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Abstract of Dissertation
Impact on Learning and Leadership of Trainees in a Federal Agency Executive Coach
Training Program: An Exploratory Case Study

The challenges facing leaders in the federal government are complex, significant,
and diverse. These challenges have been exacerbated by a changing global landscape,
financial economic meltdowns, budget deficits, terrorism, cybersecurity concerns, war,
and an aging workforce (Koonce, 2010). Yet, from a leadership development perspective,
until recently, very little had changed in the way leaders were prepared to handle those
challenges. As part of a call to action, executive coaching is rapidly becoming a staple of
senior leadership development.

Given the increased emphasis on executive coaching as a leadership development
tool, the purpose of this study was to explore the linkage between executive coach
education/training, a learning intervention with theoretical underpinnings in learning
theory (experiential learning, transformative learning, reflective learning, and action
learning) and participant leadership and executive coaching skills. A descriptive, single
exploratory case study design was employed using both quantitative and quantitative
techniques. The former included Leadership Practices Inventory (LPI), Servant
Leadership Questionnaire (SLQ), and International Coach Federation (ICF) Competency
Survey. Qualitative techniques included observation, document analysis, and focus group
to explore the impact of the Defense Acquisition University Executive Coach training
program on participants, specifically the impact on participant leadership and executive

coaching skills.
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The key findings build on existing research and show that 1) participation in
executive coach training created a shift in participant focus from self to other, a critical
component of both transformational and servant leadership; 2) a learning environment,
combined with emphasis on ICF competencies, improved executive coaching skills; 3)
the ICF competency related to ethical orientation and guidelines with respect to
professionalism did not demonstrate evidence of change; 4) executive coach training
predicated on ICF competencies enhanced active listening and powerful questioning, two
critical components of executive coaching and action learning, and 5) coach training
enhanced participants’ self-awareness and reflective learning, critical attributes for

executive coaches. The study concludes with recommendations for research and practice.
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Chapter 1: Introduction

Overview

The challenges facing leaders in the federal government are complex, significant,
and diverse. These challenges have been exacerbated by a changing global landscape,
financial economic meltdowns, budget deficits, terrorism, cybersecurity concerns, war,
and an aging workforce (Koonce, 2010). Yet, from a leadership development perspective,
until recently, very little changed in the way senior leaders were prepared to handle these
challenges, prompting concern and a call to action (Koonce, 2010). As part of the call to
action, executive coaching, the focus of this research effort, is rapidly becoming a staple
of senior leadership development. To more fully understand the magnitude of the issue,
and to establish the baseline from which to construct effective change, the federal
government commissioned a nationally recognized consulting firm to study the issue.

According to the report, Unrealized Vision: Reimagining the Senior Executive
Service, there is currently a significant leadership deficit in the federal government,
which raises concerns about the ability to meet the globalized and challenging demands
facing the United States (Koonce, 2010). The report identified shortfalls in the
government’s leadership development programs aimed at senior leaders, describing the
programs as “inadequate, decentralized, and not strategically linked to agency succession
planning” (Koonce, 2010, p. 44). Given the concerns related to report findings, a number
of initiatives/changes were proposed; the one most germane to this research effort was
“the inclusion of new training and learning modalities in leadership programs, notably

executive coaching” (Koonce, 2010, p. 45).



Executive coaching has experienced exponential growth in the last decade and has
morphed into a $2.365 billion industry (coachfederation.org, 2016; Walker-Fraser, 2011).
Maltbia, Marsick and Ghosh (2014) identified executive coaching as one of the five top
leadership development initiatives. According to Kets de Vries (2005), the pace of
change is driving the demand for executive coaching. What worked well even five years
ago in the business world may no longer be relevant today. For executives in both the
private and public sectors, there is relentless pressure to deliver bottom-line results. In all
sectors, the demand for learning has increased significantly (Maltbia, et al., 2014). In
order to adapt and be effective, executives have turned to cultures of coaching and
commitment to replace the command-and-control, siloed ways of operating (Kets de
Vries, 2005).

Yet, while executive coaching is a staple of senior leadership development in the
private sector, senior leaders in the public sector have much less experience/exposure to
the discipline; the report stated that less than 25% of Senior Executive Service (SES)
have had exposure to executive coaching (Koonce, 2010). According to Koonce (2010),
executive coaching should be on par with other leadership development initiatives in the
portfolio to capture the nuanced and unique capabilities of the discipline. Koonce (2010)
cited a number of benefits of executive coaching: 1) executive coaching is a one-on-one,
confidential opportunity for SES members to explore/examine complex leadership and
other challenges confronting them and their organizations; 2) executive coaching creates
an opportunity for leaders to develop deeper self-awareness; 3) executive coaching

provides a safe haven to test out new ideas prior to implementation; and 4) executive



coaching creates the space for leaders to do more than think about complex issues, but to
develop action plans to achieve objectives.

However, building this leadership development capability requires a roadmap for
successful implementation, which consists of four key factors: sponsorship by senior
leadership, coach selection, identification of the magnitude of services provided, and
appropriate matching of the coach-coachee dyad (Koonce, 2010). It is the coach selection
aspect, in general, and the training and development of executive coaches, specifically,
that will be the focus of this research study.

With respect to delivering the best outcomes to the executive and the
organization, the report challenged agencies to exercise caution in hiring coaches. There
are a number of ambiguities, complexities, and challenges inherent in the executive
coaching conversation. Therefore, only coaches with proven credentials should be
considered. According to the report (Koonce, 2010), the minimum qualifications are
certification or graduation from a recognized coaching program. While there is no official
licensing authority for executive coaches, the International Coach Federation (ICF) does
officially offer an Accredited Coaching Training Program (ACTP) that follows a typical
protocol with certain common elements (coachfederation.org, 2016). ICF offers three
levels of credentials: Associate Certified Coach (ACC), Professional Certified Coach
(PCC) and Master Certified Coach (MCC). ICF-accredited programs have an element of
mentor coaching, observed coaching sessions, engagement with clients, multiple
feedback sessions, and performance evaluation—all elements that are foundational to the
coach-coachee dynamic. From that baseline, agencies need to consider the coach’s

experience, background, and ability to connect with people (Koonce, 2010).



Statement of the Problem

While there has been an explosion in the executive coaching industry in general,
and, more specifically, in the federal space, executive coaching is still a fairly new
industry in the federal space’s leadership development initiative (Koonce, 2010). As a
result, very little is known from both empirical and practical standpoints about how to
best employ the phenomenon, how to train and select coaches, and how to assess the
value proposition gained through engagement with executive coaching. Not only is there
a dearth of empirical studies on executive coaching, even fewer focus on the education
and training of executive coaches. While empirical studies are limited (Du Toit, 2007;
Ladegard & Gjerde, 2014; Maltbia et al., 2014; Smither, London, Flautt, Vargas, &
Kucine, 2003; Walker-Fraser, 2011), there are conceptual studies and anecdotal evidence
suggesting that executive coaching is a leadership development tool and that learning
experiences are transformational in nature (Walker-Fraser, 2011).

In addition, while coaching is continuing to grow as a profession, it is a profession
that has attracted the qualified as well as the unqualified. Coaching is a complex
discipline predicated on both strong theoretical foundations and practice. According to
Kets de Vries (2005), coaches lacking in training and practice are apt to do more harm
than good. Leadership at the executive level is complex and requires an executive coach
that is fundamentally equipped to handle that complexity.

Kets de Vries (2005) maintained that coaches need to be trained in psychology in
order to deal with the real-world complexities of executives. This perspective is no longer
widely shared, and the designation of “trained coach” does not indicate psychology

education and training (Butler, Forbes, & Johnson, 2008; coachfederation.org, 2016).



According to a 2016 study done by the ICF, leadership/executive experience is often
reported as being more significant than psychological training. Like executive coaching,
executive coach training is a leadership development, a learning development
phenomenon about which very little is known from an empirical perspective (Bachkirova,
Arthur, & Reading, 2015; Beets & Goodman, 2012; Ely, Boyce, Nelson, Zaccaro,
Hernez-Broome, & Whyman, 2010; Feldman & Lankau, 2005; Mackie, 2007).

Given the dearth in empirical studies for executive coaching in general, our
knowledge base with respect to executive coach training is limited as well. Failure to
explore executive coaching in general—and executive coach training specifically—may
potentially introduce unacceptable levels of risk, with the attendant potential to do harm
through the coaching process. According to Goode (2007), the increase in demand for
executive coaching, the increase in the number of executive coaches, and the lack of
standardized certification and training requirements in the discipline warrant an analysis
of how well prepared coaches are in the discipline. As coach education/training is
typically part of the preparation process, by extrapolation, one can make the case that an
analysis of executive coach education/training is warranted as well.

Most of what is known about executive coaching is practice based and not
theoretically based. Many of the claims with regard to value are unsubstantiated in
nature. Empirical work is limited, and a portion of the work that has been done has been
shown to be of dubious quality (Bachkirova et al., 2015; Beets & Goodman, 2012; Ely et
al., 2010; Feldman & Lankau, 2005; Mackie, 2007). Major decisions with respect to
retaining coaches are sometimes based on flawed, anecdotal, or practice—only-based

perceptions. Without an adequate understanding of executive coaching, in general, and



executive coach education, specifically, in more than an anecdotal or practice-based
perspective, the potential to perpetuate harmful practices in the discipline persists
(Ciporen, 2015).

Purpose and Research Questions

This research effort proposes to explore executive coach training in a more
exhaustive and empirical way. Executive coaching is viewed as a leadership development
and learning initiative. Executive coach training mirrors many of the same
aspects/elements employed in executive coaching. Of special interest is the link between
executive coach education (learning intervention) and the impact on the ability to coach
clients as well as the impact on the coach’s leadership.

The purpose of this research study is to explore executive coach
training/education as a learning intervention and to investigate its resulting impact on the
coach’s leadership perspective and coaching skills as a result of participation in an
executive coach training program within a federal agency. Of specific interest is
executive coach training within the Defense Acquisition University (DAU), with an
emphasis on how the executive coaching program develops executive coaching skills and
leadership of the participants in the program. The DAU program is predicated on four
foundational pillars: reflection, action learning, experiential learning, and transformative
learning. This study seeks to understand the impact on participants in the program with
respect to coaching ability and leadership. Therefore, the research question under study is

RQ: What is the impact of the DAU Executive Coach training program on

participants’ coaching ability and leadership style?



R1: How did participation in the program impact the trainees’ leadership
style/approaches?

R2: How did participation in the program develop the trainees’ ability to perform
as executive coaches?

Statement of Potential Significance

From a broad perspective, the significance of this study will be to potentially aid
in the identification of the fundamental elements for a solid/successful training program
for federal executive coaches, thereby enabling the federal government to better design
and deliver executive coaching programs. Additionally, well designed and executed
coach training programs may deliver many of the same benefits to trainees that executive
coaches deliver to their coaching clients. Given the sensitive nature of the coaching
engagement, better-trained coaches potentially reduce the risk of doing harm to the
coaching client.

Executive coaching is an expensive leadership development intervention.
Likewise, executive coach training/education requires significant resources. While the
DAU Executive Coach Training Program (officially known as Faculty Professional
Development (FPD) 350) is not ICF accredited, it is closely modeled on the ICF
requirements and competencies, with the ICF competencies being foundational to the
program design. The program has elements of mentor coaching, observed coaching
sessions, engagement with clients, multiple feedback sessions, and performance
evaluations—all typical elements of ICF-sanctioned programs. Although not ICF
certified, the DAU Executive Coach Training Program received the 2012 ICF Prism

Award from the ICF Metro DC Chapter in recognition that DAU “leveraged the power of



coaching to enhance the performance and results of its clients”
(www.dau.mil/leadership/leadershipdocs/DAU_Wins_Prism_Award.pdf).

The DAU executive coach training program is a 10-month engagement that is
quite rigorous and intensive. The trainees are leaders within the organization who carry a
significant workload outside of this effort. During the program, the coach trainees will
engage SES, General Officer/Flag Officer personnel, or O-6 level personnel (colonels);
they are all leaders who have extensive responsibilities in support of strategic initiatives
for the Department of Defense (DoD).

