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Abstract 
In 2021, recognising the perceived strengths and risks, along with the 
tumult experienced by students in a Covid-19 university context, a 
coaching program was wrapped around the Global Enterprise 
Experience (GEE) to support student learning. This program involved the 
training, development and support of a 59 strong volunteer coach team. 
This paper reports the experiences of these coaches and the perceived 
impact of the coaching program from their perspective. Coaches 
participated in a semi-structured interview comprising open-ended 
questioning. Each coach was asked to voice their sense of did they have 
impact? Narrative responses were transcribed, collated within NVivo, and 
analysed using thematic analysis and concept mapping techniques 
(Braun & Clarke, 2006, 2019; Terry, Hayfield, Clarke & Braun, 2017). 
Findings suggest a volunteer coach belief that they had impact upon 
student learning. Impact was described in numerous ways. The program 
was valuable to coaches and team leaders alike. Most especially that as 
an offering the program has impact and is scalable and sustainable. This 
finding is noteworthy as scalability and sustainability in the mix of offering 
students support within experiential learning contexts remains 
challenging for educators and institutions to resource. These findings 
suggesting the coaching program impacted our volunteer coaches, an 
unanticipated positive finding, reveals a potent sustainability factor that 
might now be leveraged creating benefits for both coaches and team 
leaders alike. In so doing, this study contributes to understanding of 
coaching undergraduates engaging in experiential GVTs, with practical 
implications of structuring support.  
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Introduction 
This paper reflects on the experience of offering coaching support via a team of virtual and 
volunteer coaches. It explores coaches’ sense of impact coaching within the experience, 
encompassing consideration of the scalability and sustainability of such an offering. Scalability 
and sustainability are essential component of any collaborative team learning experience. 
Increasingly safeguarding students by offering support for their learning and wellbeing is not just 
a educator’s goal but also an institutional reality. Programs embracing collaborative, technology 
enabled learning experiences are often popular placing additional stressors as while student 
numbers increase funding does not. The stark reality within a university context, is there is little if 
any funding to safeguard and support individual wellbeing and sense making of learning 
experiences. Any coaching program is constrained by funding yet needs to offer professional, 
multifaceted support offering to individuals such that discomfort in learning (Brown, 2016) can be 
embraced with confidence by individuals and organisations alike. While embraced by 
organisations, coaching is less visible within the undergraduate university classroom. Also, 
research tends to consider the experience of individual receiving coaching support rather than of 
the coach themselves (Curry, 2015). 

Coaching to support experiential learning in higher education 

Even prior to the Covid-19 global pandemic, international business and management scholars 
had readily recognise the impact of digital transformations changing work (Giraud-Carrier et al., 
2021; Taras et al., 2013). Lockdowns and the need to socially distance in the physical world have 
accelerated bold change heightening reliance upon digital transformations dramatically reshaping 
organisations globally (Blackburn et al., 2020; LaBerge et al., 2021). This amplification of the role 
of technology presents too in the delivery and assessment of learning within higher education 
institutions (HEIs). There is pressing need for higher education to match these societal changes 
within tertiary classroom and teach the complex real-world skills needed enmeshing problem 
solving, collaboration, creativity, critical thinking, interpersonal communication, leadership, and 
culture has been argued (Giraud-Carrier et al., 2021; Govindarajan, 2020). Some would offer that 
international business and management educators have long since taken this initiative (Gonzalez-
Perez et al., 2019; Gonzalez-Perez & Taras, 2015). Global virtual teams (GVTs) are being used 
to replicate organisational experiences and amplify international business education within 
university classrooms (Cathro, 2020; Velinov et al., 2021). GVT learned skills encompass 
managing team dynamics of virtual exchange (Lindner & O’Brien, 2019), also be referred to as 
the soft skills required by managers in an increasingly digital world (Rodríguez-Jiménez et al., 
2021; Waller et al., 2017), or leadership agility (Cleveland & Cleveland, 2020). Experiences of this 
type are said to enhance digital capacities (Jørgensen et al., 2022), extend entrepreneurial 
thinking (Bandera et al., 2018; Goldstein & Gafni, 2019), and broaden cross cultural experiences 
(Luethge et al., 2016; Velez-Calle et al., 2020). They are also suggested to hone reflection, 
expressly intercultural reflection (Cathro, 2020; Nardon, 2019).  Parry et al., (2023) draw upon 
Vanden Abeele (2020, p. 7) definition of digital wellbeing as the “subjective individual experience 
of optimal balance between the benefits and drawbacks obtained from mobile connectivity”, 
suggesting that digital wellbeing research whilst still nascent is burgeoning. Students are proffered 
to demonstrate heavy reliance and excessive usages particularly within learning contexts that can 



