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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. I 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) 

Article 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.  

Article 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 

Article 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.  

Article 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 å bidra til økt kunnskap om hvordan å øke 

treneres samhandlingskompetanse for å bedre utøveres opplevelse i idretten. Trenerkurset Den 

støttende treneren: Hvordan tilrettelegge for motiverte utøvere, trivsel og sportslig utvikling 

ble implementert på en av de seks skolene til Norges Toppidrettsgymnas (NTG) i 2016/2017. 

Ti trenere og 102 utøvere deltok i denne intervensjonen.   

Del 1: utvikling og implementering av trenerkurset 

Artikkel 1 viser hvordan den kognitive teorien om multimedia læring ble brukt for å 

designe et digitalt trenerhefte. Dette inneholdt videoer (en for hver støttende strategi) og 

oppgaver – i tillegg la det grunnlaget for de tre workshoppene som utgjorde trenerkurset. De ti 

trenerne gjennomførte trenerkurset høsten 2016. Våren 2017 ble trenerne intervjuet og spurt 

om læringsmateriellet hadde bidratt (eller ikke) til meningsfull læring av de støttende trener-

strategiene. Trenerne uttrykte at det digitale trenerheftet økte deres forståelse av hva den 

støttende stilen betyr i deres idrettskontekst. I tillegg hadde læringsmateriellet, spesielt 

videoene, ført til at de ble mer bevisst egen trenerstil gjennom refleksjon av egne og andres 

erfaringer. Trenernes engasjement er viktig for å integrere den nye kunnskapen til 

eksisterende erfaringer fra praksisfeltet. Da først vil den nye kunnskapen blir meningsfull for 

dem. Flere av trenerne opplevde at det digitale heftet hadde bidratt til økt forståelse av 

sammenheng mellom teori og egen erfaring, et viktig steg mot endret treneratferd.  

Artikkel 2 fokuserte også på trenernes læringsutbytte, men problemstillingen her var i 

hvilken grad de tok i bruk støttende strategiene og hadde endret atferd. Artikkelen fokuserer 

på trenernes erfaringer med implementering av trenerkurset på NTG gjennom 2016/2017 

sesongen – og i hvilken grad de bruker de støttende strategier oftere og på en bedre måte i 

hverdagen. Resultatene viste at kurset hadde lærte treneren om de støttende strategiene. Det 

ble videre hentydet at for å lykkes med den støttende stilen, er det avgjørende med (a) tid til 

hver utøver, (b) at implementering må skje i samsvar med utøveres modningsnivå, og til slutt 

(c) at støttende strategier må tilpasses ulike situasjoner.  

Del 2: Å forstå den støttende trenerstilen 

Artikkel 3 fokuserer på endring over tid i utøvernes opplevelse av treneres støttende 

stil og hvordan den er relatert til utøveres trivsel. Utøverne svarte på spørreskjema på tre 

tidspunkt gjennom året (begynnelsen, midten og slutten). De tre aspektene ved den støttende 

stilen ble undersøkt (autonomi, kompetanse og tilhørighet). Bayesiansk statistisk analyse viste 

at tilhørighetstøtten og autonomistøtten var høy og stabil på alle tre tidspunkt. 
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Kompetansestøtten falt gjennom året. Resultatene viste en positiv statistisk signifikant 

relasjon på individnivå mellom endringer i alle tre dimensjonene av behovsstøtte fra treneren 

og subjektiv vitalitet på slutten av sesongen. På bakgrunn av funnene oppfordres trenere til å 

legge ekstra fokus på de kompetanse-støttende strategiene i elitekonteksten. 

  I artikkel 4 framheves trener-utøver dynamikken, og hvorvidt utøverne aksepterer 

trenerens struktur. Videobaserte intervjuer ble gjennomført med 11 (av 102) utøvere og alle 

10 treneren på NTG. Intervjuene ble analysert, og gjennom to narrativer ble historien til den 

utpregede hedoniske utøveren ("ha det gøy" innstilling til idrettsdeltakelsen) og den utpregede 

eudaimonske utøveren ("utvikling-innstilling" til idrettsdeltakelsen) fortalt. For sistnevnte var 

det få problemer, mens for den hedoniske utøveren og treneren – var det manglende samsvar i 

innstilling til idrettsdeltakelsen og mangel på aksept for trenerens struktur. Aksept for 

trenerens struktur (at regler og treningsaktivitet er meningsfull) er avgjørende for opplevelsen 

av støtte fra treneren. Skolens strukturer kan dermed oppleves som utfordrende hvis utøver 

ikke forstår hensikten og dermed ikke har en reell mulighet til individualisering. Studien 

indikerer viktigheten av samsvar mellom treneren og utøverens innstilling til 

idrettsdeltakelsen for suksessfull støtte i elitekonteksten. 