The trainees are DAU faculty with significant leadership, teaching, and consulting
demands on their time. Therefore, the executive coach training process is an expensive
undertaking in terms of leadership resources that are in short supply and high demand.
This research effort will allow the university to assess, in more than an anecdotal manner,
the change in coach participants and, potentially, the value proposition of the executive
coach training program. Study of the executive coach trainees in a more objective way
may guide the evolution of the training program.

Executive coach training is predicated on the theoretical underpinnings of
learning theory, more specifically: experiential learning (Kolb, Boyatzis, & Mainemelis,
2011; Wilson, 2005), transformative learning (Mezirow, 2000; Mezirow, 2009),
reflective learning (McCarthy, 2010), and action learning theory (Ciporen, 2015;
Marquardt, 2011; O’Neil & Marsick, 2014; Sofo, Yeo, & Villafafie, 2010; Witherspoon,
2010). This study has the potential to contribute to the body of knowledge of learning
theory. In corollary, outcomes predominantly identified in the literature state that the

areas of significant transformation associated with the discipline of executive coaching



include both transformational and servant leadership (Cerni, Curtis, & Colmar, 2010;
McCarthy, 2010). While there have been a significant number of studies conducted on
leadership, this study offers empirical evidence of the link between executive coach
training and transformational and servant leadership.

Conceptual Framework

Research of the transformational nature of executive coach training is predicated
on two broad theoretical pillars: learning and leadership. Executive coach training as a
learning initiative is predominantly aligned with four types of learning: experiential
learning, transformative learning, reflective learning; and action learning The literature
predominantly characterized the transformation in terms of leadership as transformational
and servant.

Transformational leadership is characterized as leadership that transforms a
follower from the pursuit of self-interest to the interest of the group. While there are
differing models of transformational leadership, many aspects are shared in common:
vision, inspirational, motivational, focus on followers (Bass & Avolio, 1995; Kouzes &
Posner, 2012). In corollary with transformational leadership, servant leadership also is
characterized by a strong desire to serve and carries a great conern for followers. As with
transformational leadership, there are many shared attributes of servant leaders: deisre to
serve, valuing of people, and empowering (Greenleaf, 1977; Spears, 1995; van
Dierendonck, 2011). This exploratory case study will seek to understand the impact of
the learning intervention, Executive Coach Training, on program paticipants’
transformational and servant leadership as well as their ability to coach, as exhibited by

the ICF competencies (see figure 1).



Figure 1. Conceptual Framework

Leadership:
Learning: Transformational leadership
(Executive Coach Training) Servant Leadership
Experiential Learning
Transformative Learning
Reflective Learning Executive Coaching
Action Learning kills/Ability (ICF Framework)
RQ: What is the impact of the DAU Executive Coach training program on participants?

Figure 1. Conceptual Framework showing the linkage between executive coach education/training (as a
learning intervention), leadership (transformational and servant), and executive coaching skills/ability using
the ICF Framework.

Summary of Methodology

A single exploratory case using qualitative and quantitative techniques (Creswell,
2003; Neuman, 2003) will facilitate research on the linkage between executive coach
training and the associated change in coaching skill/ability and changes in leadership of
the participants in the program. According to Yin (2014), case study research is
appropriate when there is a need to gain understanding of complex social phenomena.
The case study approach allows researchers to focus on a case, a bounded entity, while
retaining the capability to adopt a holistic and real-world perspective. With respect to the
research question under study, Yin (2014) proposed the use of case study to answer how
and why questions where the researcher has no control of behavioral events and when the
research focuses on contemporary events. The research effort is consistent with all
elements of case study research.

The case, for the purposes of this study, will be the DAU 2017 Executive Coach
Training Cohort, representative of group level analysis with participation from seven of
the 16 members of the cohort. The site will be the Defense Systems Management College

10



(DSMC) located on the Fort Belvoir campus of DAU. Data collection will consist of
observation, review of archival documents, focus group, and surveys. Multiple sources
will be selected to contribute to holism and to create an in-depth exploration of the
transformational nature of executive coach training.

Limitations and Delimitations

Generalizability is a limitation of qualitative inquiry in general and case study
methodology specifically. This research study is a single case, Cohort 2017 of the DAU
Executive Coaching Program. Therefore, it is not empirically sound to presume that
findings regarding this specific cohort are generalizable to agencies outside of DAU and
the Department of Defense (DoD) to a broader population of federal agencies.

In addition to generalizability limitations, this research effort suffers from the
same concerns as other research using self-report data. With qualitative research in
general, and self-report data specifically, issues of bias can limit trustworthiness of the
study. In addition, subject’s recall and honesty in assessing are limitations of the study.

Delimitations are clearly evident in this research effort. All participants in this
program are leaders within DAU. DAU is unique; it is the corporate university for the
DoD. Therefore, comparison between DAU and other federal agencies that are not
corporate universities may be unwise. This research effort is strictly concerned with
executive coaching, as opposed to other forms of coaching and leadership interventions,
such as mentoring and consulting. Lastly, cohort members are typically leaders within
their DoD organization. Therefore, comparisons and generalizations to the full spectrum

of organizational members may be invalid.

11



Definition of Key Terms

Defense Acquisition University (DAU). DAU is the corporate university for the
DoD for all things acquisition. DAU’s mission is to “provide a global learning
environment to develop qualified acquisition, requirements and contingency
professionals who deliver and sustain effective and affordable warfighting capabilities”
(www.dau.mil, 2016).

DAU Executive Coach Training. A 10-month, highly structured program of
instruction based on a six-step model of executive coaching that is experiential,
reflective, transformative, and action oriented in nature.

Executive coach. ““Professional who partners with clients in a thought-provoking
and creative process that inspires clients to maximize their personal and professional
growth” (coachfederation.org, 2016). For the purposes of this study, cohort participants
will role play both the role of the executive coach and the coachee.

Executive coaching. Formal one-on-one relationship in which the “coachee and
the coach collaborate to assess and understand the coachee and his or her development
task, to challenge current constraints while exploring new possibilities, and to ensure
accountability and support for reaching goals and sustaining development” (Ting & Hart,
2004, p. 116).

Facilitator. DAU faculty member responsible for the execution of training and
conduct of the administrative functions related to the DAU Executive Coach Training
Program.

Leader. DAU member serving in a position of significant responsibility, such as

Dean/Director, Department Chair, Performance Learning Director, Operations Officer,
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Senior Faculty, Course Manager (CM)/Course Manager Regional Representative
(CMRR), Operations Officer, Customer Liaison Officer (CLO), or Lead of major
consulting efforts.

Summary of Chapter 1 and Overview of Dissertation

Chapter 1 introduced the research study, situated it in the field of executive
coaching in the broad sense, with a narrowing of focus to executive coach
education/training. The problem or issue the research was attempting to address and the
purposes of the research were specified, along with the specific research question this
study is attempting to address. The conceptual framework was laid out, illustrating the
theoretical underpinnings of learning and noting the potential outcomes of the
transformation as relating to transformational and servant leadership. The study’s
methodology was briefly discussed, as were the limitations of the study. Key terms
related to Chapter 1 were defined.

Chapter 2 will present a synthesis of the literature concerning the elements in the
conceptual framework: learning: experiential, transformative, reflective, action;
leadership: transformational and servant leadership; and executive coaching. Chapter 3
will outline the research methodology and detail the case study approach proposed for
this research effort. The chapter will include participant selection and data collection
processes and procedures to ensure trustworthiness of the collection effort. Chapter 4 will
present the findings of data collection, while Chapter 5 will present research themes and

address the implications of findings for practice and future research.
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Chapter 2: Literature Review

This chapter introduces the primary streams of literature that are critical to
understanding the three key constructs that make up this research study: 1) learning:
reflective, transformative, experiential, action; 2) leadership: transformational and
servant; and 3) executive coaching. This chapter will begin with a review and synthesis
of primary and secondary literature sources followed by the conceptual frame that
provides a lens with which to view this particular study.
Literature Review Strategies

The literature review strategy followed a three-pronged approach: 1) online search
of scholarly journals, 2) review of reference sections of journal articles to generate
additional leads, and 3) online review of dissertations. The literature strategy focused
primarily on searching scholarly journals in an effort to review both primary and
secondary sources related to the key constructs of this research effort. Additionally,
doctoral dissertations on the topic of executive coaching and leadership were reviewed.
Given the relative newness of the executive coaching field and the limitation of few
empirical studies with respect to the topic, the review of dissertations was critical to gain
a broadened perspective on the subject. In opposite fashion, transformational leadership
has been covered extensively in the literature. As cited in Northouse (2012), Lowe and
Gardner executed a content analysis of articles published in Leadership Quarterly and
found approximately one-third of the articles were about either transformational
leadership and/or charismatic leadership.

Journal article searches were conducted online via the electronic catalog (most

popular databases) of the Gelman Library of the George Washington University. As part
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of the research library consortium, the Gelman Library provides access to numerous
scholarly databases: Articles Plus, ProQuest Research Library, JSTOR, ABI/Inform, and
PsyclInfo. Keyword searches were conducted for each construct and for constructs of a
similar nature. To explore learning, searches were conducted using keywords/syntax:
transformative learning, reflection, reflective practice, reflective learning, experiential
learning, action learning, experience and learning. Searches for transformational
leadership were conducted using keywords/syntax: transformational leadership,
transformational leadership and charisma, transformational leadership and Full Range
Leadership, transformational leadership and federal government, and transformational
leadership and Department of Defense. Searches for servant leadership were conducted
using keyword/syntax: servant and servant leadership. For executive coaching, several
searches were conducted using keywords/syntax: executive coaching, coaching for
executives, coaching for executives and leadership, executive coaching and federal
government, and executive coaching and leadership development. Due to the collective
magnitude of writings on executive coaching, leadership, and learning, several delimiters
were set. Typical delimiters were: scholarly journal, articles, peer reviewed, studies, and
date. After initial generation of articles, a brief review of abstracts was conducted to
eliminate those items that were not germane to this research effort.

Doctoral theses were searched and reviewed using ProQuest Research Library:
Dissertations. For those items that could not be retrieved electronically, interlibrary loan
requests were executed. In reviewing the literature, inconsistencies and gaps were
discovered. One of the significant gaps in the literature, with respect to this study, was the

inability to empirically link coaches, coaching training/education, and outcomes.
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Literature Review Focus Areas

The areas of interest/focus for the conduct of this literature review were 1)
learning theory: experiential, transformative, reflective, and action learning; 2) leadership
theory: transformational and servant leadership; and 3) executive coaching. Executive
coaching, the main emphasis of the study, must be differentiated from other types of
coaching efforts, and a strong theoretical foundation must be laid in order to fully explore
the construct.

The literature on experiential learning, transformative learning, action learning,
and reflective learning was explored, as executive coach training—a learning
intervention—is heavily predicated on these foundations. Transformational leadership
and servant leadership were seen as critical to help inform this study. Executive coaching
is about leaders, namely transforming leaders, and executive coach education/training
uses many of the same techniques to train coaches as the actual practice of executive
coaching.

Learning

Experiential Learning. The concept of experiential learning is linked to Kolb’s
(1973) experiential learning model and is based on action, reflection, and feedback. Still
relevant in the current literature stream, Kolb’s model seeks to explain the learning
process based on a four-stage cycle beginning with experience and ending with testing of
concepts. The four-stage cycle originates with a concrete experience, which is the catalyst
for observation and reflection. These observations stimulate the formation of abstract
concepts/ideas. Finally, the adult learner tests the implications of these new concepts and

exports them to newfound situations (Kolb, 1973; Percy, 2005). Through this cyclic
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process learning takes place. With respect to executive coaching, several observations are
notable. Kolb’s theoretical posture is consistent with that of Dewey (1938), who
postulated that learning is more than the acquisition on facts/figures—it is more about
experience.

