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Introduction: University students face many challenges during their studies 
and the decline in university students’ well-being is currently an internationally 
shared concern. Among the most important factors influencing students’ well-
being are time and effort management skills as well as psychological flexibility. 
The aim of this study was to compare two different study skills courses. One 
focused on time and effort management (TIMA) and the other on psychological 
flexibility (WELLS). The aim was to gain an understanding of what kinds of 
students apply for these two study skills courses and whether different student 
profiles gain different benefits from these courses.

Methods: A pre- and post-test design was utilized to explore changes in time 
and effort management skills and psychological flexibility during the respective 
courses. Students’ final reports from the courses were additionally analysed 
qualitatively.

Results: The results showed that students’ organised studying improved in both 
courses with no significant differences between TIMA and WELLS. Psychological 
flexibility increased only in the WELLS. A cluster analysis across all participants 
produced four different clusters of students based on their psychological flexibility 
and time and effort management scores at the beginning of the course. There 
were differences between the profiles in changes in psychological flexibility and 
organised studying in the two courses and during both courses students gained 
several benefits from these courses.

Discussion: This study showed that both time and effort management training 
and psychological flexibility training can produce multiple benefits for students. 
The results are further discussed, and practical implications are presented.
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1 Introduction

During their studies, university students encounter many challenges, involving both 
academic and personal issues (Pedrelli et al., 2015). The decline in university students’ well-
being is a shared concern internationally, and depression, anxiety and experienced stress are 
increasingly common among students. For instance, Auerbach et al. (2018) found that over a 
third of students (35.3%) reported having experienced at least one mental health problem in 
their lifetime and one fifth (21.2%) reported having anxiety disorders.
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Moods and emotions have been found to influence a range of 
cognitive processes that are relevant to academic learning (Boekaerts 
and Pekrun, 2015). Negative emotions and moods such as anxiety and 
shame impair cognitive performance and learning by diverting 
attention away from the task and depleting the cognitive resources 
required for effective task execution (Boekaerts and Pekrun, 2015). 
These emotions may also undermine intrinsic motivation and increase 
the use of rigid, less effective learning strategies. Thus, anxiety, in 
particular, impairs performance on cognitively demanding tasks 
(Boekaerts and Pekrun, 2015). A recent study (Lázaro-Visa et al., 
2019) confirms the relationship between managing negative emotions 
and student well-being and satisfaction. Thus, anxiety disorders, 
among other mental health problems, may further cause challenges 
for students’ study progression, academic performance and successful 
studying (see e.g., Auerbach et al., 2018).

Research has consistently demonstrated a significant positive 
correlation between self-regulation skills and psychological well-being 
(Singh and Sharma, 2018; Rodríguez et al., 2022). Self-regulation is 
defined as the self-directed management of thoughts, emotions, and 
behaviors aimed at achieving specific goals (Zimmerman, 2002). In 
the context of learning, individuals must establish objectives, plan 
their learning processes, implement strategies, and monitor their 
progress, making adjustments to their learning behaviors as necessary 
(Zimmerman, 2002). Throughout the various phases of self-
regulation, learners are required to allocate both cognitive and 
metacognitive resources in addition to addressing the primary 
learning task (Seufert, 2018).

Beyond cognitive regulation, the capacity to manage emotions 
and behavior during academic engagement has been linked to a 
reduction in emotional and behavioral issues (Boekaerts and Pekrun, 
2015; Rodríguez et al., 2022). Thus, self-regulation encompasses the 
regulation of behavior, cognition, and emotions (Gross, 2015), 
highlighting the importance of emotional regulation in enhancing 
students’ well-being and academic performance. Emotional regulation 
involves the strategies individuals employ to navigate emotion-
inducing situations and manage their emotional experiences (Koole 
et  al., 2011). In this process, individuals aim to alter the natural 
trajectory of their emotional responses (Koole et al., 2011).

Previous research has identified that time and effort management 
skills—central components of cognitive regulation—are among the 
most important individual-level factors influencing higher education 
students’ well-being (Aeon et al., 2021; Heikkilä et al., 2012).

Many students struggle with time and effort management when 
managing their schedules (Hailikari and Parpala, 2014), and thus 
balancing studying and personal life can be difficult for students. This, 
in turn, may lead to high levels of stress, exhaustion, and problems in 
academic performance (see e.g., Heikkilä et al., 2012). Thus, time and 
effort management skills are important factors influencing students’ 
well-being, academic performance and study progression in university 
studies, whereas poor skills in managing and scheduling studies are 
related to challenges in study progression (Rytkönen et al., 2012).

Another important factor influencing well-being both in work 
and educational settings is psychological flexibility, which is a skill to 
regulate emotions and feelings. Psychological flexibility has been 
shown to be related to better well-being and managing in work life and 
higher education contexts, and it has also been shown to have a strong 
relationship with student engagement and study progression, as well 
as students’ well-being (Asikainen et al., 2018; Bi and Li, 2021). In 

addition, psychological flexibility has shown to be in relation with 
success expectation and progression in studies (Hailikari et al., 2022), 
and elucidating procrastination together with time and effort 
management skills (Asikainen and Katajavuori, 2021).

To facilitate overcoming the different challenges university 
students face, many successful interventions have been developed to 
improve students’ studying and time management skills in universities 
(e.g., Häfner et al., 2015; Barrable et al., 2018; Biwer et al., 2020). In 
addition, interventions aiming to improve psychological flexibility 
have been successful in improving university students’ well-being 
(Räsänen et  al., 2016; Hailikari et  al., 2021). These interventions, 
which have generally been developed to focus on study skills or 
enhancing students’ well-being overall. However, what is not yet fully 
researched is how do different students or different student profiles 
benefit from these kinds of study skills and well-being  –related 
courses. Moreover, it is currently unclear what kind of interventions 
would be  most beneficial for different students representing, for 
example, students with poor study skills or students with weaker well-
being? This study aims to bridge this research gap by exploring 
students in two different study skills and well-being courses, 
examining what kind of students apply to these courses, and how do 
different students benefit from these courses.

1.1 Time and effort management and 
psychological flexibility as factors 
supporting well-being

Previous research has shown that time and effort management as 
well as skills in psychological flexibility are factors which contribute to 
better well-being. A connection between time management and well-
being has been well established and good time management has been 
associated with better well-being (Aeon et al., 2021; Häfner et al., 2015). 
In higher education, self-regulated learning is manifested, for example, 
in/ through time and effort management. Time and effort management 
skills encompass the capabilities of university students to establish 
personal objectives and adhere to their academic goals, regulate their 
use of time, and prioritize the tasks they need to complete (Entwistle 
et al., 2001). These skills have been identified as the most vital elements 
in promoting academic advancement (e.g., Häfner et al., 2015; Adams 
and Blair, 2019). On the other hand, many higher education students 
struggle with these skills and encounter difficulties in changing time 
and effort management skills during their studies (Parpala et al., 2017). 
Research has shown that time and effort management skills (referring 
to students’ skills to set goals for themselves and to study accordingly) 
are among the most important factors in enhancing students’ study 
progression and studying (Asikainen et al., 2022; Rytkönen et al., 2012). 
If students do not use study schedules, they might fail to pass simply 
due to insufficient exam preparation time instead of, for instance, 
sufficient knowledge or skills on the topic (Rytkönen et al., 2012).

Psychological flexibility has also been associated enhanced 
well-being. Conceptually, psychological flexibility refers to an 
individuals’ ability to stay engaged with the present moment and 
manage their emotions and behaviors, even in the face of distressing 
thoughts or feelings, and further, to manage their emotions, 
behaviors and take values-based action even in the face of 
distressing thoughts or feelings (Hayes et al., 2006; Hayes, 2019). 
The concept of psychological flexibility originates in acceptance 
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and commitment therapy (ACT), where the central aim is to 
improve one’s psychological flexibility (Hayes et al., 2006). People 
with high psychological flexibility are able to act according to their 
own values as well as accept and confront their negative thoughts, 
emotions and sensations rather than avoiding them (Bond et al., 
2010). The central process in psychological flexibility is defusion, 
namely the ability to look at one’s own thoughts as separate parts of 
internal behavior and not consider them to be the truths about the 
world or oneself (Hayes et al., 2006). In this way, thoughts are less 
likely to hinder individuals from living a value-based life. Thus, 
values are the foundation for building psychological flexibility, and 
value-based action and behavior are necessary for life satisfaction 
and the experience of a meaningful existence (Hayes, 2019).