 

negatively associate with learning and academic performance which leads to them being a key 
demographic for scrutiny (Parry et al., 2023). Other scholars similarly suggest that there is a 
potential dark side to readily being able to access and engage with technology (Sánchez-
Fernández & Borda-Mas, 2023). For example, problematic internet usage (PIU) has been 
described as a newly “emerging public health problem and university students comprise a high-
risk population” (Sanchez-Fernandez et al., 2023, p. 1). This recognition of the risks on internet 
usage and its relationship to addictive usage behaviours encompassing depression and insomnia 
led spurs consideration   of “the promotion of activities that do not involve the use of the internet, 
thus reducing the time spent online” (Sánchez-Fernández & Borda-Mas, 2023, p. 26). This 
suggestion represents one way to mitigate risk to individuals and institutions, but it is counter 
intuitive to programs and assessment reliant upon anywhere, anytime connectivity via mobile 
devices premised on internet capabilities of the internet currently embraced as a strategic 
adoption of collaborative online activities to mimic everyday organisational settings and 
internationalisation of international business and education adopting. 

Acknowledging the potential of risk for individuals via a lens of digital wellbeing brings to the fore 
questions pertaining to the quality of institutional offerings as the safeguarding practices of these 
technology enabled collaborative learning spaces. It spurs HEIs to be more questioning of the 
impact of engaging via virtual collaboration generally. Transformational learning within teams 
carries with it potential to blur boundaries, to cross from content, praxis and a way of thinking into 
interpersonal interspaces. Engaging in experiences is suggested to lead to rich learning that fits 
within learning for future work roles. However, risks have also been identified. What is exhilarating 
for some is stressful and overwhelming for others. Academic stress might easily tip to distress 
with potential to further escalate to depression and addictive usage behaviours mooted as 
possible (Mun, 2023). Discomfort in learning needs ideally to be a balanced edge. Providing 
support is an obvious solution to mitigate risk and promote wellbeing and engagement. 
Furthermore, classrooms and many organisations struggle to fund support initiatives highlighting 
the need for offerings to be not only on point but also both scalable and sustainable. Aligning 
experiences  with support is likely achievable via coaching (Curry, 2015) but comprises a cost. 
Coaching as support is a viable strategy to address both the experience of technology (Stehr, 
2023), leadership and teaming (Curry, 2015; Lacerenza et al., 2015) and is evidenced as an 
organisational strategy (Maznevski & Chui, 2017) ).  

This research paper investigates the impact of a volunteer coaching program developed to 
support the development of future organisational coaches (Coaches in Training CITs) and the 
development and wellbeing of virtual team leaders (Leaders in Training LITs) evaluating the 
scalability and sustainability of such an initiative within the higher education classroom. CITs 
articulating perceived value and a sense of impact offering learning support via the experience of 
coaching within the broader GEE activity would in turn endorse sustainability. This is potentially a 
virtuous dynamic, as CITs who perceived impact are proffered more likely to continue to engage 
in the future and this will likely then impact any potential cohort of CITs with a flow on effect to 
scalability. What do CITs offer post experience regarding value and impact of their coaching 
experience? Do the answers to this question offer insight into how to address the quandary of 
scalable and sustainable support to safeguard individuals within tertiary and organisational 
contexts? 



 

Literature 
Best practice teaching via experience comprises quality debrief opportunities, pre-experience 
preparation enmeshing the skills of reflection and reframing, along with positive feedback and a 
sense of achievement, and assessment whereby grades are not directly linked to performance 
outcomes rather they are tethered to demonstrated learning (Cathro et al., 2017). However, risks 
with experience-based learning (EBL) remain (Bradford, 2019; Dean et al., 2020; Wright et al., 
2022).  Here Taras and Ordeñana’s (2015) exploration of what enhances and or hinders 
international workgroup dynamics with student teams offers two insights. First, what individuals 
expected to find challenging was different to what was experienced. Second, that learning had 
latent impact and facilitated multiple expressions of success; success in in job interviews, gaining 
internship opportunities and the creation of friendships and connections where many students 
reporting that they stay in touch with team members long after the project is over. Perhaps not 
surprisingly, within international business, technology-enabled GVT experiences have been 
embraced as learning and assessment mechanisms in tertiary classrooms. Two bespoke well-
established university delivered GVT project experiences are X-culture and the Global Enterprise 
Experience (GEE). Both collaboration forms have recently enmeshed coaching as a form of 
additional support (Taras et al., 2019). 