Both Mezirow (1994) and Kolb (1973) conclude that it is these first- and second-
order experiences that make up experiential learning (Percy, 2005). Defining first-order
experiences as those tacit or implicit lived experiences, Percy (2005) goes on to state that
while these experiences seem true and sufficient, these experiences are often
“incomplete, inadequate, or distorted” (p. 128), therefore making them insufficient for
experiential learning to occur. Second-order experiences are required in order to bridge
the gap between the past and present learning. According to Percy, second-order
experiences often comprise aspects of other elements of learning: disorientation, as
described by Mezirow; surprise, as described by Schon; or the realization of a lack of
knowledge, as explained by Revans (2005). All of these elements constitute potential
catalysts to challenge information derived from first-order experiences with a resultant
effect of reconsidering, redefining, reconstructing, or reinterpreting prior interpretations
with the intent of creating something new, i.e., learning. Second-order experiences result
in one of two outcomes: a defense of the first-order experience or a new level of
knowledge as a result of the first-order catalyst (Percy, 2005).

Transformative Learning. Under the banner of adult learning, Mezirow’s (1994)
construct of transformative learning holds promise for underpinning and exploring the
executive coaching process. Transformative learning theory is multi-disciplinary with

respect to the theoretical underpinnings of the concept: sociology, philosophy, and
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psychology (Percy, 2005). Mezirow (1994) defined transformative learning as the process
whereby the individual uses the social process of appropriating and constructing of
meaning as a predecessor to action.

Inherent in Mezirow’s (1994) theory of transformative learning is the concept of
the disorienting dilemma, which provokes a level of self-assessment. This shock to the
system causes the learner to assess/evaluate previously held beliefs and assumptions. Out
of the often-chaotic period of disorientation, the learner often explores new behaviors and
begins to acquire competence and confidence. Once new behaviors are identified, the
learner begins to experiment and to try on new behaviors and then modifies them
according to the feedback received.

There are three major elements to transformative learning theory: 1) perspectives
of meaning, 2) learning domains, and 3) types of reflection (Percy, 2005). In his work,
Mezirow (1994) uses the terminology frames of reference, which is basically
synonymous with Percy’s (2005) construct of meaning perspectives. Mezirow (1994)
conceptualizes frames of references as being either epistemic, socio-linguistic, or
psychological. Epistemic, as the name suggests, is akin to epistemology, the nature of
understanding how it is that we know what we know. The socio-linguistic frames refer to
social norms and culture, while the psychological perspective pertains to individualistic
aspects, i.e., how people see themselves as individuals. Collectively, these meaning
perspectives constitute meaning schemes.

In addition to meaning perspectives, Mezirow (1991) identified three domains of
learning: instrumental knowledge, communicative knowledge, and emancipatory learning

(Percy, 2005). Instrumental knowledge is defined as knowledge that is empirical in nature
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and representative of the positivist paradigm. Communicative knowledge shifts from the
positivist to the constructivist paradigm and deals with the notion of learning in general,
and, more specifically, how it is that we learn. Lastly is Mezirow’s (1991) concept of
emancipatory learning, which is predicated on critical self-reflection with the intended
outcome of transformation of learning schemes and perspectives (Percy, 2005). Similar to
work breakdown structure, Mezirow (1991) identified three types of reflection: content,
process, and premise, essentially the what, the how, and the why of knowing (Percy,
2005).

Transformation theory is widely recognized in scholarly literature, but the theory
is not without criticism. Firstly, the theory overemphasizes the importance and agency of
the individual without acknowledging the power and social dynamics of the environment
in which the individual is situated (Percy, 2005). Secondly, Mezirow’s view of
transformative learning theory is often criticized as being overly predicated on the
construct of rationality or the logical actor. The exclusion or minimization for the non-
rational, the emotional, is deemed to be problematic (Percy, 2005). Lastly, Mezirow’s
worldview of transformational learning pays very little attention to the social aspects of
the environment, especially the role of relationship.

Reflective Practice/Learning. According to McCarthy (2010), reflection is a
critical element of executive coaching. Citing Cox, McCarthy (2010) states that reflection
is a key component in forming the bridge that links theory and personal experience. As
cited in McCarthy (2010), Black and Plowright (2010) define reflection as the process by
which a learner engages with learning or professional practice in a manner that gives the

learner an opportunity to evaluate and critically analyze that learning or practice.
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Building on this concept, reflection helps develop the professional knowledge base as
well as understanding in general. Both of these elements are seen as key to creating a
deeper form of learning, which is characterized as transformational in nature. Black and
Plowright (2010) further expand on the transformational nature and state that this
learning is empowering, enlightening, and liberating.

According to Percy (2005), reflection is viewed as critical to experiential learning,
which can be viewed as a precursor to action. Van Manen, as cited in Percy (2005),
identifies four levels of reflection: reflection that is general in nature and reflective of
how we go about thinking and acting on a daily basis, reflection on critical incidents and
events, movement from observation to an understanding through interpretation, and,
lastly, a higher-level cognitive practice of thinking about the way we think. King and
Kitchener, as cited in Percy (2005), postulated a range of reflection beginning with non-
reflection and extending to rational inquiry. A synthesis of these viewpoints is that the
higher the level of critical reflection is, the more likely it is that transformation will occur
(Percy, 2005).

Scribner and Donaldson (2001) describe reflective learning as learning that is
typically associated with everyday reality and is often brought about through
contemplation and the use of other reflective skills and through experiential learning.
Building on the work of Bormann, Scribner and Donaldson (2001) posit that this type of
learning is heavily predicated on logic and scientific approaches to problem solving.
Scribner and Donaldson (2001) essentially relegate this aspect of reflective learning to a
quest for performance enhancement, which is but one form of reflective practice. More

relevant to executive coaching are reflective practices that transcend mere performance
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enhancement and rise to the level of critical reflection. It is this critical reflection that
Mezirow (1991) deems to be transformative in nature. Schon (1987) uses the terminology
reflection-in-action. Executive coaching, in its basic definitional elements, is a
transformative process predicated on the tenets of transformative learning.

Action Learning. Reg Revans introduced the concept of action learning in the
1940s with his work in the coal mines of Wales during that era (Marquardt & Banks,
2010; Waddill & Marquardt, 2003), and since the initiation of the construct, action
learning has become a widely used leadership development tool. As cited in Marquardt
and Banks (2010), the results from a 2008 American Society for Training and
Development (ASTD; now Association for Talent Development (ATD)), stated that 63%
of executive training programs in the United States employ some form of action learning.

Since Revans’ initial work in this area, many variations of action learning have
evolved, all with a basic intent to solve organizational problems while simultaneously
developing leaders and facilitating team building (Waddill & Marquardt, 2003). Given
the variety of perspectives with respect to action learning, Marquardt and Banks (2010)
espoused four themes/principles that are common to all variants: 1) action learning is
about action upon some real-world task at hand, 2) participants engage with
issues/problems at both the individual and organizational development levels with
intersectionality occurring between individual and organizational, 3) learning is social
with an aim to support and challenge colleagues, and 4) learning is a key component
thereby elevating the status of the art form of questioning rather than a mere reliance on

expert knowledge.
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Given the variation associated with the action learning construct, it is imperative
to distinguish authentic action learning from mere exercises. Team-building activities,
such as building towers out of spaghetti sticks, often do not fulfill the requirements of
action learning. In corollary, case studies, group discussions, and other attempts at
problem solving may fail to meet the criteria for action learning. In order to be true to
Revans’ concept of action learning, the action needs to be associated/related to some real-
world organizational problem or purpose (Marquardt & Banks, 2010).

Action learning is about leaders taking real-time action to affect real-world
problems, with the greatest possibility of success being predicated on the delicate balance
of action and learning. It is a blend of social science disciplines: sociology, learning
theory, management science, political science, and systems thinking (Marquardt &
Banks, 2010). Action learning’s reliance on each of the five major adult learning
theoretical perspectives (cognitivist, behaviorist, humanist, social learning, and
constructivist) creates a bridge between action learning and adult learning theory
(Waddill & Marquardt, 2003).

Table 1. Adult Learning Theory

Learning Theory Key Concepts

Cognitivist Focuses on the internal mental aspects of
learning: how humans approach learning
based on the ability to acquire, make
sense of, and retain knowledge.

Behaviorist Focuses on control of external
environment, predicated on external
stimuli (problems, either solved or
unsolved); operant conditioning.
Predicated on three assumptions: 1) a
change in behavior is indicative of
learning, 2) environment has a strong
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influence on learning, and 3) learning is
facilitated through the practices of
repetition and reinforcement.

Humanist Focuses on the development of the
individual; holistic. Consistent with
Mazlow’s perspective.

Social Learning Focuses on the social aspect of learning,
how people learn through social
interaction. Problems are typically
viewed from an internal locus of control
perspective.

Constructivist Learning is constructed. Meaning is
made through internal constructions of
reality, the opposite perspective of the
positivist and post-positivist perspectives.

Note. Adapted from Waddill & Marquardt (2003), Adult Learning Orientations and Action Learning based
on Merriam and Caffarella (1991).

Marquardt and Banks (2010) define action learning as “a process and tool that
enable individuals and groups to learn while solving problems and implementing actions”
(p. 160). Marquardt and Banks (2010) further state that the elements of urgency of the
problem, diversity of the team attempting to resolve the problem/issue, and an action-
oriented posture are critical to successful action learning outcomes.

Although Revans originated or created the concept, he did not operationalize a
standard approach to action learning (Waddill & Marquardt, 2003). Marquardt (2003)
sought to mitigate this limitation by developing a six-component model of action
learning, initiating the model with the identification of a problem or challenge the group
needed to resolve.

The selection of the problem is critical. To gain the most benefit from the action

learning intervention, the problem should be one of significance and of high importance.

23




The problem also needs to fall within the purview of the team to resolve, and it must be
one that will provide optimal learning for the team (Waddill & Marquardt, 2003). The
problem is viewed as the hook that engages individuals to participate and to experiment.
As cited in Waddill and Marquardt (2003), Revans postulated, “Thus, the conundrums of
action learning are to be problems, to excite the interest of participants in what they
cannot see rather than enhance their skill in elaborating what they can see clearly” (p.
415).

Action learning is predicated on the notion that transference to real-world
problem solving is enhanced through the use of “real, relevant, and current” (Waddill &
Marquardt, 2003, p. 415) problems in the action learning process. Waddill and Marquardt
(2003) further state that if the problem is significant enough and the action learning
process is one that is holistic, thorough, and rigorous enough, then the problem can
conceivably be viewed as a disorienting dilemma, the foundational element of
transformative learning (Mezirow, 2009).

The second component of action learning is the group, or the set, as the group is
often referred to in action learning. For action learning to be most effective, diversity
among the group members is required. Action learning, as defined by Waddill and
Marquardt (2003), is a process. However, it is a process that is predicated on questioning
and reflection. Commitment is also a key component. There are both the commitment to
act as well as the commitment to learn on individual and team levels. Lastly, a key
component of the Waddill and Marquardt (2003) model is the action learning coach.

While Waddill and Marquardt (2003) speak of action learning in terms of the

metatheories of learning, O’Neil and Marsick (2014) speak of the construct in terms of
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schools: tacit, scientific, experiential, and critical reflection. O’Neil and Marsick (2014)
acknowledge the many varieties of action learning and view thinking of action learning
from the school perspective as a way of providing order to thinking about the construct.
According to O’Neil and Marsick (2014), the schools of action learning are predicated on
the practitioner’s view of how learning takes place during action learning.

Table 2. Schools of Action Learning

School Key Concepts

Tacit Predominately focused on action and results. The Tacit School is
predicated on the notion that learning takes place as long as the
participants work together as members of a team with
information provided to the team through experts. Learning is
not the key focus and is therefore tacit and incidental.

Scientific Based on the work of Revans with an orientation towards the
hard sciences, such as physics. Revans predicated his thinking
about action learning on his “method for achieving managerial
objectives” (O’Neil & Marsick, 2014, p. 204) through a systems
approach.

Experiential Kolb’s Learning Cycle is the theoretical foundation for the
Experiential School. Kolb’s view of learning emphasized
learning through experience, reflection upon the experience,
weighing these experiential perceptions against theory or
mindsets to explain the experience, and then finally applying
what was learned to everyday life or practice.