Promoting psychological flexibility has been shown to improve all 
aspects of well-being (Hayes et al., 2006; Räsänen et al., 2016). Research 
has indicated that psychological flexibility plays a central role in stress 
management (Viskovich and Pakenham, 2018) and life management 
(Kashdan et al., 2006), stress management and well-being (Thompson 
et al., 2021) as well as self-compassion (Marshall and Brockman, 2016). 
It has also been shown to play a central role in improving performance, 
well-being, and results in the workplace (Puolakanaho et al., 2020). On 
the other hand, low psychological flexibility has been associated with, 
for example, a low quality of life, sleeping problems (Kato, 2016), and 
eating disorders (Masuda et al., 2010).

Psychological flexibility may also play an important part 
important in university studies. Evidence suggests psychological 
flexibility is positively related to positive emotions in learning (Parpala 
et  al., 2017), self-regulation (Eisenbeck et  al., 2019), and study 
progression (LeJeune and Luoma, 2019; Parpala et al., 2017). Recent 
pilot studies have indicated that the theory of psychological flexibility 
is the core process in explaining procrastination in the higher 
education context (Gagnon et al., 2016) and it has also been shown to 
be particularly important for students who are at a higher risk of 
academic failure (Jeffords et  al., 2018). Thus, the importance of 
psychological flexibility is evident in the university context, therefore 
making it central to foster the development of psychological flexibility 
among university students.

1.2 Interventions in improving university 
students’ studying

Time management skills are skills that can be  trained and 
improved by, for example, practicing scheduling and goal setting, and 
thus, it has been concluded that these skills should be  taught to 
students (Kitsantas et al., 2008). Many successful interventions have 
been developed to target improving students’ studying and time 
management skills in higher education contexts (e.g., Barrable et al., 
2018; Biwer et al., 2020). Interventions aiming to develop students’ 
self-regulation have been shown to be  successful in improving 
students’ study achievements in their studies (Azevedo et al., 2004). 
Time management interventions have also been found to affect 
students’ stress levels (Häfner et al., 2015).

In addition to the interventions related to studying and time and 
effort management, an increasing number of interventions aiming to 
build students’ psychological flexibility have been developed in the past 
few years. Thus far, ACT-based interventions in higher education 
contexts have been successful in improving students’ well-being and 

reducing stress levels (Räsänen et al., 2016; Puolakanaho et al., 2020; 
Levin et al., 2017). Furthermore, ACT-based interventions have been 
found beneficial in both face-to-face and web-based settings (Barak 
et al., 2008).

To summarize, recent research highlights the relevance of both 
psychological flexibility and time management as distinct yet 
complementary targets for study skills interventions in higher 
education. Interventions grounded in Acceptance and Commitment 
Therapy (ACT) and the practice of psychological flexibility skills aim 
to enhance students’ capacity to manage difficult thoughts and 
emotions, stay present, and act in accordance with personal values. This 
approach has been shown to reduce stress and anxiety while promoting 
well-being and adaptive functioning in academic settings (Levin et al., 
2017; Räsänen et al., 2016; Puolakanaho et al., 2020). In contrast, time 
management interventions focus on developing practical skills for 
organizing, prioritizing, and efficiently allocating time for academic 
tasks. These interventions have been associated with improved 
academic performance and reduced study-related stress (Claessens 
et  al., 2007; Barrable et al., 2018; Biwer et  al., 2020). While time 
management fosters cognitive regulation, psychological flexibility 
supports emotional regulation and value-driven engagement—both 
essential components for sustainable student well-being.

Interventions that integrate both psychological flexibility and 
study skills are still relatively scarce, yet existing evidence suggests that 
such combined approaches can positively influence both students’ 
well-being and their academic functioning (Asikainen and 
Katajavuori, 2021). However, it is not known how different student 
profiles benefit from different interventions that aim to improve 
students’ study skills and well-being.

2 The aim of the study

The aim of this study was to compare two different kinds of study 
skills courses in order to gain an understanding of what kinds of 
students apply for different study skills courses, and whether different 
student profiles gain different benefits from these courses. The study 
aims to answer the following research questions:

What kind of students apply for study skills courses?
How do these students differ in these two courses concerning 

their time and effort management skills and psychological flexibility?
How does psychological flexibility and time and effort 

management skills change during the courses at a general level and 
between different students?

What kind of benefits do students gain from the study skills 
courses? What kind of differences are there between different students 
in different courses?

3 Methodology

3.1 Participants and the data

The participants in this study comprise university students 
attending two different study skill courses in autumn 2019. A total of 
109 students participated in an eight-week Towards better well-being 
and studying course (WELLS). The data consisted of students 
participating in two separate WELLS courses starting at the beginning 
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of September and the end of October. A total of 109 students signed 
up; 84 of them completed the course, of which 74 gave consent to 
participate in the study and completed the questionnaires. Participants 
of the course represented different disciplines and faculties of the 
University; like life sciences, including veterinary, pharmacy, 
biosciences, forest and agriculture, sciences, and education and were 
1st to 5th year students. Of the participants, 88% were women and 
12% men and the age range varied from 22 to 54 years.

The WELLS course was a voluntary online course that aimed to 
promote students’ psychological flexibility and time and effort 
management skills. The 7-week long course consisted of weekly 
themes related to psychological flexibility, study processes and well-
being. Each week consisted of tutorials, self-study materials, 
experimental exercises, as well as discussions with a peer group. The 
content in each week reflected different aspects of psychological 
flexibility comprising, for example, a consideration of one’s values, 
focusing on the present, practicing seeing one’s thoughts as thoughts 
and not as facts (defusion) and practicing acceptance of oneself and 
self-compassion. Study skills were also practiced consistently during 
the course. At the beginning of the course, students followed their 
time usage for 1 week and afterwards they were instructed to think 
of their time usage at the same time as considering their values and 
the things that were important to them. This course was a pilot 
version of the course described by Asikainen and Katajavuori (2021). 
The course was optional and was offered to all University of 
(anonymized) students. Students gained three credits from the course 
if they completed all the assignments in a given schedule; the course 
was graded as pass/fail.

The other course was a voluntary online course which focused on 
improving time and effort management and the well-being of 
students (TIMA). This course was promoted for students who 
struggled with time and effort management and well-being. The 
course was specifically targeted at students in the Faculty of Arts. In 
total, 135 students voluntarily took part in the study, filled out the 
questionnaire in the fall 2019, and out of these, 90 students finished 
the course, and 80 responded to the questionnaire at the end of the 
course. Of these students’, 84 percent (N = 67) were female, 1.4% 
(N = 9) were male, and 2 students answered other gender. Age ranged 
between 20 and 56. Students gained two credits from the course if 
they completed all the assignments in a given schedule; the course 
was also graded pass/fail. The course lasted for 5 weeks, each week 
having a different theme and task related to time and effort 
management and procrastination. One example was the importance 
of making long-term and short-term study plans, practicing 
prioritizing, following one’s own time usage, considering factors that 
cause procrastination, and sharing ways to overcome procrastination.

The WELLS and TIMA courses were primarily advertised on 
different campuses within the university and during different time 
periods. Participation in the courses was voluntary, and students chose 
which course to attend. In both courses, the data were collected both 
at the beginning and at the end of the course, meaning/indicating that 
a pre- and post-test design was used to explore the changes during the 
respective courses. Students completed the same questionnaires 
during the first and last weeks of the course. In addition, students 
wrote a final report at the end of both courses on the benefits and 
shortcomings of the course for their learning. Students in both courses 
were carefully informed about their study rights at the beginning of 
the course and their consent when joining the study was asked for. 

Participating in the study was voluntary and refusing to participate in 
the study did not affect the completion of the course.

3.2 The instruments

The organized studying subscale focusing on time and effort 
management skills was used from the HowULearn questionnaire 
(Parpala and Lindblom-Ylänne, 2012), and included four items (e.g., 
I carefully prioritize my time to make sure I can fit everything in), and 
were measured a Likert-scale from 1 = totally disagree to 5 = totally 
agree. The HowULearn questionnaire and its subscales has been 
widely utilized and validated both nationally (anonymized) and 
internationally (e.g., Cheung et al., 2020; Rytkönen et al., 2012).