GVTs, communication technology, experiential learning and wellbeing 

HEIs offering programs of study with global participation and hence increase student diversity as 
well as a reliance on digital technology to facilitate learning are describe as endemic. Prisacariu 
and Shah (2016) suggest that “institutions are increasingly under pressure to ensure that strategy 
is well resourced with robust risk management processes in place” (p.153). They suggest that 
quality in higher education is more than stakeholder satisfaction and is multifaceted, multi-level 
and a dynamic concept that is fundamentally contextual (Prisacariu & Shah, 2016). Their 
discussion of ethics and moral values of the HEI sector gives focus to the pragmatic realities of 
students’ experiences with technology enabled learning and assessment being likely hugely 
varied within any program. That there is an inherent need for program educators and institutions 
to be accountable for the quality of this type of program which includes safeguarding individuals 
engaging in this style of learning. The challenge inherent to HEIs is how to offer quality assurances 
that both benchmark and frame the needs of individual students balancing that learning by doing 
whilst any everyday norm is also unpredictable and a sustainable level. The central reality 
becomes how to do this within the context of technology-enabled global teams are often under-
funded in a way that is both scalable to the size of classrooms, addresses a range of individual 
needs and is sustainable. 

Framing experiential learning within technology enabled collaborative GVTs   

Efforts to develop global leadership skills using experiential learning and technology are prevalent 
within international business education efforts in tertiary classrooms (Andino-Pratts et al., 2022; 
Cullen, 2022). The use of virtual collaboration experiences to internationalise classrooms and 
offer authentic activities has been embraced.  Experiential learning for developing global 
leadership skills has been embraced (Cumberland et al., 2016; Mendenhall et al., 2020; Taras et 
al., 2013)and continue to develop whereby programs of this type typically push students to better 



 

understand self-awareness and prompt ‘trying to enact changes in thoughts and behaviours’ 
(Vora, 2020)(247).  Similarly, Luethge, Raska, Greer and O’Connor (Luethge et al., 2016) describe 
an undergraduate business course where students engage in GVTs to develop cross cultural 
communication skills and cultural knowledge necessary for globally minded business students 
embarking upon leadership roles within organisations. Fey (Fey, 2020)(2020) concludes that 
global leadership research now needs to further extend understanding of the individual and 
organisational enablers impacting development, including organisational support enablers. 
Moreover, understanding learning processes of individuals and organisations orienting towards a 
short-term learning perspective merits scholarly attention as does scales to better measure 
developmental shifts and forms of organisational support (Fey 2020, p.147).  This call for 
understanding fits within higher education institutions as well as other forms of organisations. 
Herein, Vora’s (2020) recognition of the drive for higher education institutions (HEIs) to develop 
“global leadership skills, relevant for any leader – not just those working in an international 
context” (Vora 2020, p.243), promotes learning geared for the development of these capabilities 
with surprisingly little evidence to support the claim that these curricula experiences do indeed 
develop the mooted capabilities.  

Supporting experience-based learning (EBL) in GVTs  

Experience based learning (EBL) is endemic within organisations. Individuals learn via 
experience. Organisations train and develop people for a wide variety of roles by offering 
experiences. It also works within tertiary classrooms. Burch et al., (2019, p. 239) suggest meta-
analysis of four decades of experiential learning suggests this method of learning is effective 
whereby students experienced superior learning outcomes when experiential pedagogies were 
employed. Teaching via experiences is well-evidenced within international business (Gonzalez-
Perez & Taras, 2015, 2019). “Experiential learning activities and experiential programs are often 
posited as an antidote to passivity and lack of engagement in learning”(Burch et al., 2019, p. 239), 
however concerns have also been expressed. Business schools priming students for 
contemporary organisations increasingly call for the use of this approach. “However, teaching 
practices that are consistent with experiential pedagogy deliberately engage students’ emotions 
and may breach expected teaching norms” (Dean et al., 2020, p. 569). Increasingly, educators 
“are expected to engage in experiential education, but they are rarely trained in it” (Giraud-Carrier 
et al., 2021, p. 2) with some suggesting that best practice and development of educators using 
experience-based learning is generally neglected (Dean, Wright & Forray 2020).  

Experiential learning creates discomfort, and this level of discomfort is essential to development 
but comprises risk (Brown, 2016). Wright et al., (2021, p. 3) suggest that “experiential educators 
can leverage students’ negative emotions for valuable learning outcomes” and that “educators’ 
specialized knowledge and skill in facilitating experiential activities are often the make-or-break 
factor for learning from activities”. Classroom experiences with potential for student distress tend 
to comprise the risk of social judgment, higher emotional engagement, and self-disclosure. Here 
there is greater potential for unintended learning consequences (Wright et al., 2019). Wright, Dean 
and Forray (2021, p.3) use the term “emotional intensity” to capture “the likelihood of negative 
emotional outcomes with students’ perceptions of risking some kind of real loss such as social 
standing, self-concept, or relationship changes”. Schlaegel, Gunkel and Taras (2023) suggest that 
individuals with greater capacities to manage emotional, cognitive, and behavioural engagement 



 

(self-regulation capabilities) are more effective in stressful situations within GVTS. Self-regulation 
can be developed and supported by organisations and that the development of individuals’ 
resilience leads to stronger organisational resilience (Schlaegel et al., 2023). Educators and 
scholars also suggest the EBL has stood the test of time, works (Gonzalez-Perez et al., 2019) 
and that many of these inherent risks can be lessened (Bradford, 2018). Here, the role of coaching 
is requisite with recognition that this is an additional expertise deployed by educators (Wright et 
al., 2021).  