Critical Critical Reflection School builds on the Experiential School but
Reflection differentiates critical reflection as the theoretical underpinning
for the school. Critical reflection involves the fundamental
understanding that perceptions are often flawed. Therefore,
perception can yield a distorted view of reality.

Note. Adapted from O’Neil and Marsick (2014).

The Experiential and Critical Reflection Schools often champion the use of an
action learning coach. O’Neil and Marsick (2014) introduced the notion of the
“sophisticated barbarian, who by his/her very outsider nature, is intended to see the

situation through fresh eyes and then use those insights to raise critical questions to help
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participants reframe the participants’ understanding” (p. 206). The role of the coach is
predominantly to facilitate reflection, relying more on questioning techniques than
providing subject matter expertise (O’Neil & Marsick, 2014).

Reflection is predicated on shining a light on taken-for-granted norms and
assumptions. During critical reflection, action learners review and re-evaluate their
experiences as a catalyst for learning to take place (O’Neil & Marsick, 2014). Action
learning coaching is also depicted as being generative in nature when it is focusing on the
aspect of participants’ learning to learn.

Action learning coaching has many similarities to executive coaching through its
emphasis on confidentiality, creating support for the coaching client, and using
questioning and reflection, with reflection being purposeful, as opposed to providing
answers. Action learning coaching is predicated on Just-In-Time (JIT) learning. Similar
to executive coaching, action learning coaching seeks to uncover and make the invisible
visible, and the coaching client rather than the coach owns the agenda (O’Neil &
Marsick, 2014).

Transformational Leadership

Transformational leadership is so named because it is defined as leadership that
transforms a follower from pursuing self-interests to pursuing group or organizational
interests (Beugré, Acar, & Braun, 2006; Humphreys, 2002). Transformational leadership
is correlated positively to a number of critical organizational elements: 1) effectiveness
ratings of leaders, 2) increased satisfaction ratings of both leaders and followers, 3)
follower work effort, 4) innovative technological use, 5) employee commitment, 6) leader

trust, and 7) overall organizational performance (Humphreys, 2002). According to
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Humphreys (2002), Downton originated the concept of transformational leadership,
whereas James McGregor Burns was actually the first to speak in terms of
transformational and transactional leadership.

Many of the roots of transformational leadership come from writings by Max
Weber (Fugua & Newman, 2004). The ideology of the transformational leader evolved in
Weber’s writing. The charismatic base gave birth to the construct of the transformational
leader and the linkage of the transformational leader with the charismatic leader (Beugré
et al., 2006). Bass’s model of transformational leadership, which is supported by the
research literature, was predicated on three leadership components: charisma, the ability
to motivate and stimulate on an intellectual basis, and consideration of followers
(Skipton, 2003).

The introduction of the transformational leadership construct in the 1970s sparked
the development of a vast body of research. Northouse (2012) stated that in the previous
decade, over 34% of Leadership Quarterly articles were about transformational or
charismatic leadership, and the topic has generated upwards of 200 research efforts:
dissertations, research projects, etc.

Early treatment of transformational leadership was highly predicated on charisma
and often spoke of the leader in terms of possessing supernatural and superhuman traits,
of being positioned to serve a spiritual mission, and of being heavily influenced by a
moral imperative (Chemers, 2014; Northouse, 2012; Yukl, 2013). Later work—see
Bennis and Nanus (1997), Kouzes and Posner (2012), and Bass and Avolio (2005)—
moved the construct away from the supernatural and superhuman and founded the

construct on imperatives more consistent with a more accessible leadership orientation
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(Chemers, 2014; Northouse, 2012). Bennis and Nanus (1997) spoke of the construct,
neither in terms of charisma nor the esoteric quality that only a few can possess, but in
terms of persistence, risk taking, commitment, and self-awareness—all characteristics
achievable through a person’s effort and willingness to learn.

The newer concepts of transformational leadership are more pragmatic, less
moral, and not situation specific (Yukl, 2013). Transformational leadership is perceived
to be effective across all organizational settings (Yukl, 2013). However, this is not to
postulate that transformational leadership is equally effective or equally present across all
organizational settings.

Emerging from the work of James McGregor Burns, transformational leadership,
at its origin, is a process that transforms both the leader and the follower (Bass, 1990;
Northouse, 2012). Transformational leadership is an engagement process that raises the
bar for leaders and followers. Bass (1990) builds on the work of Burns, as well as
House’s work on charismatic leadership, and argues that transformational leadership is
the catalyst that motivates followers to go above and beyond, more specifically, to raise
consciousness levels with respect to idealized goals; to transcend self-interest: put the
needs of the organization above personal needs; and to engage followers in addressing
higher-level needs, as represented by Maslow’s Hierarchy of Needs, i.e., the movement
from safety and security needs to self-actualization.

Northouse (2012) lays out the conceptual frame for transformational leadership

based on the work of Burns (1978), Bass (1985) and Bass and Avolio (1990) in figure 2:

28



Figure 2. Conceptual Frame and Transformational Leadership

Idealized
Influence

Inspirational
Motivation

Performance
Beyond
Expectations

Intellectual
Stimulation

Individualized
Consideration

Figure 2. Factors that make up the transformational leadership construct. Adapted from Northouse (2012),
based on the works of Burns (1978), Bass (1985) and Bass and Avolio (1990).

Idealized influence pertains to influencing the follower’s perception of the leader.
Leaders exert effort to influence followers to have a positive perception of the leader as
powerful, confident, and capable. Through idealized influence, leaders focus on goal
accomplishment while developing a sense of mission accomplishment and commitment
in followers (Hargis, Watt, & Piotrowski, 2011; Trmal, Bustamam, & Mohamed, 2015).
Inspirational motivation comprises those behaviors that are directed at energizing and
motivating followers. Using inspirational motivation techniques, such as creating a
compelling vision and purpose, the leader taps into follower inspiration and ideals
(Hargis et al., 2011; Trmal et al., 2015). Through intellectual stimulation, leaders create a
new reality for the organization by presenting different ways of thinking and tapping into

followers’ critical thinking and problem solving skills. Lastly, transformational leaders
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see followers as individuals, not as cogs in the industrial machinery. Transformational
leaders focus on understanding individual needs and providing the support and
encouragement followers need to reach their full potential (Hargis et al., 2011; Trmal et
al., 2015). In addition to Bass and Avolio (Northouse, 2012), a number of other scholars
have introduced models of transformational leadership, as seen in figure 3:

Figure 3. Models of Transformational Leadership with Constructs

eCompelling vision
eShared meaning
eTrustworthiness
eConfident/Optimistic

Transformational Leadership Models

eChallenging the process
eInspiring a shared vision
eEnabling others to act
*Modeling the way
eEncouraging the heart

eCharisma

eInspirational motivation
eIntellectual stimulation
eIndividualized consideration
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eDetermine/Build common vision
eShared team responsibility
eContnually develop individual skills

eHigh personal risk to suport vision
*Appealing but unconventioanl vision
eConfident and enthusiastic action
#Sensitive to follower needs

Figure 3. Adapted from Khan, Long, and Igbal (2015) and Podsakoff et al. (1990).

Kouzes and Posner (2012) as well as Bass (1985) and Bass and Avolio (2000)
have developed assessment instruments to measure the construct of Transformational
Leadership: the Leadership Practices Inventory (LPI) and the Multifactor Leadership
Questionnaire (MLQ), respectively (see figure 4).

Figure 4. Constructs of Transformational Leadership

Transformational Leadership: Bass (1985); Bass and Avolio (2000): Idealized Influence,
Inspirational Motivation, Intellectual Stimulation, and Individualized Consideration (MLQ).

Transformational Leadership: Kouzes and Posner (2012): Model the Way, Inspire a
Shared Vision, Challenge the Process, Enable Others to Act, and Encourage the Heart (LPI).

Key concepts of MLQ are as follows (Bass, 1985; Bass & Avolio, 2000; Hargis et
al., 2011; Trmal et al., 2015): Idealized influence indicates the effort to influence
followers to have a positive perception of the leader as being powerful, confident, and
capable. Inspirational motivation comprises behaviors that will energize and motivate
followers. Intellectual stimulation leaders posit different (alternative) ways of seeing and

tap into follower’s critical thinking and problem solving skills to create a new vision for
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the organization. Individualized consideration occurs when leaders focus on
understanding individual needs and providing the support and encouragement followers
need to reach their full potential.

Key concepts of LPI are as follows (Kouzes & Posner, 2012): Model the Way is
leading by example. Inspire a Shared Vision involves enlisting others in a compelling and
shared vision that appeals to the shared aspirations of members of the organization.
Challenge the Process entails seeking opportunities to experiment and take prudent risk.
Enable Others to Act focuses on the needs of others and builds collaboration and self-
determination. Finally, Encourage the Heart demonstrates appreciation for the workforce.

Khan, Long, and Igbal (2015), in their work on the importance of
transformational leadership in project success, compared/contrasted the different
theoretical models of transformational leadership. In addition to the work of Kouzes and
Posner (2012), Bass and Avolio (1995), and Bennis and Nanus (1997), Khan et al. (2015)
also compared and contrasted the theoretical underpinnings of Bradford and Cohen
(1984) and Conger and Kanungo (1987). The researchers extended work on
transformational leadership by making a case for combining the theoretical models of
Kouzes and Posner (2012) and Bass and Avolio (1995) to create a stronger and more
holistic theoretical foundation for transformational leadership.

Arthur and Hardy (2014) postulated that even though there has been a
considerable amount of research conducted in the area of transformational leadership,
very little of that research employed field-based experimental efforts to analyze
transformational interventions. Arthur and Hardy (2014) cited this as a deficiency in the

field, citing the benefits of experimental research with the ability to test for causality and
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the ability to quantify potential organizational benefits being germane to this research
effort.

Another shortcoming cited by Arthur and Hardy (2014) is the lack of empirical
research with respect to underperforming leaders. Therefore, limited research is available
that analyzes transformational leadership as an intervention for remediating poor
performance in organizations. Arthur and Hardy (2014) did not cite or imply that
transformational leadership will be ineffective in these cases, only that empirical
evidence is lacking to support transformational leadership interventions as a remedy for
poor performance. The researchers make similar claims when linking transformational
leadership with group dynamics, citing the lack of empirical research supporting claims
of these kinds of outcomes.

Arthur and Hardy’s (2014) research contributed to the literature by providing an
organizational level of analysis. In addition, the research was conducted in a real-world
environment with all of the attending complexity, personnel turnover, and change
inherent in the organizational setting, thereby evolving research of transformational
leadership interventions beyond studies that looked at static environments.

Beugré, Acar, and Braun (2006) cited the failure to consider the external
environment as a limitation of most studies on transformational leadership. According to
Beugré, et al. (2006), the research on transformational leadership imposes an artificial
boundary between the organization and environment with the attending consequence of
failing to consider that organizational behavior changes may be attributable to influences
outside of the organization as much as being a product of the organization.

Hypercompetition, Chief Executive Officer churn, globalism, technological change, and
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other factors may have major impacts on the organization. Therefore, given the
significance of these impacts, Beugré et al. (2006) developed what they called an
environment-induced model of transformational leadership, which contends that the
emergence of transformational leadership in organizations is as much a function of the
external environment as it is the internal organizational actions and personal
characteristics of the leaders.

In the model proposed by Beugré et al. (2006), transformational leadership is
divided into three types: revolutionary, evolutionary, and transgressor. The model posits
the conditions under which each type of transformational leadership is likely to emerge.
Revolutionary transformational leaders emerge under conditions of high volatility and
high or low member receptivity; evolutionary transformational leaders emerge under
conditions of less volatility and high member receptivity; and transgressor-
transformational leaders operate in environments characterized by less volatility and
where members have low degrees of receptivity.