 Det praktiske bidraget fra avhandlingen er trenerkurset Den støttende treneren. På 

bakgrunn av funnene i studien oppfordres det til å bruke læringsteorier, og at det kan være 

hensiktsmessig å bruke videoer for å praktisk vise teoretiske begreper ved utvikling av andre 

trenerkurs. Det er to teoretiske bidrag fra avhandlingen er (a) trenerens læringsprosess modell 

der den meningsfulle dimensjonen vektlegges som link mellom teori og praksis, og (b) 

viktigheten av samsvar mellom konteksten og utøveres innstilling til idrettsdeltakelsen for å 

forstå når utøvere aksepterer (eller ikke) strukturen til treneren.  
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INTRODUCTION 

Hedda's story. Throughout my career I 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" (Godø & Lübeck, 2018). Stina 

Hofgaard Rosjø 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; Côté & 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, I 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. I decided that I 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 I 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; Jõesaar, 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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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; Jõesaar 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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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. Identified 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.: Mesterlære, (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: 

 the theoretical dimension;  

 meaningful dimension; and 

 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 c) 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, I studied other interventions. Few seemed 

to be informed by theories of learning. Coming from pedagogy, I 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." 

  



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 19 

 

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, & Côté, 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, Côté, & 

Fraser-Thomas, 2007; Gilbert, Côté, & 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, & Côté, 2015; Lefebvre, Evans, Turnnidge, Gainforth, 

& Côté, 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 I 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 Côté (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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Figure 2. The learning process and pedagogical principles informing the motivation activation program in sports (MAPS) 

T
h

e
o

re
tic

a
l d

im
e

n
s
io

n
 

"k
n

o
w

in
g

 w
h

a
t  

n
e

e
d

-s
u

p
p

o
rt is

" 

 
  

 
 

   
 

 

 
 

 

 
 

 

  
w

o
rksh

o
p

 1
, an

d
 2 

 
 

 
 

 
 

  
 

 
 

 
 

 
 

 
 

 

  
 

  
 M

ayer, 2
0

0
9

), m
ean

in
g  

fu
l d

elivery (To
rgerse

n
,   

 
 

 
 

 

 
 , reflectio

n
  

 
 

 
 

 

  
M

ayer, 2
0

0
9

). C
o

n
text  

 
 

 

R
eflective learn

in
g (Jo

n
es,  
 

K
n

o
w

les et al., 2
0

0
5

;  
 

 
 

  
D

reyfu
s, 1

9
8

6
; Erickso

n
,  

 
 



TEACHING AND UNDERSTANDING “NEED-SUPPORTIVE” COACHING 23 

 

MAPS content – the explicit need-supportive skills 

 

Hedda's story: “When I was developing learning material for NSF in 2011, I found that the 

scientific articles and book chapters did not really explain "how" to act need supportive. I 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, I 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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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, I developed a digital workbook (see Appendix VIII). 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 I further improved 

the workbook. 
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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. I (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. I 

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) Act in a warm 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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c) Minimize overt control. Avoid “should” and “have to” (instead us “you could try,” 

“may”). 

 

 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 I was leaning back in my boots and lost my balance. 

C: Ok, what do you think you need to do differently next run? 

A: I 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: I really like it when my coaches are honest with me and tell me what I did wrong, but it is 

important that they also tell me what I need to do better, so that I can improve the run I am 

trying to make. It helps my motivation when the coach can point out what I 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: I do not like it when the coaches say mean things to me and fail to give me feedback on 

what I can do to improve, but just tell me how bad I jump. Asking me to do it again without 

telling me what I 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. I always felt the need to explain that checking of pre-made questions does 

not explain the whole picture. When preparing this research project, I 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, I was aware of their 

power relation to their coaches as well as me, and I 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 Ivarsson 

Kristiansen 

Kristiansen 

 

Journal International 

Journal of Sports 

Science and 

Coaching 

International 

Sport Coaching 

Journal 

Motivation and 

Emotion 

Sport Coaching 

Review 

Date of acceptance February 14
th

, 2019 November, 2018  September 1st, 

2018 

Sample N=10 N=10 N=102 Athletes: N=11  

Coaches: N=10 

Age Coaches: 29-54 

(M=36,4) 

Coaches: 29-54 

(M=36,4) 

Athletes: 16-18 Athletes: 16-18  

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 

(i.e., to 

manipulate 

coaches), 

Temporal 

longitudinal (i.e., 

to assess athlete 

measures) 

Cross-sectional 

Research strategy Semi-structured 

interviews 

Semi-structured 

interviews  

Survey research Semi-structured 

interviews, 

focus group 

interviews 

Analysis Thematic analysis Thematic analysis Bayesian  Thematic 

analysis 

Major theme Assessment of 

learning material 

Coaches learning 

experiences 

Teaching need-

support and the 

role of 

perceptions of 

each need on 

athlete well-being 

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
th

 - October 

13
th

, 2016) and follow-up interviews (May 8
th

-10
th

, 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 

  
T 
E 
S 
T 
 

1 
 

Workshop 1 
 
Two hours 
Multimedia 
multi-
presentation 
 
 
  

 
Inde-

pendent 
worktime 
with the 
digital 

workbook 

Workshop 2 
 

Two hours 
Multimedia 

presentation 
and group 
discussions 

 
Inde-

pendent 
worktime 
with the 
digital 

workbook 

Workshop 3 
 

One-on-one 
discussions 

with educator 

 
T 
E 
S 
T 
 

2 

 
T 
E 
S 
T 
 

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. 
 