Psychological flexibility was measured with the Work-related 
Acceptance and Action questionnaire (WAAQ) (Bond et al., 2013), 
which was previously adapted to suit the higher education context 
(anonymized) and it included 7 items with a 5-point Likert scale (e.g., “I 
can study effectively, even when I doubt myself”) (Asikainen et al., 2018).

In addition, students’ final reports from the course were used to 
explore in greater depth what the students had gained from the course. 
In the final reports, students were asked to reflect on their learning 
during the course as well as on their experiences of the benefits of the 
course for their learning and studying.

3.3 Analysis

An analysis of missing values was performed on the items used to 
measure the scales. There were only four distinct missing values across 
different items and, these were substituted with the mean values. The 
sum scales measuring time and effort management skills and 
psychological flexibility were formed based on previous studies 
(Asikainen et  al., 2018; Bond et  al., 2013; Entwistle et  al., 2001). 
Example items and Cronbach’s alphas for each scale can be seen in 
Table 1. As the criteria for normality were met, we used the Paired 
sample t-test and repeated measures ANOVA (Girden, 1992) were 
used to explore the changes in organized studying and psychological 
flexibility at a general level. Descriptive statistics and cluster analysis 
were used to examine what kind of students apply for study skills 
courses. K-means cluster analysis was conducted on the scales 
measuring organized studying and psychological flexibility.

Change variables for the time and effort management scale and for 
psychological flexibility were calculated using the pre- and post-course 
measurements in order to explore to what extent students’ scores on 
these scales had changed during the course by subtracting the first 

TABLE 1 Descriptives statistics and differences in organized studying and 
psychological flexibility between the courses.

Course TIMA 
course

WELLS 
course

F p

M sd M sd

Organized 

studying

2.69 0.80 3.00 0.89 5.20 0.024

Psychological 

Flexibility

2.75 0.79 3.04 0.87 4.82 0.030
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measurement from the second measurement. One-way ANOVA was 
used to explore whether there were statistically significant differences 
in change variables between the clusters and the courses.

Finally, the final reports (10 per cluster from both study-skill 
courses) were analysed to explore in greater depth what kinds of 
changes the different student clusters reported regarding the benefits 
of the courses. It was chosen randomly 10 final reports per cluster 
from both courses, however in the TIMA course there were only four 
students in one profile (HH). Thus, 76 final reports were analysed with 
qualitative content analysis in order to find out what kinds of benefits 
or effects students described that they gained from the courses. The 
first and second authors analyzed the reports by following the 
principles of inductive qualitative content analysis (Elo and Kyngäs, 
2008). This method enables the systematic classification of textual data 
through a process of coding and categorization. In the analysis 
categories were derived from the final reports, progressing from open 
coding to grouping and abstraction (Elo and Kyngäs, 2008).

In this study, the analysis proceeded through open coding of the 
material, followed by the organization of codes into subcategories and 
generic categories through iterative comparison and abstraction. This 
approach ensured that the findings remained grounded in the data while 
allowing meaningful conceptual interpretation (Elo and Kyngäs, 2008). 
All text segments where students discussed whether or not this course 
benefited their studies were identified and coded for analysis. One text 
segment could include more than one kind of benefit. The authors 
independently coded the first part of their journals to generate 
preliminary codes, and grouped and categorized codes according to their 
meanings, similarities, and differences. After that all the authors discussed 
about the codes and their meanings which allowed for the refinement of 
the analysis criteria throughout the process and ensured consensus was 
reached. After these discussions and after elaborating the categorization, 
the remaining final reports were analysed. The first and second authors 
analyzed these reports independently. To ensure reliability, a subset of the 
data (20%) was independently coded by these two researchers. Inter-rater 
reliability was assessed using Cohen’s kappa (κ = 0.82), indicating high 
level of consistency between the coders (Landis and Koch, 1977).

The categories which were formed during the first stage (16) were 
reduced in number by grouping them together into four categories.

4 Results

To answer the first research question, descriptive statistics and 
cluster analysis were conducted. The analysis revealed that students 
differed between the courses in their time and effort management 
skills (organized studying) and psychological flexibility. The students 
participating in the TIMA course scored lower on both psychological 
flexibility (M = 2.75, sd = +/−0.79, F = 5.20, p = 0.024) and time and 

effort management skills (M = 2.69, sd = +/−0.80) than students 
participating in the WELLS course (psychological flexibility M = 3.04, 
sd = +/−0.87, time and effort management M = 3.00, sd = +/− 0.89).

In order to explore in more depth what kinds of students apply 
for the study skills courses, a cluster analysis was carried out. In both 
courses, the cluster analysis produced four different clusters of 
students on the basis of their scores on psychological flexibility and 
time and effort management skills at the beginning of the course. The 
first cluster comprised students who had scored low on both 
dimensions, low organized studying and low psychological flexibility 
(LOLO). The second cluster comprised students who scored low on 
psychological flexibility and high on organized studying (LFHO), 
whereas cluster three comprised students who scored high on 
psychological flexibility and low on organized studying (HFLO). The 
fourth cluster comprised students who scored high on both 
dimensions, high organized studying and high psychological flexibility 
(HH) (see Table 2 for details). In the TIMA course, the fourth cluster 
was so small (n = 4) that it was not included in further analysis.

4.1 Changes in psychological flexibility and 
time and effort management skills during 
the courses

First, general level changes in organized studying and 
psychological flexibility in the courses were explored with paired 
sample ANOVA/a repeated measures ANOVA and a paired sample 
t-test. According to paired sample GLM, the changes in organized 
studying did not differ between the courses (time*course = 0.252) but 
changes in psychological flexibility did (time*course = 0.024). The 
paired sample t-test analysis revealed that in both courses there was a 
statistically significant increase in organized studying (p < 0.001) (see 
Table 3). In the TIMA course, the change in psychological flexibility 
was not significant (p = 0.261), but in the WELLS course, a statistically 
significant increase was found (p = 0.003).

Person-oriented exploration of the changes in psychological 
flexibility and organized studying in different clusters showed that 
there were some differences between the clusters. In the WELLS 
course, there was no difference in the profiles concerning the change 
in psychological flexibility (p = 0.223), but changes in organized 
studying differed between the profiles (t = 5.45, p = 0.002).

According to the test, the HH profile differed from the LOLO 
profiles (p = 0.011) and the HFLO profiles (p = 0.006) so that in the 
LOLO and HFLO profiles the scores in organized studying increased 
more during the course in comparison to the HH profile. No other 
statistically significant differences were found (see Table 4).

In the time and effort management course, TIMA, there was a 
statistically significant difference between the change variables 

TABLE 2 Cluster centers.

Sum scale 1 LowOrg-LowPF 
(LOLO) (N = 59)

2 LowPF-HighOrg 
(LFHO) (N = 49)

3 HighPF-LowOrg 
(HFLO) (N = 30)

4 HighOrg-HighPF 
(HH) (N = 20)

Psychological flexibility 2.10 2.94 3.55 4.19

Organized studying 2.22 3.43 2.22 4.16

N = WELLS course 24 25 14 16

N = TIMA course 35 24 16 4
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measuring psychological flexibility (t = 9.73, p < 0.001) and organized 
studying (t = 3.53, p = 0.034) (see Table 4). According to the Tukey’s 
test, the HFLO differed from the LOLO profile (p < 0.001) and the 
LFHO profile (p  = 0.038) regarding the change in psychological 
flexibility. In the HFLO profile, psychological flexibility decreased 
more than in the other profiles. Interestingly, there were differences 
between the profiles according to the ANOVA analysis regarding the 
changes in organized studying. However, Tukey’s test showed almost 
statistically significant differences between LFHO and both LOLO 
(p = 0.063) and HFLO (p = 0.064) regarding organized studying.

4.2 Qualitative data

First, we explored what kinds of benefits the students gained from 
the courses. The analysis of the final reports showed that all the 
students experienced positive effects from courses related to their 
studies. Students in both courses described various positive effects of 
the courses. The themes which were formed were (1) better well-
being, (2) increased self-knowledge and self-reflection (3) Improved 
studying and time and effort management, (4) defusion and self-
compassion (Please see Table 5).