The implications surrounding the model proposed by Beugré et al. (2006) are that
our understanding and treatment of transformational leadership may be deficient/limited
in some ways. Beugré et al. (2006) stated:

The model posits that the emergence of a particular type of transformational
leadership in an organization is due as much to pressures from the external environment
as it is due to the organization’s internal environment or to the leader’s personal
characteristics. (p. 53). Beugreé et al. (2006) further state that transformational leadership
is not a characteristic that is inherent to the leader, but it is behavior externally induced

by the environment.
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In addition, while there are many strengths associated with the construct, there are
criticisms as well. Transformational leadership is a theory rich in research underpinnings.
It has a strong research pedigree stemming from the 1970s (Northouse, 2012). Studies
using the Multifactor Leadership Questionnaire (MLQ) reported transformational
leadership to be positively correlated to subordinate motivation, satisfaction, and
performance (Northouse, 2012; Yukl, 2013). Interview data also confirmed the
effectiveness of transformational leadership in a variety of settings (Northouse, 2012).

The tenets of the transformational paradigm are easy to understand and align with
our intuitive nature of leadership (Northouse, 2012). Transformational leadership takes a
process perspective, is heavily concerned with subordinate needs and values, and has a
fairly broad view of the subject of leadership (Northouse, 2012).

The theory, however, is not without criticism. Given the broadness of the concept,
critics asserted that transformational leadership theory lacks conceptual clarity
(Northouse, 2012). Measurement issues with the MLQ also plague the theory (Northouse,
2012). Research questions about the validity of the MLQ form the dominant basis for the
criticism (Northouse, 2012). There is concern that the four factors of transformational
leadership—idealized influence, inspirational motivation, intellectual stimulation, and
individualized consideration—as measured by the MLQ are not unique and distinct
(Northouse, 2012; Yukl, 2013).

Another criticism of transformational leadership is that the theory, simply, in
some instances, repackages old leadership paradigms. Sometimes transformational
leadership is accused of being a throwback to the trait genre, even to the extent of having

great-man or heroic-leadership biases. The theory has also been relegated to charismatic
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leadership (Northouse, 2012). One of the issues with charismatic leadership deals with
the psychological risks to subordinates under the paradigm. Bryman, Stephens, & a
Campo (1996) criticized the theory on the basis of the leaders under study, noting the
theory is a study of leadership and not of organizations, given the high-profile nature of
leaders selected for participation in early transformational leadership studies (Bryman et
al., 1996; Northouse, 2012).

The model is descriptive in nature rather than prescriptive (Northouse, 2012).
Transformation leadership theory does not provide a how-to of leadership. The theory
does provide a great deal of self-knowledge to the leaders under study about their
particular leadership behaviors, creating the possibility of stimulating change and
improvements where needed. Because some researchers felt prevailing leadership theory
was too individual centric, other research theorists set out to explore leadership from a
more holistic perspective, giving rise to systems theory of leadership.

Additional criticisms exist regarding research involving the transformational
leader construct: 1) research was leader-centric and non-representative, with an emphasis
on white male leaders at the top of organizations, almost to the exclusion of women and
minorities; 2) studies were relatively small, and participants were selected in
nonsystematic and nonrandom ways; and 3) research used nonsystematic data-gathering
methodologies with an orientation heavily weighted toward self-report data (Chemers,
1997). Leadership and leadership development suffer from many of the same criticisms:
individual centric, no clear linkage to organizational outcomes, construct validity issues,

and measurement issues.
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Servant Leadership

Of the plethora of contemporary leadership theories in existence, servant
leadership is one that has been in existence for centuries with theoretical underpinnings in
the ancient precepts of the world’s great religions and in the rhetoric of numerous
historical figures (Parris & Peachey, 2013). Confucius, Ghandi, Mother Teresa, Dr.
Martin Luther King, and other well- known leaders have been linked with the servant
leader construct. According to Parris and Peachey (2013), the teachings of Jesus are most
illustrative of servant leadership principles. Robert Greenleaf coined the term, servant
leadership in 1970 (Hayden, 2011; Parris & Peachey, 2013; van Dierendonck, 2011). Yet
after decades of the term’s existence, it still suffers from a lack of consensus with respect
to defining the construct, measurement, and development of a conceptual framework
(Parris & Peachey, 2013; van Dierendonck, 2011). While Parris and Peachey (2013)
acknowledged the popularity of the servant leader construct, it is a construct that has been
characterized as understudied but widely practiced in the corporate setting, with most of
the servant leadership literature being anecdotal in nature.

Limited empirical research has been conducted on the construct, with Parris and
Peachey (2013) citing Greenleaf’s original conceptualization as being a major inhibiting
factor. Greenleaf defined servant leadership as a way of life in lieu of being merely a
management practice. From Greenleaf’s perspective, servant leadership begins with a
natural orientation towards service (Greenleaf, 1977; Parris & Peachey, 2013). Greenleaf
goes even further, moving beyond serving as what leaders do to serving being a vital part
of who these leaders are. According to Parris and Peachey (2013), through this conscious

choice of both doing and being, leaders develop the aspiration to take on a leadership
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role. This observation is in corollary with Greenleaf’s conceptualization of servant
leadership as a way of being, essentially an inner journey, in addition to the outward
aspects associated with leading (Parris & Peachey, 2013).

Given this viewpoint, scholars have wrestled with how to empirically test and
validate Greenleaf’s original conceptualization and similar conceptualizations posed by
other scholars. Although this conceptualization was inhibiting, a few empirical studies
have examined servant leadership. According to Parris and Peachey (2013), empirical
work can be categorized according to three major streams of research: conceptual,
measurement, and model development. However, a noticeable limitation within the
research streams is the lack of empirical research done in organizational settings (Parris
& Peachey, 2013).

Early studies focused predominantly on the identification of the key
characteristics associated with servant leadership, the measurement of the development of
the construct, and establishing a theoretical framework for the construct (Parris &
Peachey, 2013). Parris and Peachey (2013), in a review of servant leadership articles,

cited Greenleaf, Spears, and Laub as being the most cited authors.
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Table 3. Key Scholars of Servant Leadership

Scholar Key Constructs/Attributes/Themes of Theory
Greenleaf Serve first, out of the desire to serve comes the aspiration to lead
(1977) (Parris & Peachey, 2013; Sendjaya, Sarros, & Santora, 2008).

Spears (1995, Listening skill, ability to empathize, healing, awareness and

1998, 2004) foresight, persuasion, conceptualization, a steward of that which is
entrusted, desire to help people to grow, community building
(Green, Rodriguez, Wheeler, & Baggerly-Hinojosa (2015);
Mahembe & Engelbrecht, 2013; Parris & Peachey, 2013).

Laub (1999) Values people, develops people, builds community, collaborative in
nature, values personal relationships, authentic and provides/shares
leadership (Green et al., 2015; Mahembe & Engelbrecht, 2013;
Parris & Peachey, 2013; Sendjaya et al., 2008).

Barbuto & Altruistic, healer, wise, persuasive, steward (Green et al., 2015;
Wheeler (2006) | Sendjaya et al., 2008).

van Empowering, developer of people, humble, authentic, accepting,
Dierendonck provides direction, steward (Green et al., 2015; Parris & Peachey,
(2011) 2013).

Sendjaya et al. | Transforming influence, subordination, authenticity, transcendental
(2008) spirituality, relationship, moral character (Green et al., 2015; van
Dierendonck, 2011).

van Empowering, humbleness, comfortable in the background,
Dierendonck authentic, ability to forgive, courageous, accountable, steward (van
& Nuijten Dierendonck, 2011).

Note. Scholars and Key Themes of Servant Leadership. Adapted from Green et al. (2015).

Executive Coaching

The definition of executive coaching varies widely. The International Coach
Federation (ICF) defines coaching as “partnering with clients in a thought-provoking and
creative process that inspires them to maximize their personal and professional growth”
(coachfederation.org, 2016). Kampa-Kokesch and Anderson (2001) define coaching in
terms of being a systematic intervention predicated on feedback with the overarching
objective of improving skills, effectiveness, and interpersonal awareness. In corollary,

39



Orenstein (2002) continued in the tradition of seeing coaching as an intervention aimed at
skill improvement. Coaching has been defined as a dialogue, a relationship, an
intervention, and one-on-one learning (Joo, 2005).

The definition of executive coaching tends to vary according to the lens or
underlying philosophical bent, context, and/or purpose for the coaching intervention
(Walker-Fraser, 2011). There are, however, some commonalities that span these different
orientations, with most seeking to link professional growth and organizational
learning/performance. A synthesis of the common themes in the literature suggests that,
coaching, by definition, is a collaborative process that enables performance improvement
through professional learning and development (coachfederation.org, 2016; Ting & Hart,
2004). The common orientation for executive coaching is the delivery of results or an
outcome-based application applied to the corporate setting.

Notably missing from each of these organizational definitions is the tripartite
relationship between coach, coachee, and organization. Most are deeply steeped in the
dyadic relationship between the coach and coachee. Peltier (2001) is one of the first to
address the tripartite nature of the coaching engagement, defining defined executive
coaching as a provider of one-on-one services to executives “on the principle that
positive changes can be leveraged to filter down and enhance the entire organization” (p.
xv). Peltier (2001) went on to state that the goal of executive coaching is to bring about
positive change at the individual level of analysis and then make the transference of this
positive change to enhance the organization as a whole.

Ennis et al. (2005) continued to emphasize the organizational impacts of

executive coaching as well. Susan Ennis and her associates at the Executive Coaching
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Forum (2008) described executive coaching “as a multiparty set of relationship-based
activities involving the client, her coach, and her organization. The goal is to enhance the
capability of the executive and her ability to help the organizations achieve short- and
long-term goals” (p. 9). Although Peltier (2001) and Ennis et al. (2005) address executive
coaching using a triadic concept, the limited and nascent empirical work is, in all
probability, more representative of the dyadic perspective (Joo, 2005). In addition,
executive coaching is an area where practice is often leading the empirical work (Grant &
Cavanagh, 2011; Ladegard & Gjerde, 2014; Du Toit, 2007; Smither et al., 2003).

The literature continues to speak to the recurring theme of a lack of an empirical
body of evidence with respect to executive coaching (Grant & Cavanagh, 2011; Ladegard
& Gjerde, 2014; Du Toit, 2007; Smither et al., 2003). To add to the complexity of
studying this construct, review of articles for this research effort also highlighted that the
construct of executive coaching has morphed and was significantly different in early
articles on the subject than the current definition. In early research efforts, there was
oftentimes a shifting back and forth or confusion between coaching and mentoring
(D’Abate Eddy, & Tannenbaum, 2003; Du Toit, 2007) or the treatment of the coach as
being analogous to sports coaching.

For example, in works by Olivero, Bane, and Kopelman (1997) and Agwu and
Luke (2015), which were heavily reliant on earlier works, executive coaching has been
conflated with mentoring, defined and described in terms consistent with a sports coach,
and applied to every situation where an executive was being coached in any capacity
(skill development, training initiatives, etc.). Given this confusion of terms/constructs, it

will be critical, when laying the research foundation, to extract those studies that actually
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are speaking with similar voice to the definition of executive coaching used in this
research effort, thereby narrowing the underlying foundation significantly.

D’Abate et al. (2003) undertook a research effort that focused on 13 types of
developmental interactions, from action learning to tutoring based, on the fact that each
of these developmental interactions focused on exchanges between two or more people
with the attendant result of development. Constructs that did not meet the criteria of
interactive or developmental were excluded from the research. The researchers undertook
a nomological network approach and rated constructs across a taxonomy of
characteristics: participant demographics, purpose of interaction, organizational distance,
etc. that were applied across an extensive literature review search in an effort to
compare/contrast constructs. While the research efforts of D’ Abate et al. (2003) may add
value to human resource professionals attempting to select from an a la carte menu of
leadership development tools, the research does not provide significant value-add to the
current research initiative.

