controlling). In other words, the
theoretical concepts became alive.

The recognition of context specific situations
increased coaches” awareness of what to say and do.
This example from Josh shows the awareness aspect
of the learning material:

One becomes more aware in a way over what to say,
what to do or how to act. One thinks more about it,
one does that, so that is for sure what it [i.e., the digital
workbook] has contributed to. I also think it has given
me some ideas for how I should act as a coach, and
certainly made me more aware [i.e. of how my action
affected the athletes].

The coaches seemed to have developed specific ideas for
how they should act towards their athletes for optimal
athlete motivation. Awareness through recognition
leads to awareness of what to say and do, and this
can lead to an awareness of what to change. This was
expressed by Seth: “Both the strategies and working
specifically with the strategies makes us more aware
of how one acts. Because one has its own things that
that one can see that one should work on.” The aware-
ness process goes back and forth between the material
and scenarios in the videos to their former and present
experiences in the field. The awareness of different scen-
arios can be further developed by proposing different
background information about the athletes and coa-
ches in the videos. For instance, in a discussion session
the facilitator could offer different background infor-
mation for the videos, for example, an athlete who typ-
ically does not ask for less training but who suddenly
does so. This may increase awareness that sometimes,
this type of request needs to be met differently.

Transfer to one’s practice

The third aspect of the coach learning process, transfer
to practice, had two subthemes: (h) self-evaluation and
(i) transfer. Self-evaluation was discussed in all the
coach-interviews due to it being a natural part of the
learning process. For example, Tim expressed:

I remember the strategies when I meet resistance or
when I realize I should have handled the situation dif-
ferently, then you remember, and I think “I should
have been smarter, given myself a minute to think
before responding” (i.e., giving non-controlling compe-
tence feedback).

Tim’s example shows the back and forthing between
experience and material, and represents a great step
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toward transfer. The digital workbook also helped
them to develop tools for better interaction. However,
when using the strategies in new situations, the coach
needs to consider different perspectives, he/she needs to
evaluate each new situation there and then as well as
after it happened. It is complex, and Jeff gave a good
example of the ongoing reflection process:

It is really important to think about how one meets the
athletes... It can sometimes be a little difficult...one
athlete approached me: “Jeff [pseudonym], can we
practice shooting inside today [part of biathlon train-
ing] because its cold and it is snowing?” I remember
thinking that we can still practice outside. But he had a
better solution, it will be better to train inside...The
athlete showed initiative and had a good rationale, so
for me to stick with my original plan required a ration-
ale that they accepted, but sometimes you simply can’t
find your rationale before your three seconds are up.

In this situation, Jeff chose to stick with the original
plan even though he reflected on both Need
Supportive Strategy 5 and Strategy 4 (see Figure 2)
and he shows great reflexive skills going back and
forth between the strategies and his praxis. Also indi-
cative of the positive impact of the digital workbook is
that the coach was still worried that the athlete may
have felt left without an explanation.

Transfer shows the complexity of using the skills in
real situations, and how coaches used the newly
acquired knowledge about what need support is to
their coaching practice. Thus, transfer may require
adaptation of knowledge to new situations over an
extended period of time. The videos provided them
with a toolbox of strategies, but these strategies need
to be adapted to each situation, and information about
the athlete and the sport plays a role in how the coach
responds. Fred addressed this point in the interview:

The videos have the potential to make it clearer when
you as a coach should or could respond in different
ways. In the digital workbook, Strategy 5 emphasized
the importance of allowing athletes opportunities for
initiative taking and independent work. While I whole-
heartedly support this for some athletes, you cannot let
one who is always late have this opportunity. It is
important that we distinguish between the different
situations, and how to respond would depend on the
situation and athlete in question. Sometimes we chal-
lenge the athletes a little more than the “‘good coach” in
the video in similar situations by coming up with sug-
gestions “can you...?” or “how would it have been if
you...?” If an athlete approaches me and says it is not
possible to compete three days after a graduation party,
I would say that yes, it is possible. I make the structure

clear for the athlete based on the information about the
situation.

Fred clearly shows that he understood what initiative
taking and independent work means, and he has the
ability to bring that into his coaching experience and
use it within the boundaries of the structure of the
school and group. When this transfer between theory
and experience happens, the material has become
meaningful.

Discussion

The purpose of this study was to investigate the value
of a digital workbook that was informed by evidence-
based pedagogical principles. The findings revealed that
the design of the workbook increased the coaches’ per-
ception of need-supportive skills. In the interviews,
the coaches expressed that they started an awareness
process. They had an opportunity to compare need-
supportive and controlling coaching behaviors and
shared a few laughs about coach-athlete interactions
in the videos. They learned tools for better coaching,
also the aim of most CDPs. However, their time
spent in CDPs is limited compared to their time spent
coaching.>'® Therefore, they underlined the usefulness
of a CDP that takes place where the coaches learn to
coach.'”

Designing CDPS

Coaches valued the video more than the text and
books. As the findings suggest, the videos with situa-
tion-context specific videos help coaches visualize,
develop awareness of what to say and do, and transfer
the new knowledge to their own practice. Learners’
preferences and motivation influence their engagement
and experience with the learning situations,*® and
through the learning materials, coaches could learn to
differentiate between need-supportive and controlling
coach-athlete interactions. Using illustrations they
could relate to enabled them to relate the material to
their coaching practice. Awareness is closely related to
relevance when the goal is to reach meaningful learn-
ing.*** The relevance also allows the coaches to better
engage in their own learning process,”’ which was
clearly expressed in the interviews.

Designing the CDP for this investigation (i.e.
MAPS) was time consuming. Specific knowledge of
the sports and its context and pedagogical principles
were starting points before even adding the content!
We used real-life problems for coaches in an attempt
to construct learning situations where problems of the-
oretical and craft knowledge are intertwined in the situ-
ation specific videos.”” This helps translate theoretical
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constructs/content into real-world actions. The videos
made the material relevant for the coaches attending
the program, as the actors and situations were all
from the elite sport school snow sport contexts. For
authentic situation-specific scenarios, the material has
to be meaningful.** Learning needs to be contextualized
and facilitated in an appropriate environment.'>?’
The coach-centered learning opportunities come from
the design of the digital workbook. When coaches
understand what the theory means for their practice,
then this is a great starting point for further reflection
between meaningful learning and their experiences
(practical dimension), and continued development of
need-supportive skills, as seen in Figure 1 (Bridge 2).
Reflection increases coaches’ understanding of their
own practices,”” which will be important in the next
stages of the learning process to improve practice.
Each stage in the learning process is important to evalu-
ate in depth to increase our knowledge about what
causes coaches to change their behavior. We argue
that for better CDP design, different stages of the learn-
ing process have to be identified and designed accord-
ingly for coach learning.

The importance of meaningful learning for
improved practice

The ultimate goal for CDPs is improved practice
(behavioral change). This has proven to be a challen-
ging endeavor due to the problematic nature of trans-
ferring theory directly to coaching.”** Our solution to
this challenge was to propose a model of coach learning
process where theory, thinking, and doing are inter-
twined (see Figure 1), a model we adapted from Jones
et al.”” In our proposed pedagogical model, meaningful
learning happens in the intersection (nexus) between
theory and practice. The meaningful learning nexus
allows coaches to better engage in their own learning,
which is an important step toward behavior change.
Thus, the information about how to behave need-
supportive can lead to improved practice when reaching
the meaningful learning dimension.

Theory has the potential to become meaningful to the
individual®*** if integrated to her or his experiences. It is
not enough to know what need-supportive coaching is.
It is essential that the coaches know what the skills look
like in their context specific. The cognitive theory of
multimedia learning explained how the coach needs to
bring the information of the different learning styles to
relevant prior knowledge.* Similar arguments have been
made in the body of coach learning literature. The coa-
ches’ ability to see the link between the material and
their coaching practice is important for deep learning.*

The meaningful learning stage is proposed to repre-
sent coaches adaption of the knowledge dimensions

(see Figure 1), and essential because it means that the
coaches know what ““good coaching’ looks like in their
practice. When moving towards improving practice,
Jones et al.>” argue for the importance of reflection to
improve practice. Knowing what need-supportive skills
means in their context is a great starting point for learn-
ing how to coach through experience and reflection
(see Figure 1). When reflecting without knowing what
“good coaching” is, one cannot expect improved prac-
tice.>” When coaches reach the meaningful learning
stage, they will or can reflect on their own practice
meaningfully — alone or with other coaches.?’

The knowledge dimensions seen in Figure 1 have
been adapted from Trudel et al.,*> Mayer*>and Jones
et al.?” Adapting the theoretical material to one’s own
practice experience is crucial to reach the meaningful
stage.*® Reflection®” between meaningful learning and
experience is essential for improved practice. As coach
learning happens inside and outside of educational set-
tings,**! the meaningful learning stage lays the foun-
dation for ongoing learning.

Strengths and limitations

; : ; . 353
This article assessed meaningful learning,*** not

actual behavioral change. This is a strength, as careful
consideration of underlying pedagogical principles is a
neglected aspect in current CDPs, and current reviews
do not mention this topic at all."* There is a lack
of concern for how coaches learn,” and thus the care-
ful design of MAPS fills a current gap in research on
CDP;

We used coaches, in contrast to testing the inter-
vention on students.” This is a clear strength of the
investigation. The design also opened interpersonal per-
spectives in coach education, and the interviews
revealed that the education offered by their respective
ski federations had not provided an interpersonal per-
spective. The coaches found MAPS useful as they
learned new tools such as the concept of need-support,
a concept only one of the 10 was familiar with before.
Lefebvre et al.® review of CDPs found that only 18 out
of 285 programs primarily focused on coaches’ inter-
personal knowledge/behavior.

The study also has its limitation due to size and the
role of the first author who developed the intervention
as well as conducted the workshops and the interviews.
It is possible that the coaches felt obliged to say positive
things about the program due to her being a famil-
iar figure, which might be considered a limitation.
On the other hand, her knowledge in the sport encour-
aged them to attend and engage fully. Trudel et al.*
encourage a careful selection of the facilitator, as the
facilitators” biographies influence the ability to guide
the learning process and interactions with coaches.



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING

77

12

International Journal of Sports Science & Coaching 0(0)

This suggests the importance of the facilitators’ expert
knowledge, as they meet coaches with different biogra-
phies. As such, the combination of credibility in sport
combined with theoretical knowledge was a success
factor in this study.

Concluding remarks

Coach education needs to be better supported by
empirical evidence.”'> We conclude by presenting the
contribution of our results to coaching science, and
more specifically how to plan for coach learning.
The results revealed that coaches perceive the digital
workbook, which was informed by the cognitive
theory of multimedia learning, to be successful in
fostering coach meaningful learning. The distinctive
contribution of this article is the outline of the devel-
opment of educational means for teaching coaches to
understand how to be need-supportive that is informed
by an underlying pedagogical principle. This may lay the
foundation for further development of the effective
CDPs. Therefore, advances in cognitive science may
have useful implications for how to design effective
learning material for CDPs, and we encourage other
sports to use this approach to improve their learning
material for coaches.

Practical applications of the results

1. The main practical application of this work is that
the cognitive theory of multimedia learning as an
underlying pedagogical principle is helpful for the
design of learning materials for CDPs, an important
part of the complex reality of coach learning. Taking
a holistic approach opens possibility for combining
different types of learning theories.

2. Video as a medium used as part of learning material
helped coaches conceptualize, reflect, recognize, and
prepare them for the practice context. Also valued as
a medium of choice for these coaches.

3. Meaningful learning has the potential to serve as a
nexus between theory and practice. It creates what
we call a thinking bridge, and may guide coaches
towards improved practice.
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Guidelines for Need-Supportive Coach Development:
The Motivation Activation Program in Sports (MAPS)

Hedda Berntsen
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Elsa Kristiansen
University of South-Eastern Norway

The purpose of this article is to share the conceptual framework, design, and impact evidence of a coach development program
that was aimed at teaching coaches how to act need-supportive toward their athletes. Informed by Self-Determination Theory, the
Motivation Activation Program in Sports (MAPS) was developed to contribute a coach interpersonal-style perspective to the
Norwegian Ski Federation education system. The program was delivered at the Norwegian College of Elite Sport throughout
the 2016/2017 season as a test trial. This article is organized into three sections. First, a detailed description of the conceptual
framework used to inform MAPS is offered. Next, a thorough description of MAPS building components is provided. The third
section of the article presents impact evidence of coaches’ learning experiences together with coaches’ practice examples of need-
supportive coaching skills. Results reveal that MAPS taught coaches about need-supportive skills at the intrapersonal (awareness
of own coaching practice) and interpersonal (interaction with athletes) level. In addition, effective need-support for athletes
required sufficient time for each athlete, a gradual approach to athlete understanding, and a thorough consideration of specific

situations.

Keywords: coach education, interpersonal skills, need-supportive coaching skills, young athletes

Coaches play an important role in their athletes’ sport partici-
pation experiences, and they are often responsible for shaping
athletes’ social environment (Gilbert & Trudel, 2004; Matosic,
Ntoumanis, & Quested, 2016). Self-Determination Theory (SDT;
Ryan & Deci, 2017) distinguishes between two distinctly different
interpersonal styles that influence athlete experiences in very dif-
ferent ways — need-supportive and controlling styles (Ntoumanis,
2012). These styles are orthogonal (Matosic & Cox, 2014), and
coaches tend to use a combination of controlling and supportive
behaviors. A predominantly supportive style is associated with
athlete well-being and adaptive athlete outcomes (Ntoumanis,
2012), whereas a predominantly controlling style is associated
with athlete ill-being and maladaptive functioning (Vansteenkiste
& Ryan, 2013). A need-supportive coaching style is highly re-
commended for young elite athletes” well-being and long term
competitive participation (Balaguer et al., 2012; Gonzélez, Tomés,
Castillo, Duda, & Balaguer, 2017; Kristiansen & Roberts, 2010;
Ntoumanis, 2012).

Coach development programs (CDP) can change coaches’
interpersonal, intrapersonal and professional behaviors through
education, social interaction, and/or personal reflection when
learning activities are systematically applied (Evans, McGuckin,
Gainforth, Bruner, & Coté, 2015; Lefebvre, Evans, Turnnidge,
Gainforth, & Coté, 2016; Smith, Smoll, & Cumming, 2007).
Current reviews suggest that the quality of coach education can
be improved when CDPs focus on: (a) coaches’ interpersonal
knowledge (Lefebvre et al., 2016) and (b) developing and im-
plementing CDPs that are grounded in theory (Allan, Vierimaa,

Gainforth, & Co6té, 2017; Evanset al., 2015). Lefebvre et al. (2016)
classified CDPs into three main categories in their 2016 review.
The majority of the 285 CDPs focused on coaches’ professional
knowledge development such as technical and tactical skills. Only
18 programs focused on coaches’ interpersonal knowledge, while
six programs focused on coaches’ intrapersonal knowledge, reveal-
ing that both areas are underrepresented in coach education.

The second area of improvement for coach education is the
use of theory informed CDPs. Several reviews have concluded
there is a need for CDPs that are grounded in behavioral change
theories (Allan et al., 2017; Evans et al., 2015; Lefebvre et al.,
2016). Turnnidge and Co6té (2017) suggest integrating inter-
personal theories into coach education both to explore the inter-
personal dimension of coach-athlete interactions and to design
effective, interpersonally-focused CDPs. Self-determination the-
ory (Ryan & Deci, 2017) is one such theory. Despite rigorous
empirical testing of SDT, effectiveness of the application of
autonomy-supportive behaviors is currently unknown to coach
education (Vella & Perlman, 2014).

Recently, an attempt to gain knowledge on the effectiveness of
the application of autonomy-supportive behaviors to coach educa-
tion suggests more focus is needed on specific examples of how to
implement autonomy-supportive coaching behaviors (Langdon,
Harris, Burdette III, & Rothberger, 2015). One CDP design
with the aforementioned in mind is the Motivation Activation
Program in Sports (MAPS). MAPS was developed to add a coach
interpersonal-style perspective to the Norwegian Ski Federation’s
educational system and ultimately, if evaluated as meaningful,

Hedda Berntsen is with the Department of Coaching and Psychology, Norwegian School of Sport Sciences, Oslo, Norway. Elsa Kristiansen is with the School of Business,
University of South-Eastern Norway, Drammen, Norway. Address author correspondence to Hedda Berntsen at hedda.berntsen @nih.no.
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part of The Norwegian Olympic and Paralympic Committee and
Confederation of Sports. MAPS was implemented at one of the
Norwegian College of Elite Sport (NTG) schools in the 2016/2017
season. This elite sport school offers a unique research context
in the sense that it has been highly successful-former and present
NTG students have won 77 Olympic medals and 186 World
Championship medals since the beginning of the 1990s (Norges
Toppidrettsgymnas, 2018). In the present article, we describe
coaches’ learning experiences with MAPS.

The aim of this article is to present a detailed description of the
conceptual framework used to inform MAPS, share a thorough
description of MAPS components and design, and present impact
evidence of coaches’ learning experiences.

Conceptual Framework Used
to Inform MAPS

The purpose of MAPS was to train coaches on how to create a more
need-supportive sport context for their athletes, ultimately leading
to athletes’ autonomous functioning, performance, and well-being.
SDT is of great interest for MAPS because one of its central tenets
is that the quality of social contexts influences the motivation,
performance, and wellness of the people in those contexts (Deci &
Ryan, 1985; Ryan & Deci, 2017). By merging the extended version
of the coach-athlete motivational model (Mageau & Vallerand, 2003)
with the complete SDT causal sequence (Fortier, Duda, Guerin, &
Teixeira, 2012; Grouzet, Vallerand, Thill, & Provencher, 2004;
Vallerand, 1997; Vallerand, Fortier, & Guay, 1997; Vallerand &
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Losier, 1999) the SDT process model of coach need-support
influence on sport participation and adaptive outcomes was cre-
ated (see Figure 1).

The model is based on the assumption that coach behaviors
influence athletes’ motivation through their direct impact of
athletes’ three basic psychological needs. The degree of need-
satisfaction will determine to what extent athletes exhibit auton-
omous sports participation motivation. One of the key postulates
of SDT is that the quality of athletes’ motivation will influence
athlete outcomes, such as performance and well-being (Deci &
Ryan, 2000; Mageau & Vallerand, 2003; Ryan & Deci, 2017).
In addition to postulating the difference between intrinsic (some-
thing is enjoyable in itself) and extrinsic motivation (external
incentive is needed to act), SDT distinguishes between autono-
mous (doing something by choice and for pleasure) and controlled
(doing something out of a sense of obligation or pressure) forms
of motivations (Grouzet et al., 2004). The most positive outcomes
are derived from autonomous forms of motivation (intrinsic or
self-determined extrinsic motivation) (Vallerand, Pelletier, &
Koestner, 2008). For example, autonomously functioning athletes
have been reported to make greater effort (Smith, Ntoumanis,
Duda, & Vansteenkiste, 2011) and persist longer (Calvo, Cervello,
Jimenez, Iglesias, & Murcia, 2010) than controlled (non-self-
determined extrinsic motivation) functioning athletes.

A consideration of the three basic psychological needs of
autonomy (the need to feel ownership in sports participation),
competence (having a sense that one masters the drills and ex-
ercises) and relatedness (feeling related to the coach and team-
mates) is critical to understanding how to foster optimally
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Figure 1 — SDT process model of coach need-supportive behaviours influence on sport participation motivation and well-being.
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functioning and flourishing athletes (Deci & Ryan, 2000, 2002;
Matosic et al., 2016). Parents, coaches, teammates, and adminis-
trators make up athletes’ social environment, and they can support
or thwart athlete’s needs (Ryan & Deci, 2017). Athletes can also be
active agents in their own need satisfaction (Reeve, 2013).

Typically, a need-supportive interpersonal coaching style
supports all three athlete needs (Ntoumanis, 2012; Taylor &
Ntoumanis, 2007; Tessier, Sarrazin, & Ntoumanis, 2010). These
need-supportive coach behaviors include autonomy support
accompanied by appropriate structure (competence support) and
interpersonal involvement strategies (relatedness support) (Mageau
& Vallerand, 2003; Matosic et al., 2016; Taylor & Ntoumanis,
2007). Based on the assumption that athletes may benefit from
autonomy support accompanied by a well-structured sport context
and the presence of high interpersonal involvement, as shown in the
physical education context (Jang, Reeve, & Deci, 2010; Tessier,
Sarrazin, & Ntoumanis, 2010), MAPS was developed specially
around teaching coaches how to support their athletes’ basic
psychological needs. A set of explicit ‘how to” skills was drawn
from self-determination theory and research, which resulted in a
toolbox for coaches (see need-supportive coaching skills Figure 1
and Table 1).

How to Act Need-Supportive—Explicit Skills

Autonomy-support, involvement-promoting strategies and struc-
ture often co-occur (Aelterman et al., 2013; Reeve & Jang,
2006). Equally, because the autonomy-supportive coaching
strategies presented by Mageau and Vallerand (2003) have been
shown to have a multiple needs effect (supporting more than
one need at once), they were considered a good starting point
for developing a set of explicit need-supportive coaching skills
for MAPS. A detailed description of the need supportive strategies
and explicit skills that informed the content of MAPS is
offered below.

1. Inquire about and acknowledge athletes’ feelings

This strategy supports athletes’ need for relatedness and auton-
omy (Mageau & Vallerand, 2003). By taking an interest in their
athletes’ life and feelings through open questions and active listen-
ing, coaches can convey their involvement (Sparks, Dimmock,
Whipp, Lonsdale, & Jackson, 2015; Tessier et al., 2010). Emotional
support can be given by showing emotional response and acting in a
warm and caring way in response to athlete’s expressions (Skinner
& Edge, 2002; Tessier et al., 2010).