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

Carefully choose problems that fit the group or 
individual. 

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. 
 

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

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

 
Add information about the scenarios in the videos. 

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

Present in a learner-past way. 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. 
 

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

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, I 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) 

(Sánchez-Oliva, Garcia-Calvo, Sánchez-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
st
, 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.  
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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. 
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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.  
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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
st
, 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." 
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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. I 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) 

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

SDT 
Started investigating person-
environment fit to understand the 
endorsement process  

COACH DEVELOPMENT (MEANINGFUL 
LEARNING DIMENSION)  
Videos explaining all the strategies – a tool-
box for coaches. 
 

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

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 
 

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

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

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 
 

 
 

 

 

 

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 I 

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 I 

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 I 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, I 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 (Côté & 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”:  

 

I remember the strategies when I meet resistance or when I realize I should have 

handled the situation differently, then you remember, and I think 'I 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 (Côté, 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-Römer, 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 Article 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  

(SD) 

1 2 3 4 5 6 7 8 9 10 11 12 

1. Aut T1 5.44 

(0.75) 

            

2. Aut T2 5.52 

(0.89) 

0.02            

3. Aut T3 5.33 

(1.17) 

0.01 0.63*           

4. Comp T1 6.42 

(0.55) 

0.42* 0.21 0.13          

5. Comp T2 6.21 

(0.74) 

-0.05 0.73* 0.47* 0.32*         

6. Comp T3 5.98 

(0.86) 

-0.09 0.61* 0.76* 0.29 0.59*        

7. Rel T1 6.31 

(0.66) 

0.52* 0.18 0.07 0.66* 0.27 0.17       

8. Rel T2 6.30 

(0.72) 

0.03 0.59* 0.38* 0.35* 0.82* 0.58* 0.47*      

9. Rel T3 6.15 

(0.77) 

0.02 0.56* 0.56* 0.28 0.64* 0.73* 0.26 0.63*     

10. Vit T1 5.25 

(0.84) 

0.13 0.43* 0.33* 0.34* 0.47* 0.36* 0.31 0.42* 0.31    

11. Vit T2 5.19 

(0.96) 

-0.01 0.50* 0.53* 0.19 0.47* 0.50* 0.22 0.38* 0.39* 0.48*   

12. Vit T3 4.97 

(1.10) 

0.13 0.24 0.29 0.12 0.22 0.36* 0.11 0.19 0.29 0.41* 0.53*  

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, I 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. 

 

Après-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. I 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 après-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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Consent from NSD 

BEKREFTELSE PÅ ENDRINGSMELDING 
Hei, viser til endringsmelding registrert hos personvernombudet 29.1.2019.  
Vi har nå registrert at Hedda Helene Berntsen er prosjektansvarlig/daglig ansvarlig i 
prosjektet. Videre at dato for prosjektslutt utsettes til 1.5.2019. 
NSD forutsetter at prosjektopplegget for øvrig gjennomføres i tråd med det som tidligere er 
innmeldt, og NSDs tilbakemeldinger. Vi vil ta ny kontakt ved prosjektslutt. 
--------- 

Pernille Ekornrud Grøndal 

rådgiver | Adviser 

Seksjon for personverntjenester | Data Protection Services 

T: (+47) 55 58 36 41 

 

NSD – Norsk senter for forskningsdata AS | NSD – Norwegian Centre for Research Data 

Harald Hårfagres gate 29, NO-5007 Bergen 

T: (+47) 55 58 21 17 

postmottak@nsd.no     www.nsd.no 
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Norges idrettshøgskole                                                                           10.05.15 

 

 

Til foreldre og foresatte ved NTG freeski Lillehammer 

Frafallet i ungdomsidretten i Norge er norsk idretts største utfordring. NIF og NIF har i samarbeid 

med NIH satt i gang et forskningsprosjekt som tar høyde for å finne ut mer om linken mellom 

treneres handlinger og utøveres motivasjon. NTG freeski har stilt med trenere og utøvere for å vise 

forskjellen på to type trenerstiler. Den første trenerstilen er den der treneren støtter utøverne (god 

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

 

Utdanningsvideoene er laget med formål om å bli brukt i forskningsprosjektet. Dersom forskningen 

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

 

Vi ber herved om tillatelse til å bruke deres sønn/datter i disse videosnuttene. 