The theme better well-being included students’ comments where 
they expressed that during the course, their well-being had improved 
during the course and that their stress had decreased and coping 
improved. They had learnt to respect their own well-being, like 
sleeping or exercising enough and having time for relaxing and 
recovering. Furthermore, students had learnt to take action to 
improve their well-being during the course. These students’ 
comments represent this theme: 1

“By doing the exercises I realized how many things affect my mind, 
health, and motivation. I have learnt to move from stressing over 
things to doing things which are better for me. I have increased my 

1 All excerpts have been translated from Finnish into English by the authors.

body awareness during this course and leant to respect the needs 
I feel my body has.” (Student, WELLS-course).

The course taught me to care for my own well-being in a new 
and more intentional way (Student, WELLS-course).

During the course, I focused on reflecting on the factors that 
affect my well-being. I thought about what kinds of things cause me 
stress and how to avoid them. Through the course, I became more 
aware of many everyday factors that undermine my well-being 
(Student, wells-course).

“The main thing I learned from this course is how simple time 
management actually is in the end. Overall I would say that the 

TABLE 3 Changes in psychological flexibility and organized studying in both courses.

Course Organised 
studying 
M1 (SD)

Organised 
studying 
M2 (SD)

p t d Psychological 
flexibility M1 

(SD)

Psychological 
flexibility M2 

(SD)

P t d

TIMA 2.69 (0.80) 3.12 (0.84) <0.001 −5.26 0.73 2.75 (0.79) 2.70 (0.64) 0.261 0.64 0.66

WELLS 3.00 (0.89) 3.29 (0.89) <0.001 −3.67 0.72 3.04 (0.87) 3.21 (0.87) 0.003 −2.81 0.54

TABLE 4 Differences between the changes in organized studying and psychological flexibility during the WELLS and TIMA courses.

Change variable LOLO LFHO HFLO HH t p η2

WELLS course

Organized studying 0.54 (0.64) 0.13 (0.53) 0.68 (0.87) −0.14 (0.69) 5.46 0.002 0.155

Psychological flexibility 0.29 (0.56) 0.17 (0.57) 0.23 (0.52) −0.06 (0.45) 1.49 0.223 0.,096

TIMA course

Organized studying 0.58 (0.79) 0.15 (0.36) 0.67 (0.88) 3.53 0.034

Psychological flexibility 0.25 (0.63) −0.04 (0.45) −0.51 (0.60) 9.73 <0.001

TABLE 5 The themes and subcategories of the qualitative results.

Theme Sub-category

Well-being Better well-being

Stress decreased

Coping improved

Increased self-knowledge and self-

reflection

Self-awareness increased

Awareness of one’s own thinking 

patterns increased

Awareness of one’s own well-being 

increased

Awareness of oneself as a learner 

increased

Improved studying and time and effort 

management

Improved and more effective academic 

performance

Improved time management skills

Setting of goals and sub-goals

Learning new study techniques

Values, defusion and self-compassion Identifying personal values

Strengthening value-based action

Recognizing and managing with 

negative thoughts

Cognitive defusion

Developing a more self-compassionate 

attitude
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course has helped me focus on the essentials of time management, 
and I  feel that my well-being and, for example, my stress levels 
related to studying have significantly decreased.” (Student, 
TIMA course).

Many of the students’ comments were related to the theme of 
increased self-knowledge and self-reflection. Students reported that 
during the course they had realized many new things about themselves 
and their own thinking patterns, their well-being or themselves as a 
student, and they had become aware of their learning and study skills. 
Students reported that during the course they had realised that they 
had poor study skills or that they did not use enough time for their 
studies. This theme also included comments where students had 
realized what is meaningful for them in their life. The comments 
below represent this theme:

“I realised that I’m quite organised in my studies and I  have 
knowledge of time management. I think my biggest problem is how 
to get things done. I  know how to manage my time. But still 
sometimes I cannot get some things done. This course had helped me 
with this problem.” (Student, WELLS-course).

“The most important thing in this course was realising that 
I need to improve my time-management skills. I also realised new 
things about my mind and thoughts – I have adopted a mindset and 
a way of thinking which is not easy to break away from even if it 
were beneficial for me to do that. --- This course helped me to realise 
this, and I felt that I learnt about new tools to investigate this theme 
further.” (Student, WELLS-course).

“During the course, I learned important things about schedules, 
about myself, and about how I approach and act on the goals I set for 
myself--- During the course, I increasingly realized that I am a fairly 
practical person and learner. I need clear routines, schedules, and 
goals, and above all, a goal and motivation to get things done. The 
change in my own thinking is quite significant, as I now want to think 
more carefully about the reasons for procrastination than before and 
I am motivated to change my behavior.” (Student, TIMA-course).

The third theme was Improved studying and time and effort 
management. This theme included all the students’ comments that 
their studying and time management had improved during the 
course. Students reported that they had learnt new and more effective 
study skills during the course. They had also learnt to manage their 
time better by setting goals for their studies and by scheduling their 
studies and assignments in their weekly timetable. By learning to 
manage their time and studying better, many of the students felt that 
their studying and academic performance had become more effective. 
The comments below represent this theme:

“During the course, I learned to set long-term and short-term goals, 
prioritise my goals, make a weekly plan, and adopt techniques for 
studying. Procrastination decreased with the technique I learnt—
now I start tasks more briskly and finish things before the deadline. 
This is a big deal for me because it has reduced unnecessary stress 
associated with studying. It has also brought a feeling of success--
-The initial planning and filling in the weekly plan also contributed 
to the fact that you  had to really think about what you  are 
realistically capable of doing. The weekly plan helped me realise how 
fragmented my days were.” (Student, WELLS course).

I learned a lot, especially about time management. The time 
management task made me reflect more deeply on how I use my 
time, as I  could clearly see in black and white where my time 
actually goes. This deep reflection helped me start changing some 
deeply rooted habits for the better. Now, I’m better at setting aside 
time for my school assignments. (Student, WELLS course).

“During the course, I  learned about time management and 
procrastination. I  learned that time management planning is 
successful with a time plan. It helps you prioritize tasks, because if 
you have a lot to do, you often do not know where to start. When it 
comes to setting goals, I learned that it’s worth breaking them down 
into subgoals, which is helpful because it’s easier to meet small 
subgoals than large and vague ones.” (Student, TIMA course).

The fourth theme was Values, Defusion and self-compassion. 
During the course, students reflected on and identified their personal 
values and practiced acting in accordance with them. The students 
had learnt new aspects of thoughts – they had learnt that thoughts are 
not facts, and they had learnt to question their thoughts and confront 
them and they had learnt to manage with negative thoughts. Students 
also reported that during the courses they had learned to take a 
gentler and more compassionate attitude towards themselves and 
be  less demanding of themselves. The comments below represent 
this theme:

“My important observation relates (which helps me also in situations 
other than learning) to observing your own thinking and above all, 
its differentiation from the self. Observing your own thoughts from 
a distance provides an incredibly important perspective and a 
distance to your own thoughts and thus opens up space for 
recognising your own thought errors and patterns.” (Student, 
WELLS-course).

“The course made me reflect on my values and how I use my 
time. I realized I prioritize work and studying, even though my top 
values are well-being, my boyfriend, and my family.” (Student, 
WELLS-course).

“I learned to be a bit more compassionate toward myself, as 
I realized that criticizing myself does not do any good.” (Student, 
WELLS-course).

“Another important thing that was discussed in the course was 
distancing yourself from negative thoughts. Although I have heard 
before that you should not get attached to your thoughts, I only 
understood the importance of that advice when I realized how much 
one thought affects my life.” (Student, TIMA course).

Next, we  explored whether there were differences between the 
courses and the profiles regarding benefits (see Table 6). The results 
showed that in the WELLS course, students described more benefits 
regarding better well-being than students in the TIMA course, but the 
experienced benefits related to increased self-knowledge and self-
reflection, improved studying, and time and effort management and 
values, defusion and self-compassion were mentioned equally frequently. 
However, students in the TIMA course more frequently reported that 
the course improved their time and effort management skills.