Barner and Higgins (2007) sought to advance the scholarship by proposing four
models that guide the coaching process: clinical, social constructionist, behavior, and
systems. Taking organizational change as the foundational lens, Barner and Higgins
(2007) elucidated the advantages and disadvantages of each model. The clinical model
sees the coach akin to a counselor or therapist. As many executive coaches have an
organizational and not clinical background, this model is the least germane to this
research effort. The social constructionist perspective sees the coach in a role akin to
ethnographer and as an analyzer of narratives. The behavioral and systems models hold

the most promise for this research effort as they are more closely linked to commonly
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stated executive coaching outcomes, such as a change in behavior (Koortzen &
Oosthuizen, 2010), or they speak to the complexity of the operating environment in
which the executive must navigate—a complex adaptive system. The behavioral model
construct sees the coach as advisor and trainer, consistent with the constructs of executive
coaching used in this effort. The systems model also holds promise because the
theoretical frame used for this effort relies on seeing the organization, not as a fairly
benign entity—the bill payer—but as a complex adaptive system exerting influence on
the coaching intervention.

Of the research conducted, the overwhelming majority of the efforts concentrated
on the dyadic relationship, coach and coachee, in some manner; sometimes focusing on
the one-on-one relationship and sometimes focusing on the individual constituents of that
relationship (Ely et al., 2010). Yet, the primary reason organizational resources are
expended on executive coaching is to achieve outcomes that transcend the individual.
Walker-Fraser (2011) postulated that organizations are looking for and have an
expectation of improved leadership and organizational outcomes via the coaching
process. The overarching goal of executive coaching is improved organizational
outcomes, not merely improved individual outcomes; therefore, the triadic relationship—
coach, coachee, and organization—is of critical importance.

Ennis et al. (2005) emphasized the triadic relationship when contrasting career
and executive coaching. According to Ennis et al. (2005), the focus of executive coaching
is on the partnership between the executive, coach, and the organization. This partnership
is insistent upon the subordination of individual goals of executive coaching to

organizational strategic objectives. Stern (as cited in Athanasopoulou & Dopson, 2015)
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went even further by postulating that the primary client for executive coaching is the
organization. However, few empirical studies advance scholarship with respect to the
triadic relationship.

Joo (2005) identified and labeled this triadic relationship as the antecedent for
executive coaching success. While Joo (2005) was concerned with the characteristics of
the coach, coachee, and client (representing the organization), the focus of this inquiry
will be on the mechanisms and linkages that allow transcendence from individual to
collective outcomes. According to Leedham, as cited by Walker-Fraser (2011), “a
success of executive coaching is the capacity to bridge the individual dimension of
personal learning development and professional development in the service of the
organization and performance” (p. 68). As executive coaching is primarily about
coaching leaders, it is important to discuss the relevant theoretical schools of thought
from the leadership literature as well.

Executive Coaching and Learning Theory. While the empirical research on
executive coaching is nascent at best, the literature and empirical base for learning is
extremely robust. Scholars have sought to apply a number of different learning frames to
help explore executive coaching: experiential learning, action learning, adult learning,
cognitive learning, organizational learning, and problem-based learning (Sofo et al.,
2010). However, according to McCarthy (2010), many coaches have been trained in a
manner that is a theoretical and based on guru-centric or proprietary models that are
supported by a limited evidence base.

Each theoretical perspective sheds a slightly nuanced light on the construct.

According to Athanasopoulou and Dopson (2015), several adult learning theories,
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andragogy, reflective practice, and experiential learning, comport well with the tenets of
executive coaching. Preceding on the premise that executive coaching is a learning
intervention, the following learning theories will be explored: reflective practice/learning,
transformative learning, action learning, and experiential learning.

Executive Coaching and Learning Transfer. Because executive coaching has
now morphed into a $2.365 billion industry, with organizations being the major bill
payers, organizations are extremely concerned with not merely improvement in the
executive being coached, but also with a transference beyond the individual to the
organization (coachfederation.org, 2016). The bottom line is that organizations entertain
this expensive leadership development intervention with the expectation that the
organization will improve as a result of these expenditures.

Swart and Harcup (2012) embarked on an empirical study that sought to explore
how executive coaching facilitates the transference from individual learning to collective
learning; they attempted to identify precisely this mechanism of transference. Using a
qualitative thematic analysis and data gathered from two law firms, the researchers

developed a 3E model: “enacting learnt behaviours,” “enacting a coaching approach,”
and “embedding process.” (p. 338). In this research, Swart and Harcup (2012) defined
organizational learning as “the process whereby individual learning is shared at an
organizational level and results in change within the organisation which achieves
organizational goals” (p. 338). This definition provides the bridge that connects

individual and organizational outcomes. When individuals learn, that knowledge is

somehow disseminated beyond the individual level of analysis.
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Swart and Harcup (2012) note that this concept is consistent with the concepts of
multi-level learning by Argyris and Schén, as cited in Swart and Harcup (2012) which is
premised on the fact that learning begins with the individual but that organizational
learning is something beyond the scope of mere individual learning. There is a synergistic
effect that takes place (Swart & Harcup, 2012). Elkjaer, as cited in Swart and Harcup
(2012), reinforced this concept by postulating that the organizational learning predicated
on individual learning theory is merely individual learning in organizations with the
resulting conclusion that one cannot merely apply the constructs of individual learning to
organizational learning.

Crossan and Berdow, as cited in Swart and Harcup (2012), developed the 4i-
framework to explore this phenomenon. According to Crossan and Berdow, this
transference/translation takes place via four processes: intuiting, interpreting, integrating,
and institutionalizing. The 4i framework is predicated on psychological and social
science combined in a linking mechanism with the constructs of individual behavior and
thinking patterns and the development of organizational artifacts: policies, processes, and
procedures in an iterative feed forward/feedback loop (Swart & Harcup, 2012).

The feed-forward cycle is initiated with the first step in the 4i process, that of
intuiting or developing a sense of deep knowing. This knowing is translated into vision
and ideas, and is communicated in such a manner as to develop a shared understanding
among those who inevitably engage in taking some sort of shared action. The shared
action is then codified via the processes, policies, and procedures of the organization and
becomes institutionalized within the organization. It is through this process of

institutionalization that learning translates into collective/organizational learning, as
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evidenced by the fact that as organizational members leave, learning is embedded in the
systems and structures of the organization (Swart & Harcup, 2012).

Although the 4i framework holds promise for the exploration of learning transfer,
critics of the framework cite a lack of clarity with respect to the actual mechanism of
learning transfer (Swart & Harcup, 2012). We make assumptions that transference has
taken place without clarity about the how of the transfer. According to Swart and Harcup
(2012), empirical research is scant with respect to this particular area. The lack of
knowledge regarding how learning transfer takes place may potentially inhibit
understanding of how individual learning is transferred to the organization.

While there is growing empirical evidence that supports coaching as a mechanism
that can have organizational-level impacts that can be measured through a number of
different variables (e.g., improved performance, cost control/savings, improved job
satisfaction, etc.), the how of contribution remains elusive in the current literature stream.
This lack of knowledge about how coaching affects organizational-level impacts can
have significant implications for the organization. For example, questions that deal with
the most effective ways to employ executive coaching—whether to employ team and
individual coaching interventions, the optimal mix of coaching and other leadership
interventions, etc.—can be made more risky without a fundamental understanding of how
coaching impacts organizational-level metrics. According to Swart and Harcup (2012),
this gap in the literature beckons for researchers to understand the mechanism through
which organizational learning is achieved through the executive coaching process.

Given the scarcity of empirical research, Swart and Harcup (2012) establish three

themes in the literature that could potentially increase the knowledge level with respect to
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the transference mechanism. The first theme reflects upon how coaching enables
“increased contextual awareness” (p. 341, emphasis removed), which enables an
executive to become more aware of the networked and systemic relationship within the
organization. It is through enlightenment with respect to the connectedness of all
elements within the organization that leaders possess the ability to change their actions in
more positive and organization-spanning ways. The second theme deals with the emotive
effect of executive coaching, which speaks to the willingness to learn, change, i.e., be
coachable. Only if this willingness on the part of the executive is present will
transference have the possibility of actualizing. The last theme speaks to the content of
the coaching effort, citing the importance of critical reflection as well as the use of
metaphors as tools to engage understanding of how executive coaching actually is linked
to and leads to learning.

Bond and Seneque (2013) undertook a research effort to position executive
coaching within the broader context of leadership development practices by exploring the
aspects of executive coaching that differentiated coaching from other developmental type
efforts. For the purposes of their study, coaching was defined as “a holistic process
intended to build the capacity of people in organisations to work relationally, socially and
organizationally” (p. 67). Bond and Seneque (2013) conducted a grounded theory
research effort using cognitive mapping and thematic analysis to investigate and
conceptualize the construct of coaching in an effort to identify the salient characteristics
that differentiate this activity from other leadership development efforts. The study

revealed a somewhat consistent theme with respect to executive coaching, which was the
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promotion of organizational learning and change efforts instead of a purely
individualistic perspective.

Additionally, Bond and Seneque (2013) found that collaboration was at the heart
of the coaching process and that coaching was aimed at promoting self-directed learning
rather than directive behavior on the part of the coach. According to the researchers, the
key to effective coaching success lies in the ability to shift focus from individual
effectiveness to organizational effectiveness, which is consistent with the concept that
value is often evaluated from an organizational versus an individual perspective.

To build on this theme of coaching and learning, Moen and Federici (2013) state
that one of the roles of coaching is to stimulate the development of a learning culture,
thereby taking the level of analysis beyond the individual and the dyadic relationship to
one that is inclusive of the organization—the triadic relationship. Moen and Federici
(2013) go even further by stating that the central element/theme of coaching is to achieve
growth and learning. Given these postulations, much of this research appeared still to be
focused mainly on the dyadic relationship. However, the research itself provided critical
insights that will be useful in the development of research efforts with respect to
executive coaching.

Even though many of the research efforts focused on either the coach, the coachee
or the interaction, i.e., the coach-coachee relationship, there was knowledge gained from
these efforts that will help develop this research effort. The research reviewed provided
guidance and wisdom for crafting research around the construct of executive coaching in
five ways: 1) insights into research approaches: quantitative and qualitative; 2)

issues/challenges associated with studying executive coaching, 3) lack of consensus
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definition of the construct, issues associated with self-report data, sample size and other
issues related to generalizability; 4) identification of pre-existing instruments; and 5)
references to seminal and contemporary work in the field.

The research effort conducted by Moen and Federici (2013) discussed two
significant instruments that will be germane to future research: Coach Competence Scale
(CCS) and Dimensions of Learning Organization Questionnaire (DLOQ). Using the CCS
and DLOQ, along with multiple regression analysis, Moen and Federici (2013) sought to
explore correlations between coach competencies and organizational learning.

In their research effort, Moen and Federici (2013) developed a CCS covering the
dimensions of: 1) establishing the relationship, 2) communication-attending, 3)
communication—influencing skills, 4) clarity in establishing responsibility, and 5)
facilitation for outcomes: learning and results, all assessed using a 7-point Likert scale.

The DLOQ is an instrument designed by Watkins and Marsick (2003) that is
predicated on the measurement of the important aspects of the learning culture. Watkins
and Marsick (2003) identified seven dimensions of the learning organization that are
foundational to DLOQ: 1) creation of continuous learning opportunities, 2) inquiry and
dialogue, 3) collaboration and team learning, 4) systems approach, 5) empowerment
using a collective vision, 6) alignment/connection between the organization and the
operating environment, and 7) strategic leadership with respect to learning.

While executive coaching is a powerful learning intervention, there is much to be
known about how learning and transference actually take place. The mechanisms by
which learning is operationalized, as captured through the coaching process, have

remained elusive to scholars. However, understanding this mechanism of learning
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transfer can yield potentially significant dividends not only to scholars, but also to
practitioners in the field, and to those who procure executive coaching services for senior
members of their organizations.

Executive Coaching and Leadership Theory. According to Parris and Peachey
(2013), “leadership theories attempt to explain and organize the complexity of the nature
of leadership and its consequences” (p. 377). With respect to executive coach training,
the major leadership focus areas are transformational leadership and servant leadership.
Executive coaching is, at its essence, about transforming leaders.

The focus of this study is on the impact of executive coach training/education.
Given that executive coach training/education is based on the foundational practices
inherent in executive coaching, it is reasonable to conclude that there is an element of
transforming leaders in the educative process. While there is no dearth of empirical work
with respect to leadership and leadership development, the literature most closely links
executive coaching with transformational and servant leadership. Therefore, the
leadership portion of this literature review will be limited to those two leadership
constructs.