Communication technology, international and social media usage, and wellbeing 

Reliance upon collaborative learning within technology enabled teams has arguably increased 
since the global pandemic of 2020. As everyday use of digital technology to virtually collaborate 
has only become further embedded as a societal norm for both education and work, the impact 
of this style of engagement has garnered research scrutiny. Recently studies show both a dark 
side to virtual and digital engagement, where technology suggest addition of dependency 
presents with some suggesting that the myriad of forms potential impacts university students most 
notably. Drawing upon a small but increasing number of recent studies Sanchez-Fernaez, Borda-
Mas and Mora-Mechans (2023) proffer that university students are not necessarily all impacted 
in the same way but that then tend to show a higher risk of problematic internet usage (PIU) 
behaviours and possibly less self-control.  

Experiential learning support: Coaching and the present study 

Within organisations coaching has been used extensively to support development of 
organisational capacity via the capability development of individuals (Theeboom, Beersma, & van 
Vianen, 2014; Bozer, & Jones, 2018). Much scholarly attention has been paid to the effectiveness 
of coaching, its form and sustainability, to the relationship between coaching and business 
excellence (Grover & Furnham, 2016). Coaching, be that executive or workplace coaching, relies 
on relationship between coach and coaches to navigate purposefully content linked to 
experiences. Coaching learning via experiences is suggested as a potential support mechanism 
within tertiary classrooms. Broadly, coaching processes and content align within GVTs algins in 
both organisational contexts and HEIs. However, HEIs tend not to allocate additional funding for 
the support of individuals in addition to program delivery and these classrooms tend to comprise 
larger numbers for shorter durations. Together, these two factors impact the costing of coaching 
and the sustainability of such support initiatives. “Coaching can have tremendously positive 
effects, but to date there has been little attention afforded to the possibility that coaching can also 
exhibit negative effects” (Schermuly & Graßmann, 2019, p. 39). Relationship quality between 
coach and coaches diminishes negative effects (Schermuly & Graßmann, 2019) and increasing 
the likelihood that both coach and coaches have a sense of positive impact. To date, attention 
has been given to the potential negative effects for coachees and what coaches and programs 
can do to prevent and mitigate such negatives (Schermuly & Graßmann, 2019) This focus does 
not fully address a coach perspective as the lens applied tends to give primacy to the risk of 
negatives for individuals (coaches) and organisations more so than the risk to coaches 
(Schermuly & Graßmann, 2019). And so, this study interrogates the efficacy of a coaching 
program developed to support both the development of coaches as well as the support of the 
students engaging in collaborative GVT leadership roles. It is part of a broader program of 



 

evaluation seeking to canvass all experiences of a pilot program adding coaching to support GVT 
engagement to enhance individual performance and in turn organisational capability. The 
overarching research question of this study is “Do CITs supporting LITS engaging in GVT 
leadership experiences believe that they had impact?” If so, how and what is the nature of this 
impact? 

Method 
Recapping the overarching question for this study was ‘What do CITs offer post experience 
regarding value and impact of their coaching experience?’ The interview question was ‘As a 
coach, did you feel you had impact?’ and follow up prompts where ‘Can you tell me more?’ and 
‘How?’ along with other interview encouragers such as head nodding and the like. As such, this 
study uses a qualitative thematic analysis to explore CITS evaluations of GVT coaching post 
experience. At the conclusion of the GEE contest, coaches participated in a debriefing interview 
comprising open-ended questioning. Each coach was asked the same question set pertaining to 
their sense of did they have impact? Narrative responses were transcribed, collated within NVivo 
and analysed using thematic analysis and concept mapping techniques. (Braun & Clarke, 2006; 
Terry, et al., 2017). Data was gathered via Zoom interview to capture interview responses. All CITs 
were asked the same questions in a semi-structured interview. 