2. Supportive behaviors (Avoid controlling behaviors)

Controlling behavior pressures the athletes to think and behave
in certain ways (Deci & Ryan, 1985), and this restrains their
autonomy (Deci & Ryan, 2000). In contrast, supportive behaviors
can create a trusting context in which the athlete feels cared about
and in which her or his relatedness need is supported (Tessier et al.,
2010). Explicitly, the coach can convey trust by behaving sympa-
thetic, warm, and affectionate (Skinner & Edge, 2002). By avoid-
ing judgement and criticism and minimizing overt control (should,
have to), athletes can feel supported both in terms of relatedness
and in a context that allows them to feel ownership and act for
self-determined reasons (Mageau & Vallerand, 2003; Reeve, Jang,
Carrell, Jeon, & Barch, 2004).

3. Provide choice within specific rules and limits

Coaches can add structure when clarifying athlete responsi-
bilities (Matosic et al., 2016) by being transparent about coach
expectations and the consequences of athlete behavior (Taylor &

Ntoumanis, 2007). Another explicit skill is to involve the athlete in
decision and solution finding processes (Amorose, 2007; Standage,
Gillison, & Treasure, 2007). When providing choices, itis vital that
the athletes perceive them as real choices (Amorose & Anderson-
Butcher, 2007; Standage et al., 2007) because having choice is
important for the athlete’s experience of volition in relation to her
or his sport participation (Matosic & Cox, 2014).
4. Provide a rational for task, limits and rules — structure

This strategy supports both autonomy and competence.
When a coach explains why he/she chose a specific exercise,
tactic, or rule, it clarifies the reason behind it, allowing the athlete
to internalize the meaningfulness of the activity and feel self-
determined (Mageau & Vallerand, 2003). Structure comes in the
form of the coach giving information about plans and goals in an
appropriately structured environment (Jang, Reeve, & Deci, 2010;
Matosic et al., 2016). This can happen for example when a coach
shares knowledge about the sport and how it relates to the plan and
chosen skill building activities.

5. Allow athlete opportunities for initiative taking and indepen-
dent work

This fifth strategy is a predominantly autonomy support strat-
egy. To be successful at facilitating perceptions of autonomy,
coaches are encouraged to ask open questions to their athletes to
have a better idea about athletes’” ideas about their developmental
process (Amorose, 2007; Stone, Deci, & Ryan, 2009). Central to
this strategy is that coaches encourage initiative concerning athletes
sport participation (Mageau & Vallerand, 2003; Stone et al., 2009).

6. Provide non-controlling competence feedback

As the phrase indicates, this is a cardinal competence support-
ive strategy, as the informational aspect (rather than controlling) of
the activity informs athletes about their competence (Mageau &
Vallerand, 2003). Coaches can give factual non-judgmental feed-
back about problems (Ryan & Deci, 2017; Tessier et al., 2010) to
facilitate competence satisfaction. When offering contingent feed-
back in an autonomy supportive way, it relates back to athletes’
endeavors and this can influence their feeling of competence
and autonomy, as it is self-organized (Deci & Ryan, 2000). The
feedback needs to be high in competence-related information and
be constructive (Jang et al., 2010). Further, positive feedback that
conveys high but realistic expectations (Amorose, 2007; Carpentier
& Mageau, 2013; Tessier et al., 2010), informs athletes about their
sports participation and fosters skill development. Appropriate
expectations can facilitate athletes’ confidence that they can
meet the challenges of the sport (Matosic et al., 2016). Positive
feedback supports the competence need directly (Ryan & Deci,
2017). Also, central for athletes to feel competent is to target
behaviors that are under the athletes’ control by providing a
challenging task (optimal) (Deci & Ryan, 2000; Tessier et al.,
2010). When challenges are optimal, the athlete experiences a
feeling of competency (Deci & Ryan, 2000; Matosic et al., 2016).
This is also an autonomy-supportive strategy in the sense that it
allows for athletes’ self-organization in their sport endeavors
(Deci & Ryan, 2000).

7. Facilitate self-improvement focus (prevent ego-involvement)

Ego-oriented environments tend to pressure athletes into
situations and coach dictated activities to prove themselves worthy.
Athletes no longer feel free to choose activities of interest and their
sense of self-determination is reduced (Mageau & Vallerand,
2003). One explicit behavior coaches can use to facilitate self-
improvement focus and prevent ego-involvement is to provide
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Table 1 Coach Learning Experiences Following MAPS
Need-Supportive
Strategies Description Explicit Learning Experience

(cf. Figure 1)

Skills From MAPS

Examples Coach Behaviours From Interviews

Following MAPS

1. Inquire about and
acknowledge the
athletes’ feelings

2. Supportive
behaviours

3. Provide choice
within specific
rules and limits:

Open questions —active listening

Emotional response
Act in a warm and caring way

Show the athlete that you
trust him/her

Task related support (avoid
judgement and criticism)

Use “you may”, “what do you
think about.” (minimize overt
control should, have to)

Clarifiy responsibilities
Involve the athlete in decision
and solution finding processes
Give the athlete real choices

Sometimes they are overwhelmed and come to me
with their school-training conflicts — my job is to
ask questions so they figure out themselves what to do.
.. and meet them halfway.

There are solutions to most problems, if one athlete
tells you that he/she is exhausted and in pain, which
typically happens at camp, you simply suggest that

they do another exercise or rest whatever is hurting.

One athlete had two weeks off training, and the first day
back he complained about an important test and wanted
to go home to study. We remembered the video and
explained to him that he had not used his time off well
enough and that we needed him back on the team.

The school structure is also something they need to
acknowledge and understand how to adapt to and
coordinate as both a student and an athlete. We need to
teach them that from day one.

Athletes are responsible for their daily training as well as
during vacations. We trust them. We ask the athletes to
write their training log as a tool to them, not to control
them.

Our trust allows the athletes to take responsibility. My
best athletes take the most responsibility for their own
training.

It is hard to see athletes who do not take responsibility
for their own training. Instead of using the independent
time to train, they chill out. My reaction to this is
unfortunately to become more controlling and reduce
time for independent training.

Sometimes, the athletes’ initiatives need some guid-
ance. One athlete had trained too hard and he needed
us to help him plan differently.

There are consequences following broken rules. It is
important to be very clear on the consequences of
breaking rules. We have two athletes here who are on a
short leash from partying during the season, something
they know is breaking NTG code.

‘We involve our athletes in their long time development
plans and short-time goals. Sometime they say they
want to be the best, but they have no idea of what to do
in the summer to reach their goals.

Instead of athlete involvement, I often end up giving
them their plans,

One of my athletes was coming back from injury
asking for drills and exercises. Based on previous
drills - he chose his own drills.

Some athletes spend three years here without ac-
cepting the responsibilities.

Help them plan

Problem solving activities

Guidance to the right solution

Acknowledge and explain
structure

Trust the athletes

Take responsibility

Broken trust requires clear
structure

Balance support and guidance

Clear consequences (NTG
context and following
structure)

Explain to increase autonomy

Involve without response

Do not accept responsibilities

ISCJ Vol. 6, No. 1, 2019
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Table 1 (continued)

Need-Supportive
Strategies
(cf. Figure 1)

Description Explicit
Skills From MAPS

Examples Coach Behaviours From Interviews

Learning Experience
Following MAPS

4. Provide a rational
for task, limits and

5.

F’\

=

rules — structure

Allow athletes
opportunities for
initiative taking
and independent
work

Provide
non-controlling
competence
feedback

Facilitate
self-improvement
focus (prevent
ego-involvement)

Explain why you chose a specific
exercise, tactic or rule
Share knowledge about the sport

Ask open questions
Encourage initiative from
the athletes

Factual non-judgmental
feedback about problems
Positive feedback that convey
high but realistic expectations

Target behavior that are under
the athletes’ control — optimal
challenge.

Focus on self-improvement
Focus on mastery and effort

in the group Self-set goals
Give attention to all the athletes
regardless of if they are doing
well or struggle.

We start out each season by explaining the
importance of all the different classic training sessions.

Sometimes you have to put your foot down. One
athlete told me it is not possible to run the 3000 meter
three days after a big graduation party, however, party
hard is not about the school’s values.

It is a mistake to assume that the athletes understand
the importance of training. They need an explaination
for the reasons again and again. One often repeated
question is why we do all the running.

The biggest challenge for us is when we explain why
training is important, and they still do not believe you.
The athletes seem to get a little confused if I ask them
what they think and their opinions. They get better
with practice. The intervention made me more aware
of how I can help them feel confident enough to take
more initiative.

This is an important strategy. Previously I have not
done this the way I should, I have been afraid of their
knowledge or lack there-of to make good decisions
To find the right answer can be really challenging,
and they want it immidiately. I have become aware
that I need I need more think time before I respond.

I have turned around the way I give feedback from
saying what they do wrong (you are too far in the back)
to tell them what they do well (you did work great with
the arms and upper body position)

Giving great informative feedback requires you to be
aware, pay attention, and think before you speek. The
clue is to find the right solution for the inquiry or
feedback situation at hand.

Central to the interaction with athletes at competitions
is to discuss with the athletes what might be important
focus points, it is a two way process.

It is much easier to ask them and focus on their own
improvement when we work independently with
athletes. On the roller-ski mill (treadmill for skis)
for instance, I feel I have enough time to focus on
self-improvement and also ask the athlete what her
experience with or feeling about the technique is.
Every month we have independent meetings with all
the athletes looking at their improvement and devel-
opmental key points. We also discuss their technical
and tactical and physical goals with them

Itis easier to give group feedback when the group is doing
well or showing effort in the task. Talking to the ones that
need it the most is natural, though the athletes that
perform well sometimes think they get too little focus.

This is the most challenging strategy for me. When
athletes get very disappointed, my solution is to ask
them to mention three things they did well.

Sometimes after practice I find myself reflecting that
I did not really handle the interaction with that athlete
well.

Information about
training — maturity

You have to set the structure

Do not assuming they know

Not meaningful to the athlete

I can help the athletes feel
confident in their decision
making

Afraid of too much initiative

Find solutions for
competence feedback

Increase competence feedback

Prioritizing focus areas

Feedback is a two-way
process

Situation dependent

Increase athletes’ awareness

on self-improvement

Group dependent

Help athletes re-focus

Increased coach self-
awareness
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structure when focusing on self-improvement by providing guidance
for athlete development (Matosic et al., 2016; Skinner & Edge,
2002). Coaches are encouraged to focus on mastery and effort in the
group, which can nurture the athlete’s need for competence, and
autonomy (Mageau & Vallerand, 2003; Tessier et al., 2010). Further,
self-set goals help athletes experience success (Matosic et al., 2016;
Taylor & Ntoumanis, 2007), rather than goals that are related to
comparisons with others, which is risky. For each athlete to feel
success and competent in their endeavors, it is important to give all
athletes attention, regardless of if they are doing well or struggle.

A Short Presentation of MAPS

MAPS was designed with a consideration of three recurring
elements of successful interventions, and use of multiple types
of media to deliver the content (Su & Reeve, 2011). The first
element consisted of group delivered information sessions in which
basic tenets of SDT, types of motivation, and interpersonal style
were presented. Second, coaches were presented empirical evi-
dence for the adaptive outcomes associated with the supportive
style. Third, every session in the intervention consisted of a section
that was practice-oriented (group work activities, audio-visual
clips, self-analysis). MAPS consisted of three workshops (two
hours, two hours, one hour). Between the workshops, coaches had
time for independent work with the digital workbook and contin-
ued experience-based learning to increase coaches’ experience, so
they could reach a higher level of leaning (Dreyfus & Dreyfus,
1986; Dreyfus & Dreyfus, 1980) throughout the intervention.

The Workbook

The participating coaches were presented with the digital work-
book shortly after workshop 1. This workbook (34 pages) was
available as an electronic media file and it was designed in line
with the cognitive theory of multimedia learning to ensure coach
learning (Mayer, 2009; Torgersen, 2012). The workbook content
was divided into three parts. Part 1 explained postulates of SDT
in the sport context: a) different types of athlete motivation;
b) implications of motivational quality and motivational regulation;
c¢) needs and the importance of need satisfaction; d) coaching styles
and studies that demonstrate positive athlete outcomes from need
supportive coaching. Part 2 presented the seven need-supportive
coaching strategies: a) enumeration of the explicit coach behaviors;
b) a video fragment that shows the practical application of the
strategy in a sport context; ¢) examples of how they can use the
strategy; d) implementation intentions; coaches were asked to think
about how they can use the strategy in training and evaluate how
it worked after training. Part 3 presented important determinants
of need-supportive coaching: a) personal orientation; b) coaching
context; ¢) perceptions of athlete behavior and motivation; and
d) the complexity of coaching.

The Video Fragments

Each of the seven video fragments (1.37 — 3.18 minutes) starts with
a description of a need-supportive coaching strategy and a sport
specific scenario is described by a voice-over, as we see athletes
practicing while music is playing in the background. Next, we
witness a dialogue between a coach and an athlete or a monologue
by the coach. The coach behavior in each scenario is shown in a
need-supportive way (“good coach”) as well as a controlling way
(“bad coach”). The videos end with a reflection by one of the
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athletes of how it felt to be coached by a predominantly need-
supportive coach versus a predominantly controlling coach.

Workshop 1: Multimedia Presentation

The content of the first part of the workbook is presented as a
45 minute multimedia presentation, followed by a 15 minutes break.
After the break, need-supportive strategies are presented to coaches,
and the video fragment for each strategy is shown.

Workshop 2: Presentation and Group Discussions

The main theme of workshop 2 is to present and discuss ante-
cedents of need-supportive coaching. Workshop 2 starts out with a
recap of workshop 1, followed by a power-point presentation
(approximately 30 minutes) on determinants of coach behavior
(the digital workbook part 3): personal orientation, coach context,
perception of athlete motivation, and the complexity of coaching.
Coaches are organized in two groups and are given a few minutes
to discuss each determinant in turn. The groups exchange their
thoughts. Next, the educator asks coaches to discuss each of the
need-supportive strategies in their appointed groups and share their
experiences. The final part of workshop 2 is a reflection session
in plenum on two statements; one on the importance of quality of
motivation for young elite athletes, the other on control versus
support.

Workshop 3: One-on-One Sessions with the
Educator

In the final workshop, the educator meets with each coach for about
an hour inquiring about their experiences with using the need-
supportive strategies.

Perceived learning experiences for successful need-supportive
coaching. All coaches (n=10) at one of the Norwegian College
of Elite Sport (NTG) schools participated in the two-month long
intervention. The coaches” working experiences ranged from no
prior full-time coach experience to veterans with over 10-years of
experience at NTG in addition to experience as a term national team
coach (M =54, SD=4.35). Semi-structured individual interviews
with the coaches were conducted at NTG and lasted between 49—
64 minutes. The interviews focused on coaches’ experiences with
MAPS and their increased focus on need supportive behaviors by
discussing their responses to the following questions: (1): how did
you experience MAPS (workshop 1, 2 and 3), (2): To what extent
did you use the digital workbook throughout the season? (3):
To what extent have you (or not) changed the way you coach?
(4): How could MAPS improve? (5): What was challenging? In the
second part of the interview, a video-based method was used. Photo
elicitation can be used in research to prompt responses and memory
(Bryman, 2015; Harper, 2002; Pink, 2013). While watching each of
the seven need-supportive videos, one at a time, the interviewer
asked the coaches to think about examples of using “good-coach”
and/or “bad-coach” strategies.

Rigor in the analysis process. Three strategies were used to
establish rigor; thematic analysis, member reflection, and critical
friends (Smith & McGannon, 2018). First, we used an abductive,
semantic version of the six step guidelines for thematic analysis
(Braun, Clarke, & Weate, 2016). Additionally, we e-mailed the
coaches the article with their quotes. We received no corrections
but many reflections on the content. The final strategy was to
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discuss the themes and codes and the reflexive acknowledgement
of multiple truths with colleagues and other coaches to capture
different perspectives in the research process.

Transcription of the interviews resulted in 88 pages. The first
author familiarized herself with the data by reading and re-reading
the raw data and making notes. This was the first step in the thematic
analysis (Braun, Clarke, & Weate, 2016). The extended version of
the seven need-supportive strategies (Mageau & Vallerand, 2003)
were used to organize the raw data, and, as the text was read
thoroughly, interesting features related to experiences with need-
supportive coaching were systematically coded across the data-set
(phase two: generating initial codes). Relevant data to each code
were gathered and arranged in the text, and the research team
discussed and systematically organized codes into themes in phase
three. The emerging themes relating to coaches learning experiences
with MAPS were reviewed (phase four), before discussion with a
colleague helped verify themes with a final naming in phase five.
The analyses ended with three main themes describing coaches
learning experiences (inductive characteristic of the TA process).
The final step was to select appropriate extracts, and the coaches’
quotes were then linked to the seven need-supportive strategies (see
Table 1). Based on the three main themes of successful giving of
need-support, two distinctly different coach stories emerged.

Impact of MAPS: Learning Experiences

Summarizing coaches’ learning experiences with MAPS, strategy
1 (inquire about and acknowledge the athlete’s feelings) was
regarded very important by all the coaches and requires coaches
to spend time with each individual athlete. Strategy 2 (supportive
behaviors) seemed to be difficult for some coaches due to a lack
of trust in their athletes. Coach learning experiences with strategy
3 (provide choice within specific rules and limits) showed the
importance of involving the athletes. Both for strategy 2 and 3, a
gradual approach was recommended when athletes learn to make
decisions and find solutions in their developmental process. Strat-
egy 4, to provide rationales to the athletes, was considered both
challenging and important to develop. However, it was frustrating
for several of the coaches to have to repeat themselves when
explaining the “training is important” message to their athletes.
Each situation and activity needs to be explained for a gradual
development to take place. To be able to let go (strategy 5), was
closely related to insecurity about the athletes™ actual knowledge
level and very sport specific. There was quite a range among the
coaches’ experiences with the program, depending of the sport,
knowledge level, and maturity in their own development. The last
two strategies were regarded central to coaching by all the coaches
as they increase athletes’ awareness of self-improvement. Finding
enough time to invest in all athletes was a challenge. Based on this
we suggested three dimensions for successful giving of need-
support to athletes that will be discussed below: time for each
athlete, gradual approach, and carefully considering each specific
situation.

Discussion and Implications

Two Contradictory Stories lllustrating Coaches’
Learning Experiences

Two collective narratives (Clandinin & Connelly, 2000) are
presented to illustrate coaches’ learning experiences with need-

supportive strategies. The findings revealed a continuum of coach
experiences from MAPS and the seven strategies, and the two
narratives illustrate, three important dimensions for successful
need-support. Coach 1 represents a coach-athlete interaction thatis
characterized by understanding and trust, while coach 2 tries out
need supportive coaching with a non-understanding and resisting
athlete.

Independent time with each athlete. For the coaches, the time
spent with each individual athlete was a major factor in effective
need-support, and it required commitment to invest sufficient time
with each individual athlete. As coach 1 noted (strategy 7):

It is much easier to ask them to focus on their improvement
when we work independently with athletes. On the roller-ski
mill (treadmill for skis) for instance, I feel I have enough time
to focus on self-improvement and ask the athlete what her
experience with or feelings about the technique is.

MAPS had taught him a lot about how to give feedback in such
situations. Despite that, coach 1 found it beneficial to have some
“think time” before suggesting a solution to the challenge or inquiry
at hand. This is because he had become more aware (intrapersonal)
of his athletes’ focus areas and how they evaluated the feedback,
consequently, he wanted to streamline the feedback to each athlete.
This also meant that coach 1 felt he had to be aware of the athlete’s
developmental process and spend enough time before each session
with the athlete to “discuss what is the goal of the session, both
technical and physically, which makes it much easier for me to talk
about it later” (strategy 6). As the athlete learns and responds
positively to the feedback, coach 1 also increases his effort.

In contrast, coach 2 who is generally dealing with athletes who
lack understanding of the importance of training reported the
process of offering competence feedback as more challenging
(strategy 6 and 7). Even when prioritizing one-on-one time with
athletes, discussions about development did not pay off, at least
not at the time of the interview. For example, coach 2 added the
following anecdote about athletes’ lack of understanding about
how to develop as snowboarders:

Two weeks ago, the athletes told me how important it was to
practice in powder snow for their development and asked us to
take them to an area with snow. After planning the trip, they
did not want to come because they rather wanted to be at their
home mountain practicing. Then they simply argued that
practicing in powder snow would not help them become great
snowboarders. This constant inconsistency in what they think
helps, might be reduced with more discussions and what we
learned from the program. However, this is time-consuming,
challenging and we can hardly feel the progress.

The above example is all about involving athletes in the develop-
mental process and making athletes commit to decisions. For
example, last summer coach 2 did not ask about one of his athlete’s
summer-plans, and as a result, the summer training for this athlete
was less than ideal. Through this experience and with the knowl-
edge from MAPS, he had learned to inquire (strategy 1) better and
involve the athlete in decision and solution finding processes
(strategy 3) about his athletes” summer plan before they start the
collective planning for next summer:

I think this year it is important that I ask her about her family’s
vacation plans before we plan so I can adjust to her current
condition and summer plans with her family. I want her to tell
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me about her summer plan first, then she can suggesta plan for
the summer, then we can make small adjustments and sugges-
tions if we find it necessary.