 

 

 

Elev navn: 

 

 

 

Foresattes underskrift: 

 

 

 

Mvh. Hedda Berntsen, PhD student Norges idrettshøgskole 
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Appendix III 

Information Letter (coach) 
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Forespørsel om deltakelse i forskningsprosjektet: 

” Den støttende treneren – hvordan tilrettelegge for motiverte utøvere, trivsel 

og sportslig utvikling?” 

 

Bakgrunn og formål 

Kjære NTG-trenere,  

 

Det er viktig å beholde unge idrettsutøvere lengst mulig i idretten for å sikre optimal talentutvikling. 

Forskjeller i utøveres motivasjon har stor påvirkning på kvaliteten på treningen, utøvernes evne til å 

håndtere utfordringer og gleden over å drive med idrett. Som trenere kan dere bidra til å fremme 

god motivasjon hos utøverne. Deltakelse i denne studien gir deg muligheten for å videreutvikle og 

sikre ”beste praksis” i din treneratferd. Kompetansemateriellet i intervensjonen er basert på den 

mest oppdaterte kunnskapen om optimal treneratferd for å fremme god motivasjon hos utøvere.  

 

Trenere har grader av kontrollerende og støttende atferd. Formålet med studien er å fremme 

skitreneres støttende handlinger og den påfølgende kvaliteten på utøveres motivasjon, trivsel og 

sportslig utvikling. Vi ønsker å måle effekten av din treneratferd på dine utøveres motivasjon, trivsel 

og sportslige utvikling. Målet med dette forskningsprosjektet er å få bedre kunnskap om 

sammenhengen mellom treneratferd og utøvermotivasjon, for å kunne designe bedre 

trenerutdanninger i fremtiden – og forhåpentligvis bidra til økt utvikling hos deres utøvere. 

 

Prosjektet er en doktorgrads-studie som gjennomføres i regi av Norges Idrettshøgskole i samarbeid 

med Norges Skiforbund og Norges Idrettsforbund. NTG har sagt seg villige til å delta som 

forsøksskole.  

 

Hva innebærer deltakelse i studien? 

Dere blir tilbudt 3 workshops (a 2 timer) og har tilgang til et nettbasert trenerheftet med 7 støttende 

strategier. Dere blir bedt om å jobbe med én strategi i uken. Etter 4 uker vil vi ha workshop nummer 

to, der dere presenteres for faktorer som kan virke inn på deres trenerstil, og vi diskuterer med dere 

om deres erfaringer med strategiene. To måneder etter første workshop oppsummerer vi. Vi ønsker 

å intervjue noen av dere for å få innblikk i deres erfaring med intervensjonen. 

 
Hva skjer med informasjonen fra studien?  

Dataene vil bli analysert ved hjelp av statistiske verktøy for å finne ut om intervensjonen hadde 

effekt. Alle personopplysninger vil bli behandlet konfidensielt. Det vil bare være 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 både passord-beskyttet og i et låst kontor på 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 å delta i studien, og du kan når som helst trekke ditt samtykke uten å oppgi 

noen grunn. Dersom du trekker deg, vil alle opplysninger om deg bli anonymisert.  

 

Dersom du har spørsmål 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 å delta. 
 

 

 

(Signert av prosjektdeltaker, dato) 
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Appendix IV 

Information Letter (parents and athletes) 
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Forespørsel om deltakelse i forskningsprosjektet: 

”Den støttende treneren – hvordan tilrettelegge for motiverte utøvere, trivsel 

og sportslig utvikling?” 

 

Bakgrunn og formål 

Kjære NTG-utøvere,  

 

Vi vet at forskjeller i utøveres motivasjon har stor påvirkning på kvaliteten på treningen, utøveres 

evne til å håndtere utfordringer og gleden over å drive med idrett. Trenere kan bidra til å fremme 

eller undertrykke utøveres motivasjon. Formålet med studien er å fremme skitrenernes støttende 

handlinger og den påfølgende kvaliteten på motivasjon, trivsel og sportslig utvikling hos utøverne. Vi 

ønsker derfor å måle effekten av din treners virkninger på din motivasjon, trivsel og sportslige 

utvikling. Vi håper dette forskningsprosjektet vil gi bedre kunnskap om sammenhengen mellom 

treneratferd og utøvermotivasjon, for å kunne designe bedre trenerutdanninger i fremtiden – og 

forhåpentligvis bidra til økt utvikling hos deg som aktiv idrettsutøver. 

  

Prosjektet er en doktorgrads-studie som gjennomføres i regi av Norges Idrettshøgskole i samarbeid 

med Norges Skiforbund og Norges Idrettsforbund. 

 

NTG har sagt seg villige til å delta som forsøksskole.  

 

Hva innebærer deltakelse i studien? 
Dere blir bedt om å svare på et spørreskjema to ganger i løpet av året (2016/17). Spørsmålene 

handler om hvordan dere opplever trenernes atferd, hvordan dere trives i treningshverdagen og 

hvilken type motivasjon dere får av treneren deres når dere utøver idretten deres. FIS-punktene 

deres vil bli hentet ut fra FIS sine sider på ulike tidspunkt i forskningsperioden.  