Study context: Virtual collaboration in the Global Enterprise Experience (GEE) 

The GEE has been a cornerstone to classroom activities at the University of Victoria Wellington 
and the University of Otago since 2004 and 2012 respectively. Previous study suggests that the 
GEE is teaching students intercultural, virtual and leadership skills (Gilbertson & Cathro, 2015; 
Cathro et al., 2017). Over this time, the size of each annual cohort has grown. Over time has the 
logistical complexity increased in terms of numbers of teams and individuals comprising teams. 
So too has the variety and ease of access to information communication technologies, the range 
of countries, geographic, social cultural and temporal distinctions is genuinely global. The 
interplay of team challenges to amplify experience is a balancing point, achieved by selecting 
individuals for teams via submission of a bio from each individual; they introduce themselves and 
their self-evaluated skillsets, their geolocation, related time zones, technology, study path and 
work experience. While the global nature of the contest has morphed, the heart of the GEE has 
remained constant. The vision of the GEE is social enterprise, to develop creativity and passion 
for leadership, to ignite future leaders and inspire them to wish to connect and change the world 
positively. A review of GVT teams research suggest that student teams likely experience cultural 
diversity differently than organisational teams with less cultural challenges and conflicts (Gibbs et 
al., 2017). Student teams are likely less to experience technology challenges as they are assumed 
to be digital natives with virtual competences (Velez-Calle et al., 2020; Zwerg-Villegas & Martínez-
Díaz, 2016). However, we also know that students are not always confident and that not all of 
them share the same cultural, leadership and technology exposure. Also, while very strong 
reflective and anecdotal feedback suggests that student find the GEE resoundingly positive 
(Gilbertson & Cathro, 2015) our concern remains, how do you provide timely and cost effective 
support in a multitude of forms? More truthfully, how do you provide quality coaching within an 
educational climate of financial constraint?  



 

Ethical considerations 

This study has adopted ethical practices consistent with the expectations of university ethical 
practices. Namely, informed consent, the opportunity to vacate the research process at any stage, 
the anonymizing of participant data and the use of unique identifiers and pseudonyms. It has also 
adopted a degree of separation in researcher role with those engaging directly with participants 
gathering data and anonymising data before sharing this content with the analysis team. The 
researcher conducting the interviews worked separate to the researchers’ coding transcripts and 
all files shared within the research team used unique numerical identifiers. Data storage is also 
passwords protected and encrypted with participant data anonymised prior to sharing for analysis 
with the research team.   

Coach recruitment, training and resulting sample  

Coaches were recruited via an open announcement on the GEE website and email direct to the 
alumni participants of the GEE. A total of 59 volunteer CITS entered the training program, of which 
44 completed the program and the debriefing interview whereby 42 respondents answered the 
impact questions and consented for their responses to be used for research purposes and inform 
this study. 

The coach program offered was structured around 34 hours of online work. The coach training 
program comprises 8 modules of flexible online individual study and expectation that four modules 
based upon 4 x 60-minute modules expected as pre-group work to be completed independently. 
After this initial work, a series is of at least 6 group sessions of 90-minutes (9 hours) comprising 
group discussion. Group sessions involved ‘live’ online discussion of coaching (expressly 
coaching within the context of the GEE), and leadership and experiences of working in teams. 
and dialogue work with 20 related modules of flexitime online study comprising coaching 
enmeshing fundamentals, building trust and rapport, using coaching models, asking powerful 
questions and listening, the power of silence, goal setting, creating accountability and giving 
feedback), coaching conversations online and the moment of impact as well as having difficult 
conversations, coaching for a growth mindset encompassing emotional intelligence, resilience 
wellbeing and change) and, the coaching of skills such as communication, time management, 
delegation, creativity and focus. This program differentiates itself with coaches gaining real online 
coaching experience as compared to theoretical discussions and activity in classrooms. 

59 coaches joined the GEE affiliate coaching program; 44 coaches consented to participate in the 
research study and 42 responses were provided as data for analysis. The sample comprises 47 
female CITs and 12 male CITs. CITs ranged in age from 25-46 years old with an average age of 
30 years old, with 5-8 years work experience. CITs also tended to be based in New Zealand, 
however several CITs were globally geolocated (refer table 1 below). They tended to be GEE 
alumni responding to the direct email invitation. Most CITs worked in not-for-profit organisations 
or government institutions and enterprises, in a range of work roles, typically service and process 
team leadership roles, managerial leads, and advisory roles (refer table 2 below). 

 

 



 

Table 1 

Sample range for Country location and self-described ethnicity 

Country Number Self-described ethnicity Number 

New Zealand 47 New Zealander 40 

Australia 3 Māori 1 

United Kingdom 2 Australian 3 

South Africa 1 Fijian 1 

America (USA) 1 Tongan 1 

Thailand 1 Vietnamese 1 

Vietnam 1 Thai 1 

Malaysia 1 Singaporean 1 

Fiji 1 Sri Lankan 1 

Tonga 1 Malaysian 1 

Southeast Asia (4) European (Italian, Serbian, Scottish, British) 4 

Malaysia 1 American 3 

  British 2 

Total 59 Total 59 

Table 2 

Range of work roles.  