Conceptual Framework

The conceptual framework seeks to link executive coaches with transformational,
servant leadership, and improved coaching skills; the framework uses ICF competencies
as a baseline, using the lens of executive coach training, a learning intervention. The
executive coaching training initiative at the Defense Acquisition University (DAU) is

predicated on transformation. As a learning intervention, it is postulated that through the
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coach training process, coaches themselves are transformed as they seek to acquire the
skills to transform their coaching clients (see figure 1).
Summary

Chapter 2 presented a review of the literature that is critical to understanding the
impact on participants of the leadership development intervention, executive coaching
training. The literature review began with a discussion of learning, followed by an
exploration of leadership and executive coaching. To address the issue of how to measure
the impact of executive coaching, research was reviewed to enlighten the researcher on
measurement of leadership development efforts. Lastly, the conceptual frame linking all

of the constructs together was discussed.
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Chapter 3
Overview of Methodology

Executive coaching, while experiencing exponential growth, is still unregulated
and unlicensed,; it also lacks credentialing (coachfederation.org, 2016). As a leadership
development initiative, executive coaching has theoretical underpinnings in learning
theory. However, the number of empirical studies conducted on the subject is fairly
small, with even fewer studies conducted on executive coach education/training. While
there is some empirical and even more practice-based evidence of the benefits and
transformative nature of executive coaching, executive coach education/training is neither
well documented nor studied. Executive coach education/training uses many of the same
interventions, tools, and practices inherent in the conduct of executive coaching (360-
degree feedback assessment, peer coaching, journaling, etc.) Given that many of the
elements of executive coaching are part of executive coach training, one may extrapolate
that some of the same benefits associated with executive coaching can be construed to
participation in executive coach training programs that model key elements of the
executive coaching process.

The purpose of this study was to gain an increased understanding of the
transformative nature of executive coach education/training. The primary purpose was to
understand the linkage between executive coach education/training, as learning
development, and the transformation of the coaches undergoing the executive
education/training. All of the participants in the executive coach education/training

cohort are all acquisition leaders; consequently, the transformative leadership evolution
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was viewed through the lenses of transformational and servant leadership. This research
effort attempted to answer the following research questions:

RQ: What is the impact of the DAU Executive Coach training program on
participants?

R1: How did participation in the program impact the trainee’s leadership
style/approach?

R2: How did participation in the program develop the trainee’s ability to perform
as an executive coach?

A single descriptive case study using exploratory design was employed. The
research concentrated on the group level of analysis, using the 2017 DAU Executive
Coach Training cohort as the case, in an effort to understand the transformative nature of
executive education/training.

This chapter undertakes a holistic description of the study’s methodology,
research design, site and participant selection, data collection and analysis, as well as
trustworthiness techniques consistent with the qualitative paradigm. The chapter
concludes with a discussion of human subjects and ethical considerations.

Research Procedures

Research Design. A descriptive, single case study design was employed
executing both quantitative (LPI, SLQ, ICF Competency Survey) and qualitative
techniques (observation, document analysis, and focus group). According to Creswell
(2003), quantitative design is predicated on the belief that truth is an objective reality and
that it can be empirically revealed. Given this orientation, quantitative research is more

closely aligned with cause and effect analysis and is more consistent with research
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predicated on the scientific method (Creswell, 2003). In antithesis of the qualitative
approach, quantitative research is predicated on the neutrality and separation between
researcher and subject with maximization of distance between researcher and subject
being optimal (Creswell, 2003). While quantitative research is predominantly concerned
with ascertaining causal relationship and the ability to use that knowledge in a predictive
capacity for future events, qualitative inquiry is much more focused on how participants
create reality and construct their worlds.

According to Denzin and Lincoln (2013), qualitative research is “a situated
activity that locates the observer in the world. Qualitative research consists of a set of
interpretive, material practices that make the world visible” (p. 6). Qualitative research is
concerned with the lived experience and the meanings attributed to those experiences
(Merriam & Tisdell, 2016). In a simplistic manner, the distinction between the
paradigms, qualitative and quantitative, can be summed up by what constitutes data.

In the quantitative approach, data is numeric and analyzed according to the
concepts of statistical analysis; in the qualitative approach, data is collected and analyzed
using a multitude of different techniques (Merriam & Tisdell, 2016). Qualitative research
is more concerned with the constructed meanings of the participants rather than the
frequency with which actions/events occur, i.e., counting things (Merriam & Tisdell,
2016). Qualitative research is about the description and translation process. Qualitative
research is concerned with understanding how the participants structure, orient, and make
sense of their worlds (Merriam & Tisdell, 2016).

Qualitative research moves beyond the boundaries of the laboratory and

experimental designs and often takes place in real-world settings where the researcher
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often has relatively little to no control over the participants or events under study. Events
are allowed to unfold naturally. In addition, the research is allowed to unfold. Merriam
and Tisdell (2016) use the terminology, “discovery-oriented” (p. 7), as opposed to the
deductive reasoning approach of the quantitative approach.

According to Merriam and Tisdell (2016), qualitative research is characterized by
four key elements: 1) the focus has a process orientation that is focused less on the
prediction of future outcomes and more on understanding and the creation of meaning, 2)
the researcher is the primary instrument in the conduct of data collection and analysis, 3)
qualitative research is inductive as opposed to deductive. Rather than test theory,
qualitative research is often conducted because there is a lack of theory or the theory is
inadequate in some way, and, 4) qualitative research results in thick description as
opposed to statistical outputs (Merriam & Tisdell, 2016). The qualitative approach was
used in the assessment of documents, the conduct of observations, and the conduct of the
focus group. Thematic coding was used to analyze qualitative data.

Ontology and Epistemology. In the qualitative paradigm, it is important to
understand the ontological (nature of reality or being) and epistemological (how one
knows) views/perspectives of the researcher. While the researcher does not have the
ability to control or manipulate the participants or events under study, ontological and
epistemological orientations can significantly influence the research effort.

Positivism/postpositivism is more aligned with the quantitative approach. The
prevailing view of positivism is that there is a reality out there that can be known to
greater or lesser degrees (Merriam & Tisdell, 2016). Positivists believe in a reality or

world that is observable, somewhat stable, and measurable. Postpositivism softens the
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positivist perspective to some degree, taking away the absolutes and certainty aligned
with the positivist paradigm but still retaining the ability to know, albeit not with
certainty but with plausibility (Merriam & Tisdell, 2016).

The interpretive approach is more aligned with the qualitative approach and is
predicated on the assumption that reality does not exist independently of the individual
but is a social construction (Merriam & Tisdell, 2016). Therefore, in lieu of one view of
the world, as in the positivist approach, there are multiple realities in the interpretive
approach.

Site and Participant Selection. The site selected for this research inquiry was the
Defense Systems Management College (DSMC), Ft. Belvoir, VA. DSMC was selected as
the site as it is the location of the Executive Coaching training program.

The Defense Acquisition University is the corporate university of the Department
of Defense. It was originally established by the Defense Acquisition Workforce
Improvement Act (DAWIA) Act of 1990 to provide education and training across the
acquisition functional areas for the Defense Acquisition Workforce (DAW), with a
predominant focus on Program Management. Workforce members, both military and
civilian, attended the university to gain required program management skills in
preparation for assuming positions of higher responsibility, typically in the management
of major weapons systems. Evolving through a series of organizational structures, the
university morphed into the current corporate university structure consisting of five
regional campuses and two colleges that train across all the acquisition career fields.

The corporate university structure is consistent with the DAU training model.

DAU is not a degree-granting institution; it is a training institution with a focus on
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improving skills in the workforce that are essential to the provision of the materiel and
services requirements of the Department of Defense. Given the complexities inherent in
the DoD, DAU has adopted a new Acquisition Learning Model (ALM) that is
comprehensive and flexible in nature to provide for DoD needs.

While still a corporate university, DAU’s new structure incorporates much more
than training courses. The ALM consists of three major elements: Foundational Learning
(FL), Workflow Learning (WL), and Performance Learning (PL). FL is more aligned
with the traditional elements of a corporate university and consists of classes (both
resident and online) and curriculum design. WL, the latest addition to the construct, is
designed to assist members of the DAW at the point of need and consists of
online/electronic assets that assist acquisition workforce members as they do their jobs.
The intent is to provide a structure/scaffolding for the workforce so that they can learn in
an independent fashion without interrupting the work of a supervisor or colleague. The
third element, PL, is akin to consulting and consists of business development, asset
development, and execution. PL is designed to help Program Executive Offices (PEOS)
and Program Management Offices (PMOs) resolve real-world, complex issues in real
time.

One of the product line items for PL is executive coaching. Given the
complexities of the acquisition environment, the high visibility, and often high-dollar
thresholds—uwith attending scrutiny by Congress and others—the demands and stressors
on senior leaders are significant. In an effort to provide assistance to senior leaders, in
2009, DAU embarked on an effort to identify, recruit, train, and qualify a limited number

of senior faculty members as executive coaches. This original effort has undergone
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several modifications but has now stabilized to the point where it has evolved into a
standardized Faculty Professional Development (FPD) effort: FPD 350—Executive
Coaching.
The Case

The bounded case, for the purposes of this study, is the 2017 DAU Executive
Coaching Cohort. As stated above, DAU launched an initiative to qualify executive
coaches to coach senior Defense Acquisition Workforce (DAW) members in the military
grade of Colonel (O-6) or higher and civilian grades of GS 15 or higher. FPD 350 is a 10-
month intensive course that is underpinned by experiential learning, transformative,
action, and reflective learning. FPD 350 consists of five workshops, spaced 45 to 90+
days apart, with three conducted in a face-to-face/resident forum and two conducted via
telepresence. Workshops are highly interactive and of a progressive nature. Future
workshops build upon learning addressed in prior workshops, and coach-building
assignments are completed by participant coaches between workshops. Each participant
coach is required to attend five workshops and complete all of the assignments between
workshops to graduate from the program.

Between cohort training sessions, cohort members are challenged with completing
assignments and working with a senior acquisition leaders (coachees) through a six-step
process to drive towards an extraordinary future for both the leaders and the
organizations. Expectations, deadlines, and deliverables are defined in the first coaching
session, and cohort participants begin the journey both for themselves and their clients as
cohort members experientially undertake many of the same efforts as the coachees they

coach. For example, cohort members receive executive coaching. Cohort members must
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define for themselves an Extraordinary Future (Step 2 of the six-step process), and also
receive a 360 evaluation.

Throughout the executive coach training program, participant coaches receive
feedback and constructive criticism with respect to their progress. Interactive experiential
skill building sessions are often videotaped to aid in feedback and analysis. All students
engage in peer coaching sessions, have the opportunity to be paired with a mentor coach,
and are the focus of a multi-rater 360 feedback assessment. In addition, written
assignments (ex: posing answers to questions geared at reflection, journaling
requirements, status reports) are required of the participant coaches. During the
qualification to become an executive coach, each participant coach is required to provide
executive coaching to one senior leader, with two senior leaders being highly
recommended. Notionally, executive coaches meet face-to-face once/month in addition to
a bi-monthly phone session over the duration of the training period. Executive coach
trainees must use their leadership and business development acumen to enroll a coaching
client, as clients are not provided by the program. Lastly, all clients are required to keep a
journal (reflective learning) throughout the process to record observations, notes, and
learnings.

FPD 350 Six-Step Process

FPD 350 is organized around a six-step process (see figure 5), which both
participants and coachees experience. Each module is designed to focus on specific steps
in the model: Module 1 focuses on establishing the relationship. Module 2 drives toward
the design of the extraordinary future. Module 3 encompasses launching the 360

feedback, while Module 4 focuses on identifying stakeholders and establishing a
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stakeholder communications plan. The re-ordering of focus areas of Modules 3 and 4 is a
recent change to the curriculum brought about as a result of Cohort 2016 student input.
Module 5, the last module, culminates the course and is all about implementing the
extraordinary future.