 

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

atferd og deres motivasjon. Alle personopplysninger vil bli behandlet konfidensielt. Det vil bare være 

forskere i tilknytning til studien som har tilgang til personopplysningene. Personopplysningene vil bli 

anonymisert og vil i datainnsamlingsperioden oppbevares både passord-beskyttet og i et låst kontor 

når 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 å delta i studien, og du kan når som helst trekke ditt samtykke uten å oppgi 

noen grunn. Dersom du trekker deg, vil alle opplysninger om deg bli anonymisert.  

 

Dersom du har spørsmål 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 å delta. 
 

 

------------------------------------------------------------------------------------------------------- 

(Signert av prosjektdeltaker, dato) 

 

 

For de under 18 år: Som foreldre/verge samtykker jeg på vegne av (navn på 

utøveren)____________________________________ ja til deltakelse i studien. 

 

 

 

(Signeres av foreldre/verge til utøveren, dato) 
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Appendix V 

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 å trekke samtykket: Jeg ønsker å intervjue 

deg for å få dine tilbakemeldinger på hvordan det var å være med på trenerkurset "den støttende 

treneren" og få vite mer om hva du synes om læringsmateriellet og hva som kunne bli gjort bedre. Vi 

håper 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 når 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 særegne erfaring. 

 

1. Erfaringer med deltakelse på trenerkurset "den støttende treneren" 

Hvordan opplevedes det å være med på 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 å være med). 
 

2. Erfaringer med læringsmateriellet 

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? 

 

3. Kan trenerne si noe om hvor lett eller vanskelig det har vært å bruke det de har lært på kurset i sin 

trenerhverdag? La oss gå gjennom videoene en og en, for så å spørre om dere kan gi noen eksempler 

på at dere bruker strategiene.  

(Hvor mye har de lært? 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 å bruke nye strategier?) 

 

4. Forslag til hvordan kurset kunne blitt bedre. 

Hvordan kunne trenerkurset (etterutdannings programmet) blitt bedre? (forslag? Eksempler?) 

 

5. Erfaringer rundt hva som har vært krevende. 

Hva var krevende? 

 

 

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

 

De støttende trenerstrategiene 

1. Anerkjenn utøvernes følelser og /eller perspektiv (tilhørighet) 

2. Opptre støtende overfor utøveren (tilhørighet) 

3. Gi valgmuligheter innenfor strukturen (autonomi) 

4. Gi utøverne gode forklaringer (rasjonale) for oppgaver, regler og begrensinger (struktur) 

(autonomi) 

5. Gi utøverne muligheten til å kunne ta initiativet og jobbe selvstendig i treningshverdagen 

(autonomi) 
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6. Gi ikke-kontrollerende mestringsrettede tilbakemeldinger (mestring) 

7. Fokuser på egenutvikling og mestring hos utøverne (mestring) 

 

Video 1: Anerkjenn utøvernes følelser og /eller perspektiv (tilhørighet) 

 Åpne spørsmål og aktiv lytting 

 Emosjonell respons. Vis empati 

 Opptre som varm og omsorgsfull overfor utøverne 

Kan du gi noen eksempler på at treneren din gjør noen av disse tingene? 

 

Video 2: Opptre støtende overfor utøveren (tilhørighet) 

 Vis utøverne at du har tillitt til han/henne 

 Unngå å dømme og kritisere utøveren slik at de føler seg skyldige 

 Minimer overdreven kontroll av utøverne. Unngå "må,” "skal" og håndfaste belønninger. 

 Fokuser på innsats og utvikling og bruk ord som "dere kan gjøre,” "vil du,” "valgene er.” 

 

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

 Gi utøverne tydelig ansvar 

 Involver utøverne i avgjørelsesprosesser og løsningsprosesser som har med 

idrettsdeltakelsen deres å gjøre (treningsplaner, treningsaktiviteter, hvordan å utvikle 

teknikken etc.) 

 Gi utøverne valgmuligheter i treningshverdagen (vil dere trene intervaller på sykkel eller 

løping?) 

 

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

(autonomi) 

 Forklar valgene du tar for utøverne (slalåmtrening, styrketrening, hvorfor knebøy etc.) 

Selg inn metodene og øvelsene til utøverne. 

 Del kunnskap om sporten. Vær kreativ i formidlingen (you tube, artikler, video etc.) 

 

Video 5: Gi utøverne muligheten til å kunne ta initiativet og jobbe selvstendig i treningshverdagen 

(autonomi) 

 Bruk åpne spørsmål for å få utøverne til å foreslå løsninger og føle seg fri til å prøve og 

feile. 

 Oppfordre utøverne til å ta initiativ. Spør for eksempel hvordan de kan oppnå målene på 

treningene. 