Role description Number Example 

Service/process roles 22 Graduate customer services, customer experience design lead 
merchant risk specialist, service delivery associate 

Sales/marketing/events IT 
digital 

12 Marketing analyst, communication officer, digital adoption manager, 
media executive 

Manager, team lead 9 Manager, program manager, competence manager, brand manager, 
branch manager 

Human resource 
management/Human 
resource development 

8 Recruitment advisor, recruitment consultant, incentives specialist, 
advisor learning and development  

Advisor roles 6 Senior policy advisor, consultant, Client development Business Advisor 

Other 2 Doctoral candidate, associate broker 

Total 59  

Analysis approach 

Interviews were conducted via Zoom. They were recorded and transcribed prior to coding and 
analysis. Interviews were typically 60 minutes in duration comprising questions and discussion of 



 

the respondents’ experience of the coaching program and their GEE experience as CITs. 
Narrative gathered in response to the specific impact questions ranged from 12 to 20 minutes in 
duration. Once transcribed narrative responses were imported and collated within NVivo. After 
which they were coded and analysed using thematic analysis and concept mapping techniques 
(Braun & Clarke, 2006; Terry et al., Braun, 2017). 

Results 

Emergent themes 

The narrative voice of respondents framed three clear emergent themes (“On them”, “On me”, 
and “the nature of impact”). Table 3 presents these three emergent themes for impact (see table 
3 below). A sense of impact was clearly experienced by the coaches with clear articulation of the 
form of this impact as both inferred and concrete change as well as characterisation of the feeling 
of impact. Impact was described in multiple ways with 3 clear perspectives framing the narrative 
voice share by respondents. In terms of the impact perceived ‘on them’, where the CITs gave 
voice to whether they believed coaching was impactful for LITs. It was also articulated as a self-
reflection; the impact that coaching had ‘on me’. CITs articulate a sense of impact on LITs but also 
that coaching had an impact on self. This articulation was somewhat unexpected. CITs also voiced 
the nature of impact with some clear commonality. Here, impact was construed as a feeling 
experienced by the CIT, as a quantifiable form of change, and a sense of change tied to the LIT 
which also offered insights into how impact was created with the coaching engagement. 
Noteworthy is that not a single coach described no impact; all responses suggested some level 
of impact if not a definite sense of impact.   

Table 3 

Emergent themes articulating the perceived value and impact of coaching 

Emergent theme(s) Subtheme(s) 

1. On them Yes 

a) Yes-No – ‘a qualified yes’ 

2. On me a) Impact as personal growth in me 

b) Impact as transferring into my work 

3. Nature of impact  

a) Direct observation of 
impact  

As concrete change 

As a positively stated nature  

As when they (LITS) said it had impact  

b) Indirect reflection  As a sense of change of feelings in ‘their’ LITS 

As a sense of change of feelings in themselves 

c) Differentiation  Compulsion 

Didn’t want to explore 

Didn’t need to explore 



 

Theme 1. “On them” 

There was not a single CIT that offered that they did not perceive impact. Collectively, CITs 
perceived they had impact on LITs via two clear positions, “yes” and “yes-no”. Many were 
confident that they had impact, responding definitively. Some offered very clear, qualified, 
description of not only this belief but also qualification of the nature of impact. For those offering 
affirmation, the nature of impact was further probed in the interview and analysis, which is in turn 
considered in turn. This directly voices CITs had been outright told by LITs that they perceived 
value from coaching, or indirectly that CITs observed characterizable shifts in how LITs described 
their GVT collaborations and engagement. For example, 

“His feedback was that it really helped … he wanted to pick my brain and I gave him things 
to think about” 021. 

Other CITs offered a more hedging ‘yes-no response where they believed impact was contingent. 
LITs deriving most value and benefit were those open to coaching and or where the timing of the 
coaching engagement fit with a perceived GVT need or challenge. Here, sessions too early (prior 
to experiencing some level of challenge) were construed by many CITs to be possibly of less 
relative benefit.  Table 4 now presents exemplars. 