Gradual approach. In the interviews, the coaches emphasized
that they felt their athletes developed gradually, and as a result,
their need-supportive behavior had to target the athletes as they
were in that present situation. Hence, MAPS had raised the
coaches’ awareness of the fact that successful need-support is a
gradual process. Following this line of thought, both coach 1 and 2
admitted that the first-year students at the elite sport school have
yet to learn about physical, mental, technical and tactical develop-
ment in their sport. The information about athletes” knowledge
and understanding is important when considering the typically
autonomy-supportive strategies; how to provide choice and involve
the athletes (strategy 3), what to expect of athlete decision-making
(strategy 2 — trusting the athlete and strategy 5 allow athletes
opportunities for initiative taking and independent work), and
sharing knowledge about the sport (strategy 4).

Coach 1 reflected that the best athletes are the most indepen-
dent, they are better at taking responsibility and they are more
“involved in their own development” (strategy 3). For instance,
coaches need to let the athletes develop the skills they need to
become autonomous in their own athletic development: “When we
have individual meetings, we let them take charge and come with
ideas. You can always come up with suggestions if they are really
way of.” The gradual approach will help athletes understand what
is needed to take responsibility. As explained by coach 1: “The
second and third year students mainly draft their own summer
plan, we read it and together we revise the plan”. This shows how
when adapting a gradual approach and using the strategy (strategy
3 and 4), the athletes can take responsibility for their own training.

While coach 1 was having mature need-supportive discussion
with autonomous athletes, how to develop different skills and be
involved in their athletic development was at a completely different
stage for coach 2. His starting point was: “they first of all need to
learn what constitutes a good decision.” Athletes with limited
knowledge of the training process are likely to also lack under-
standing about, and thus not benefit from, need-supportive coach-
ing. One classic example mentioned by coach 2 was the withdrawal
of athletes” opportunity for individual training sessions in the fall:
“We see that the level of understanding is too low, so to ensure
quality of the physical training, we need to have as few individual
sessions as possible” (not using strategy 2 and 3). With the tools
from MAPS, coach 2 now admitted that he would need to start a
gradual transfer of responsibility and increase the athletes’ under-
standing of what is beneficial or not for them to do (strategy 4). He
also admitted that he did expect them to already have this infor-
mation at this level. To reach this goal, they now offer Tuesday-
speeches on training for their athletes: “National team coaches and
athletes, other experts on different topics were brought in to explain
to our athletes the importance of training”.

In addition to these lectures, coach 2—just like coach 1—also
tried to involve his athletes more in planning: “We try to involve
the first-year student, but they do not really know what it means to
be involved. So if you give them too many choices and decisions to
make, they chose to take a break instead of doing what they can”
(strategy 3). Through his learning experiences with the need-
supportive strategies, workshops, and group discussions, coach
2 felt he had some tools to let go of his control and better practice a
gradual approach to athlete development. When an athlete returned
to on-snow training after injury and asked for drills, coach 2 started
his gradual approach to initiative taking (strategy 5): “I asked him
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to think about drills he had used previously in practice. It was great
when he chose his own drills”.

Unfortunately, coach 2 wondered if they had in fact become
more controlling throughout the season because the athletes’ inabil-
ity to earn their coaches’ trust (strategy 2) and make good decisions
(strategy 3). This made coaches struggle with need-support:

When our athletes are given the opportunity to take respon-
sibility for their own on-snow training, and they have the
opportunity to use the rails and practice different jumps
without taking it, we simply have to decide for them. We
explain to the athletes that we need them to be in the same
park so we can give them feedback, but unfortunately, we end
up with the same scenario and discussion the following day.

After attending MAPS, both coach 1 and 2 highlighted their new
awareness on the importance of a gradual approach, although coach
2 experienced this as much more challenging than coach 1.

A careful consideration of the specific situation. Both coach
1 and coach 2 noted that the use of need-supportive strategies
was dependent on the situation at hand. Coaches are presented with
a variety of situations ranging from everyday practice, school
demands on their athletes, coaches’ context demands on them,
competition settings, group dynamics, the elite sport school con-
text, national sport cultures, and so on. Coach 1 explained how he
had to think about each situation to give the appropriate feedback
(strategy 7). If an athlete starts to become uncertain about what to
focus on during competition, he had to find a way to talk to the
athlete, so he could focus on self-improvement: “I take the time
to discuss what they need to keep their focus on in a specific
situation.”

However, simply using non-controlling competence feedback
strategy is not always as easy as it sounds (strategy 6). The
complexity of the situation influences the kind of feedback athletes
need. Coach 2 perceived it as difficult to give feedback and
attention to all the athletes (strategy 7). He used an example from
the competition context:

Athletes react differently when failing, some want to talk
but others prefer distance from me. It is individual when it is
the right time to try to comfort them or give feedback. Because
of this, I am better at giving feedback to the athletes who
succeed. Before I found it hard to know when the right time
for feedback is for the ones who fail. For example, it is not
easy to find positive competence feedback if they ski out in
the fifth gate. But you can say ‘You really went for it out of
the start.”

Summing up, the coach reflections reflect the need for coaches
to develop an understanding for the three dimensions that deter-
mine the success of coach need-supportive behaviors, which in turn
may be central to athletes’ autonomous functioning and well-being.
As seen from the examples illustrated in this discussion, athletes
need to learn to “understand” what is needed to excel at the elite
level. Athlete understanding is also important for how the coaches
use the need-supportive strategies.

Conclusion
The impact evidence of learning experiences from MAPS, a

theory-informed coaching development program, conveys that
MAPS is helpful in teaching coaches about need-supportive skills

ISCJ Vol. 6, No. 1, 2019



Downloaded by NORGES IDRETTSHOGSKOLE on 03/21/19

TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 89

96 Berntsen and Kristiansen

at the intrapersonal (awareness of own coaching practice) and
interpersonal (interaction with athletes) level. However, a success-
ful implementation of need-supportive coaching also depends on
the time one has for the individual athlete, a gradual approach of
learning and autonomy, and a careful consideration of the specific
situation. The test trial of the program revealed that MAPS is
more successful with mature athletes (3rd year with an extensive
knowledge of development) than with athletes who lack under-
standing both for development and why (how) to take initiative,
be involved, and take responsibility for their own development
(autonomy). The program needs to be revised to help coaches
to be need-supportive for the latter group as well. As a final
recommendation for future research, coach education developers
and sports organizations should take into consideration athlete
maturity to better optimize the program for different sports
and age.
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Abstract
The aim of this study was to explore how coaches’ behaviour affected athletes” well-being by
examine: (a) the potential change in perceptions of need-support from the coach (over an
academic year), and (b) the within-person relationship between the three aspects of need-
supportiveness and subjective vitality at the end of the academic year. 102 youth elite student
athletes completed ta questionnaire three times. Bayesian growth curve analyses showed that
the levels of relatedness and autonomy support were stable and high throughout the year. In
contrast, competence support decreased during the season. In addition, the results showed a
credible positive within-person relationship between changes in all three facets of need-
supportiveness from the coach and vitality measured at the end of the season which support
SDT tenets. These findings indicate the importance of need-support for athletes' wellbeing,
and that competence support needs extra attention in the elite sport context where the

competence need is constantly challenged.

Keywords: athlete well-being, need-supportive coaching, elite sport school context, successful

coaching.
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1. Introduction

"Successful athletes with controlling coaches are proof that being controlling is a good
motivational strategy" is a typical counter argument when discussing the importance of need-
supportive coaching. Controlled motivation can indeed be a very powerful motivation,
especially when self-worth is on the line (Ryan & Deci, 2017). At least for some, however,
this "evidence that control works" fails to mention that the need undermining style
(controlling style) has its costs (Adie, Duda, & Ntoumanis, 2012; Balaguer et al., 2012;
Cheval, Chalabaev, Quested, Courvoisier, & Sarrazin, 2017). In fact, both controlling social
contexts and supportive social contexts can produce medal winners. The critical difference
between these two pathways to elite sports is the well-being of the athletes operating within
them. Research supports the often observed costs from controlling coaches such as general ill-
being (Cheval et al., 2017), burn-out (Balaguer et al., 2012; Healy, Ntoumanis, van Zanten, &
Paine, 2014), maladaptive coping (Bartholomew, Ntoumanis, Ryan, Bosch, & Thogersen-
Ntoumani, 2011), and disaffection (Curran, Hill, Hall, & Jowett, 2014), whereas the
autonomy-supportive coaching style is associated with athlete well-being (Adie et al., 2012;
Balaguer et al., 2012; Bartholomew, Ntoumanis, Ryan, & Thggersen-Ntoumani, 2011;
Bartholomew, Ntoumanis, Ryan, Bosch, et al., 2011; Cheval et al., 2017; Gonzalez, Tomas,
Castillo, Duda, & Balaguer, 2017; Healy et al., 2014). In this study with young aspiring
athletes, we conceptualize psychological well-being in terms of flourishing, a combination of
feeling good and functioning effectively (Ryan & Deci, 2017) when investigating changes in
need-supportiveness and its association to well-being over a competitive season at an elite
sport school. A fully functioning/flourishing individual can mobilize and harness
psychological and physical energy to pursue valued activities and experience a sense of spirit,

enthusiasm, and psychological well-being (Ryan & Deci, 2008). Little is currently known
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about the longitudinal change in coaches need-support over a season at an elite context, nor is
the assessment of each of the constructs of nee-support.
1.1 The context of the present study

Understanding athlete well-being can contribute to the design of social environments
that foster athlete well-being and secure athletes’ well-being as they aim for elite
performances. The present study was executed at a school that belongs to a non-profit private
foundation called The Norwegian College of Elite Sport (hereafter NTG). Elite sport schools
in Norway are important stakeholders for talent development (Kristiansen & Houlihan, 2017).
NTG currently runs six schools with 990 students participating in 27 different sports (NTG,
2018). Current and former NTG athletes have achieved considerable success, accumulating
around 600 national championship gold medals, 175 world championship medals, and 26
gold, 17 silver, and 21 bronze medals in the Olympics (between the 1992 and the 2018 winter
Olympics) (NTG, 2018). For many young athletes, NTG is a stepping-stone for national and
professional sports as they aim to prepare the student athletes for future careers as
international elite athletes (and medal winners) and for higher education. Despite this dual
goal of athletic excellence and academic development, athletes and coaches are
predominantly measured by their performance and ranking at championships. The school is
considered one of the best in Norway for winter sports (Berntsen, Lemyre, & Rge, 2014), and
both athletes and coaches may experience pressures over a season. Coaches may experience
pressures from the school to live up to the elite status of the school. Athletes may experience
pressures from parents’ expectations related to the resources they put into their youth's elite
sport endeavours and her or his need to make (or maintain a place in) junior national teams,

national teams; and from coaches and other teammates about performance, to name a few.
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1.2 Self-Determination Theory

Self-Determination Theory (SDT) explains how social conditions facilitate or hinder
human flourishing (Deci & Ryan, 1985, 2000; Ryan & Deci, 2017). The three basic
psychological needs of autonomy, competence, and relatedness are essential to optimal
functioning and growth, integrity, and well-being (Ryan & Deci, 2000). The psychological
need for autonomy refers to the need to perceive one’s actions as reflectively self-endorsed.
The psychological need for competence is met when one feels that one interacts effectively
and confidently with the environment. The relatedness psychological need is satisfied when
one is feeling cared for, connected to others, and when experiencing a sense of belonging
(Ryan & Deci, 2017).

Basic Psychological Needs Theory (BPNT), the fourth of SDTs six mini theories,
proposes that satisfaction of the three needs is facilitated by autonomy-support — a predictor
of all three basic psychological needs (Ryan & Deci, 2017). For instance, for athletes to feel
competent it is critical that their actions are perceived as self-organized or initiated—in other
words, they feel ownership of the activities that they succeed in (Deci & Ryan, 1985).
Autonomy is fundamental for competence. The psychological needs for relatedness and
competence depend on the person's capacity and freedom to self-organize (Ryan & Deci,
2017). Hence, autonomy-support is a critical aspect of a need-supportive environment (Ryan
& Deci, 2017), also for young talents within a structured sport school context. Autonomy
supportive behaviours have shown to simultaneously support more than one psychological
need. This has been referred to as the multiple-needs effect, that is, autonomy-support
satisfies all the psychological needs. The multiple psychological needs-effect has been
observed in correlational studies (Adie, Duda, & Ntoumanis, 2008; Adie et al., 2012;
Amorose & Anderson-Butcher, 2007; Gagné, Ryan, & Bargmann, 2003; Hodge & Lonsdale,

2011; Pelletier, Fortier, Vallerand, & Briere, 2001), longitudinal correlational studies (Adie et
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al., 2012; Pelletier et al., 2001), and in intervention-based studies (Cheon, Reeve, Lee, & Lee,
2015; Cheon, Reeve, & Ntoumanis, 2018). SDT is based on the idea that support for all three
psychological needs leads to increased need-satisfaction (Deci & Ryan, 2000). Autonomy-
support has received most empirical attention to date (Cheon et al., 2018; Rocchi, Pelletier, &
Desmarais, 2017). Even though a multiple need effect is associated with autonomy-support,
the importance of support for all three needs specifically has received little attention. For
instance, it has been suggested that need-supportive behaviours include autonomy support that
is accompanied by structure and interpersonal involvement (e.g., Mageau & Vallerand, 2003;
Matosic, Ntoumanis, & Quested, 2016; Taylor & Ntoumanis, 2007). Athletes may benefit
from a well-structured sport context and the presence of high interpersonal involvement, as
shown in the physical education context (Jang, Reeve, & Deci, 2010; Tessier, Sarrazin, &
Ntoumanis, 2010).

Tessier et al. (2010) argue that interventions need to feature an explicit focus on both
competence support and relatedness support to use the terminology need supportive. Mageau
and Vallerand (2003) showed in their motivational model of the coach-athlete releationship
that autonomy-support encourages the satisfaction of all three basic psychological needs,
additionally, structure instilled by coach encourages the satisfaction of athletes’ perception of
competence, and a coach's involvement encourages athlete perception of relatedness. Both
competence support and interpersonal involvement have an important role as relatedness
support in addition to the relatedness supportive aspects of autonomy-support.

1.3. Coaching in the elite sport school context

There is currently a limited empirical base on coach education research and even less
so in the elite sport context. In a study by Cheon et al. (2015), the intervention group of
coaches received training in the autonomy-supportive style. Afterwards, their athletes

perceived them as somewhat more autonomy-supportive, and they generally maintained
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measures of motivation, engagement, and functioning over eight weeks. In contrast, the
athletes of the coaches who did not receive the autonomy-supportive training program
perceived their coaches to become somewhat less autonomy-supportive, and experienced
deterioration in all measures. The intervention results led Cheon et al. (2015) to conclude that
enacting an autonomy supportive coaching style functions as an antidote to a controlling
coach style. Coaches with athletes competing in high-stake sport competitions tend to adopt
maladaptive coaching styles (Cheon et al., 2015) as "elite contexts can often involve more
pressure toward winning, which can readily translate into more controlling styles" (Ryan &
Deci, 2017, p. 496). These examples of situationally induced coach behaviour show how
coaches' interpersonal style is contextual.

Rocchi and colleagues (2013) confirmed that coaches tend to act less autonomy-
supportive towards their athletes when perceiving pressure from above (e.g., administrators)
or from below (e.g., athlete disengagement). This is in concert with two (of three) of Mageau
and Vallerand’s (2003) determinants of coach behaviours as found in their coach-athlete
motivational model. First, coach context or pressure from above is the pressure the coach
feels to perform, which can in turn lead her or him to pressure athletes to perform. Secondly,
coaches' perceptions of athlete motivation and behaviour (pressure from below) can influence
coach controlling behaviours towards athletes. If coaches perceive their athletes as lazy and
unengaged, then they tend to pressure athletes and downplay the motivation they wish to see.
Thirdly, coaches' beliefs about what represents good coaching will likely influence the ways
in which they behave towards their athletes, consequently, the elite competitive contexts can
pressure coaches toward a maladaptive controlling style, which can reduce their need-support
and thus need-support is at risk in the elite context. Unfortunately, athletes and coaches

operating in competitive contexts experience a great deal of pressure—the higher the stakes,
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the more pressure to win (Fortier, Vallerand, Briere, & Provencher, 1995; Reeve & Deci,
1996; Ryan & Deci, 2017).
1.4. The competence psychological need in the sport school contexts

Rivalry and constant competition between athletes are a big part of the elite sport
school context. Competitive settings can offer opportunity for skill development or mastery at
drills and exercises and strengthen intrinsic motivation or foster controlling aspects such as
comparing athletes to each other and undermining intrinsic motivation (Ryan & Deci, 2017).
Research on intrinsic motivation has shown that when participants lose in competition their
intrinsic motivation often suffers, largely through diminished feelings of the competence need
(Ryan & Deci, 2017). Vansteenkiste and Deci (2003) found that when offering positive
competence feedback to athletes who had lost, their intrinsic motivation was higher than
athletes who lost but did not get this kind of feedback. In the same study, Vansteenkiste and
Deci found that receiving a monetary reward following a win counteracted the positive aspect
of winning because it was perceived as controlling. These findings are important for athletes
in the elite school context, considering they often receive prices in the form of trophies,
money, or material goods (e.g., bags, clothes, goggles, skis, snowboards). On top of these
tangible rewards, athletes are subject to performance-contingent rewards (e.g., ranking) (Ryan
& Deci, 2017). Indeed, reward systems are a big part of athletes' lives (Treasure, Lemyre,
Kuczka, & Standage, 2007).

SDT is based on the idea that need-supportive coaching is equally important at all
levels of sports (Ryan & Deci, 2017). At the top level of youth elite sport, there is an intense
competition schedule, and we expect athletes' competence need to suffer, even when coaches
offer positive competence feedback.

Based on the theoretical framework discussed above, we hypothesized that elite

competitive contexts can pressure coaches toward a maladaptive controlling style and that
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need-support is at risk in the elite context. However, there is scant literature in sport and
exercise psychology on change (Stenling, Ivarsson, & Lindwall, 2017), and there is limited
longitudinally research on assessment of and change in the three constructs of the need-
supportive style in an elite sport school context. This leaves us with a limited understanding
of need-supportive behaviour in the elite context, and how it affects athletes' well-being.
1.5. The present research

The aforementioned concepts of need-supportiveness (predictor) and well-being
(outcome) can be located on either side of the complete SDT causal sequence (Fortier, Duda,
Guerin, & Teixeira, 2012; Grouzet, Vallerand, Thill, & Provencher, 2004; Vallerand, 1997;
Vallerand, Fortier, & Guay, 1997; Vallerand & Losier, 1999). A fair number of studies have
tested the basic psychological needs theory (Deci & Ryan, 2000) and examined the
relationships of coach interpersonal style — need-satisfaction and athlete well-being
longitudinally (Balaguer et al., 2012; Cheval et al., 2017; Gonzalez et al., 2017). The focus of
these investigations has mainly been on the mediating effect of need-satisfaction. The lack of
longitudinal studies investigating need-support and the three aspects of it may be due to scales
being inappropriate for evaluating all aspects of need-supportive coaching (see 2.5).

The current study's main purpose was to examine (a) the potential change in need-
supportiveness throughout a season and (b) if change in need-supportiveness could predict
perceived vitality at the end of the end of the season. We hypothesized that coaches in elite
sport schools may become less supportive towards their athletes throughout the season due to
pressure from above and below. Further, it was hypothesized that athletes might need even
more competence support throughout the season because of the pressure they face in training
and races throughout the year. It was anticipated that coach interpersonal style that is
perceives to support autonomy, competence, and relatedness enhance athlete vitality (Ryan &

Deci, 2008; Ryan & Deci, 2017).
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2. Method
2.1. Participants

The 102 student winter sport athletes (age 16-18, Male=70, Female=32, M age= 17.04,
SD=0.87) at NTG answered validated questionnaires to assess their perception of their
coaches' need-support and their well-being at three times points over a year (beginning,
middle, end). Athletes represented five winter sports: Freeskiing (n=5), Snowboarding (n=12),
Alpine Skiing (n=17), Cross-Country (n=31) and Biathlon (n=34). The ten coaches 25-54
years (Male=9, Female=1, M age=36.4, SD=9.167) at NTG working experiences ranged from
no prior full-time coach experience to true veterans with over 10-years of experience at NTG
(M =5.4, SD =4.35).
2.2. Procedure and Design

The Norwegian Centre for Research Data (NSD; the Norwegian ethics board)
approved the project prior to the data collection. Athletes and parents gave informed consent
for participation in the project. The facilitator administered the questionnaires to the athletes
in their classroom, which created consistency for athletes and coaches. Temporal precedence
is an issue relevant for internal validity. The study had a longitudinal design and therefore
influenced by time. At each measurement time, the athletes were asked to report on coaches'
typical behaviour in coach led training-sessions over the last few weeks (so that we can assess
the change), and last seven days for subjective vitality. Thus, both assessments were at the
state level.
2.3. The measurement package

The main focus of our investigation is the change in need-supportiveness, and the
unique impact of coaches' need-support on athletes’ subjective vitality. Hence, we measured
the predictor (need-support) and the outcome (subjective vitality) of the full SDT- process

sequence, neither incorporating need-satisfaction nor sport motivation in our analysis.
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However, one limitation of research into athletes' perceptions of coaches’ interpersonal styles
has been the lack of a valid measure, and unfortunately, Interpersonal Behaviours Style in
sport was published after our study's start (Rocchi et al., 2017). Previous researchers have
used different scales to assess the coach interpersonal style by assessing mastery, social
support (relatedness), and autonomy-support separately (Reinboth, Duda, & Ntoumanis,
2004), or only used autonomy-support to assess coaches’ interpersonal style (Balaguer et al.,
2012; Cheval et al., 2017; Gonzilez et al., 2017).