 

Video 6: Gi ikke-kontrollerende mestringsrettede tilbakemeldinger (mestring) 
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 Gi faktiske ikke-dømmende tilbakemeldinger på utfordringer/problemer (for eksempel: 

"Du starter svingen litt for tidlig og dette resulterer i at du trykker to ganger.”) 

 Gi positive tilbakemeldinger som viser høye, men realistiske forventninger. 

 Fokuser på aktiviteter som utøverne har kontroll over gjennom optimale utfordringer. 

 

Video 7: Fokuser på egenutvikling og mestring hos utøverne (mestring) 

 Sammenlikn utøvernes ferdigheter nå, med deres tidligere ferdigheter 

 Fokuser på mestring og innsats i gruppen 

 La utøverne sette sine egne mål 

 Gi lik oppmerksomhet til utøverne uavhengig av om de er i en god eller dårlig periode. Unngå 

favorisering. 
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Appendix VI 

Interview Guide (athletes) 
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INTERVJUGUIDE UTØVERE  8.-10. MAI, 2017 

"Small-talk" om utøvernes hverdag.  

Informasjon om intervjuet og deres rettigheter i forhold til å trekke samtykket:  

Som dere vet har trenerne deres vært med på et trenerkurs forrige høst. Det var i den forbindelse 

dere har fylt ut spørreskjemaene. Nå ønsker jeg å intervjue dere for å vite mer om hvordan dere 

opplever treneren deres sine handlinger som støttende eller kontrollerende. Vi ønsker også å bedre 

forstå de syv støttende strategiene. Vi sal se på syv videosnutter som hver viser ulike strategier.  

Denne samtalen vil bli anonymisert, og du kan trekke tillatelsen når 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 særegne erfaring. 

 

1. Utøvernes erfaringer med trenerens atferd. 

Gå gjennom videoene en og en og spør om utøverne kan gi noen eksempler på at treneren deres 

gjør dette 

Kan dere gi noen eksempler på hva treneren deres gjør? "Good coach" eller "bad coach"?  

(er dette noe han har begynt å gjøre dette det siste året, har han alltid gjort det?). Hvordan 

påviker trenerens atferd dere? 

 

Avslutt med å 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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MOTIVASJON OG OPPLEVELSER PÅ TOPPIDRETTSGYMNAS 

 

SPØRRESKJEMA TIL UTØVERE 

2016 
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INSTRUKSJONER 

Vennligst svar på alle spørsmålene så ærlig og nøye som mulig. 

 

Husk at verken treneren din eller noen andre på laget får se skjemaet etter at 

du har fylt det ut. Det er heller ingen riktige eller gale svar, så svar slik du 

virkelig føler. 

 

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

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

følelser og meninger når du deltar på treninger og renn. 

 

Noen av spørsmålene kan virke veldig like. Det skal de også være. 

 

På forhånd takk for hjelpen! 

Nicolas Lemyre,  

PhD, Senterleder og 1. Amanuensis 

Forskningssenter for Barne- og Ungdomsidrett  

Norges Idrettshøgskole 

 

Hedda Berntsen 

Forskningssenter for Barne- og Ungdomsidrett  

Norges Idrettshøgskole 
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NAVN: ___________________________________________ 

 

 

 

 

 

 

 

 

 

 

KODE (oppgis senere av forskere): ______________________ 
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A. 

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

7) 

1. Ofte spør oss om hva vi foretrekker når det kommer til de aktivitetene vi gjør. 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

2. Oppmuntrer oss til å stole på at vi kan gjennomføre øvelsene bra 

      1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

3. Oppfordrer alltid til å ha gode relasjoner med alle på gruppen 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

4. Prøver å gi oss litt frie tøyler når det gjelder gjennomføringen av øvelsene 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

5. Gir oss oppgaver/utfordringer som er tilpasset vårt ferdighetsnivå 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

6. Oppfordrer til positiv samhandling mellom alle utøverne 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

7. Vurderer våre meninger om øvelsene 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

8. Alltid prøver å hjelpe oss å nå målene våre for de ulike aktivitetene 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

9. Oppfordrer alle utøverne til å involvere seg i aktivitetene 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

10. Oppfordrer oss til å ta egne avgjørelser  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

11. Fremmer utøvernes læring/utvikling og fremgang på ski/snowboard 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

12. Hjelper oss å løse utfordringer på en støttende måte 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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B. 