Table 4  

CITs perceived impact on LITs  

“On them” [42](45) Exemplars Notes 

Yes [30](30) “I doubted that I would have such impact, but I realised that I was 
especiallu7 after I did the work and then it changed” 025 

“Definitely. We even went off the topic of the GEE and talked 
about other life problems in general”. 009 

Point of distinction 
between the two (Yes 
vs. Yes-no)?  

a) Definitively - A 
stronger sense of 
impact on them  

b) Qualified – timing, 
openness or 
acknowledgement 
of time needed 

Directly stated 
definitely had 
impact [5] (5) 

“I think I had a bit of impact because without being asked almost 
all of them thanked me asking me questions about staying in 
touch after the GEE.” 018 

“When they said thank you or that it had impact  

But it takes time [3] 
(3) 

“You can have impact where you are allowed to have impact but 
it takes time” 023 

“…some just needed more sessions and getting past these have 
to be done” 047 

“…and yes about 15 hours later he said outright I had impact on 
him”  

Yes- No [12](5) 

Some more willing 
than others [5](5) 

“I definitely had impact but some I had more impact than others” 
011 

“I think it depends to be completely honest…” 014 

“….if they have to do it or chose to do it” 022 

“Can have impact where you are allowed to have impact” 023 

Two positions: 

1. Impact is related 
to timing and need 

2. Impact is 
connected to LITs 
willingness to be 
open. 

Note [number of individuals], (number of responses coded)  



 

These findings support the foundations of the coaching program and the value proposition that 
connection and conversation allowed students to recognise and express their own emotion and 
the emotion of others. In so doing, they were able to actively think out loud, reflect and reframe 
their experience. Moreover, because coaching was a support structure accessible in the periods 
were students might be finding things challenging this in turn would support the development of 
resilience and continuing to engage within fullness in their experience. Students were not all 
embracing of this coaching experience, and coaches felt that those forced to do it for course work 
tended to engage in the activity with less openness and more transactionality. Those students 
who voluntarily engaged in multiple coaching sessions were observed to gain the most benefit. 
The inherent surprise finding was that CITs found that their engagement with students also 
impacted their own professional lives. Indeed, many coaches indicated that there were going to 
continue in relationship with individuals post classroom. 

Theme 2.”On me” 

CITs voiced changes in themselves as personal growth, diffuse for some and specific for others. 
For example, as a change in confidence. Others described impact as a transfer of their CIT 
learning into their work roles and ‘real lives’. 27 CITs, more than half of the respondents, answered 
without prompting that they perceived a positive change (that they valued) in themselves. No 
respondents outright stated that they had no impact. Themes and subthemes of this perspective 
are now presented in Table 5. 



 

Table 5  

Value of impact perceived – “On me”/Change in me as a coach or a person 

‘On me’ – [27] (30) Exemplar Notes 

Personal growth in me [15] (15) “it did impact me… it impacted how I converse with people and changed my 
thinking about how to engage with strangers…” 032 

“I think I definitely underestimated how powerful it is for people to have space 
to talk…” 008 

“I have learned so much but also gone back to the person I was….. I was so 
confident such a free spirit ready to take on the world… now... speaking with 
others (CITs) makes you realise everyone is on their own different journey, 
that is doesn’t mean you are stuck… just speaking with them was motivation 
enough” 058 

Change in CIT behaviour, both 
general and specific. 

Confidence - Change in me and what I 
would offer [5] (5) 

“It taught me to stop and think about how other people think and my compulsion 
to give advice is not the only way taking me to just talk with people, listening 
for the sake of listening, that there is a person there, not just listening to 
respond”. 033 

“I found it really rewarding, feeling like I want to do more like I am actually heling 
someone and growing in myself” 040 

Confidence 

Transferring into my work [2] (2) “I now do coaching with my own team members on a monthly basis and it’s a 
formula without an agenda” 035 

“It impacted me to know them and their questions. I was so humbled by holding 
the same space with them but not to fix it and this has been spilling over into 
my own work” 022 

“I have become a lot more comfortable within myself with my own teamwork … 
it’s made me more aware of what I do and how I do it and stepping back and 
not getting flustered… it’s made my team work more dynamic. I have not had 
team dynamic problems now in quite a while now and it’s also helped me with 
other difficult situations that I have had at work in new spaces”. 036 

Transfer of CITs learning 
experience 

Note [number of individuals], (number of responses coded)



 

Theme 3. Nature of impact 

Impact was articulated as three sub-themes. First, by way of direct observation with a sense of 
concrete change or something different which encompassed the LITs stating a thank you 
acknowledging a definable change. Second, as an indirect reflection where CITS expressed a 
sense of feelings, feeling a change in LITs as a form of impact. Third, as a sense of the impact in 
each response to some degree being different. Here, some voiced the sense that their experience 
of impact was tethered to if the LITs had to engage with the coaching program on offer or if they 
chose to engage. Compulsion was felt to impact engagement and in turn impact; that LITs taking 
MANT317 were more into getting it (the coaching sessions) done and not genuinely open to 
coaching resulting in CITs feeling less able to genuinely have impact. Other agreed that they had 
a sense of differentiation but that this was attributable to them not experiencing a need to fully 
engage as they didn’t need to seek support or solutions. Hence, this theme and subthemes 
capture a sense of differentiation where MANT317 students were less likely to openly engage but 
that this might be for very different reasons (refer table 6 for exemplars). Taken together this 
voices a suggestion that CITs felt impact was of greater magnitude for some as compared to 
others. Furthermore, LIT willingness and readiness was tied to compulsion and or need. For 
example, 