In the absence of one validated scale to assess coach autonomy-support, competence-
support, and relatedness-support, we translated the Questionnaire of Basic Psychological
Needs Support to Norwegian and adapted it from the Physical Education (PE) setting to the
sport setting. The first author started out translating the scale to English, as well as making the
adaptions from PE to sport. In this process, the first author made sure that it was a proper
content replacement. Next, an English language expert proof-read the translation. Finally, a
colleague with theoretical expertise knowledge in SDT, as well as the context of youth sport,
and who is fluent in both languages, worked through the translations sending a final version
back to the first author. The questionnaires were prepared to assess the measures at the state
level, as we were interested in the athletes' perceptions of subjective vitality and perceptions
of coach behaviour, in the elite sport domain over the last week.

2.3.1. Questionnaire of Basic Psychological Needs Support (OQBPNS)

Athletes' perceptions of their coaches' interpersonal need-supportiveness were assessed
by the Norwegian version of Questionnaire of Basic Psychological Needs Support (QBPNS)
(Sanchez-Oliva, Garcia-Calvo, Sdnchez-Miguel, Amado, & Ntoumanis, 2013). The 7-point
Likert scale consists of 12 items (1=completely disagree, 4=moderately agree, 7=completely
agree). Athletes were asked to answer 12 different statements following "During practice, my

coach....” (e.g. encourages our ability to carry out the task well). In contrast to other scales

11
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assessing coach interpersonal styles, the QBPNS takes into consideration all three needs and
evaluates athletes' perception of their coach's behaviour in terms of supporting the need for
autonomy, competence, and relatedness. This was important for the current investigation, in
addition to using a scale to provide insight into situationally induced and changing coach
behaviour and the following fluctuations. We assessed need-support, at the state level as
stated in the questionnaires, as "over the last few weeks."
2.3.2. Subjective vitality

Athletes' well-being was assessed using the subjective vitality scale (Ryan &
Frederick, 1987) with a 7-point Likert scale consisting of seven items (1=not at all true
7T=very true). Athletes were asked to what degree the different statements were true for the
last seven days (state level) e.g., "I feel alive and vital.” In SDT the definition of well-being
goes beyond hedonic outcomes such as happiness and is conceptualized in terms of full
functioning (Deci & Ryan, 2017). The rationale behind choosing subjective vitality as an
indicator of athlete well-being (wellness) is that vitality is a state of being fully functioning or
thriving by SDT (Ryan & Deci, 2017; Ryan & Huta, 2009). Vitality is theorised to be the
most general characteristic of a fully functioning person as it reflects organismic wellness
(Ryan & Deci, 2017). Vitality is defined as "one's conscious experience of possessing energy
and aliveness" (Ryan & Frederick, 1997, p. 530). Vitality pertains to a sense of having energy
available to the self, to be used in volitional ways--not just being in a state of arousal. The
extent to which athletes experience their energy as their own corresponds with their sense of
vitality (Ryan & Frederick, 1997).
2.4. Data analyses

All analyses were estimated with use of a Bayesian approach. One of the main
differences between the Bayesian statistical approach and the more traditional frequentist

approach is that it is based on different statistical assumptions (for more information see, for

12
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example, Stenling, Ivarsson, Johnson, & Lindwall, 2015). In comparison to the frequentist
approach, the Bayesian approach has a better likelihood of producing reliable estimates with
small sample sizes (Song & Lee, 2012). More specifically, due to the less restrictive
distributional assumptions the normality assumption does not need to be fulfilled to perform
the analyses within the Bayesian approach (Yuan & MacKinnon, 2009).

We calculated descriptive statistics using JASP software package (Love et al., 2015).
We applied Bayesian correlation analyses to investigate the relationships between the study
variables. For each of the pair-wise comparisons a Bayes Factor (BF) was calculated. In line
with previous recommendations, a BF above 10 was determined to be in strong support of the
alternative hypothesis (i.e., there is a statistical relationship between the two variables; Etz &
Vandekerckhove, 2016).

To test the potential change in all three basic need support (i.e., autonomy,
competence, and relatedness) variables over the three measurement waves, we estimated
unconditional latent growth curve (LGC) models in Mplus 8.0 (L. Muthén & Muthén, 2017)
using the Bayesian estimator. For more information about the LGC analyses see, for example,
Stenling et al. (2016).

To test whether changes in each of the basic psychological need support variable were
associated with the level of subjective vitality in the end of the season (T3), three conditional
LGC analyses were performed, one for each of the basic need support variables. In all three
models, subjective vitality was regressed on both the intercept (i.e., initial level of basic need
support at T1) and slope (i.e., change trajectory of the basic need support over the three
measurement waves) parameter. To control for the potential influence of subjective vitality,
measured at T1, on subjective vitality, measured at T3, an autoregressive effect was specified
between these variables. Also, a correlation between subjective vitality and the basic need

support, both measured at T1, was specified.
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In the analyses we used the Markov Chain Monte Carlo simulation procedures with a
Gibbs sampler. For all analyses we performed 200,000 iterations. In line with previous
recommendations a potential scale reduction factor around 1 was considered evidence of
convergence (Kaplan & Depaoli, 2012). We assessed model fit using the posterior predictive
p (PPp) value and its accompanying 95% confidence interval. In Mplus “the 95% confidence
interval is produced for the difference in the f'statistic for the real and replicated data. A
positive lower limit is in line with a low posterior predictive p value and indicates poor fit”
(Muthén & Asparouhov, 2012, p. 315). Default priors were used for all models.

We estimated credibility interval (CI) for all parameters estimated within the models.
In comparison to the more traditional confidence interval the credibility interval indicates, the
probability (e.g., 95%) that the parameter of interest, given the observed data, lies between the
two values. The recommendations from Zyphur and Oswald (2015) were followed meaning
that we rejected the null hypothesis if the 95% CI did not include zero.

Mean and variance priors for the change in basic psychological need support and
structural parameter estimates (i.e., the path between change in basic psychological need
support and subjective vitality measured at T3 were used in the analyses). The prior for
change in psychological need support, specified in both the unconditional and conditional
models, was obtained from Cheon et al. (2015). The prior for the relationship between change
in psychological need support and subjective vitality, measured at T3, came from Stenling,
Lindwall, and Hassmén (2014).

Sensitivity analyses were performed for each estimated model to investigate if changes
in the prior variances (i.e., .001, .01, and .10) influenced the results. To compare these three
models the deviance information criterion (DIC) was used. More specifically, a lower value

indicated a better-fitting model (Asparouhov, Muthén, & Morin, 2015). The prior setting that
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showed best fit to data for the unconditional latent growth curve models were also applied for

the change parameter in the conditional latent growth curve models.
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3. Results
3.1. Descriptive statistics

Table 1 shows the means, standard deviations, ranges, skewness value, and reliability
for all variables. In general, relatively high levels of internal consistency (Cronbach's alpha)
were found. Participants reported high levels on relatedness support, competence support,
autonomy support, and subjective vitality. The descriptive statistics suggest that athletes
overall perceived their coaches to support their basic psychological needs and they experience

high levels of subjective vitality. For descriptive statistics, see Table 1.
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Table 1

Descriptive statistics and correlations.

Variable M 1 2 3 4 5 6 7 8 9 10 11 12
(SD)
1. AutTl 5.44
(0.75)
2. AutT2 5:52 0.02
(0.89)
3. AutT3 533 0.01 0.63*
(1.17)
4. CompTl 642 0.42*% 021 0.13
(0.55)
5. CompT2 621 -0.05  0.73%  047% 0.32*
(0.74)
6. CompT3 598 -0.09 061* 0.76% 029 0.59*
(0.86)
7. RelTI 6.31 0.52* 0.8 007  0.66* 027 0.17
(0.66)
8. RelT2 6.30 0.03 0.59*%  0.38* 0.35% 082% 0.58*% 047*
(0.72)
9. RelT3 6.15 0.02  056% 056% 0.28 0.64%  0.73* 026 0.63*
0.77)
10. VitTI 5.25 0.13 043* 0.33* 0.34* 047 036% 031 042%  0.31
(0.84)
11. VitT2 5.19 -0.01  050% 053*  0.19 047%  0.50% 022 0.38%  0.39%  048*
(0.96)
12. VitT3 497 0.13 024 029 012 022 0.36*  0.11 0.19 0.29 041%  0.53*

(1.10)

Note: Aut = Perceived Autonomy Support; Comp = Perceived Competence Support; Rel = Perceived
Relatedness Support; Vit = Subjective Vitality; T1 = Measured at time 1; T2 = Measured at time 2; T3
= Measured at time 3.

*BF>10
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3.2. Unconditional latent growth curves

The results from the unconditional latent growth curves are presented below.

3.2.1. Autonomy.

The sensitivity analyses showed that the model with a weak variance prior (i.e., .1)
showed, in comparison to the two other models, best fit to data (for DIC values see Table 2).
The model showed good fit to data (PPp = .46, 95% Confidence Interval = [-11.93, 11.77]).
The model had a credible intercept (5.46, 95% CI = [5.31, 5.61], but there was no credible
change over time (4 = -.05, 95% CI = [-.18, .09]. The variances for both the intercept (¥ =
.09, 95% CI =[.01, .30] and the growth trajectory (¥ = .32, 95% CI=[.17, 51] were both
credible.

3.2.2. Competence

The sensitivity analyses showed that the model with a weak variance prior (i.e., .1)
showed, in comparison to the two other models, best fit to data (for DIC values see Table 2).
The model showed good fit to data (PPp = .60, 95% Confidence Interval = [-13.43, 12.53]).
The model had a credible intercept (6.40, 95% CI = [6.28, 6.51], and a credible decline over
time (4 = -.20, 95% CI = [-.30, -.10]. The variances for both the intercept (¥ = .15, 95% CI =
[.04, .31] and the growth trajectory (¥ = .13, 95% CI = [.06, 22] were both credible.

3.2.3. Relatedness

The sensitivity analyses showed that the model with a weak variance prior (i.e., .1)
showed, in comparison to the two other models, best fit to data (for DIC values see Table 3).
The model showed good fit to data (PPp = .44, 95% Confidence Interval = [-10.44, 12.52]).
The model had a credible intercept (6.33, 95% CI = [6.18, 6.47], but no credible change over
time (4 = -.08, 95% CI = [-.17, .02]. The variances for both the intercept (¥ = .31,95% CI =

[.16, .52] and the growth trajectory (¥ = .14, 95% CI = [.05, 23] were credible.
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Table 2

Comparison of parameter estimates of using different priors in the unconditional models

Prior Mean Model A Model B Model C
Autonomy Support
Intercept NA 5.43 [5.28,5.63] 5.37 [5.23, 5.49] 5.46(5.31,5.61]
Change .16 0.02 [-0.10, 0.14] 0.13[0.07, 0.19] -0.05 [-0.18, 0.09]
Variance Intercept NA 0.10 [0.01, 0.31] 0.10 [0.01, 0.33] 0.09 [0.01, 0.31]
Variance Change NA 0.32[0.17, 0.52] 0.35[0.18, 0.55] 0.32[0.17,0.51]
PPp (95% CI) 0.41 [-11.63, 15.11] 0.17 [-7.33, 19.80} 0.46 [-11.03, 11.77]
DIC 678 682 677
Competence Support
Intercept NA 6.37 [6.25, 6.48] 6.27 [6.14, 6.40] 6.40[6.28, 6.51]
Change 0.16 -0.14 [-0.22, -0.05] 0.07 [0.01, 0.13] -0.20 [-0.30, -0.10]
Variance Intercept NA 0.15[0.04, 0.31] 0.16 [0.03, 0.33] 0.15[0.04,0.31]
Variance Change NA 0.13 [0.06, 0.23] 0.20 [0.10, 0.33] 0.13 [0.06, 0.22]
PPp (95% CI) 0.46 [-11.75, 14.72] 0.00 0.60 [-13.43, 12.53]
DIC NA 536 563 534
Relatedness Support
Intercept NA 6.29 [6.15, 6.43] 6.19 [6.05, 6.32] 6.33[6.18, 6.47]
Change 0.16 -0.04 [-0.12, 0.05] 0.09 [0.04, 0.15] -0.07 [-0.17, 0.02]
Variance Intercept NA 0.32 [0.16, 0.53] 0.35[0.18, 0.57] 0.31[0.16, 0.52]
Variance Change NA 0.14 [0.05, 0.23] 0.17 [0.08, 0.27] 0.13[0.05, 0.23]
PPp (95% CI) NA 0.42 [-9.75, 14.14] 0.05 [-1.40, 27.18] 0.44 [-10.44, 12.52]
DIC NA 524 536 524

Note: Model A = Moderate precise priors were set for the expected change estimates

variances (i.e., .01); Model B = Highly precise priors were set for the expected change
estimates variances (i.e., .01); Model C = Low precise priors were set for the expected
parameter estimates variances (i.e., .10); NA = Not available.
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3.3. Conditional latent growth curve models

In the second step of the three separate models, each of the basic need support
subscales were estimated to investigate the relationship between change in basic need support
and subjective vitality measured in the end of the season (T3). The sensitivity analyses
showed that all three models, for all the three basic need support variables, indicated good
model fit. All models for each of the basic need support variables also showed similar DIC
values for the three models. In addition, the parameter estimates for the intercept and change
parameters as well as the regression paths were in the same direction. Because the models
with the high informative prior for the variance on the change parameter (i.e., 0.001) had the
lowest uncertainty, showed by the narrow CI) we chose to focus on these models, for all the
three basic need support variables, in the discussion of the results (for all model fit indices see

Table 3).
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Table 3

Comparison of parameter estimates of using different priors in the conditional models.

Prior Mean Model A Model B Model C
Autonomy Support
Intercept NA 5.47[5.32,5.62] 5.47[5.32,5.62] 5.47[5.32,5.61]
Change .16 -0.05 [-0.19, 0.09] -0.05 [-0.19, 0.09] -0.05 [-0.19, 0.09]
Variance Intercept NA 0.09 [0.02, 0.28] 0.10[0.02, 0.28] 0.09[0.02. 0.27]
Variance Change NA 0.31 [0.19, 0.49] 0.31[0.19, 0.49] 0.31[0.18, 0.49]
T3 Vit ON Change 0.39 0.19 [.10, .29] 0.19[0.13, 0.25] 0.19[-0.05, 0.42]
T3 Vit ON Intercept NA -0.34 [-1.36, 0.52] -0.33 [-1.37, 0.53] -0.38 [-1.43, 0.63]
T3 Vit ON T1 Vit NA 0.53 [-0.05, 1.53] 0.52[-0.07, 1.52] 0.55[-0.13, 1.60]
T1 Vit WITH Intercept NA 0.58 [0.03, 0.96] 0.57[0.03, 0.96] 0.58 [0.04, 0.96]
PPp (95% CI) 0.41 [-.16.79, 20.44] 0.40 [-17.24, 20.38] 0.46 [-16.84, 20.68]
DIC 1103 1103 1104
Competence Support
Intercept NA 6.40 [6.28, 6.52] 6.40[6.28, 6.52] 6.40[6.28, 6.52]
Change 0.16 -0.20 [-0.30. -0.10] -0.20 [-0.30, -0.10] -0.20 [-0.30, -0.10]
Variance Intercept NA 0.12 [0.04, 0.27] 0.12[0.04, 0.27] 0.12[0.04,0.27]
Variance Change NA 0.13 [0.06, 0.23] 0.13 [0.06, 0.23] 0.13[0.06, 0.22]
T3 Vit ON Change 0.39 0.13 [0.06, 0.21] 0.12[0.08.0.17] 0.17[0.01. 0.35]
T3 Vit ON Intercept NA 0.02 [-0.04, 0.76] 0.02[-0.93, 0.77( 0.00[-0.99, 0.75]
T3 Vit ON TI Vit NA 0.39 [-0.28, 1.22] 0.39[-0.29, 1.19] 0.40[-0.25, 1.24]
T1 Vit WITH Intercept NA 0.66 [0.31, 0.96] 0.66 [0.31. 0.96] 0.66 [0.30. 0.96]
PPp (95% CI) 0.42 [-15.62, 19.47] 0.43 [-15.87, 19.60] 0.44[-16.75, 19.39]
DIC 955 955 955
Relatedness Support
Intercept NA 6.33 [6.19, 6.47] 6.33[6.19, 6.47] 6.33[6.19, 6.47]
Change 0.16 -0.08 [-0.18, 0.02] -0.08 [-0.18, 0.02] -0.08 [-0.18, 0.02]
Variance Intercept NA 0.30 [0.13, 0.50] 0.30[0.13,0.51] 0.29[0.13, 0.50]
Variance Change NA 0.14 [0.05, 0.23] 0.1410.05, 0.23] 0.13[0.05, 0.23]
T3 Vit ON Change 0.39 0.13 [.06, .22] 0.13 .08, .18] .16 .00, .33]
T3 Vit ON Intercept NA 04 [-.28, .35] 0.04 [-.28, .34] .04 [-.28,.35]
T3 Vit ON TI Vit NA 40 [.12..63] 40 [.12,.63] 39 [.12,63]
T1 Vit WITH Intercept NA 44[.17,.72] 44 [.17,.72] 44 .17,.72]
PPp (95% CI) 44 [-17.91.21.67] 0.45 [-.17.89. 21.68] 0.45[-17.94, 21.48]
DIC NA 954 954 954

Note: Model A = Moderate precise priors were set for the variance related to the path between
change in basic psychological need support and vitality measured at T3 (i.e., .01); Model B =
Highly precise priors set for the variance related to the path between change in basic
psychological need support and vitality measured at T3 (i.e., .001); Model C = Low precise
priors set for the variance related to the path between change in basic psychological need
support and vitality measured at T3 (i.e., .10); NA = Not available.
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As shown in the unconditional latent growth models, only competence support had, in
the conditional models, a credible, negative change during the season. For autonomy support
and relatedness support no credible change was found. For the three basic psychological
needs support variables there were credible positive relationships between change and vitality
measured at T3 (for specific parameter estimates see Table 3). More specifically, increases in
all basic psychological needs support were related to higher levels of vitality measured in the

end of the season. For all parameter estimates specitfied in the model see Table 3.
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4. Discussion

The purpose of this study was to investigate change in young elite athletes’
perceptions of the three aspects of need-supportiveness, and the within-person relationship
between change in perceived need-supportiveness and subjective vitality at the end of the year
academic year. In general, the athletes reported a high and stabile level of autonomy-support
and relatedness-support. However, they also reported small decreases in competence support.
4.1. Coaches became less competence-supportive throughout the year

The first objective of the current study was to examine athletes' perceived change in
need-supportiveness throughout an academic year. Unique for this study was that the need-
supportive constructs of autonomy-support, competence-support, and relatedness-support
were analysed separately. The athletes reported to perceive the same level of autonomy-
support and relatedness-support from their coach throughout the three measurement points.
This was unexpected considering previous research and SDT theory indicating that
competitive contexts typically pressure coaches to act less supportive (Cheon et al., 2015;
Ryan & Deci, 2017). However, results revealed that competence-support from the coaches
decreased throughout the season. Worded differently, as the research of Cheon and colleagues
(2015) suggest, it may be argued that the coaches were unable to provide sufficient positive
competence feedback to ameliorate the negative effect pressure to win (Cheon et al., 2015;
Fortier et al., 1995; Reeve & Deci, 1996), and thus athletes perceived the coaches as less
competence supportive. Imagine an alpine racer, skiing out of the course in the third gate.
Having the coach to help her or him feel competent in this moment is hard. Yet, it is critical
that coaches focus on, and practice competence supportive skills and emphasize how to learn
from mistakes.

So why competence support? One may argue that over a season multiple competitions

and catching up with school post-season increases the athletes’ need for competence support.
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To continue to develop and challenge one’s self might be obstructed by obligations and
comparing one’s self with others, against school requirements, or by evaluations in the sport
context. The elite school context and the stressors from dual careers are hard on young
athletes (Kristiansen, 2017), which might easily have influenced the third wave assessed in at
the end of the season (May). This was in the middle of final exams, when there is less training
and more pressure for academic success. Another factor that might have influenced the results
is that it is typical for athletes to feel inadequate when faced with the harsh reality of school
(i.e., hard work but sometimes bad grades). However, it should be mentioned that the coaches
were still perceived as competence supportive at the end of the season (see Table 1).

One major inference from the present study is the critical role of competence-support
in the elite sport context. The competence need is salient in the elite sport school context with
its direct competition, tangible feedback, non-controlling competence feedback, experiences
of mastering drills and exercises at practice, and obligations and grading from the school as
part of the elite sport context. Obviously, rivalry and competition (important characteristics of
elite sport contexts) and the context’s excessive pressure to perform has the power to
influence the competence need through its informative and controlling aspects. When rivalry
succeeds in helping athletes learn about their own skill level, it can inspire great feelings of
competence (Ryan & Deci, 2017). To the contrary, the controlling aspects (e.g., pressures,
demands, and performance contingent rewards and tangible reward) of the elite sport school
context can have detrimental effects on athletes’ competence need. Thus, competence support
seems to require more attention than other need-supportive strategies. Although all three
needs are an integral part of the need-supportive interpersonal style, we argue the importance
of an extended focus on competence support in an elite context to ameliorated the negative

effects of pressure to perform and win that is prevalent in the elite sport context.
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4.2. Need support and subjective vitality

The second aim of the current study was to examine the relationship between changes
in the three need-supportiveness constructs and vitality at the end of the academic year among
young elite sport school students. We aimed to identify which of the three dimensions of
perceived need-support has important implications for athletes' well-being. Results showed a
credible positive within-person relationship between changes in all three need-supportiveness
constructs from the coach and vitality measured at the end of the season. These observations
support the SDT-sequence. Need-support consists of three different facets that require all
three perceptions of psychological need-supportive behaviours to be salient predictors of well-
being (Balaguer et al., 2012; Ryan & Deci, 2017).
4.3. Strengths and limitations

This study explicitly contributes to tree unique areas of research. First, the sample
used is unique. Norway's most successful elite sport school for winter sports. Second, we
assessed perceptions of all three basic psychological needs longitudinally. We followed the
population over a year and had three waves of data. Including well-being in the analysis is
unique.