“In week four, we focused on observing our thoughts—and it really 
showed. I discovered a pile of thoughts so harsh it made me feel sick. 
I say things to myself that I would never say to another person. At 
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the same time, I realised that those thoughts were not truly mine—I 
was just repeating things that had been said to me year after year. 
Thoughts like ‘I’m never good enough for anyone’ or ‘I’m stupid/
useless/not enough’ have been running through my head daily. Until 
now, they have been a fixed part of me—and I had not even realized 
it. But once I became aware of them, I also learned how to challenge 
them and practice self-compassion.

I feel that this course has had a significant impact on my studies. 
It’s amazing to notice how much I internalized in such a short time 
and how quickly change can happen. Studying does not have to 
be exhausting and draining—not even for me. Now that I’ve realised 
how harshly I talk to myself, I plan to keep observing my thoughts 
and correcting them when necessary.

My overall exhaustion decreased and my stress levels dropped 
during the course, mainly because studying started to feel easier. It 
became easier to influence my own behavior when I understood 
which part of me was avoiding studying—and why. As a result, some 
of the stress also faded away.” (Student, WELLS course).

“Previously, I have not made any kind of reading schedules for 
myself, not even for my matriculation examination, but I’ve 
“scheduled” according to my mood, so that I’ve often only started 
when I have to. Now I’ve started making more specific schedules and 
I’ve noticed that they help create a certain sense of certainty that I’ll 
get the assignments done and the materials read on time. I’ve 
noticed that this also raises my self-esteem.” (Student, TIMA course).

5 Discussion

The aim of this study was to compare two different kinds of study 
skills courses to gain an understanding of what kinds of students have 
applied for different study skills courses and whether students with 
different profiles based on their organized studying and psychological 
flexibility differ in the benefit they gain from these courses.

Students’ ability to study in an organized manner improved in 
both courses, with no significant differences observed between them. 
This is in line with earlier studies, which show that time and effort 
management skills can be  improved with training (Häfner et  al., 
2015). In addition, there were no differences between the courses in 

the changes in organized studying. This is interesting since the TIMA 
course focused mainly on improving time and effort management 
skills every week and in the WELLS course, students followed their 
time for a week at the beginning of the course and reflected on their 
time usage together with value-based reflection. Thus, the results of 
this study indicate that time and effort management skills can 
be improved by simply becoming aware of one’s own time usage. This 
has also been shown in earlier studies (Häfner et  al., 2015). In 
addition, it seems that time and effort management skills can 
be supported with reflection on one’s own time usage and linking it 
to value-based thinking. One reason for this could be  that 
psychological flexibility has been found to support time and effort 
management because it has been suggested that the process of 
psychological flexibility involves dedicating your time in daily life to 
actions that are important and based on your values (Kashdan and 
Rottenberg, 2010). Therefore, when time is allocated to facilitate 
value-based actions, it can enhance time and effort management and 
make it more meaningful (Sheldon et al., 2010).

The results of this study showed that in the WELLS course, 
psychological flexibility increased statistically significantly, but this 
was not the case in the TIMA course. The changes also differed from 
each other. WELLS is an ACT-based course which aimed to improve 
psychological flexibility and these kinds of interventions have been 
shown to improve psychological flexibility in earlier studies as well 
(Levin et al., 2017; Räsänen et al., 2016). It seems that introducing the 
psychological flexibility concept briefly with little practice is not 
enough to develop skills in psychological flexibility. Earlier studies 
have also shown that psychological flexibility skills development can 
take time (Hayes, 2019; Räsänen et al., 2016).

In this study four different profiles of students were found on 
the basis of their scores on psychological flexibility and on time and 
effort management skills at the beginning of their courses. The 
biggest profile was the LOLO profile (low organized studying and 
low psychological flexibility) which is not surprising as it is probable 
that students who struggle with their studies might also seek 
opportunities to improve their time and effort management and 
well-being skills more often. Earlier research has also found similar 
profiles concerning time and effort management and psychological 
flexibility (Asikainen and Katajavuori, 2021). Furthermore, at the 

TABLE 6 Distribution of the categories between different profiles.

Better well-being Increased self-
knowledge and self-

reflection

Improved studying and 
time management

Defusion and self-
compassion

WELLS 16 17 15 11

LOLO 3 2 2 1

LFHO 3 5 1 0

HFLO 4 4 7 5

HH 6 6 5 5

TIMA 5 19 18 9

LOLO 0 5 5 2

LFHO 2 7 6 4

HFLO 3 7 7 3

HH 0 2 1 0
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beginning of the course, students in the TIMA course had lower 
scores both in organized studying and in psychological flexibility 
than in the WELLS course. This might be due to the fact that the 
TIMA course was advertised especially for students who experience 
challenges in their time and effort management, whereas the 
WELLS course was advertised as a course which improves students’ 
well-being. Therefore, the WELLS course might appeal to a wider 
number of students who do not necessarily struggle with their 
studies but want to improve their well-being.

There were also differences between the profiles in changes in 
psychological flexibility and organized studying in the two courses. 
In the TIMA course, those students who assessed their psychological 
flexibility and organized studying skills to be low at the beginning of 
the course (LOLO group) increased their psychological flexibility, 
whereas students who rated their organized studying skills low and 
psychological flexibility as high at the beginning of the course (HFLO, 
high flexibility and low organized studying), showed a decrease in their 
psychological flexibility score. This might be due to the fact that as 
their awareness of psychological flexibility increased, they rated their 
own ability more realistically at the end of the course. The influence 
of increased awareness on a decrease in one’s ability or self-evaluation 
has also been shown in other studies (Postareff et al., 2008). In the 
WELLS course, these differences did not occur, as in this course the 
students had time to practice their skills in psychological flexibility 
during the whole eight-week course. Studies have shown that 
practicing psychological flexibility can be a long process and it can 
take time for improvement to show (Räsänen et  al., 2016). 
Furthermore, in the TIMA course in the LFHO profile (low flexibility 
and high organized studying), the change in organized studying was 
not as big as in other profiles (LOLO, HFLO). In the WELLS course, 
similar differences were found, as profiles with high organized 
studying differed from those with low organized studying. This 
difference is most likely due to the already higher score in organized 
studying. Earlier research has also shown that students with low time 
management skills can benefit from this kind of training (Häfner 
et al., 2015; Nadinloyi et al., 2013).

The results of this study showed that students experienced several 
benefits in both courses. Students in both courses reported better 
well-being, improved studying and time and effort management, 
better self-knowledge and reflection, as well as learning defusion 
skills and self-compassion towards themselves. Earlier research 
concerning ACT-based courses have found similar results (Asikainen 
et al., 2019; Hailikari et  al., 2021). Time and effort management 
trainings also have been shown to improve time management and 
well-being (Aeon et al., 2021; Häfner et al., 2015; Häfner and Stock, 
2010; Nadinloyi et al., 2013). In addition, increasing consciousness is 
the first step towards a change in behavior (Prochaska and 
DiClemente, 1983), and this too is an interesting finding. Although 
different benefits were experienced in both courses, there was a slight 
difference in the experienced improvement of well-being as students 
in the WELLS course reported improved well-being more than 
students in the TIMA course. Although research has reported an 
influence in well-being as a result of both psychological flexibility 
(Hayes et al., 2006; Kashdan and Rottenberg, 2010) and time and 
effort management (Aeon et al., 2021; Häfner et al., 2015), the results 
of this study indicate that students in the WELLS course, which also 
included practicing skills in psychological flexibility, experienced 
more benefits in their well-being.

6 Limitations

This study has several limitations. First, the number of participants 
was rather low, which reduces the generalizability of the analysis. For 
instance, the number of students in various clusters was small, and in 
certain instances, too low for analysis, thus the results should 
be interpreted cautiously. However, different courses were explored, and 
interesting results were produced from both courses. Another 
significant limitation of the study was that it relied entirely on self-
reported data. This implies that the measurements were based on the 
students’ own perceptions of these variables. Nevertheless, the 
questionnaires used were validated and have been established as reliable 
in measuring/quantifying these constructs. A further limitation of this 
study was that we measured only psychological flexibility and organized 
studying with no other scales. Future research could focus on carrying 
out quantitative analyses on how time management and psychological 
flexibility affect well-being or studying and how large the effects may be. 
On the other hand, a strength of the current study was that we analysed 
students’ experiences qualitatively and the results of qualitative analysis 
gave indications of the benefits of the courses. Furthermore, a limitation 
of this study is the lack of information on the extent of additional 
academic pressure participants may have experienced concurrently 
with this course. The course took place towards the end of the year, a 
period when students may face increased workload due to their autumn 
studies. Additionally, we  do not have data on other mental health 
services the participants may have utilized during the course, nor can 
we determine whether such additional support measures may have had 
a positive impact during the course period.