‘…he didn’t really want to be there until – he never really expressed interest until he came 
across the need to be asking’ 026 

“those with mandatory coaching (were) very closed – “I’m just here because I have to do 
sessions” 016  

 

Discussion 
This study interrogates the experience of CITs in terms of how they construe their impact and their 
assessment of the impact of coaching support for the LITs engaging in intensive GVT 
collaborations. The clear emergent themes support the CITs belief that they had impact upon LITs 
learning. Impact was described in numerous ways. CITs voice a sense of impact regarding both 
LITs and themselves. This impact on self was somewhat unanticipated and in turn it is likely that 
for future GEE contests CITs will likely continue to offer their service to the program based of their 
sense of it being impactful and that like this cohort of CITs interest others potentially share interest 
in developing their coaching capability others are also potentially interested in developing as 
coaches. That volunteer coaches shared a sense of being impactful and are likely to re-engage 
as a source of future coaching support suggests potential sustainability and scalability for the 
program for the support and wellbeing of LITs in GVT collaborations. Scalability results from the 
number of willing participants as well as the potential to use these participants as graduate to 
further support CITs allowing program growth without dramatically increasing program costs. It 
also offers insights into how to measure engagement as direct observations and as feelings of 
impact as future metrics of the CITs and LITs experiences of such a program to enhance and 
support experiential learning. Many voice experiences of differentiation whereby students 
mandated to engage with coaching are less willing. However, this requires further research as 
CITs. 



 

Practical implications  

That the program, CITs felt they had impact regardless of their location or institutional affiliation. 
They also felt they derived personal benefit and energy through connection influencing their own 
professional roles stating they were likely to engage with future GEE cohorts and suggest the 
program to others. With a future cadre of coaches, this coaching program demonstrates a 
scalability ideal for undergraduate adoption of GVT as classroom activities, and a sustainability. 
CITS showed to fund their own coaching development.  

Limitations and future research 

This qualitative study might now be extended with a design experiment study using bioth 
quantitative and qualitative data (e.g., Eden, 2017; Highhouse, 2009) to generate further insights. 
Future research might also undertake longitudinal analysis of the impact of the coaching programs 
for both CITS and LITS. As part of a broader research program, this study focuses on the coaches’ 
experiences and perspectives suggests merit in further study examining the role of CITs 
perceptions of impact upon LITs. This research study is part of a broader, ongoing research 
program. Research might now further explore student experiences of coaches and in particular, 
the framing of engagement with the coaching program as required coursework, optional or 
something that you are invited to connect to as part of your GEE GVT engagement. Ideally it 
would also investigate the impact of deploying coach mentors for organisational GVT roles 
especially with the abundance of stressors comprising remote engagement and virtual work 
practices. 

Conclusion 
Our exploratory results offers a variety of contributions. First, by focussing on the CITs 
perspectives, these findings add insight into how we might more broadly evaluate the impact of 
structuring support and cross leveraging experiential learning to both develop coach capability 
and support the wellbeing of experiential learning within GVTs. At the level of theory, this study 
contributes to placing CITs central to the evaluation of impact and perceived value to the effect of 
support of experiential learning in the development of individuals within GVTs. It extends the 
potential evaluation of such programs to include coach perspectives. Specifically differing focal 
points for measuring impact are identified. CITs see impact via concrete or discrete changes as 
well as sensing a shift in how LITs felt. This suggests forms of impact might be measured as 
describable behaviour changes as well as emotional shifts. Second, at a more practical level, this 
study demonstrates that integrating coaching support within GVT collaborations as a mechanism 
to support the wellbeing of LITs engaging via experiential learning is viable. Both scalable and 
sustainable. Coaches voice and experience of being impactful and seeing it of value to both 
themselves and others in a tangible fashion suggest that coaches are likely to value engagement 
and be available in the future. This in turn suggests coach availability and potential for CITs to 
have coach mentors within the context of the training program as a whole The coaching program 
itself is scalable and which translates to sustainability and scalability. This being the case it could 
be suggested that there is potential for sustainability in the sense of future CIT talent. Additionally 
sustainability is achieved with the delivery of a coach effective CIT program which costs the same 
for 10 as it does 100, that has global draw. From a tertiary education perspective this is also cost 



 

neutral as funding to support LITs is via CITs and the organisations they work for and not via 
students or HEIs. This study suggest that deeper investigation is now warranted to consider CITs- 
LITs support dynamic, most specifically regarding self-regulation changes, stress load and 
individual performance. 
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