The small sample size (a result of this school’s population being small) and the use of
self-reported measures are limitations. Finally, when only investigating athletes' perceptions
of coaches’ need-supportive behaviours, we cannot be sure if coaches stayed fairly stable or if

this was simply due to athletes’ perceptions.
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5. Conclusion

This longitudinal study is the first to examine change in all three constructs of a need-
supportive interpersonal style (e.g., autonomy-support, competence-support, and relatedness-
support) in an elite sport school context. Competence support was the one need-supportive
aspect that athletes perceived to be decreasing throughout the season. This is important
information when designing coach training programs. We suggest an extra focus on the
competence supportive strategies in elite contexts to counteract negative effects of losing,
failing or being under pressure (Ryan & Deci, 2008). Further, the investigation revealed the
importance of all three facets of the need-supportive interpersonal style for athletes' well-
being. How to optimize the athletes’ social environments is vital not only for coaches and
other professionals dealing with young elite athletes, but also for sport schools and national

sporting organizations.
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in the endorsement process. Video-based interviews were  neoq.spportive coaching;
conducted with 11 athletes and 10 coaches at an elite sport hedonia; eudaimonia; coach-
school in Norway. Narratives were used to tell the story of athlete relationship

the predominantly hedonic athlete (the aim of sport partici-

pation is having fun) and the predominantly eudaimonic

athlete (the aim of sport participation is development).

There was an obvious endorsement misfit between the

group of athletes labelled hedonic and their coaches. The

paradox of the endorsement process intensifies when the

“have fun” mentality of the athlete meets the “work hard”

mentality of the coach, which, for some athletes, under-

mines their need-satisfaction, commitment, performance,

and well-being. The findings suggest a strong need for a

fit between coach and athlete aims for successful coaching

in the elite sport school context.

Introduction

Coaches’ interpersonal style plays an important role in creating a social
context that fosters autonomous motivation and adaptive athlete outcomes
(Fenton, Duda, Quested, & Barrett, 2014; Langan, Blake, & Lonsdale, 2013;
Smith, Ntoumanis, & Duda, 2010). A need-supportive coaching style can
support athletes’ basic psychological needs and facilitate optimal motivation
and positive persistence in sport (Ntoumanis, 2012). Paradoxically, how-
ever, need-support is only as supportive as the athlete perceives it to be. The
athletes’ perception of having choices and their willingness to endorse the
training context and their coaches’ suggestions — despite intense demands,
structure, rules, and expectations — is fundamental for their autonomous
sports motivation and adaptive outcomes. Nevertheless, there is a paucity of
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research examining and comparing athletes’ and coaches’ perceptions of
coach need-supportive behaviours at the elite level. The aim of this study is to
increase our understanding of the athlete-coach dynamic in the endorse-
ment process.

Two central concepts in theorizing young elite athletes’ sport motivation are
eudaimonia and hedonia (Huta & Waterman, 2014). Eudaimonia is defined as
striving to use and develop the best in one’s self in ways that are congruent with
one’s values, and hedonia is defined as striving to experience pleasure, enjoy-
ment, and comfort (Huta & Ryan, 2010). When these concepts are defined as
aims, they are both orientations (Huta & Waterman, 2014), which allows us to
discuss the concepts in parallel terms (Huta & Ryan, 2010; Huta & Waterman,
2014; Ryan, Curren, & Deci, 2013). Hedonia and eudaimonia are further
defined as orthogonal concepts (Huta & Ryan, 2010). Thus, athletes can have
a range of combinations of hedonic and eudaimonic aims simultaneously.
Youth with a hedonic approach to sport participation predominantly seeks
pleasure and fun, whereas youth with a eudaimonic approach to their sport
participation predominantly aims for development of their potential. Athletes
who are high in both hedonic and eudaimonic aims respectively seek pleasure
and fun and development though their sport participation. Hence, in this study
we identified and analysed the hedonic and eudaimonic athlete profiles.

Both approaches to sport are culturally embedded and stereotyped in the
media. Snowboarding tends to be portrayed and seen as the hedonic “pro-
totype” due to the historical resistance of the structures and disciplines of
other sports. For instance, Terje Hékonsen, one of the best snowboarders of
all times, was an important voice against snowboarding becoming an
Olympic sport (Heino, 2000). This is further supported by the Norwegian
Snowboard Federation’s vision, which emphasizes the fun aspects of snow-
boarding (Snowboardforbundet, 2018). This is also true for freeski. To the
contrary, the cross-country skiing, biathlon and alpine skiing in the
Norwegian context may be a predominantly eudaimonic “prototype.” For
example, most winning winter Olympian of all times, cross-country skier
Marit Bjorgen, is portrayed as a very hard-working athlete by the media in
Norway. The Norwegian Ski Federation’s developmental plan for cross-
country skiing is an “appropriate long-term developmental guide from
early childhood to elite skiers” (Skiforbundet, 2018, para. 1). This represents
a typical eudaimonic approach to sport, and this approach is dominant in
the increasing number of sport schools.

The elite sport context and elite sport schools

Sports schools are vital in the talent development process in many coun-
tries such as Germany, China, Canada, England, Sweden, Singapore, Italy,
and the Netherlands (De Knop, Wylleman, Van Houcke, & Bollaert, 1999;
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Radtke & Coalter, 2007; Way, Repp, & Brennan, 2010). The transition into
the upper secondary school (ages 16-19) is an important period for
athletes as they are introduced to a more intense and structured period
both in sports and academics (Bloom, 1985; Wylleman & Lavallee, 2004).
Sport schools in Norway are acknowledged as talent development path-
ways (Kristiansen & Houlihan, 2017), and in 2016 a total of 3131 athletes
and 461 coaches attended and worked at 12 private and 22 public
Norwegian sports schools (A. Fiskestrand, personal communication,
August 8, 2017).

The non-profit private foundation The Norwegian College of Elite Sport
(hereafter NTG) is a network of elite sport schools in Norway. NTG cur-
rently runs six schools with 990 students participating in 27 different sports
(Norges Toppidrettsgymnas, 2018). Out of the approximately 34 elite sport
schools in Norway, NTG is the most successful (Berntsen, Lemyre, & Roe,
2014). Current and former NTG athletes have achieved considerable suc-
cess, accumulating 175 world championship medals, and 26 gold, 17 silver,
and 21 bronze medals in the Olympics (Norges Toppidrettsgymnas, 2018).
For the 2014 winter Olympics 30% of the Norwegian team members were
current or former NTG students and for the 2018 Olympics 25% were
(Norges Toppidrettsgymnas, 2018). Arguably, NTG is a stepping-stone for
national teams and professional sports.

Theoretical framework

Self-determination theory (SDT), first formulated by Deci (1975) and
extended by Deci and Ryan (1985, 2000, 2017)), is an organismic theory
of human behaviour that is focused on the ways in which social contextual
factors influence peoples’ thriving and growth. SDT differentiates types of
motivation along a continuum from controlled to autonomous and is
based on the assumption that higher relative autonomy is associated with
greater quality behaviour and persistence (Ryan & Deci, 2017).

The theory distinguishes between three types of motivation.
Amotivation can be described as athletes going through the motions with
no intention to act and thus have non-regulation. Extrinsic motivation
leads to people engaging in behaviours because of the instrumental value
of the behaviour. This form of motivation has four major types of motiva-
tional regulations: external, introjected, identified, and integrated. Through
the process of internalization athletes can take in values, beliefs, or beha-
vioural regulations from the sport context and transform them into their
own. Successful internalization leads to athletes practicing their sports, also
when the coach is not there to monitor them. The “cornerstone” of SDT’s
theoretical foundation is the concept of intrinsic motivation (Ryan & Deci,
2017). Intrinsically motivated athletes act because the activity is inherently
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satisfying to them (Deci & Ryan, 2002). According to the theory, intrinsic
motivation is both a basic and a lifelong psychological growth function
within humans.

Central to SDT is the distinction between controlled and autonomous
motivation. Autonomous motivation has an internal perceived locus of
causality whereas controlled motivation has an external perceived locus of
causality. The implication of autonomous motivation is athletes engaging
in an activity with a full sense of willingness and volition, and according to
the theory, intrinsic motivation is the only true form of autonomous
motivation. In contrast, controlled motivated athletes feel coerced to
practice (or do other sports specific activities) in specific ways. Extrinsic
motivational regulations are not inherently satisfying, and extrinsic incen-
tives are needed to act. Extrinsic regulations vary in their degree of
autonomy along the relative autonomy continuum, spanning from rela-
tively controlled (external and introjected regulations) to relatively auton-
omous (identified regulation and integrated regulation) (Deci & Ryan,
2002, 2000). The different regulations can coexist within the sports domain
and several of them can be operative within the same practice session
(Ryan & Deci, 2017).

To sum up, autonomous motivation, when athletes whole-heartedly
engage in the activity and practice to become more skilled players because
it is enjoyable or important to them is associated with athletic develop-
ment, sustained sports participation, enjoyment, and well-being and tap-
ping into this motivation is preferable when working with young athletes
(Balaguer et al., 2012; Carpentier & Mageau, 2013; Felton & Jowett, 2015).
This is because acting for controlled reasons is associated with ill-being
(Healy, Ntoumanis, van Zanten, & Paine, 2014), burnout (Joesaar, Hein, &
Hagger, 2012), and lack of persistence (Quested et al., 2013). The process
of eudaimonia is central when considering optimal functioning and well-
ness for athletes. This is also present in the recent SDT writings, in which
the notion of flourishing, a concept closely related to eudaimonia or living
well, is given more focus (Ryan & Deci, 2017).

The need-supportive coaching style

Another important aspect of SDT is the assumption that all humans have
three basic psychological needs — autonomy, competence, and relatedness
(Ryan & Deci, 2017). Autonomy concerns the extent to which people
experience their behaviour to be volitional or self-endorsed (Ryan & Deci,
2017). As Soenens, Vansteenkiste, and Sierens (2009) work has shown, being
autonomous is not equated to making choices (being independent). An
athlete can feel autonomous in the absence of choice when he or she
endorses his or her coaches’ mandated activity because he or she agrees
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with it. When feeling ownership of one’s own actions the need for autonomy
is satisfied and the athletes’ resources, interest, and capacities are invested in
the action. The opposite of self-endorsement is feeling coerced, compelled,
or seduced to act by forces external to self (Ryan & Deci, 2017).

To feel competent, the athletes’ actions must be perceived as self-orga-
nized or initiated, in other words, they feel a sense of ownership of the
activities that they succeed in (Deci & Ryan, 1985). When feeling that one
masters the drills and exercises in practices, and the goals are self-set, the
competence need is satisfied.

The need for relatedness is the need to perceive that others care for us
unconditionally (Ryan & Deci, 2017). To belong, be significant, and matter
in the eyes of others is a primary goal of human behaviour. When athletes
feel part of their sport’s social group and have a sense of belonging with
their peers or coaches, the need for relatedness is satisfied and the athlete
experiences need satisfaction.

According to basic psychological needs theory (BPNT), coaches can
foster athletes’ autonomous motivation through their interpersonal style
when athletes perceive their needs to be satisfied (Mageau & Vallerand,
2003). The coach’s interpersonal style reflects the strategies he or she
usually adopts when interacting with his/her athletes.

As need support is defined as autonomy support accompanied by
structure and interpersonal involvement (Mageau & Vallerand, 2003;
Matosic, Ntoumanis, & Quested, 2016; Taylor & Ntoumanis, 2007), the
coach, as an important authority figure, should combine all three aspects of
need-support. Autonomy support (requires this person to take others’
perspective in consideration, acknowledge others’ feelings, promote choice
and decision-making, and offer a meaningful rational whilst minimizing
external demands) accompanied by structure (there are rules) and involve-
ment (“I care about my athlete”) makes up the need-supportive style
(Mageau & Vallerand, 2003). Then need-support can be conceptualized
as the interpersonal behaviours that encourage the satisfaction of the three
basic psychological needs through support of athletes’ autonomy, compe-
tence, and relatedness (Garcia-Calvo, Sanchez-Oliva, Leo, Amado, &
Pulido, 2016; Rocchi, Pelletier, & Desmarais, 2017).

Coaches who provide need-support can help athletes internalize extrin-
sic motivation and develop the psycho-social maturity of identified motiva-
tion (Deci & Ryan, 2000). Identified motivation is needed to develop one’s
potential and willingness to take on tasks that may not be enjoyable, such
as repetitive and demanding drills. In contrast, controlling behaviours are
need undermining and include chaos (vs structure), hostility (vs warmth),
and coercion (vs autonomy-supportive) (Skinner & Edge, 2002). The
absence of need-supportive behaviours does not automatically imply the
presence of thwarting behaviours (Sheldon, 2011). An interpersonal style
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that actively thwarts athletes’ needs can be considered controlling
(Bartholomew, Ntoumanis, Ryan, Bosch, & Thogersen-Ntoumani, 2011).
A need supportive style is preferable over a controlling interpersonal style,
which may actively thwart athletes’ needs (Bartholomew et al., 2011). The
concepts of controlling style and need-supportive style are orthogonal
(Matosic & Cox, 2014; Soenens et al., 2009). Initial empirical evidence
indicates that coaches often use a combination of the behaviours from
these two interpersonal styles (Matosic et al., 2016).

Despite knowledge about and attempts to foster need-supportive coaching,
there are determinants that influence coaches’ interpersonal style: the coach-
ing context, perception of athletes’ behaviour and motivation, and coaches’
personal orientation (Mageau & Vallerand, 2003). First, pressure from above
is the pressure coaches feel to perform - this can determine how they act
(Mageau & Vallerand, 2003; Pelletier, Séguin-Lévesque, & Legault, 2002).
Secondly, if coaches perceive their athletes to be lazy and lacking incentives
and engagement, they tend to pressure these athletes and downplay the
motivation they wish to see (Rocchi, Pelletier, & Couture, 2013). Thirdly,
coaches’ beliefs about what good coaching is influences how they behave
toward their athletes.

Perceptions of need-supportive behaviours

The competitive context typically involves extrinsic incentives and con-
tingencies of approval that constantly challenge autonomous motivation
(Cheon, Reeve, Lee, & Lee, 2015; Ryan & Deci, 2017; Standage & Ryan,
2012). For instance, if an athlete perceived pressure to win (such as prize
money), then this impacts intrinsic motivation negatively. However, win-
ning can also have an informational functional significance and enhance
intrinsic motivation if competence feedback is offered in a need-supportive
way (Ryan & Deci, 2017).

Despite the importance of fostering or designing need-supportive envir-
onments, few studies have investigated multiple perspectives (i.e. athletes’
perceptions, coach perceptions, observer’s perceptions) of coach interper-
sonal behaviour. In one of the few studies on multiple perspectives, Smith
and Smoll (1996) found low or no correlation between coaches’ self-
reports and observers’ ratings of coaches’ interpersonal behaviour.
Athletes’ (young team players’) ratings correlated more with the observers’
ratings than that of the coaches. In a more recent study, Lyons and his
colleagues examined coach and athlete perceptions of autonomy-suppor-
tive coaching in a group of Olympic ski cross athletes and found that there
were consensus between coaches providing and athletes perceptions of
autonomy-supportive behaviours (Lyons, Rynne, & Mallett, 2012).
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In this study, we use the term need-supportive strategies rather than separate
them into autonomy-supportive strategies, relatedness-supportive strategies
and competence-supportive strategies because the needs are interlinked, and
the different strategies support more than one need (Aelterman et al., 2013).
The multiple needs-effect has been observed both in intervention-based studies
(Cheon et al., 2015) and correlational studies (Amorose & Anderson-Butcher,
2007; Adie, Duda, & Ntoumanis, 2008; Gagné, Ryan, & Bargmann, 2003; Hodge
& Lonsdale, 2011) and longitudinal correlational studies (Adie, Duda, &
Ntoumanis, 2012; Pelletier, Fortier, Vallerand, & Briere, 2001). For instance,
when coaches inquire about and acknowledge athletes’ feelings, they commu-
nicate their involvement as well as their respect for the athletes, thus influencing
the athletes” perceptions of relatedness in addition to autonomy. Perceptions of
competence is influenced directly by coaches’ non-controlling competence feed-
back, which also supports autonomy (Mageau & Vallerand, 2003).

SDT suggests that coaches who support need-satisfaction facilitate intrin-
sic motivation, internalization and integration of extrinsic motivation, and
an autonomous causality orientation (Ryan & Deci, 2017). The facilitation of
intrinsic motivation is hedonic in nature as it aims to foster athlete enjoy-
ment in sports, but what happens with predominantly hedonic athletes who
work with coaches who aim for their athletic development? From the above
it is apparent that elite sport contexts are predominantly eudaimonic in
nature (Huta & Waterman, 2014) due to the focus on winning. As a result,
coaches often seek to develop athletes’ potential through internalization of
extrinsic motivations such as the knowledge and values for optimal devel-
opment of athletic skills through instilled structure, rules, and demands.
Athletes with a predominately eudaimonic approach to sport share this aim
with the elite context, while hedonic athletes will struggle more to see the
benefit of being part of such a program. We know little about how need-
support is perceived by athletes with predominantly hedonic aims — which
would be misaligned with their context-and we also know little about
athletes who resist the internalization and integration of the values and
goals of their context. Based on this reasoning, the purpose of this investiga-
tion was to gain insight into the extent to which athlete and coach percep-
tions of coach need supportive behaviours match. Second, we wondered,
how does the fit between coach and athlete aims (hedonic and eudaimonic)
for their sports participation influence the athletes’ endorsement of coaches’
behaviours, structure, and rules?

Method

After obtaining approval from the Norwegian Social Science Data Services,
informed consent was obtained from athletes and coaches before conduct-
ing the interviews (May 8th-10th, 2017).
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Context and participants

The athletes and coaches at NTG face a myriad of challenges on a regular
basis. During the off-season, the young winter sport athletes have two
training sessions a day to prepare for high performance through physical,
tactical, technical, and mental skill building. This is hard work, can be
repetitive, and intrinsic motivational engagement is not enough to develop
these skills. In the spring and fall, they travel and have on-snow camps on
glaciers in Norway and the Alps (Central Europe). This typically involves
on-snow training for the first half of the day, followed by a dry-land
training session. In addition, the athletes do school work for a few hours
in the evening. The athletes are responsible for packing their lunches, their
recovery time, their equipment, being prepared for and focus during on-
snow training, and for keeping up their schoolwork. The competitive
season typically involves more pressure to perform or win. The young
elite athletes (often the best in their sport in Norway and future
Olympians) constantly face direct feedback from competition or reward
and control from peers, parents, and coaches.

Eleven junior elite winter sport athletes aged 16-18 years (M = 17, 1,
alpine skiing n = 2, freeski and snowboard n = 4, biathlon n = 3, cross-
country skiing n = 2), and 10 winter sport coaches aged 25-54 years
(M = 36,4, alpine skiing n = 2, cross country skiing n = 3, biathlon
n = 3, snowboard and freeski n = 2) were interviewed for this study.

Materials

A manuscript was written based on knowledge about the coaching context
and sport and informed by Mageau and Vallerand (2003) autonomy
supportive strategies (see Table 2), accompanied by structure and inter-
personal involvement. Based on this manuscript, video fragments were
produced to reveal seven need-supportive strategies (1.37 — 3.18 minutes).
To make the video fragment realistic, athletes and coaches from one of the
other NTG schools served as actors. A professional freelance video editor
was responsible for the production of the seven videos (filming, editing).
The first author supervised the editing and provided context for the need-
supportive strategies and the voice-overs. Each video started with a written
description of one of the seven need-supportive coaching strategies, and a
sport specific scenario was next described by a voice-over while following
an introduction-section of freeskiers practicing on-snow, doing flips and
tricks on jumps and rail, while music is playing in the background. Next,
the videos showed a dialogue between a coach and an athlete or a mono-
logue by the coach. Each scenario was shown in a need-supportive way
(“good coach”) and a controlling way (“bad coach”). The videos ended
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with a reflection by one of the athletes on how it felt to be coached in a
typical need-supportive style versus a controlling style, which was the main
goal of the videos. Next, these video fragments were used as stimulus for
questioning because video can help create a meaningful common ground
for discussion (Bryman, 2015; Harper, 2002; Pink, 2013).

Interviews

We chose different approaches to the athlete and coach interviews.

Video based focus group interviews with athletes

The focus group method was chosen to provide in depth information about
the members’ experiences with their coaches’ interpersonal behaviours, and
to explore how they discussed this issue (Bryman, 2015). In addition, focus
groups allow for a natural conversation pattern. Athletes were appointed
into groups based on their sports: Focus group 1: alpine skiing (n = 2); Focus
group 2: freeski and snowboard (n = 4); and Focus group 3: biathlon and
cross-country skiing (n = 5). The focus group interviews were scheduled and
conducted at their school. The seven video fragments served the purpose of
line of questioning; they were discussed one by one (“how do you perceive
your coach to act out that strategy?”).

All the interviews started with an informal chat about the athletes’ everyday
life at ski camp to break the ice. Next, the interviewer played one video at the
time, asking the athletes to give examples of how or to what extent their coaches
use that need-supportive strategy. A discussion of the athletes’ perceptions of
their coach ability to use the need-supportive strategies followed. Aiming to be
guiding but not intrusive, the interviewer avoided interrupting the naturally
occurring discussions between group members. Before moving on to the next
video, the interviewer asked if the athletes had any other comments or examples
they wanted to share. It was interesting to notice that some of the athletes
elaborated on their examples after listening to their fellow athletes. This, we
believe, helped to create a more in-depth account of what they think than had
we chosen one-on-one interviews (Bryman, 2015). The interviews were audio
recorded and lasted from 55 minutes to 75 minutes.