6.1 Practical implications and future studies

The findings of this study have several practical implications for 
higher education institutions and for the design and implementation 
of study skills courses. Our results highlight the importance of 
supporting both cognitive self-regulation—particularly time and 
effort management—and emotional self-regulation, such as practicing 
psychological flexibility skills, during higher education studies. Both 
study skills courses, WELLS and TIMA, demonstrated effectiveness 
in improving organized studying, suggesting that a variety of 
pedagogical approaches can be employed to achieve similar outcomes. 
Time and effort management skills can be strengthened by monitoring 
and reflecting on one’s time use, as demonstrated in our study. 
Monitoring one’s time use can enhance metacognitive awareness of 
one’s competencies and study behaviors, thereby enabling more 
intentional and adaptive regulation of one’s actions (Zimmerman, 
2002; Claessens et al., 2007). Furthermore, our findings underscore 
the critical role of clear instructional structures, goal setting and 
formulation, as well as scaffolding of goal-directed behavior, as 
suggested by Boekaerts and Pekrun (2015).

However, the distinct impact on psychological flexibility between 
the courses suggests that incorporating components of psychological 
flexibility—such as strategies for managing one’s thoughts and value-
based action—can enhance students’ well-being. This is an important 
consideration for universities and course designers. Our study thus 
reinforces the need to support students’ emotional regulation 
throughout their studies. By promoting constructive emotion 
regulation strategies and offering targeted programs to develop them, 
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educators can better support students in their learning processes 
(Boekaerts and Pekrun, 2015).

The identification of distinct student profiles and their varied 
responses to the courses highlights the need for recognizing the variety 
of students’ needs. Tailoring courses to address the specific needs of 
different student profiles could enhance their effectiveness, ensuring 
that all students would gain maximum benefit. In the beginning of 
study skills courses it could be considered initial assessments to identify 
student profiles and subsequently customize course content and 
support accordingly. New technology and various AI tools could 
be implemented to support students’ varying needs (Ravšelj et al., 2025).

Future research should continue to explore the differential impacts 
of study skills courses on diverse student populations across different 
disciplines and among international student populations. Longitudinal 
studies could provide insights into the long-term effects of such 
interventions on academic performance and psychological well-being as 
well as in exploring the lasting effects of psychological flexibility training. 
Additionally, further investigation into the mechanisms underlying the 
observed differences in psychological flexibility and organized studying 
across student profiles could inform the development of more targeted 
and effective interventions. Research could also examine the impact of 
integrating face-to-face and online training into similar interventions, as 
well as embedding technology and emerging AI tools into study skills 
courses, as these resources may offer new opportunities for personalized 
learning and reflection (Ravšelj et al., 2025).

In conclusion, this study contributes to the growing body of 
literature on study skills interventions by highlighting the importance 
of considering both cognitive regulation –like time management skills, 
and emotional regulation – like psychological flexibility - in course 
design. By recognizing the diverse needs of students and tailoring 
interventions accordingly, university educators can enhance the 
effectiveness of study skills courses and support students in developing 
the skills necessary for academic success and well-being.

7 Conclusion

In conclusion, this study contributes to the growing body of 
literature on study skills interventions by highlighting the 
importance of considering both cognitive regulation  –like time 
management skills, and emotional regulation – like psychological 
flexibility  - in course design. This study showed that both time 
management training and psychological flexibility training can have 
multiple benefits for students. Based on the results, it is suggested 
that simply making students aware of their time usage can have an 
effect on their time management skills. These kinds of assignments 
could be easily implemented as part of university courses. Further, 
by recognizing the diverse needs of students and tailoring 
interventions accordingly, university educators can enhance the 
effectiveness of study skills courses and support students in 
developing the skills necessary for academic success and well-being. 
In addition, the importance of psychological flexibility in university 
studies should also be  taken into account. It would seem that 
combining time management with ACT-based training can influence 
students studying and time management as well as their well-being 
and self-compassion. Implementing ACT-based training in 
university studies have been found to have multiple positive 

influences on student learning and well-being (Asikainen et al., 2019; 
Asikainen and Katajavuori, 2021).

Data availability statement

The raw data supporting the conclusions of this article will 
be made available by the authors, without undue reservation.

Ethics statement

This study was conducted in accordance with Finnish legislation, 
and in this kind of study, ethical approval is not needed according to 
legislation. We followed strictly the guidelines of TENK https://tenk.
fi/en which is required in this kind of research in Finland. The studies 
were conducted in accordance with the local legislation and 
institutional requirements. The participants provided their written 
informed consent to participate in this study.

Author contributions

NK: Conceptualization, Formal analysis, Investigation, 
Methodology, Writing – original draft. TH: Conceptualization, Formal 
analysis, Investigation, Methodology, Writing – review & editing. HA: 
Conceptualization, Formal analysis, Investigation, Methodology, 
Writing – review & editing.

Funding

The author(s) declare that no financial support was received for 
the research and/or publication of this article.

Acknowledgments

The authors wish to thank the students for participating 
these courses.

Conflict of interest

The authors declare that the research was conducted in the 
absence of any commercial or financial relationships that could 
be construed as a potential conflict of interest.

Publisher’s note

All claims expressed in this article are solely those of the authors 
and do not necessarily represent those of their affiliated organizations, 
or those of the publisher, the editors and the reviewers. Any product 
that may be evaluated in this article, or claim that may be made by its 
manufacturer, is not guaranteed or endorsed by the publisher.

https://doi.org/10.3389/feduc.2025.1485784
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
https://tenk.fi/en
https://tenk.fi/en


Katajavuori et al. 10.3389/feduc.2025.1485784

Frontiers in Education 11 frontiersin.org

References
Adams, R. V., and Blair, E. (2019). Impact of time management behaviors on 

undergraduate engineering students’ performance. Sage Open 9:2158244018824506.

Aeon, B., Faber, A., and Panaccio, A. (2021). Does time management work? A meta-
analysis. PLoS One 16:e0245066. doi: 10.1371/journal.pone.0245066

Asikainen, H. (2018). Examining indicators for effective studying – The interplay 
between student integration, psychological flexibility and self-regulation in learning. 
PSYE 10:225.

Asikainen, H., Kaipainen, K., and Katajavuori, N. (2019). Understanding and 
promoting students’ well-being and performance in university studies. J. Univ. Teach. 
Learn. Pract 16, 1–17.

Asikainen, H., Hailikari, T., and Mattsson, M. (2018). The interplay between 
academic emotions, psychological flexibility and self-regulation as predictors of 
academic achievement. J. Furth. High. Educ 42, 439–453. doi: 10.1080/0309877X.2017. 
1281889

Asikainen, H., Nieminen, J. H., Häsä, J., and Katajavuori, N. (2022). University 
students’ interest and burnout profiles and their relation to approaches to learning and 
achievement. Learn. Individ. Differ 93:102105. doi: 10.1016/j.lindif.2021. 
102105

Asikainen, H., and Katajavuori, N. (2021). Development of a web-based intervention 
course to promote students’ well-being and studying in universities: Protocol for an 
experimental study design. JMIR Res. Protoc 10:e23613. doi: 10.2196/23613

Auerbach, R. P., Mortier, P., Bruffaerts, R., Alonso, J., Benjet, C., Cuijpers, P., et al. 
(2018). WHO world mental health surveys international college student project: 
prevalence and distribution of mental disorders. J. Abnorm. Psychol. 127, 623–638. doi: 
10.1037/abn0000362

Azevedo, R., Cromley, J., and Seibert, D. (2004). Does adaptive scaffolding facilitate 
students’ ability to regulate their learning with hypermedia? Contemp. Educ. Psychol. 29, 
344–370. doi: 10.1016/j.cedpsych.2003.09.002

Barak, A., Hen, L., Boniel-Nissim, M., and Shapira, N. A. (2008). A comprehensive 
review and a meta-analysis of the effectiveness of internet-based psychotherapeutic 
interventions. J. Technol. Hum. Serv. 26, 109–160. doi: 10.1080/15228830802094429

Barrable, A., Papadatou-Pastou, M., and Tzotzoli, P. (2018). Supporting mental health, 
wellbeing and study skills in Higher Education: an online intervention system. Int. J. 
Ment. Health Syst 12, 1–9. doi: 10.1186/s13033-018-0233-z

Bi, D., and Li, X. (2021). Psychological flexibility profiles, college adjustment, and 
subjective well-being among college students in China: A latent profile analysis. J 
Contextual Behav Sci 20, 20–26. doi: 10.1016/j.jcbs.2021.01.008

Biwer, F., oude Egbrink, M., Aalten, P., and de Bruin, A. (2020). Fostering effective 
learning strategies in higher education – a mixed-methods study. J. Appl. Res. Mem. 
Cogn. 9, 186–203. doi: 10.1016/j.jarmac.2020.03.004

Boekaerts, M., and Pekrun, R. (2015). “Emotions and emotion regulation in academic 
settings” in Handbook of educational psychology. eds. P. A. Alexander and P. H. Winne 
(London: Routledge), 90–104.