På trening den siste tiden… (helt uenig 1, delvis enig 4, helt enig 7)  

1. Følte jeg meg hindret til å velge hvordan jeg lærer best 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

2. Var det situasjoner hvor jeg følte meg ubrukelig 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

3. Følte jeg meg presset til å oppføre meg på visse måter 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

4. Følte jeg meg uønsket av de rundt meg 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

5. Følte jeg meg nødt til å gjøre det noen andre hadde bestemt for meg 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

6. Følte jeg meg utilstrekkelig fordi jeg ikke fikk mulighet til å vise hva jeg er god for 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

7. Følte jeg meg presset til å godta måten treneren min legger opp treningen på 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

8. Følte jeg at treneren og/eller lagkameratene mine behandlet meg som om jeg ikke betydde 

noe 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

9. Oppsto det situasjoner som fikk meg til å føle at alt var håpløst 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

10. Følte jeg at treneren og /eller lagkameratene mine mislikte meg 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

11. Ble det sagt ting som fikk meg til å føle at jeg presterte skikkelig dårlig 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

12. Følte jeg at lagkameratene mine ble misunnelige når jeg gjorde det bra 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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C.  

Under spør vi om hva slags opplevelser du faktisk har i din idrettshverdag. Les spørsmålene nøye. 

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. Jeg føler at jeg har friheten til å velge og jeg har frie tøyler i aktivitetene vi gjør 

1☐ 2☐ 3☐ 4☐ 5☐  

2. Det meste av det vi gjør på treninger føler jeg at jeg må gjøre 

1☐ 2☐ 3☐ 4☐ 5☐  

3. Jeg føler at de jeg bryr meg om, også bryr seg om meg 

1☐ 2☐ 3☐ 4☐ 5☐  

4. Jeg føler meg utestengt fra gjengen jeg helst vil tilhøre 

1☐ 2☐ 3☐ 4☐ 5☐  

5. Jeg føler meg trygg på at jeg kan mestre utfordringer vi møter på treningene 

1☐ 2☐ 3☐ 4☐ 5☐  

6. Jeg tviler sterkt på hvorvidt jeg kommer til å greie øvelser og aktiviteter på trening og renn 

1☐ 2☐ 3☐ 4☐ 5☐  

7. Jeg føler at mine avgjørelser speiler det jeg faktisk ønsker å gjøre 

1☐ 2☐ 3☐ 4☐ 5☐  

8. Jeg føler meg presset til å gjøre mange ting jeg ikke selv ville valgt å gjøre 

1☐ 2☐ 3☐ 4☐ 5☐  

9. Jeg føler meg knyttet til mennesker som bryr seg om meg, og som jeg bryr meg om 

1☐ 2☐ 3☐ 4☐ 5☐  

10. Jeg føler at de personene som er viktige for meg, er kalde og distanserer seg fra meg 

1☐ 2☐ 3☐ 4☐ 5☐  

11. Jeg føler jeg er dyktig i det jeg driver med 

1☐ 2☐ 3☐ 4☐ 5☐  
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12. Jeg føler meg skuffet over mange av mine prestasjoner. 

1☐ 2☐ 3☐ 4☐ 5☐   

13. Jeg føler at mine valg viser hvem jeg virkelig er 

1☐ 2☐ 3☐ 4☐ 5☐  

14. Jeg føler meg presset til å gjøre for mange ting 

1☐ 2☐ 3☐ 4☐ 5☐  

15. Jeg føler nærhet og tilhørighet med andre utøvere og trenere som er viktige for meg 

1☐ 2☐ 3☐ 4☐ 5☐  

16. Jeg har en følelse av at de jeg tilbringer tid med misliker meg 

1☐ 2☐ 3☐ 4☐ 5☐  

17. Jeg føler jeg er god nok til å oppnå målene mine 

1☐ 2☐ 3☐ 4☐ 5☐  

18. Jeg føler meg usikker på mine ferdigheter 

1☐ 2☐ 3☐ 4☐ 5☐  

19. Jeg føler jeg har gjort det som virkelig interesserer meg 

1☐ 2☐ 3☐ 4☐ 5☐  

20. Mine daglige gjøremål føles som en lang rekke plikter 

1☐ 2☐ 3☐ 4☐ 5☐  

21. Jeg opplever varme fra og med de jeg bruker tid sammen med 

1☐ 2☐ 3☐ 4☐ 5☐  

22. Jeg føler mine vennskap er overflatiske 

1☐ 2☐ 3☐ 4☐ 5☐ 

23. Jeg føler at jeg kan gjennomføre vanskelige oppgaver på en tilfredsstillende måte 

1☐ 2☐ 3☐ 4☐ 5☐  

24. Jeg føler meg mislykkes på grunn av de feilene jeg gjør 

1☐ 2☐ 3☐ 4☐ 5☐  
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D. 

Rapporter i hvilken grad argumentene under samsvarer med dine personlige grunner/din 

motivasjon for å være en aktiv idrettsutøver.  