Video based interviews with coaches

We chose to interview the coaches individually to grasp every coach
perception of their use of need-supportive strategies after viewing the
seven need-supportive video fragments. Coaches were asked to what extent
and how they used the seven need-supportive strategies (one at a time) in
their interactions with the athletes. Before watching each video fragment,
the interviewer asked the coaches to think about examples of them using
or not using these strategies. Each video was on average two minutes long.
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The interviews took place at the coaches’ workplace. The two-way inter-
action process in the interview setting is the product of the researcher, the
participant, and the relationship between them (Finlay, 2002). To create a
safe setting and empower the other, communication strategies such as not
interfering or expressing our own opinions and paraphrasing as part of the
role as an active listener were employed (Sparkes & Smith, 2013). The
interviews were audio recorded and lasted about 45 minutes.

Both coaches and athletes were informed that their anonymity would be
protected, the confidentiality of the study upheld and their freedom to
withdraw from the study at any point in time. No consent was withdrawn.

Data analysis and interpretation

The interviews were transcribed verbatim, which resulted in 52 pages of
raw text from the coaches’ interviews and 40 pages from the focus group
interviews with the athletes. To maximize trustworthiness of this analysis,
the six step guidelines for thematic analysis was followed (Braun & Clarke,
2006). The first phase was to familiarize ourselves with the data through
the interviews and transcription. Then, the text was read and re-read and
meaning started to form through generating initial codes (phase two)
relevant for illustrating perceptions of the seven need supportive strategies.
The text was highlighted with different colours. The different features of
the data were systematically organized into a table to help us search for
themes (phase three) in the answers of how athletes vs coaches express
using or perceiving the need-supportive strategies (Mageau & Vallerand,
2003). Emerging findings were compared with the data to verify under-
standing of the perceptions of need support through vivid examples, and
this was discussed with colleagues (phase four: reviewing themes). Reading,
coding, and organizing the full text resulted in thematic maps and tables.
Then, a refining of the specifics of each theme led us to define and name
themes (phase five). Using these maps and tables, representing coaches’
and athletes’ perceptions of need-supportive coach behaviours, the process
of evaluating codes and clustering took several rounds of reviewing and
developing themes to the coded data “quotes” and the dataset as a whole.

In this process, another interesting finding was constructed, that of two
distinct narratives that are related to the athletes’ aims with sports participa-
tion (see Table 1). It became clear that there were two different ways to talk
about aims of sport participation, and these were related to the athletes’ sport
and the sport context. The 11 athlete stories have been narrowed into two
stories, based on similarities and differences in the narratives. Elliott (2005)
defines narrative as a way of organizing a sequence of events into a whole, in
addition to distinguishing between first-order narratives, defined as the stories
individuals tell about themselves and their own experiences, and second-order
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hedonic and the eudaimonic athlete narratives.

The predominantly hedonic athlete — aiming to have The predominantly eudaimonic athlete — aiming to

fun and to be stoked as a result of sports
participation

develop and reach their goals as a result of sports
participation

“I just want to snowboard and have fun. Because
then | am stoked.”

“ it is not awesome to talk about goals”

“if you have to set a goal for a new trick, then | do
not feel like doing the trick anymore”

“it is when you are in the park that you see what you
want to try. Suddenly you get stoked and want to
try it”

“If I am doing a trick, and | am stoked, then the coach
wants me to switch to a different jump or a
different trick, you feel the control.” “...and then
you are not stoked anymore”

“we just want to have fun on the slopes together”.

“.. to just snowboard together and have fun, that is
optimal”

“of course we are practicing because we want to be
good at it”

“you do not practice just to practice, you practice for
a reason”

“.. we know a lot about what we need to practice to
achieve what we aim for”

“we know what we want to do, and what our goal is,
and then the coaches try to help us reach that
goal”

“.it is all about how you can practice to reach your
goals”

“the coaches support me so | can develop my skills in
the sections that | struggle with, so | can focus on
the things that makes me better”

“.if we are struggling, the coaches can film us, so

that we can analyse it later, and then you see what
you need to do to improve”

narratives defined as the accounts constructed by “researchers to make sense
of the social world, and of other people’s experiences” (Elliott, 2005, p. 13).
The latter do not necessarily focus on individuals, and a particular type of
second-order narrative is a collective story (Richardson, 1990), which “displays
an individual’s story by narrativizing the experiences of the social category to
which the individual belongs” (p. 25). In the results section, the predomi-
nantly hedonic athlete is referred to as he (he participates in sports to have fun
and be stoked) and that of the predominantly eudaimonic athlete is referred to
as she (she participates in sport to develop). The coach of the hedonic athletes
was named she and the coach of the eudaimonic athlete was named he to
ensure gender equality. We identified four main discrepancy points between
coach and the two athlete narratives of need-supportive behaviours (phase six,
producing the report). Vivid and compelling quotes were selected, and these
quotes relate back to the research question of the coherence between coach
and athlete perceptions of need-supportive coach behaviour.

Results

Before elaborating on the experiences of the predominantly hedonic and
predominately eudaimonic athlete, an overview of the fit between the two
narratives and their coaches, with a focus on the discrepancies, is offered.

Coach-athlete discrepancies

When analysing the coach and athlete interviews, there was an obvious
misfit between the group of athletes labelled the predominantly “hedonic”
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athlete and his coach, while this discrepancy did not exist in the group of
athletes we labelled the predominantly “eudaimonic” athlete and her
coach. The discrepancy was related to coach and hedonic athlete percep-
tions of need-supportive coaching skills (see Table 2). The results revealed
discrepancies in the hedonic athlete and his coach’s perceptions in four of
the seven need supportive strategies.

The four discrepancies (predominantly autonomous strategies) are
related to trust, involvement, explanation, and encouragement of initiative.
The first discrepancy was found in trust — developing this is a central skill
for coaches in respect to avoiding guilt inducing criticism, which may
result in controlling statements and tangible rewards. A common theme
in the hedonic athlete’s stories about training and competition is a lack of
coach-trust (see Table 1). The coach on her side offered examples of
trusting the athletes to be responsible for on-snow practice. The second
discrepancy was related to athlete involvement. It might be that the coach
perceived the school structure and the ski academy rules to restrain athlete
involvement. Real choices and athlete involvement in decision and solution
finding processes is critical to athlete autonomy. The hedonic athlete’s
coach gave examples of providing choices and how she involved the
athlete. Separately, the hedonic athlete experienced a lack of space for
being an active part in his own development. The third discrepancy
originated in the lack of explanation from coach to athlete. The coach
perceived herself to offer meaningful explanations for the chosen exercises
and rules to the athlete. However, the hedonic athlete did not find these the

Table 2. Coach athlete narratives: perception of need-supportive behaviours.
Hedonic athlete  Eudaimonic athlete

Need-supportive strategies and his coach and her coach
Inquire about and acknowledge the athletes feeling: open Coherence in Coherence in
questions - active listening, emotional response, act in a warm perception perception
and caring way
Supportive behaviours: show the athlete that you trust him/her, Discrepancies Coherence
avoid judgement and criticism, minimize overt control (should,
have to).
Provide choice within specific rules and limits: clarification of the Discrepancies Coherence

responsibilities, involve the athlete in decision and solution
finding processes and give the athlete choices.
Provide a rational for task, limits and rules — structure: explain  Discrepancies Coherence
why you chose a spedific exercise, tactic or rule and share
knowledge about the sport.

Allow athletes opportunities for initiative taking and independent Discrepancies Coherence
work: ask open questions and encourage initiative from the
athletes.

Provide non-controlling competence feedback: factual non- Coherence Coherence

judgmental feedback about problems, positive feedback that
convey high but realistic expectations, and target behaviour
that are under the athletes’ control - optimal challenge.
Facilitate self-improvement focus (prevent ego-involvement): ~ Coherence Coherence
focus on self<improvement, focus on mastery and effort in the
group, self-set goals, and give attention to all the athletes
regardless of if they are doing well or struggle.
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rationales meaningful. The final discrepancy was related to initiative and to
what degree the athlete feels opportunities for initiative taking and inde-
pendent work. The data revealed that the hedonic athlete felt hindered in
his attempt for initiative. In contrast, the coach gave examples of encour-
agement of initiative given to the hedonic athlete.

In contrast, Table 2 revealed the fit between the eudaimonic athlete and
her coach. As the eudaimonic athlete endorsed the structures, rules, train-
ing sessions, and other demands from her coach, she perceived the coach
to be need-supportive and as helping her in her strive for development. In
contrast to the hedonic athlete, she perceived the coach to trust her,
involve her, and offer choices and meaningful rationales for the activities.

SDT postulates that a need-supportive interpersonal style contributes to
greater need-satisfaction (Aelterman et al, 2013; Deci & Ryan, 2000).
However, as seen from the results presented in Table 2, sometimes need-
supportive acts are not perceived as need-supportive (by the hedonic
athlete) or the coaching context creates a gap in the coach-athlete relation-
ship. The coach is also expected to act in line with the values and
expectations of her employer (NTG) and according to what she knows
about talent development. The context represents a typical eudaimonic
approach to sports participation. Consequently, there is a misfit between
the aim of the hedonic athlete and the aim of his coach - and self-
endorsement is not present. This will be elaborated upon below in the
predominately hedonic athlete’s story and the predominately eudaimonic
athlete’s story.

The hedonic athlete’s elite development

“Playing” sport is a way of life for the hedonic athlete: “Snowboarding is
freedom, it is not elite sport, it is life.” For the hedonic athlete, the main
goal of sports participation is not to become the best: “I am not here to
win.” The hedonic athlete attends sport school to have more time to
“simply snowboard.” The schools’ focus on training is neither understood
nor internalized: “If it was up to me, I wouldn’t train at all... I can
snowboard all day without becoming tired.” Tests and doing drills that
are not snowboard or freeski related seem unnecessary: “it is really hard
and completely unnecessary that we run 3,000 meters with the other
athletes from the other sports.” Development principles such as goal-
setting are not understood or accepted either - it is simply seen as a
waste of time.

When the coaches interfere with how the hedonic athlete plays sport, it is
perceived as meaningless: “They try to have us develop skills the same way
other athletes do...it is a totally different strategy to become a great snow-
boarder.” If the coach tells him what to do without discussing it or listening



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 141

14 (& H.BERNTSEN AND E. KRISTIANSEN

to him, you can be certain he won’t listen: “if they just decide to do a thing,
and we have to do it, we will not listen to that.” The hedonic athlete easily
feels pressured and controlled by his coach to act in a specific way: “I feel that
they once in a while try to listen, but they still pressure you to do what they
want you to do...they still believe their way is the right way.”

In short, the worst thing a coach might try to do is to “pressure” the hedonic
athlete to act as a eudaimonic athlete: “I feel that the snowboard and freeski
program is about to collapse.” The hedonic athlete wants his coach to take his
initiatives seriously. “Every time I suggest something. . .it always end up with
the coaches saying “yes, but we know what’s best for you.” That is an
unacceptable response in the hedonic athlete’s eyes. He will for instance
have a hard time doing a jump or not try out a hill if he does not see the
reason behind the rules and demands from his coach. Learning new tricks and
improving his skills must happen spontaneously and when having fun on the
hill: “Suddenly you get stoked and want to try it”. Stoked is a frequently used
word by the hedonic athlete to express excitement. Any demand of structure is
perceived as lack of trust and respect — it is boring and interferes with a “fun”
lifestyle and is consequently questioned: “my coach told me I have to write a
training log. I do not like writing in it, but we have to write in it. When I ask
why, she says: “how else can I know that you have been practicing?” In short, a
hedonic athlete does not accept coaching, as almost any attempt seems for
him to reduce his control, and he feels that he practices because the coach
demands it of him (external perceived locus of causality).

The eudaimonic athlete’s elite development

It is “easier” to coach the eudaimonic athlete as she has a broader per-
spective on development — she accepts the duality that hard work can also
be enjoyable: “obviously, we are practicing because we want to be good at
it.” For her, it is all about goal-setting and reaching goals: “I know what I
want to do, and what my goal is, and the coaches help me to reach that
goal.” The coach is a helper in the development process, and the help is
needed to excel: “The coaches support me so I can develop my skills. .. if
we are struggling, the coaches can film us, so that we can analyse it later. In
this way, she can constantly keep developing.”

To be coached does not reduce her perception of independence: “... we
know a lot about what we need to practice to achieve what we aim for.”
Trust is also important for the eudaimonic athlete, and she feels trusted by
her coach: “they support my choices in the planning process.”
Furthermore, “you do not practice just to practice, you practice for a
reason.” In this context, planning is seen as an important tool for success,
hence, planning and goalsetting become meaningful. The eudaimonic
athlete expects responsibilities and demonstrates awareness of her
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responsibilities within the structure: “you have to be serious and show up
to practice with the right equipment, you have to get up early enough to be
there on time and so on. You have to give a little to get a little.”

Discussion: when “work hard” meets “have fun” mentalities

We identified two main challenges (and paradoxes) associated with the
misfit between the hedonic athlete and elite sport expectations and coaching.

The coach challenge: the elite sport school context

Young elite athletes can benefit from instructions and structure provided by
experienced coaches (Mageau & Vallerand, 2003). The potential for enhanced
motivation and improved performance is present if coaches would instead of
using controlling strategies (coach centred), adapt their own behaviours to
fulfil their athletes’ needs of autonomy, competence, and relatedness (athlete
centred). NTG’s structure is eudaimonic in nature, and the coach must
operate within an elite sport school context and its values, goals, aims, and
curriculum. The coaches followed the recommendations of providing ratio-
nales and give choices etc., but the hedonic athletes still felt controlled. The
discrepancies in our data is a clear sign of how the hedonic athlete perceives
the mandated activity and rules in the sports context as negative and shows
that he neither understands the importance of nor accepts the training
activities and structure of the school and coaches’ values.

The coaches are evaluated against the school’s vision of developing athletes to
the point of them being “capable of winning medals in international champion-
ships, qualifying for university and academic education and developing excel-
lent ethical principles” (Norges Toppidrettsgymnas, 2018, para. 3). Hence, the
coaching context influences coach behaviour (Mageau & Vallerand, 2003). It is
challenging for coaches when athletes do not endorse coach behaviours due to
the common “seeking fun and pleasure” theme in the snowboard subculture
(Heino, 2000) and the same is true for freeski. Endorsement of coaches’ actions
will happen if coach and athlete values are in coherence, or when the athletes
believe in and trust the importance of the structure provided by their coaches.
Discrepancies between coach and athlete aims might be a misfit between the
athlete and the sport school context. The school context may end up being a
barrier in the athlete-coach relationship if not discussed or considered.

The athlete challenge: culture trumps structure

The data reveal that the hedonic athlete engaged in mandated activities
such as on-snow practice in a specific snowboard park or keeping a
training log because his coach told him to do so. This pressure on how
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to think, feel or behave, termed controlled motivation (Reeve, Deci, &
Ryan, 2004), clearly undermined the hedonic athletes’ intrinsic motivation
and impacted his well-being and sport participation (Mageau & Vallerand,
2003; Ryan & Deci, 2017). It also seems that he expected the sport culture
at the sport school to be similar to the snowboarding and freeski sports
culture. This culture has an emphasis on fun and non-organized training,
and this is reflected in the stories they tell about their heroes. These
findings are in consonant with Soenens et al.’s suggestion that personality,
culture, and other variables can alter whether or not a person will perceive
a behaviour as controlling (Soenens, Vansteenkiste, & Van Petegem, 2014).
Soensens et al.’s model sheds important light on the implications of coach
interpersonal behaviour because once people perceive the context as con-
trolling, they experience negative outcomes. There is no fit between coach
demands and the stories of his heroes, who have won the X-games, the
“Legend Games” and who have “never been in the gym.” Furthermore,
these stories may lead to self-handicapping strategies and reduce the
hedonic athlete’s chances of developing his skills, as he neglects the
extensive empirical evidence that practice is necessary for elite level per-
formance in any domain (Ericsson, Charness, Feltovich, & Hoffman, 2006;
Ericsson, Krampe, & Tesch-Romer, 1993; Starkes & Ericsson, 2003).

Finally, the hedonic athlete’s beliefs about practice not being necessary,
fun, or meaningful are at the core of the discrepancies between the hedonic
and the eudaimonic narratives. Expectation clarification seems important
for the endorsement process when the rationales given by the coach are
not meaningful to the athlete and constant testing of rules and school
structure may be the end result. The elite sport context is demanding, and
the “we do not practice” mentality is not part of this. The challenge is that,
as our findings show, even when coaches offer sound rationales, give
explanations for demands and rules, the hedonic athlete does not perceive
it as need-supportive. Instead, he sees it as controlling.

Understanding dilemmas: how to break the vicious circle?

Coaches perceive the hedonic athlete to have low autonomous motivation,
and in response, they increase their use of controlling behaviours to get him
to practice enough to develop elite athlete skills. Paradoxically, the coaches’
reaction to what they see as a lack of initiative in athletes (e.g. reducing
independent trainings) — more controlling behaviour - results in decrease in
the very motivation they wish to increase in their athletes.

On the other hand, athletes emit behaviours that generate the very
controlling strategies they do not wish in their sport lives. Instead, the
hedonic athlete simply perceived a lack of respect. We would like to argue
that this has become a vicious circle (Mageau & Vallerand, 2003). This is
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problematic due to the importance of need-support for internalization of
extrinsic motivation on the elite level (Ryan & Deci, 2017). To “have fun”
mentality without the “working hard” mentality is a misfit with the NTG’s
aim to develop elite athletes, and thus challenges the internalization pro-
cess. If no external reasons are meaningful to the athlete, internalization
can become challenging, and these athletes will be challenging to coach. To
explain how need-supportive coaching works in practice, three suggestions
for how to facilitate internalization of the values in the elite sport context
are provided below.

Implications for coaches

(1) Communicate the values and expectations of the sport context to
athletes in the application process. This can be an important starting
point to avoid a person-environment misfit. A key question in the
recruitment process is: Is the athlete willing to accept those
expectations?

(2) Internalization of extrinsic motivation takes time and is hard work.
Coaches should challenge and involve the athletes’ heroes to “tell the
truth” both to the media and to the youth in the sport school setting.

(3) The Federations and other key stakeholders that represent the sub-
culture are encouraged to communicate to young aspiring snowboar-
ders and freeskiers that enjoying the process and having fun does not
mean not working hard. By getting “heroes” to define what fun means
for them and explain how it feels to learn and develop a new trick may
give young athletes a different picture of how to become a great
snowboarder or freeskier. The Snowboard Federation and the part
of the Norwegian Ski Federation that is responsible for freeski is
encouraged to communicate what they expect from a national team
athlete exemplified by their cooperation with the Norwegian Olympic
Top Sport Centre. In addition, the national team coach can outline
the time required and effort needed to develop new skills. All these
examples will make the job easier for the elite sport school coaches,
when information about the reality of expertise development is avail-
able to young athletes. In this way, young athletes have a chance to
relate to heroes who work hard and have fun.

Limitation and future direction

We aimed at providing insight into the subjective experiences of the predominately
hedonic and the predominately eudaimonic athlete in this investigation of coach-
athlete relationships. The snowboard/freeski athletes used in this investigation had
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stereotypical hedonic aims, and it was easy for us to reveal how challenging it can be
for both athletes and coaches in predominantly eudaimonic contexts for elite devel-
opment. This might be seen as a limitation. However, the methodological approach
used with video-based interviews and focus group interviews resulted in a common
ground for understanding and discussion of need-support and the endorsement
process. In these settings the participants shared experiences that they may not have
shared in separate interviews, and this is a strength. Taking this into consideration,
we suggest that the above recommendations for coaches in freeski and snowboard
may be generalized to other contexts in which predominantly hedonic athletes meet
a predominantly eudaimonic sport context. The discrepancies between athletes and
their sport contexts may be present in a local or regional sports context as well as in
more elite, national, or talent developmental contexts where coaches, parents, and
administrators expect athletes to have eudaimonic aims for their sports participa-
tion, which then negatively influences predominantly hedonic athletes’ enjoyment in
sports participation.

An increased understanding of person-environment fit influence on the
endorsement process may be an important endeavour for moving SDT-
research and coach education forward and improve the psychosocial and
performance outcomes in elite sports. Aims can be seen as the deeper reasons
to participate in sports rather than the surface content of activities (Huta &
Ryan, 2010). Hence, how realistic is successful need-support when context
and athlete aims are misaligned? The practical significance of this study is
improved knowledge to use as a base for the design of social environments
that optimize athletes’ development, enjoyment, and well-being.