Bond, F., Flaxman, P., van Veldhoven, M., and Biron, M. (2010). “The impact of 
psychological flexibility acceptance commitment therapy (ACT) on health productivity 
at work” in Contemporary occupational Health Psychology: Global perspectives on 
research, education, and practice. eds. J. Houdmont and S. Leka (Chichester: Wiley-
Blackwell).

Bond, F. W., Lloyd, J., and Guenole, N. (2013). The work-related acceptance and action 
questionnaire: initial psychometric findings and their implications for measuring 
psychological flexibility in specific contexts. J. Occup. Organ. Psychol. 86, 331–347. doi: 
10.1111/joop.12001

Cheung, K., Yip, T. L., Wan, C. J., Tsang, H., Zhang, L. W., and Parpala, A. (2020). 
Differences in study workload stress and its associated factors between transfer students 
and freshmen entrants in an Asian higher education context. PLoS One 15:e0233022. 
doi: 10.1371/journal.pone.0233022

Claessens, B. J., Van Eerde, W., Rutte, C. G., and Roe, R. A. (2007). A review of the 
time management literature. Pers. Rev. 36, 255–276. doi: 10.1108/00483480710726136

Eisenbeck, N., Carreno, D., and Uclés-Juárez, R. (2019). From psychological distress 
to academic procrastination: exploring the role of psychological inflexibility. J. Context. 
Behav. Sci. 13, 103–108. doi: 10.1016/j.jcbs.2019.07.007

Elo, S., and Kyngäs, H. (2008). The qualitative content analysis process. J. Adv. Nurs. 
62, 107–115. doi: 10.1111/j.1365-2648.2007.04569.x

Entwistle, N., McCune, V., and Walker, P. (2001). “Conceptions, styles, approaches 
within higher education: analytic abstractions and everyday experience” in Perspectives 
on thinking, learning, and cognitive styles. eds. R. J. Sternberg and L.-F. Zhang 
(New York, NY: Lawrence Erlbaum Associates Inc), 73–102.

Gagnon, J., Dionne, F., and Pychyl, T. A. (2016). Committed action: an initial study 
on its association to procrastination in academic settings. J. Context. Behav. Sci. 5, 
97–102. doi: 10.1016/j.jcbs.2016.04.002

Girden, E. R. (1992). ANOVA: Repeated measures. London: Sage.

Gross, J. J. (2015). Emotion regulation: current status and future prospects. Psychol. 
Inq. 26, 1–26. doi: 10.1080/1047840X.2014.940781

Hailikari, T., Katajavuori, N., and Asikainen, H. (2021). Understanding 
procrastination: A case of a study skills course. Social Psychology of Education 24, 
589–606. doi: 10.1007/s11218-021-09621-2

Hailikari, T. K., and Parpala, A. (2014). What impedes or enhances my studying? The 
interrelation between approaches to learning, factors influencing study progress and earned 
credits. Teach. High. Educ 19, 812–824. doi: 10.1080/13562517.2014.934348

Hailikari, T., Nieminen, J., and Asikainen, H. (2022). The ability of psychological 
flexibility to predict study success and its relations to cognitive attributional strategies 
and academic emotions. Educ. Psychol. 42, 626–643. doi: 10.1080/01443410. 
2022.2059652

Häfner, A., and Stock, A. (2010). Time management training and perceived control of 
time at work. J. Psychol. 144, 429–447. doi: 10.1080/00223980.2010.496647

Häfner, A., Stock, A., and Oberst, V. (2015). Decreasing students’ stress through time 
management training: an intervention study. Eur. J. Psychol. Educ. 30, 81–94. doi: 
10.1007/s10212-014-0229-2

Hayes, S. C. (2019). Acceptance and commitment therapy: towards a unified model 
of behavior change. World Psychiatry 18, 226–227. doi: 10.1002/wps.20626

Hayes, S. C., Luoma, J. B., Bond, F. W., Masuda, A., and Lillis, J. (2006). Acceptance 
and commitment therapy: model, processes and outcomes. Behav. Res. Ther. 44, 1–25. 
doi: 10.1016/j.brat.2005.06.006

Heikkilä, A., Lonka, K., Nieminen, J., and Niemivirta, M. (2012). Relations between 
teacher students’ approaches to learning, cognitive and attributional strategies, well-
being, and study success. High. Educ. 64, 455–471. doi: 10.1007/s10734-012-9504-9

Jeffords, J., Bayly, B., Bumpus, M., and Hill, L. (2018). Investigating the relationship 
between university students’ psychological flexibility and college self-efficacy. J. Coll. 
Stud. Retent. Res. Theory Pract. 22, 351–372. doi: 10.1177/1521025117751071

Kashdan, T., Barrios, V., Forsyth, J., and Steger, M. (2006). Experiential avoidance 
as a generalized psychological vulnerability: comparisons with coping and emotion 
regulation strategies. Behav. Res. Ther. 44, 1301–1320. doi: 10.1016/j.brat.2005.10.003

Kashdan, T. B., and Rottenberg, J. (2010). Psychological flexibility as a fundamental 
aspect of health. Clin. Psychol. Rev. 30, 865–878. doi: 10.1016/j.cpr.2010.03.001

Kato, T. (2016). Impact of psychological inflexibility on depressive symptoms and 
sleep difficulty in a Japanese sample. Springerplus 5:712. doi: 10.1186/s40064-016-2393-0

Kitsantas, A., Winsler, A., and Huie, F. (2008). Self-regulation and ability predictors 
of academic success during college: a predictive validity study. J. Adv. Acad. 20, 42–68. 
doi: 10.4219/jaa-2008-867

Koole, S. L., Van Dillen, L. F., and Sheppes, G. (2011). “The self-regulation of emotion” 
in Handbook of self-regulation: Research, theory, and applications. eds. D. Vohs and R. 
Baumeister. 2nd ed (New YorK, NY: Guilford Press), 22–40.

Landis, J. R., and Koch, G. G. (1977). An application of hierarchical kappa-type 
statistics in the assessment of majority agreement among multiple observers. Biometrics 
33, 363–374. doi: 10.2307/2529786

Lázaro-Visa, S., Palomera, R., Briones, E., Fernández-Fuertes, A. A., and 
Fernández-Rouco, N. (2019). Bullied adolescent’s life satisfaction: personal competencies and 
school climate as protective factors. Front. Psychol. 10:1691. doi: 10.3389/fpsyg.2019.01691

LeJeune, J., and Luoma, J. (2019). Values in therapy: A clinician’s guide to helping 
clients explore values, increase psychological flexibility, live a more meaningful life. 
Oakland, CA: New Harbinger Publishers.