 

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

1. Det gir meg glede å lære mer om idretten min. 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

2. Å bedrive idrett gjenspeiler essensen av hvem jeg er 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

4. Det er veldig interessant å lære hvordan jeg kan forbedre meg 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

6. Jeg har valgt denne idretten som en måte å utvikle meg selv  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

7. Mennesker rundt meg belønner meg når jeg gjør driver med idrett 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

10. Mennesker jeg bryr meg om ville blitt opprørt om jeg ikke var en aktiv idrettsutøver  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

12. Det er gøy å oppdage nye strategier for å prestere  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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13. Jeg tror andre ville mislike meg hvis jeg ikke drev med idrett  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

14. Jeg føler meg bedre når jeg er en aktiv idrettsutøver 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

15. Jeg har hatt gode grunner for å være aktiv utøver, men nå spør jeg meg selv om jeg 

skal fortsette 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

16. Jeg ville føle meg dårlig om jeg ikke tok meg tid til å drive med idrett.  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

17. Jeg vet ikke lenger; jeg har inntrykk av at jeg ikke er i stand til å lykkes i denne 

idretten  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

18. Deltakelse i idrett er en vesentlig del av livet mitt 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
 

 
 

E. 

Besvar på en skala fra 1 til 7 i hvilken grad du er uenig eller enig i følgende 5 påstander angående 

livet ditt de siste syv dagene. Det gjør du ved å 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 på de fleste områder ideelt 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

2. Omstendighetene rundt livet mitt er perfekte 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

3. Jeg er fornøyd med livet mitt 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

4. Så langt har jeg oppnådd viktige ting jeg har villet med livet mitt 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

 

F. 

Dette skjemaet består av en rekke ord og uttrykk som beskriver ulike følelser. Se på hver enkelt av 

disse og angi for hvert enkelt ord/uttrykk i hvor stor grad du har opplevd denne følelsen i løpet av 

de siste syv dagene. Det gjør du ved å sette kryss i en av boksene med numrene fra 1 til 5, hvor  

 

1 betyr: “Jeg har opplevd denne følelsen svært lite,” 

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

3 betyr: “Jeg har opplevd denne følelsen moderat ofte,”  

4 betyr: “Jeg har opplevd denne følelsen ganske mye,”  

5 betyr: “Jeg har opplevd denne følelsen svært mye.”  
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 1 2 3 4 5 

Redd 

 
     

Oppmerksom 

 
     

Fiendtlig 

 
     

Interessert 

 
     

Aktiv 

 
     

Skjelven 

 
     

Spent 

 
     

Oppskjørtet 

(stresset) 

 

     

Frykt 

 
     

Bestemt 

 
     

Skyldig 

 
     

Stolt 

 
     

Oppvakt/klar. 

 
     

Irritabel 

 
     

Inspirert      
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Stresset 

 
     

Nervøs 

 
     

Entusiastisk 

 
     

Skamfull 

 
     

Sterk 

 
     

 

G. 

Besvar på en skala fra 1 til 7 i hvilken grad du er enig eller uenig i følgende påstander når du har 

trent de siste syv dagene. Det gjør du ved å 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 føler meg full av liv og overskudd 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

2. Jeg har ikke følt meg særlig energisk 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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3. Noen ganger har jeg følt meg så energisk at jeg nesten sprekker 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

4. Jeg har energi og overskudd 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

5. Jeg ser frem til hver eneste trening 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

6. Jeg føler meg nesten alltid våken og “på hugget” 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

7. Jeg føler meg aktiv 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

 

 

H.  

Instruksjon: Under finner du en liste med påstander om dine generelle følelser 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. 

 

1. Jeg er i det store og hele fornøyd med meg selv HE E U HU 

 

2. Noen ganger tenker jeg at jeg ikke er noe god i det hele tatt. HE E U HU 

 

3. Jeg føler at jeg har mange gode kvaliteter. HE E U HU 

 

4. Jeg er i stand til å gjøre ting like bra som de fleste andre. HE E U HU 

 

5. Jeg føler at jeg ikke har mye å være stolt over. HE E U HU 
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6. Jeg føler meg til tider helt ubrukelig. HE E U HU 

 

7. Jeg føler meg verdifull, i hvert fall på lik linje med andre. HE E U HU 

 

8. Jeg kunne ønske jeg hadde mer respekt for meg selv. HE E U HU 

 

9. Stort sett heller jeg mot å føle meg som en taper. HE E U HU 

 

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

 

 

 

I. 

Til hvilken grad tilnærmer du deg dine ski/snowboard-aktiviteter med disse intensjonene, enten 

du faktisk oppnår dine mål eller ikke. 

 

 

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

 

 

Jeg...... 

 

1. Jobber med å oppnå et personlig ideal? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

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

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

3. Jobber med å utvikle en ferdighet, lære, eller få innsikt i noe? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

4. Jobber med å gjøre det du har tro på? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

5. Ønsker fornøyelse? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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6. Ønsker tilfredstillelse? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

7. Ønsker å ha det gøy? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

8. Ønsker mental avkobling (å slappe av)? 

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 

9. Ønsker å ta det med ro?  

1☐ 2☐ 3☐ 4☐ 5☐ 6☐ 7☐ 
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Appendix VIII 

The digital workbook 
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DEN STØTTENDE 
TRENEREN
Hvordan tilrettelegge for motiverte utøvere, trivsel og 

sportslig utvikling?
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