Conclusion

This novel study aimed to explore athletes’ (predominantly hedonic and
predominately eudaimonic athlete) and coaches’ perceptions of coach
need-supportive behaviours to increase our understanding of the ath-
lete-coach dynamic of the endorsement process. A fit between coach and
athlete aims result in shared values and meaningfulness of activities,
rules, and demands, and makes endorsing possible. Self-endorsement of
one’s actions can be an important facilitator of positive affect and
enjoyment (Ryan & Frederick, 1997). While hedonia relates to the
short term/in the moment positive affect, eudaimonia has a cumulative
effect on positive affect. This means that working hard can also be fun
and enjoyable. As hedonia and eudaimonia are orthogonal concepts
(Huta & Ryan, 2010), the coach needs to know his athlete and trigger/
combine the hedonia aspects in daily training. For this to happen,
hedonic athletes need to learn, and they would be better off with a
broad definition of fun, if their aim is to become an elite athlete. One
coach-athlete duo who manages this balance is 2017 World champion
400 meter hurdler Karsten Warholm and his coach Svein Olav Alnes. In
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interviews, they both stress their unique humour and the fun they both
have in the hard work that is their training process. While the coach is
being labelled a wizard (Folvik & Strem, 2017), he simply explains that
some laughter and bad jokes take the edge off the toughness and
seriousness — which is important for young athletes. For continued
involvement in elite sport, this is an important aspect to consider when
coaching young athletes. This is a good example of what happens when
“have fun” mentality of the athlete meets the “work hard” mentality of
the coach-it does not necessarily mean that the athletes’ need-satisfac-
tion, commitment, performance, and well-being is always undermined.
Thus, coaches should be encouraged to make room for what athletes
experience as fun in the internalization process. As such, we would argue
that there are things to learn from the hedonic athlete as well. After all, it
is intrinsic motivation that has the highest quality (Ryan & Deci, 2017).
It is important to remember that hedonic aims and eudaimonic aims
relate to different forms of well-being empirically and embracing both
aims is associated with the greatest well-being (Huta & Ryan, 2010).
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Norges idrettshggskole 10.05.15

Til foreldre og foresatte ved NTG freeski Lillehammer

Frafallet i ungdomsidretten i Norge er norsk idretts stgrste utfordring. NIF og NIF har i samarbeid
med NIH satt i gang et forskningsprosjekt som tar hgyde for a finne ut mer om linken mellom
treneres handlinger og utgveres motivasjon. NTG freeski har stilt med trenere og utgvere for a vise
forskjellen pa to type trenerstiler. Den f@rste trenerstilen er den der treneren stgtter utgverne (god

coach). Den andre trenerstilen er en kontrast til den fgrste og kontrollerende (bad coach).

Utdanningsvideoene er laget med formal om a bli brukt i forskningsprosjektet. Dersom forskningen

gir gode resultater kan videoene bli brukt pa NSF sine hjemmesider.

Vi ber herved om tillatelse til & bruke deres sgnn/datter i disse videosnuttene.

Elev navn:

Foresattes underskrift:

Mvh. Hedda Berntsen, PhD student Norges idrettsh@ggskole
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Forespgrsel om deltakelse i forskningsprosjektet:

”Den stottende treneren — hvordan tilrettelegge for motiverte utovere, trivsel

og sportslig utvikling?”

Bakgrunn og formal

Kjeere NTG-trenere,

Det er viktig & beholde unge idrettsutgvere lengst mulig i idretten for a sikre optimal talentutvikling.
Forskjeller i utgveres motivasjon har stor pavirkning pa kvaliteten pa treningen, utgvernes evne til a
handtere utfordringer og gleden over a drive med idrett. Som trenere kan dere bidra til & fremme
god motivasjon hos utgverne. Deltakelse i denne studien gir deg muligheten for a videreutvikle og
sikre "beste praksis” i din treneratferd. Kompetansemateriellet i intervensjonen er basert pa den
mest oppdaterte kunnskapen om optimal treneratferd for a8 fremme god motivasjon hos utgvere.

Trenere har grader av kontrollerende og stgttende atferd. Formalet med studien er a fremme
skitreneres stgttende handlinger og den pafglgende kvaliteten pa utgveres motivasjon, trivsel og
sportslig utvikling. Vi gnsker a male effekten av din treneratferd pa dine utgveres motivasjon, trivsel
og sportslige utvikling. Malet med dette forskningsprosjektet er a fa bedre kunnskap om
sammenhengen mellom treneratferd og utgvermotivasjon, for a kunne designe bedre
trenerutdanninger i fremtiden — og forhapentligvis bidra til gkt utvikling hos deres utgvere.

Prosjektet er en doktorgrads-studie som gjennomfgres i regi av Norges Idrettshggskole i samarbeid
med Norges Skiforbund og Norges Idrettsforbund. NTG har sagt seg villige til & delta som
forsgksskole.

Hva inneberer deltakelse i studien?

Dere blir tilbudt 3 workshops (a 2 timer) og har tilgang til et nettbasert trenerheftet med 7 stgttende
strategier. Dere blir bedt om a jobbe med én strategi i uken. Etter 4 uker vil vi ha workshop nummer
to, der dere presenteres for faktorer som kan virke inn pa deres trenerstil, og vi diskuterer med dere
om deres erfaringer med strategiene. To maneder etter fgrste workshop oppsummerer vi. Vi gnsker
a intervjue noen av dere for a fa innblikk i deres erfaring med intervensjonen.

Hva skjer med informasjonen fra studien?

Dataene vil bli analysert ved hjelp av statistiske verktgy for a finne ut om intervensjonen hadde
effekt. Alle personopplysninger vil bli behandlet konfidensielt. Det vil bare vaere forskere i tilknytning
til studien som har tilgang til personopplysningene. Disse vil bli anonymisert slik at ikke studiens
resultater sier noe om navngitte personer. Alle personopplysninger vil i datainnsamlingsperioden
oppbevares bade passord-beskyttet og i et Iast kontor pa tidspunkt dataene ikke analyseres.
Deltakerne vil ikke kunne gjenkjenne seg selv i publikasjoner knyttet til studien.
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Prosjektet skal etter planen avsluttes i mai 2017. Opptak og data vil bli lagret og anonymisert etter
studien er avsluttet. Personopplysningene kodes.

Frivillig deltakelse
Det er frivillig & delta i studien, og du kan nar som helst trekke ditt samtykke uten a oppgi
noen grunn. Dersom du trekker deg, vil alle opplysninger om deg bli anonymisert.

Dersom du har sparsmal til studien, ta kontakt med Hedda Berntsen (90596890,
hedda.berntsen@nih.no).

Studien er meldt til Personvernombudet for Forskning, Norsk Samfunnsvitenskapelig
Datatjeneste AS.

Samtykke til deltakelse i studien

Jeg har mottatt informasjon om studien, og er villig til & delta.

(Signert av prosjektdeltaker, dato)
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Forespgrsel om deltakelse i forskningsprosjektet:

Den stottende treneren — hvordan tilrettelegge for motiverte utovere, trivsel

og sportslig utvikling?”

Bakgrunn og formal

Kjeere NTG-utgvere,

Vi vet at forskjeller i utgveres motivasjon har stor pavirkning pa kvaliteten pa treningen, utgveres
evne til 3 handtere utfordringer og gleden over & drive med idrett. Trenere kan bidra til & fremme
eller undertrykke utgveres motivasjon. Formalet med studien er a fremme skitrenernes stgttende
handlinger og den pafglgende kvaliteten pa motivasjon, trivsel og sportslig utvikling hos utgverne. Vi
gnsker derfor @ male effekten av din treners virkninger pa din motivasjon, trivsel og sportslige
utvikling. Vi haper dette forskningsprosjektet vil gi bedre kunnskap om sammenhengen mellom
treneratferd og utgvermotivasjon, for a kunne designe bedre trenerutdanninger i fremtiden — og
forhapentligvis bidra til gkt utvikling hos deg som aktiv idrettsutgver.

Prosjektet er en doktorgrads-studie som gjennomfgres i regi av Norges Idrettshggskole i samarbeid
med Norges Skiforbund og Norges Idrettsforbund.

NTG har sagt seg villige til 3 delta som forsgksskole.

Hva innebaerer deltakelse i studien?

Dere blir bedt om & svare pa et spgrreskjema to ganger i lppet av aret (2016/17). Spgrsmalene
handler om hvordan dere opplever trenernes atferd, hvordan dere trives i treningshverdagen og
hvilken type motivasjon dere far av treneren deres nar dere utgver idretten deres. FIS-punktene
deres vil bli hentet ut fra FIS sine sider pa ulike tidspunkt i forskningsperioden.

Hva skjer med informasjonen om deg?
Dataene vil bli analysert ved bruk av statistiske verktgy for a finne sammenhengen mellom trenerens

atferd og deres motivasjon. Alle personopplysninger vil bli behandlet konfidensielt. Det vil bare veere
forskere i tilknytning til studien som har tilgang til personopplysningene. Personopplysningene vil bli
anonymisert og vil i datainnsamlingsperioden oppbevares bade passord-beskyttet og i et last kontor
nar dataene ikke analyseres. Deltakerne vil ikke kunne gjenkjenne seg selv i publikasjoner knyttet til

studien.

Prosjektet skal etter planen avsluttes i mai 2017. Data vil bli lagret og anonymisert etter studien er
avsluttet. Personopplysningene kodes.
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Frivillig deltakelse
Det er frivillig & delta i studien, og du kan nar som helst trekke ditt samtykke uten & oppgi
noen grunn. Dersom du trekker deg, vil alle opplysninger om deg bli anonymisert.

Dersom du har spgrsmal til studien, ta kontakt med Hedda Berntsen (90.59.68.90,
hedda.berntsen@nih.no).

Studien er meldt til Personvernombudet for forskning, Norsk Samfunnsvitenskapelig
Datatjeneste AS.

Samtykke til deltakelse i studien

Jeg har mottatt informasjon om studien, og er villig til & delta.

(Signert av prosjektdeltaker, dato)

For de under 18 ar: Som foreldre/verge samtykker jeg pa vegne av (navn pa
utgveren) jatil deltakelse i studien.

(Signeres av foreldre/verge til utgveren, dato)
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Interview Guide (coach)
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INTERVJUGUIDE TRENERE 8.-10. MAI, 2017
"Small-talk" om trenerens hverdag.

Informasjon om intervjuet og deres rettigheter i forhold til & trekke samtykket: Jeg gnsker & intervjue
deg for a fa dine tilbakemeldinger pa hvordan det var a vaere med pa trenerkurset "den stgttende
treneren" og fa vite mer om hva du synes om laeringsmateriellet og hva som kunne bli gjort bedre. Vi
haper at dine erfaringer kan gi oss innsikt i hvordan vi kan bedre trenerutdanningen i Norges
skiforbund.

Denne samtalen vil bli anonymisert, og du kan trekke tillatelsen nar du vil. Det er opp til deg hva du
vil fortelle, og det forventes ikke at du skal fortelle noe spesielt, vi er opptatt av din seregne erfaring.

Erfaringer med deltakelse pa trenerkurset "den stgttende treneren"

Hvordan opplevedes det a veere med pa intervensjonen?

Workshop 1 (presentasjon med videoer)

workshop 2 (kort presentasjon og gruppediskusjoner om implementeringen av strategiene),
workshop 3 (en-til-en samtaler om opplevelsen av a vaere med).

Erfaringer med laeringsmateriellet
I hvilken grad har du benyttet deg av det digitale trenerhefte i trenerhverdagen din denne sesongen?
(teksten, videoene, oppgavene?)

Hvilke refleksjoner har du gjort deg om trenerheftet?

Kan trenerne si noe om hvor lett eller vanskelig det har vaert a bruke det de har lzert pa kurset i sin
trenerhverdag? La oss ga gjennom videoene en og en, for sa a spgrre om dere kan gi noen eksempler
pa at dere bruker strategiene.

(Hvor mye har de lzert? Husker de videoene? Har de endret noe om hvordan de er som trener etter
intervensjonen? (har videoene bekreftet noe dere har gjort intuitivt? Hvordan har dere eventuelt
justert hvordan dere er trenere eller begynt & bruke nye strategier?)

Forslag til hvordan kurset kunne blitt bedre.
Hvordan kunne trenerkurset (etterutdannings programmet) blitt bedre? (forslag? Eksempler?)

Erfaringer rundt hva som har veert krevende.
Hva var krevende?

Avslutte med "small-talk" om trening, idrett, og veere trener etc.

De stgttende trenerstrategiene

Anerkjenn utgvernes fglelser og /eller perspektiv (tilhgrighet)

Opptre stgtende overfor utgveren (tilhgrighet)

Gi valgmuligheter innenfor strukturen (autonomi)

Gi utgverne gode forklaringer (rasjonale) for oppgaver, regler og begrensinger (struktur)
(autonomi)

5. Gi utgverne muligheten til 3 kunne ta initiativet og jobbe selvstendig i treningshverdagen
(autonomi)

bl A
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6. Giikke-kontrollerende mestringsrettede tilbakemeldinger (mestring)
7. Fokuser pa egenutvikling og mestring hos utgverne (mestring)

Video 1: Anerkjenn utgvernes fglelser og /eller perspektiv (tilhgrighet)

o Apne spgrsmal og aktiv lytting
e Emosjonell respons. Vis empati
e Opptre som varm og omsorgsfull overfor utgverne

Kan du gi noen eksempler pa at treneren din gjgr noen av disse tingene?

Video 2: Opptre stgtende overfor utgveren (tilhgrighet)

e Vis utgverne at du har tillitt til han/henne
e Unnga d dsmme og kritisere utgveren slik at de fgler seg skyldige

e Minimer overdreven kontroll av utgverne. Unnga "ma,” "skal" og handfaste belgnninger.
e Fokuser pa innsats og utvikling og bruk ord som "dere kan gjgre,” "vil du,” "valgene er.”

” o

Video 3: Gi valgmuligheter innenfor strukturen (regler og begrensinger), og tydelig ansvar (autonomi)

e Gi utgverne tydelig ansvar

e Involver utgverne i avgjgrelsesprosesser og Igsningsprosesser som har med
idrettsdeltakelsen deres & gjgre (treningsplaner, treningsaktiviteter, hvordan a utvikle
teknikken etc.)

e Gi utgverne valgmuligheter i treningshverdagen (vil dere trene intervaller pa sykkel eller
Igping?)

Video 4: Gi utgverne gode forklaringer (rasjonale) for oppgaver, regler og begrensinger (struktur)
(autonomi)

e Forklar valgene du tar for utgverne (slalamtrening, styrketrening, hvorfor knebgy etc.)
Selg inn metodene og gvelsene til utgverne.
e Del kunnskap om sporten. Veer kreativ i formidlingen (you tube, artikler, video etc.)

Video 5: Gi utgverne muligheten til & kunne ta initiativet og jobbe selvstendig i treningshverdagen
(autonomi)

e Bruk apne spgrsmal for a fa utgverne til a foresla Igsninger og fgle seg fri til 8 prgve og
feile.

e Oppfordre utgverne til 3 ta initiativ. Spgr for eksempel hvordan de kan oppna malene pa
treningene.

Video 6: Gi ikke-kontrollerende mestringsrettede tilbakemeldinger (mestring)
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e Gi faktiske ikke-dgmmende tilbakemeldinger pa utfordringer/problemer (for eksempel:
"Du starter svingen litt for tidlig og dette resulterer i at du trykker to ganger.”)

e Gi positive tilbakemeldinger som viser hgye, men realistiske forventninger.

e Fokuser pa aktiviteter som utgverne har kontroll over giennom optimale utfordringer.

Video 7: Fokuser pa egenutvikling og mestring hos utgverne (mestring)

e Sammenlikn utgvernes ferdigheter na, med deres tidligere ferdigheter
e Fokuser pad mestring og innsats i gruppen
e La utgverne sette sine egne mal

e Gilik oppmerksombhet til utgverne uavhengig av om de er i en god eller darlig periode. Unnga
favorisering.
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Appendix VI

Interview Guide (athletes)
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INTERVJUGUIDE UT@VERE 8.-10. MAI, 2017
"Small-talk" om utgvernes hverdag.
Informasjon om intervjuet og deres rettigheter i forhold til a trekke samtykket:

Som dere vet har trenerne deres vaert med pa et trenerkurs forrige hgst. Det var i den forbindelse
dere har fylt ut spgrreskjemaene. Na gnsker jeg a intervjue dere for a vite mer om hvordan dere
opplever treneren deres sine handlinger som stgttende eller kontrollerende. Vi gnsker ogsa a bedre
forsta de syv stgttende strategiene. Vi sal se pa syv videosnutter som hver viser ulike strategier.

Denne samtalen vil bli anonymisert, og du kan trekke tillatelsen nar du vil. Det er opp til deg hva du
vil fortelle, og det forventes ikke at du skal fortelle noe spesielt, vi er opptatt av din seeregne erfaring.

1. Utgvernes erfaringer med trenerens atferd.

Ga gjennom videoene en og en og sp@r om utgverne kan gi noen eksempler pa at treneren deres
gjor dette

Kan dere gi noen eksempler pa hva treneren deres gjgr? "Good coach" eller "bad coach"?

(er dette noe han har begynt & gjgre dette det siste aret, har han alltid gjort det?). Hvordan
paviker trenerens atferd dere?

Avslutt med a takke dem, at dette var alt og uformelt snakke med dem om idretten deres.
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Appendix VII

Questionnaire (athlete)
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r\Jl NORGES
IDRETTSH@GSKOLE

SP@RRESKJEMA TIL UT@VERE

2016
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INSTRUKSJONER

Vennligst svar pa alle spgrsmalene sa serlig og ngye som mulig.

Husk at verken treneren din eller noen andre pa laget far se skjemaet etter at
du har fylt det ut. Det er heller ingen riktige eller gale svar, sa svar slik du

virkelig fgler.

Hvis noe er forvirrende, be om hjelp, sa skal vi hjelpe deg.

Mange av spgrsmalene handler om din trener, din treningsgruppe eller dine

folelser og meninger nar du deltar pa treninger og renn.

Noen av spgrsmalene kan virke veldig like. Det skal de ogsa veere.

Pa forhand takk for hjelpen!

Nicolas Lemyre,
PhD, Senterleder og 1. Amanuensis
Forskningssenter for Barne- og Ungdomsidrett

Norges ldrettshggskole

Hedda Berntsen
Forskningssenter for Barne- og Ungdomsidrett

Norges ldrettsh@gskole
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NAVN:

KODE (oppgis senere av forskere):
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A.

Nar vi har trent den siste tiden, er det typisk at treneren min... (helt uenig 1, delvis enig 4, helt enig

7)
1. Ofte spgr oss om hva vi foretrekker nar det kommer til de aktivitetene vi gjgr.
10 200 30 40 sO0 60 70

2. Oppmuntrer oss til a stole pa at vi kan gjennomfgre gvelsene bra

100 200 300 &0 s ed 70

3. Oppfordrer alltid til 3 ha gode relasjoner med alle pa gruppen
100 200 300 o0 s el 70

4. Prgver a gi oss litt frie tgyler nar det gjelder gjennomfgringen av gvelsene
100 200 300 o0 s e 70

5. Gir oss oppgaver/utfordringer som er tilpasset vart ferdighetsniva
100 200 300 o0 s el 70

6. Oppfordrer til positiv samhandling mellom alle utgverne
101 200 300 400 s el 701

7. Vurderer vare meninger om gvelsene
100 200 300 &0 s el 701

8. Alltid prgver a hjelpe oss a na malene vare for de ulike aktivitetene
100 200 300 400 s el 70

9. Oppfordrer alle utgverne til a involvere seg i aktivitetene
100 200 300 400 s e 70

10. Oppfordrer oss til & ta egne avgjgrelser
100 200 300 «[0 s el 701

11. Fremmer utgvernes laering/utvikling og fremgang pa ski/snowboard
101 200 00 «00 s el 701

12. Hjelper oss a Igse utfordringer pa en stgttende mate

100 200 300 400 sO0 0 700



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 172

B.

Pa trening den siste tiden... (helt uenig 1, delvis enig 4, helt enig 7)

1.

10.

11.

12.

Fglte jeg meg hindret til & velge hvordan jeg lerer best

10 20 30 40 s e 70

Var det situasjoner hvor jeg fglte meg ubrukelig

10 200 300 40 sO0 e 70

Folte jeg meg presset til 3 oppfere meg pa visse mater

100 200 300 400 s[OO e 70

Fglte jeg meg ugnsket av de rundt meg

10 200 300 400 s e 701

Fglte jeg meg ngdt til 3 gjgre det noen andre hadde bestemt for meg

10 200 300 400 s e 701

Fglte jeg meg utilstrekkelig fordi jeg ikke fikk mulighet til & vise hva jeg er god for
10 200 300 400 sO0 e 70

Folte jeg meg presset til & godta maten treneren min legger opp treningen pa

100 20 300 400 s e 701

Folte jeg at treneren og/eller lagkameratene mine behandlet meg som om jeg ikke betydde

noe
100 200 300 «[0 s el 701

Oppsto det situasjoner som fikk meg til a fgle at alt var haplgst

100 200 300 400 s el 70

Folte jeg at treneren og /eller lagkameratene mine mislikte meg

100 200 300 o0 s el 70

Ble det sagt ting som fikk meg til a fgle at jeg presterte skikkelig darlig
100 200 300 o0 s e 70

Fglte jeg at lagkameratene mine ble misunnelige nar jeg gjorde det bra

100 20 300 400 s e 701
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C.

Under spgr vi om hva slags opplevelser du faktisk har i din idrettshverdag. Les spgrsmalene ngye.
Du kan velge mellom tall fra 1 til 5, for hvorvidt uttalelsen er sann for deg.

1 er lite sann, 3, stemmer delvis, 5 stemmer helt.

1.

10.

11.