Levin, M., Haeger, J., Pierce, B., and Twohig, M. (2017). Web-based acceptance and 
commitment therapy for mental health problems in college students: a randomized 
controlled trial. Behav. Modif. 41, 141–162. doi: 10.1177/0145445516659645

Marshall, E., and Brockman, R. (2016). The relationships between psychological 
flexibility, self-compassion, and emotional well-being. J. Cogn. Psychother. 30, 60–72. 
doi: 10.1891/0889-8391.30.1.60

Masuda, A., Price, M., Anderson, P., and Wendell, J. (2010). Disordered eating-related 
cognition and psychological flexibility as predictors of psychological health among 
college students. Behav. Modif. 34, 3–15. doi: 10.1177/014544550935156

Nadinloyi, K., Hajloo, N., Garamaleki, N., and Sadeghi, H. (2013). The study efficacy 
of time management training on increase academic time management of students. Soc. 
Behav. Sci. 84, 134–138. doi: 10.1016/j.sbspro.2013.06.523

Parpala, A., and Lindblom-Ylänne, S. (2012). Using a research instrument for 
developing quality at the university. Qual. High. Educ. 18, 313–328. doi: 10.1080/ 
13538322.2012.733493

Parpala, A., Asikainen, H., Ruohoniemi, M., and Lindblom-Ylänne, S. (2017). The 
relationship between the development of time and effort management and experiences 
of the teaching-learning environment in a university context. International Journal of 
Learning and Change 9, 170–184.

https://doi.org/10.3389/feduc.2025.1485784
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
https://doi.org/10.1371/journal.pone.0245066
https://doi.org/10.1080/0309877X.2017.1281889
https://doi.org/10.1080/0309877X.2017.1281889
https://doi.org/10.1016/j.lindif.2021.102105
https://doi.org/10.1016/j.lindif.2021.102105
https://doi.org/10.2196/23613
https://doi.org/10.1037/abn0000362
https://doi.org/10.1016/j.cedpsych.2003.09.002
https://doi.org/10.1080/15228830802094429
https://doi.org/10.1186/s13033-018-0233-z
https://doi.org/10.1016/j.jcbs.2021.01.008
https://doi.org/10.1016/j.jarmac.2020.03.004
https://doi.org/10.1111/joop.12001
https://doi.org/10.1371/journal.pone.0233022
https://doi.org/10.1108/00483480710726136
https://doi.org/10.1016/j.jcbs.2019.07.007
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1016/j.jcbs.2016.04.002
https://doi.org/10.1080/1047840X.2014.940781
https://doi.org/10.1007/s11218-021-09621-2
https://doi.org/10.1080/13562517.2014.934348
https://doi.org/10.1080/01443410.2022.2059652
https://doi.org/10.1080/01443410.2022.2059652
https://doi.org/10.1080/00223980.2010.496647
https://doi.org/10.1007/s10212-014-0229-2
https://doi.org/10.1002/wps.20626
https://doi.org/10.1016/j.brat.2005.06.006
https://doi.org/10.1007/s10734-012-9504-9
https://doi.org/10.1177/1521025117751071
https://doi.org/10.1016/j.brat.2005.10.003
https://doi.org/10.1016/j.cpr.2010.03.001
https://doi.org/10.1186/s40064-016-2393-0
https://doi.org/10.4219/jaa-2008-867
https://doi.org/10.2307/2529786
https://doi.org/10.3389/fpsyg.2019.01691
https://doi.org/10.1177/0145445516659645
https://doi.org/10.1891/0889-8391.30.1.60
https://doi.org/10.1177/014544550935156
https://doi.org/10.1016/j.sbspro.2013.06.523
https://doi.org/10.1080/13538322.2012.733493
https://doi.org/10.1080/13538322.2012.733493


Katajavuori et al. 10.3389/feduc.2025.1485784

Frontiers in Education 12 frontiersin.org

Pedrelli, P., Nyer, M., Yeung, A., Zulauf, C., and Wilens, T. (2015). College students: 
mental health problems and treatment considerations. Acad. Psychiatry 39, 503–511. 
doi: 10.1007/s40596-014-0205-9

Postareff, L., Lindblom-Ylänne, S., and Nevgi, A. (2008). A follow-up study of the 
effect of pedagogical training on teaching in higher education. High. Educ. 56, 29–43. 
doi: 10.1007/s10734-007-9087-z

Prochaska, J. O., and DiClemente, C. C. (1983). Stages and processes of self-change of 
smoking: toward an integrative model of change. J. Consult. Clin. Psychol. 51, 390–395. 
doi: 10.1037/0022-006X.51.3.390

Puolakanaho, A., Tolvanen, A., Kinnunen, S., and Lappalainen, R. (2020). A 
psychological flexibility-based intervention for burnout: a randomized controlled trial. 
J. Context. Behav. Sci. 15, 52–67. doi: 10.1016/j.jcbs.2019.11.007

Räsänen, P., Lappalainen, P., Muotka, J., Tolvanen, A., and Lappalainen, R. (2016). An 
online guided ACT intervention for enhancing the psychological wellbeing of university 
students: a randomized controlled clinical trial. Behav. Res. Ther. 78, 30–42. doi: 
10.1016/j.brat.2016.01.001

Ravšelj, D., Keržič, D., Tomaževič, N., Umek, L., Brezovar, N., Iahad, N., et al. (2025). 
Higher education students’ perceptions of ChatGPT: a global study of early reactions. 
PLoS One 20:e0315011. doi: 10.1371/journal.pone.0315011

Rodríguez, S., González-Suárez, R., Vieites, T., Piñeiro, I., and Díaz-Freire, F. M. 
(2022). Self-regulation and students well-being: a systematic review 2010–2020. Sustain. 
For. 14:2346. doi: 10.3390/su14042346

Rytkönen, H., Parpala, A., Lindblom-Ylänne, S., Virtanen, V., and Postareff, L. (2012). 
Factors affecting bioscience students’ academic achievement. Instr. Sci. 40, 241–256. doi: 
10.1007/s11251-011-9176-3

Seufert, T. (2018). The interplay between self-regulation in learning and cognitive 
load. Educ. Res. Rev. 24, 116–129. doi: 10.1016/j.edurev.2018.03.004

Sheldon, K. M., Cummins, R., and Kamble, S. (2010). Life balance and well-being: 
testing a novel conceptual and measurement approach. J. Pers. 78, 1093–1134. doi: 
10.1111/j.1467-6494.2010.00644.x

Singh, S., and Sharma, N. R. (2018). Self-regulation as a correlate of psychological 
well-being. Indian J Health Well-being 9, 441–444.

Thompson, E., Destree, L., Albertella, L., and Fontenelle, L. (2021). Internet-based 
acceptance and commitment therapy: a transdiagnostic systematic review and meta-analysis 
for mental health outcomes. Behav. Ther. 52, 492–507. doi: 10.1016/j.beth.2020.07.002

Viskovich, S., and Pakenham, K. (2018). Pilot evaluation of a web-based acceptance 
and commitment therapy program to promote mental health skills in university 
students. J. Clin. Psychol. 74, 2047–2069. doi: 10.1002/jclp.22656

Yu, B., and Wright, E. (2016). Socio-cultural adaptation, academic adaptation and 
satisfaction of international higher degree research students in Australia. Tert. Educ. 
Manag. 22:1127464:49. doi: 10.1080/13583883.2015.1127405

Zimmerman, B. J. (2002). Becoming a self-regulated learner: an overview. Theory 
Pract. 41, 64–70. doi: 10.1207/s15430421tip4102_2

https://doi.org/10.3389/feduc.2025.1485784
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
https://doi.org/10.1007/s40596-014-0205-9
https://doi.org/10.1007/s10734-007-9087-z
https://doi.org/10.1037/0022-006X.51.3.390
https://doi.org/10.1016/j.jcbs.2019.11.007
https://doi.org/10.1016/j.brat.2016.01.001
https://doi.org/10.1371/journal.pone.0315011
https://doi.org/10.3390/su14042346
https://doi.org/10.1007/s11251-011-9176-3
https://doi.org/10.1016/j.edurev.2018.03.004
https://doi.org/10.1111/j.1467-6494.2010.00644.x
https://doi.org/10.1016/j.beth.2020.07.002
https://doi.org/10.1002/jclp.22656
https://doi.org/10.1080/13583883.2015.1127405
https://doi.org/10.1207/s15430421tip4102_2

	Enhancing students’ well-being and studying in higher education: a comparison of two different study skill courses
	1 Introduction
	1.1 Time and effort management and psychological flexibility as factors supporting well-being
	1.2 Interventions in improving university students’ studying

	2 The aim of the study
	3 Methodology
	3.1 Participants and the data
	3.2 The instruments
	3.3 Analysis

	4 Results
	4.1 Changes in psychological flexibility and time and effort management skills during the courses
	4.2 Qualitative data

	5 Discussion
	6 Limitations
	6.1 Practical implications and future studies

	7 Conclusion

	References