Jeg fgler at jeg har friheten til 3 velge og jeg har frie tgyler i aktivitetene vi gjgr

10 200 300 400 s

Det meste av det vi gjgr pa treninger fgler jeg at jeg ma gjgre

10 200 300 400 s

Jeg fgler at de jeg bryr meg om, ogsa bryr seg om meg

10 200 300 400 s

Jeg foler meg utestengt fra gjengen jeg helst vil tilhgre

10 200 300 400 s

Jeg fgler meg trygg pa at jeg kan mestre utfordringer vi mgter pa treningene

10 200 300 400 s

Jeg tviler sterkt pa hvorvidt jeg kommer til a greie gvelser og aktiviteter pa trening og renn
10 200 300 400 s

Jeg fgler at mine avgjgrelser speiler det jeg faktisk gnsker a gjgre

10 200 300 400 s

Jeg foler meg presset til 4 gjgre mange ting jeg ikke selv ville valgt a gjgre

100 200 300 a0 s

Jeg fgler meg knyttet til mennesker som bryr seg om meg, og som jeg bryr meg om
10 200 300 400 s

Jeg foler at de personene som er viktige for meg, er kalde og distanserer seg fra meg
10 200 300 400 s

Jeg foler jeg er dyktig i det jeg driver med

100 20 300 400 s
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12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

Jeg foler meg skuffet over mange av mine prestasjoner.

10 200 300 400 s

Jeg foler at mine valg viser hvem jeg virkelig er

10 200 300 400 s

Jeg foler meg presset til a gjgre for mange ting

10 200 300 400 s

Jeg f@ler naerhet og tilhgrighet med andre utgvere og trenere som er viktige for meg
100 200 300 400 s

Jeg har en fglelse av at de jeg tilbringer tid med misliker meg
10 200 300 400 s

Jeg fgler jeg er god nok til & oppnd malene mine

10 200 300 400 s

Jeg foler meg usikker pa mine ferdigheter

10 200 300 400 s

Jeg f@ler jeg har gjort det som virkelig interesserer meg

100 200 300 a0 s

Mine daglige gjgremal fgles som en lang rekke plikter

100 200 300 a0 s

Jeg opplever varme fra og med de jeg bruker tid sammen med
100 200 300 400 s

Jeg fgler mine vennskap er overflatiske

100 200 300 40 s

Jeg foler at jeg kan gjennomfg@re vanskelige oppgaver pa en tilfredsstillende mate
10 200 300 400 s

Jeg foler meg mislykkes pa grunn av de feilene jeg gjor

10 20 300 400 s
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D.
Rapporter i hvilken grad argumentene under samsvarer med dine personlige grunner/din
motivasjon for 3 vaere en aktiv idrettsutgver.

Marker pa en skala fra 1 til 7, der 1 = samsvarer absolutt ikke, 7 = samsvarer perfekt.

1. Det gir meg glede & leere mer om idretten min.

100 200 300 400 sd esd 704

2. A bedrive idrett gjenspeiler essensen av hvem jeg er

100 200 300 400 sd ed 701

3. Idrett er en av de beste matene jeg har valgt for & utvikle andre sider ved meg selv

100 200 300 400 s ed 701

4. Det er veldig interessant a lzere hvordan jeg kan forbedre meg

100 200 300 400 s ed 701

5. Det er ikke klart for meg lenger om min plass virkelig er i idretten

100 200 300 400 sd ed 704

6. Jeg har valgt denne idretten som en mate & utvikle meg selv

100 200 300 400 sd ed 701

7. Mennesker rundt meg belgnner meg nér jeg gjer driver med idrett

100 200 300 400 sO s 704

8. Jeg synes idrett er en god mate & utvikle sider ved meg selv som jeg verdsetter

100 200 300 400 sd ed 701

9. Jeg ville fgle meg mindre verdt om jeg ikke drev aktiv idrett

100 200 300 400 s ed 701

10. Mennesker jeg bryr meg om ville blitt opprart om jeg ikke var en aktiv idrettsutgver

100 200 300 400 s esd 704

11. Gjennom idrett lever jeg i trdad med mine dypeste prinsipper

100 200 300 400 sO s 7041

12. Det er ggy & oppdage nye strategier for a prestere

100 200 300 400 s eld 701
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13.

14.

15.

16.

17.

18.

Jeg tror andre ville mislike meg hvis jeg ikke drev med idrett

100 200 300 400 s ed 701

Jeg faler meg bedre nér jeg er en aktiv idrettsutaver

100 200 300 400 s ed 704

Jeg har hatt gode grunner for & veere aktiv utgver, men na spgr jeg meg selv om jeg
skal fortsette

100 200 300 400 sO s 704

Jeg ville fgle meg darlig om jeg ikke tok meg tid til & drive med idrett.

100 200 300 400 s ed 701

Jeg vet ikke lenger; jeg har inntrykk av at jeg ikke er i stand til & lykkes i denne
idretten

100 200 300 400 sd ed 704

Deltakelse i idrett er en vesentlig del av livet mitt

100 200 300 400 sO s 7041

Besvar pa en skala fra 1 til 7 i hvilken grad du er uenig eller enig i folgende 5 pastander angaende
livet ditt de siste syv dagene. Det gjor du ved a sette kryss i en av boksene med numrene fra 1 til 7,

hvor:

1 betyr: “Jeg er veldig uenig,”

2 betyr: “Jeg er uenig,”

3 betyr: “Jeg er litt uenig,”

4 betyr: “Jeg er verken enig eller uenig,”
5 betyr: “Jeg er litt enig,”

6 betyr: “Jeg er enig,”

7 betyr: “Jeg er veldig enig.”
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1. Livet mitt er pa de fleste omrader ideelt

101 200 300 0 sO O 7O

2. Omstendighetene rundt livet mitt er perfekte

1 20 30 4O sO O 70

3. Jeger forngyd med livet mitt

1 20 30 4O sO O 70

4. Salangt har jeg oppnadd viktige ting jeg har villet med livet mitt

101 200 300 0 sO e 7O

5. Hvis jeg kunne leve om igjen, ville jeg nesten ikke forandret noen ting

101 200 300 0 sO e 7O

F.

Dette skjemaet bestar av en rekke ord og uttrykk som beskriver ulike fglelser. Se pa hver enkelt av
disse og angi for hvert enkelt ord/uttrykk i hvor stor grad du har opplevd denne fglelsen i Igpet av
de siste syv dagene. Det gjgr du ved a sette kryss i en av boksene med numrene fra 1 til 5, hvor

1 betyr: “Jeg har opplevd denne fglelsen sveert lite,”

2 betyr: “Jeg har opplevd denne fglelsen litt,”

3 betyr: “Jeg har opplevd denne fglelsen moderat ofte,”
4 betyr: “Jeg har opplevd denne fglelsen ganske mye,”

5 betyr: “Jeg har opplevd denne fglelsen svart mye.”
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Redd

Oppmerksom

Fiendtlig

Interessert

Aktiv

Skjelven

Spent

Oppskjgrtet
(stresset)

Frykt

Bestemt

Skyldig

Stolt

Oppvakt/klar.

Irritabel

Inspirert
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Stresset

Nervgs

Entusiastisk

Skamfull

Sterk

G.

Besvar pa en skala fra 1 til 7 i hvilken grad du er enig eller uenig i felgende pastander nar du har
trent de siste syv dagene. Det gjgr du ved a sette kryss i en av boksene med numrene fra 1 til 7,
hvor:

1 betyr: “Jeg er veldig uenig,”

2 betyr: “Jeg er uenig,”

3 betyr: “Jeg er litt uenig,”

4 betyr: “Jeg er verken enig eller uenig,”
5 betyr: “Jeg er litt enig,”

6 betyr: “Jeg er enig,”

7 betyr: “Jeg er veldig enig.”

1. Jeg fgler meg full av liv og overskudd

10 20 30 40 sO0 «d0 s

2. Jeg har ikke fglt meg szerlig energisk

10 20 30 40 sO e 70
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3.

1

1

1

10

10

H.

Noen ganger har jeg fglt meg sa energisk at jeg nesten sprekker

200 300 0 sO e 7O

Jeg har energi og overskudd

20 30 4O sO O 70

Jeg ser frem til hver eneste trening

20 30 4O sO O 70

Jeg fgler meg nesten alltid vaken og “pa hugget”

200 300 0 sO e 7O

Jeg foler meg aktiv

200 300 0 sO e 7O

Instruksjon: Under finner du en liste med pastander om dine generelle falelser om deg selv.

Hvis du er helt enig, sett ring rundt HE.

Hvis du er enig, sett ring rundt E.

Hvis du er uenig, sett ring rundt U.

Hvis du er helt uenig, sett ring rundt HU.

Jeg er i det store og hele forngyd med meg selv HE E U HU

Noen ganger tenker jeg at jeg ikke er noe god i det hele tatt. HE E U HU
Jeg faler at jeg har mange gode kvaliteter. HE E U HU

Jeg er i stand til 3 gjare ting like bra som de fleste andre. HE E U HU

Jeg foler at jeg ikke har mye & vare stolt over. HE E U HU
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6. Jeg faler meg til tider helt ubrukelig. HE E U HU

7. Jeg foler meg verdifull, i hvert fall pa lik linje med andre. HE E U HU
8. Jeg kunne gnske jeg hadde mer respekt for meg selv. HE E U HU

9. Stort sett heller jeg mot & fale meg som en taper. HE E U HU

10. Jeg har en positiv innstilling til meg selv. HE E U HU

Til hvilken grad tilneermer du deg dine ski/snowboard-aktiviteter med disse intensjonene, enten
du faktisk oppnéar dine mal eller ikke.

Ranger utsagnene fra 1 (ikke i det hele tatt) til 7 (veldig mye)

1. Jobber med & oppna et personlig ideal?

10 20 30 40 sO e 70

2. Jobber med & strekke deg mot det beste i deg selv?

10 20 30 40 sO e 70

3. Jobber med & utvikle en ferdighet, lare, eller fa innsikt i noe?

10 20 30 40 sO e 70

4. Jobber med & gjare det du har tro pa?

10 20 30 40 sO0 «d 70

5. @nsker forngyelse?

10 20 30 40 sO e 70
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6.

10

1

1]

1

@nsker tilfredstillelse?

200 300 0O sO O 70

@nsker a ha det gay?

200 30 4O sO e 70

@nsker mental avkobling (& slappe av)?

00 300 0 sO e 70

@nsker & ta det med ro?

200 30 4O sO O 70
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Appendix VIII

The digital workbook
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ey etdr o sk Fordi Papga bir siol v meg.”

Jdag kjorar e under 1 for ikke & @ dirig samvitighet

Z TwencEse

MOTIVASJONSKVALITET

Grunnene for hvorfor v handier har sammenheng med kvaitelen pé vire
handinger. Utovemne kan ha flere grunner til & handle pé samme tid og grunnene
kan variere overtid. | figuren under kan dere se autonomi-skalaen. Her serdere
ulike grunner uteveren hagfora drive med idrett. Desio mer autonome grunnene

for & dnve med idrett er, 0 bedre er kvalitet pa motivasjonen. En utever som ir
hardt for & vinne i ) A ha hayere kvalitet
pd treningen over tx 2N som tre < fitreneren presse
han/henne, fordideter vik neren med gode resultater i junior-NM
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AUTONOMI-SKALAEN

Aulonom-malvasjon

Jeg giar del fovd ded v goy [ndee ~ hayest grad & raspni
4 Juy gjar dii ford de ar an del v bvem g ar iyine - hery grad av aui
Jug giar dai ford dek ar vildig for mag. det ar [ — auba

Jeg giar det ford jeg fr dirip samvittighet i jeg ikie e det (e mothasion - uimenan kool seg
maki

iy gar et boih nosn S bar Mg Qe odl Jag vl e BelEning, O medd tor stral Gl onsker & unnpd 4
shufla andie [yira motivasion - kontrolkmotiasion )
Kaniral-matvasian

DE TRE
GRUNNLEGGENDE
PSYKOLOGISKE
BEHOVENE

T T T i T T N T

B for masscars oo ti g

Bamas bor g babavai o ooty o wiie ronstei B Sebavmt e b maeg e iwioet b g sk beedioge: wr
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) R ety oo b e iy
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Bt Ml et for miomces we ek (ke o vy e | o
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e
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04:

Liy

Den mistande freneestlen ar forsundel mad passine ufall v dietbsdabakalse

> Bahovaithadustiledsa og heyera gad av auionom-maikvesn hey ki)

> En cpplevelsa av ivicl og of Wredian opploves som gay o maningsfull

> Berdre sparislig utiking og lemng

= Mindre frafall

Enaw OLTS mllar & ha sabplends ulvena Somiar snsesr fof egen utdMing D tar utawima
initiaiw il utdMing o raning ag kemmunisans og planiaggar samman mad anaren.

Cen siptbende irenersilen sidler mok datie

DClit WOMIOIKTGN04 WG rstikn o forundal misd

= Hindring zam dan autoname
= Wiar frafall

> Syrikenda trivaed

Keniroll-moiivasjon kan fa vieveme Gl d yia handi, man danne faman for maikeajon hardst
S & e mindia robust o mar Kerveng ann den aubond e mothasjonin

KT 4 WD 07

OPPGAVEHEFTE
DE STOTTENDE
TRENERSTRATEGIENE
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I Cesaewe

an Apre mparsma3 o akhy ting (Har jofonstat desg raf? Er detis det du =1 7)
B Ernasion ol e pons. Vs ampal
3 DRPATE S MvanT O ATcacegshul deariar uieme

For & 5 on Ik o 3y HIRarg i Guspan, bon o 1o il 1en for o uleom o b vicra Sasiok i
forsindalse mesdraningsr og mamingsr

For mening

S5 Mk P B DB & WATnen | 35 4T & Gairi G vl RSO 5 Nl G ST 0] P TSR G

Hes x juikrsarens handiing}innirer, a skai o) gera p (dinhanding)

EHerfaning
Evalusar fraaTan oal ek

Huwardan reageris uimeme?

Hearttan aneriqenis ou uimemes bzt

IO O it 0 RO GV T ) B 0 3 e DN TATO
Haa e du kanica dog & giena ann e edes?

AWz uizweren a3 du har kR hanhenns

B Ll deemime o ik er i ren 56k de el 56 shyidige

e A Y /S G RO TATEA | 2 A T LI, ", 0 P2 e e
Faluser pdinnsaits og uba iding o bruk and sam e ien giena”, i ou°, “aigens o

For tning
Siate ned v Ul giere B3 Weningen | dagtar 3 wme sitiende.
Hz & (ulrssrens: hanadiing | nntrer, o skal e glera 7 (dnhandngl

ENaraning

AN var o StEtRn?

Hueardan reagark ussmet

Tror chi it o W it e ST ARG 0 CYRATOF UMW HDNTONTRENTEY e
Hueardan dsie ou uisveme s

Hya ELnne y fanice deg & mere anneredes?
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05.03<0PPGAVER
HVORDAN GIVALGMULIGHETER INNENFOR
STRUKTUREN

e Sl S R A G

uwainnumnumiﬂmrmnwmﬁnmma ki TG Gl
o Gl ure TR Mwuhmrlmnmhﬂmmt\lmmmnmmwnﬁmqlwlww?

For trening
Shrtw ned bva durdl gjene pd ineningen i dagtar 3 gi ewveme valgmulighsier og hdel g ansar.
His & (uiresrens handing b nnier, ta s=aljeg geea 7 (dnhandngl

Etiar raning:

Evaliar rarman ot gk

Heardan pa du valpmulighaiar?

HITIan d o UAAGITR BNSVE

Heardan reagaris uimveme?

Troe du detts var anealpson) mated givakgmuliph sterag aneaard ulrssms 7 Haiadiranar kke?
Hea kunne benice deg & gers anned edes?

05.04=0PPGAVER
HWVORDAN A Gl UT@WERNE GODE FORKLARINGER
[RAQJOI\J’\L E}

»‘r wmhmu%ﬁmammﬁﬁm.mm

il i rpoear | svin pan. Sedgion ek dare o eveisarm i veme

Ewnmbwmemumwhmnmanmmrmwddwnﬂdnunwmm
TGN Qer el kaaiil. Dl er ikl Q @i gl biir farmi e fwa Samifonvenia s av dam ag ivorfon daite en
i), il o Ar & of SHTATINGS. DIRo Al il Gam ntii ] o SILILE. Enmullﬂmmm Uk
ubreare apphresr strukhr ikt Dl o mulipaineenuiesere appbreer shukhrs,

fantollarends Deter elosiraidp & knmmurnisers wdmwmrMImmmuhrlmnlkumum

=D uipweme. Veer ke ativ i froutuse,
.=ngod¥im om en bange=idl opoen.
okar, Imianquar, artider, Sladeres)

04=0PPGAVER

Hear pdr o e Dl Trarwaren sater
2 0 e 1 3 M Tl FOAVEATH S O] R ot e
foran anina, B&l Bnning, Mang ag :plhrpﬂnﬁnn:mmnﬂuriﬁ e il & e 5 0m el Duain
rukm-mmatummWMMMuéuwuhuhanwmun i,

= initiaky og ndre makarion Mk 2l oy diggeriikjaning Wilip 2 du fortseler maddet’), Dl o
|nnﬁun|umnﬁ|mmm mn&wmmmmﬁﬂuwmnm.mnwmm teed A arae
LKA T 5 S )04 5431 26 D 19, ATl LT AT LB T

FoF Mg
Sty ned b durdl giere pd raningen i daglar A larklarehsariar derebrener
HAE T (rkrserens: handiingnnirer, da il jeg pene 7 [@nhandingl

Efar raning:

Ealibr e rtan oat i

Hwardan karidani ou dinevel o sveisar phianing i dag?
QT o4 M L WL e g8 £ G T

Hwardan reaperie uieweme?

Tror oy 31 du ate & o ot pactras ol T Herautanar ks 7
Hia kunne du denis deg & giers annededes?
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<QPPGAVER
INITIATIVET OG JOBBE SELVSTENDIG |

;wmgmpmm?ﬁhmﬂhmnwlwihmumilﬁm o feila.

5= Dpfordreukreme 91 & 1 Iniaty, Sper wordan de kan aperd mikine sine arreningen.

= For trening
i_,} Shrtw ned twa durdl gjere pd ineningen far 3 ogpfordre uless me 1 34 iniiatv g3 eningen Hdsx
. (ubremrens . dasiaaljeg pere

EHarrening:

Evaluar reardan o gide.

Hia 1 &

Hhardan redgan Weeme?

Tror o o o greda & i & b initiataat pd ihha?
Hya kunne dy fanics deg & gers annededes?

VORDAN A Gl UT@VERNE MULIGHETEN TIL A KUNNE TA

05.08<0PPGAVER
IRDAN A Gl IKKE-KONTROLLERENDE

MESTRINGSRETTEDE

i bar g o chaitie ress e ek du dnyidoer 42 gangary.
SANTASAT Tp,

Fer bening
Sty e b durdl giene B3 beningen | dag tar 3 gl idor-konialenande mesting sisteds
T B .

= [ 1] L
,-—J_V He= & (urkrssrens: kandiingLinnirer, da skaljeg piera ¢ [dinhandingl

EHarfrening:

Evalusar fraaroan dai giidc

M an pa t e N SIekit SIS amR b ngar?

Hua gosde dufor & pi o plim el e uifordnn pariar fwer enieit?

Ha TN Ml (4K WERine?

Tror oyl i greide & pi ]
Hica e o, parics g § geve

&t bl bbb e i D stariarsengan

B G
= Friisar pudl Mo elin pa ourfondring er s Ukwanme har koninal over ginnom ool male uifonarn per.

5.07<0PPGAVER
Hb
UT@WVERNE?

a® Sammanikniises mas ferdighatarnd, med dares fdigers tardpheler.
e Frabeaer p & msiing og infe ais i prupgen.

- L WS 360 Sir egra mil

dar 4 1 D prmerics ornbwi il bsvem e uadhen gigay amdearni an gad aier dkig parada. Uinngd
favirisaring

For ning
= a0t e P 300 O 2 M e B & B G Pl ) L e D ST N 03 BB
,..J' Hds ¢ (uivarens handing finnirer, da skaijeg geray (dnhandingl

Eberrening:

Exaluar rartan ool gk

Hia gonde dufor 3 sammenl ke ubeemes Sardigheter med deres sgne?
Heardan ] | grupgen’?

Hwardan jbaes 2603 mad mdsting?

Heardan unregie dufavorisanng?

HaITIaN 6 QA W E?

Tror oyl du greide 3 unngege g Tk

Hi ks o s deg § giers

JRDAN A FORKUSERE PA EGENUTVIKLING QG MESTRING HOS
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FAKTORER SOM SPILLER
INN PA TRENERENS
HANDLINGER

o Rmam

P anlig

stilene? Den du har mest ine pd er mest

LA

Miljg=t treneren ken trenerstl han benyther.
Mange idrettsmi onsretiedes.
2s5, kan frenere
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& R

DEN GODE TRENEREN,
MULTIKUNSTNEREN

Detikke nok & uteve og utvikle de stettende-strategiene. En bred forstaelse
for andre omréder av treneryrket som teknisk, taktisk, mental og fysisk
utvikiing er essensielt. Men, bevissthet rundt egen praksis som trener og
hvordan noen siderved din trenerstd kan vasre med pé & forsterke eller
svekke utovernes motivasjon er helt avgjerende.

17 Fam e

[ SO0 MTHISS w06 BPRRSHT a5 00T HERNELATST VelviOusts rkE R ITanGy Tt 1oe B
u Lk & BLorar. w gt ame gort. Vnd i b kg balt iervar
B

Thwkaratmgar mzinrng -
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Ly

Hhea kan du gjora for & ubvika dey wdera aiier ursel?
Kan o 8 noen 113 fime deg @ treninger?
Mﬂmdm kan du forteatie & oke din kumnekag om eporten og debe arfarngar med andm

Kan e pgpratte nantarkaliga grusprt

Livkike til viders, og takk for at du ville vasre med 4 utvikle
kuanskapan om sammanhengen mellom reneras
handiinger og utaveras motivasjon.

Hea kean jog giors for & ubikls cpplegoet viders, fnt om du kan g mag
din maning am kursai:
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