Figure 5. DAU Executive Coaching Model
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Figure 5. DAU six-step executive coaching model.

Step 1—Establish the Relationship—can prove to be significantly challenging to
the cohort participants as it is in this stage that participants must enroll a coachee (i.e.,
senior leader) to take this journey with them. This act of securing a coachee/client is
totally foreign to many of the participants, who are acquisition professionals by trade.
Participants leverage existing relationships, speak with other faculty who are engaged in
consulting efforts, speak with their mentor coach, and query the executive acquisition
course participants to see if they have any interest in executive coaching as means of
providing leads to help them enroll a client. Step 2 is one that both coachees (clients) and
cohort participants must do. The coachees, the senior acquisition professionals of DoD,
are tasked to design an extraordinary future for their organizations, and the cohort
participants are asked to design an extraordinary future for themselves. In the case of the
coach-coachee dynamic, the coaches and coachees jointly work toward this end state. In

the case of the course participants, each participant is paired with a coaching partner in
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the cohort. It is with this cohort partner that participants work through their individual
extraordinary futures. In addition, each participant has a mentor coach, a seasoned coach
who provides assistance. Mentor coaches provide varying degrees of support, depending
on the needs of the mentee.

Steps 3, 5, and 6 are predominantly coach-coachee centric. Step 4, however, is a
requirement for the coach-coachee relationships and the cohort partner relationships.
Each participant must have a 360-survey executed. These surveys are non-Likert scale,
qualitative survey instruments designed to give the cohort members insight into
themselves as well as to practice the skill of conducting and providing 360 feedback
assessment. Each 360 instrument is jointly developed between the course participants and
the peer coach in the training and between the coach and coachee when working with real
clients, making each 360 assessment a highly customized instrument that gets at the areas
that the coachee feels are important.

FPD 350 Cohort Training Approach

FPD 350 Cohort Training is based on competency modeling and the alignment of
the competency, Terminal Learning Objectives (TLOs), and Enabling Learning
Obijectives (ELOs). There is only one competency for FPD 350, that being to
“demonstrate the ability to coach a key leader of the defense acquisition workforce to
improved results in acquisition, organizational, and leadership outcomes” (Content
Alignment, 2012). The TLOs simply correspond to the six steps of the coaching process
model. Each TLO is linked to material in the course and further broken down into more

detail through the use of ELOs, with corresponding linkages to the course material.
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Each cohort training session combines a mixture of facilitator-led discussion and
practice/experiential learning. Slide presentations are minimal, as is facilitator talk time.
The intent of the training sessions is to decrease lecture and increase student interaction
and engagement. Students have opportunities to work through exercises and practice
elements of the material presented. Practice coaching sessions are either taped and
reviewed or, if not taped, they typically involve an observer so that students can receive
immediate feedback on their performance. The litmus test for quality of the engagement
is typically some portion of the ICF Competency Model (coachfederation.org, 2016). The
standard protocol is for participants to brief out/conduct after-action reviews after
experiential sessions.

Elements of Vygotsky’s (1978) notions of scaffolding and the Zone of Proximal
Development (ZPD) were clearly evident in the delivery of FPD 350. Scaffolding, as a
complement to ZPD, is the notion of modeling/demonstrating certain behaviors and then
taking a step back to allow students to then attempt to replicate the behavior or skill. ZPD
confers with it the notion that there are certain tasks that students will not be able to
complete on their own. Development is further enhanced with the introduction of the
more knowledgeable other.

In FPD 350, the more knowledgeable other comes in two forms: the course
facilitators and mentor coaches. The facilitators are responsible for all things related to
the successful delivery of FPD 350. During course facilitation, they act as resources for
the cohort participants and also take an evaluation role, managing course deliverables and
providing critical feedback needed for successful participant advancement in the course.

In addition, each cohort participant is required to have a mentor coach, i.e., an
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experienced executive coach who was a product of the DAU executive coaching
program. It is the responsibility of the cohort participant to secure a mentor coach. The
mentor coach does not provide an evaluative role. The mentor coach occupies a support
role and is available to cohort participants to provide subject matter expertise, act as a
sounding board, help participants work through difficulties with either the program or a
client, and provide moral support, given the demanding nature of meeting course
requirements.

Exercises/activities clearly reflect Kolb’s (1973) model of experiential learning
based on action, reflection, and feedback. In fact, a number of the exercises and activities
are predicated on this model, including the exercise/activity, which is the catalyst for
observation and ultimately reflection. Observation is typically handled in one of two
ways: either there is an observer of the exercise/activity or the event is recorded.
Observation and reflection then become stimulants for exploration and formulation of
new concepts and ideas that are tested and then exported to newfound situations. This
concept of learning is in concert with Dewey’s (1938) perspective that learning extends
beyond the mere acquisition of facts. Experience is a key component of learning. In FPD
350, experience is somewhat synonymous with practice in the purpose-practice-repetition
paradigm.

Participant Selection

There is a formal nomination process for participation in FPD 350. Potential
candidates complete an application that is then endorsed by their region Dean or their
business unit Director. Once applications have been received, a panel is convened to

select the cohort members. Applicants are assessed on the basis of seven attributes: 1)
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passion, commitment, and energy to engage with and make a difference for the senior
members of the DAW who are occupying top leadership positions within the DoD; 2)
gravitas/executive presence; 3) past success in transforming/leading others; 4)
adaptability and flexibility; 5) personable; 6) commitment to reflection, personal
development/improvement and awareness with an open mind to challenge long-held
beliefs in a reflective and constructive manner as well as an assessment of the ability to
receive candid and constructive feedback from others; 7) the ability to develop and to
receive comments that may be provocative without becoming emotional or automatically
defensive. In addition to the seven attributes listed, applicant experience, both as a leader
and a member of the DAW, is evaluated. Applicants must demonstrate high levels and
sustained records of significant accomplishment within the field of acquisition; they must
also have an extremely high capability to lead individuals and teams to significant
positive outcomes in oftentimes a high-visibility, high-operational tempo environment. In
addition, applicants are assessed on their track record and experience in providing high-
level, complex consulting activities.

As part of the selection process, applicants to the program are required to address
or answer five questions: 1) explain why they are interested in becoming a coach, 2)
identify any experiences with either mentoring or coaching, 3) assess their abilities with
respect to the assessment criteria, 4) identify the skills and attributes they would like to
personally develop, and 5) acknowledge the investment in time necessary to complete the
program and commit to making the coaching program a top priority over the 10 months

of the program.
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Prior to the selection panel, each Dean/Director must endorse each applicant
according to their assessment of the applicant’s ability to successfully complete the
program, return a significant positive impact to the senior executive being coached during
the program, and ensure that the applicant has the bandwidth to complete the
requirements of the program in addition to other work requirements. After all required
documents have been submitted, a panel of senior leaders who are executive coaches
assesses each candidate and makes recommendations with respect to the suitability of the
applicant for the program. The recommended applicants are then approved by the DAU
Chief of Staff.

The 2017 FPD 350 cohort originally consisted of 17 members. One member
subsequently dropped the program due to work-related requirements, and no further
members withdrew from the cohort for work or any reasons. The current cohort had a
makeup of 14 male and 2 female participants, with cohort members predominantly falling
into the 50+ age category. From an educational perspective, all members had a master’s
degree with one member having a doctorate and law degree. The average cohort member
had 15+ years of acquisition experience, predominantly in the program management
acquisition career field, although acquisition logistics and contracting career fields were
represented as well. Six of the seven had prior military experience. Of the 16 members of
the cohort, seven students and one facilitator agreed to participate in this study.

Data Collection

Leadership Practices Inventory (LPI). The LPI (Kouzes and Posner, 2013) is a

data collection instrument consisting of 30 statements that attempt to identify the most

critical and essential behaviors of outstanding leadership. Responses ranging from almost
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never to almost always are scored on a 10-point Likert-type scale. The LPI attempts to
assess the five exemplary practices of leadership as espoused and defined by Kouzes and
Posner (2012): “Model the Way,” “Inspire a Shared Vision,” “Challenge the Process,”
“Enable Others to Act,” and “Encourage the Heart” (p. 15). The five exemplary practices
are a result of triangulating qualitative and quantitative research methodologies consisting
of in-depth interviews and case studies that are foundational to the conceptual frame
(www.leadershipchallenge.com).

The LPI has been administered to over 350,000 leaders/managers. Internal
reliability measures range for LPI (Self) range from .75 to .82. LPI (Observer) has
internal reliability measures ranging from .88 to .92, thereby exhibiting acceptable
measuring errors for the instrument. In addition, research has shown test/re-test reliability
generally at levels at .90 or higher (www.leadershipchallenge.com).

The LPI instrument is highly rated regarding face validity, the ability to measure
what one purports to measure. Other researchers have validated the five factors in
research efforts across a broad spectrum of organizational settings, using Linear
Structural Relations (LISREL), a Structural Equation Modeling (SEM) software, and
other methods (www.leadershipchallenge.com). In addition, the instrument can
incorporate elements of 360 feedback through the use of Observer versions of the
instrument. However, this research effort will confine the use of LPI to LP1—Self.
Authority to use the LPI is provided in Appendix A.

Servant Leadership Questionnaire (SLQ). Barbuto and Wheeler’s (2006)
Servant Leadership Questionnaire is based on the 10 characteristics of servant leadership

as proposed by Spears. In the development of the conceptual model, Barbuto and
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Wheeler added an additional item, calling, to the instrument (Green et al., 2015). In an
effort to establish face validity, the drafters of the instrument generated five to seven
questions for each of the eleven factors resulting in a mix of 56 questions that experts
were asked to organize in the most appropriate category. The instrument was then given
to more than 350 followers. Factor analysis concluded in a five-factor 23 question model:
1) altruistic calling, 2) emotional healing, 3) wisdom, 4) persuasive mapping, and 5)
organizational stewardship (Green et al., 2015). In an effort to prove convergent,
discriminant, and predictive validity, participants were asked to respond to Leader
Member Exchange (LMX-7), and those factors were correlated with the five subscales of
the SLQ to establish convergent validity. The Multifactor Leadership Questionnaire
(MLQ-5) was used to establish discriminant and predictive validity (Green et al., 2015).
Instrument questions and authority for use are provided in Appendix B.

ICF Competency Survey. The ICF Competency Survey is a simply constructed
instrument that takes the ICF Competencies: A) Setting the Foundation, B) Co-creating
the relationship, C) Communicating Effectively, and D) Facilitating Learning and Results
(coachfederation.org, 2016) and application of a five-point Likert scale (ranging from
1—strongly agree to 5—Strongly disagree) for the use of self and other assessment of the
coach’s competency with the full range of the coaching process. This instrument is
designed for coaches and coaching clients to assess coach skills and approaches used in
the coaching relationship. Core competencies, authority for use, and the ICF Code of
Ethics are provided in Appendix C.

Observation. The researcher observed cohort training session(s) live at the

Defense Systems Management College (DSMC) located at Ft. Belvoir, Virginia.
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Observations consisted of classroom-facilitated discussions, practice coaching sessions,
videotaped sessions, and other interactions during resident executive coaching training.

Document Analysis. The researcher reviewed homework, pre-course and pre-
module assignments of cohort participants. Ancillary course documents were reviewed to
provide context for document reviews of student submissions.

Focus Groups. A focus group was conducted during a resident cohort session,
Module 4. The interviews were conducted at DSMC, the home location of the cohort.
The researcher maximized the use of face-to-face interview techniques in order to
maximize the gathering of observational data from the interview process that may not be
visible in a virtual session. The focus group session was taped with permission from the
research participants. Once the focus group methodology was established, the following
interview protocol was followed:

A brief introduction to the researcher and research project initiated the focus

group process.

All equipment was tested prior to the interview.

Participants were either read or presented with the research confidentiality and

consent forms

Permission to tape the focus group session(s) was reaffirmed.

The qualitative focus group process consisted of open-ended questions to

illuminate the lived experiences of participation of the DAU executive coaching

program.

Focus group questions are provided in Appendix D.
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Data Analysis

Data were collected through multiple sources: face-to-face focus group session(s);
document analysis; observation; and completion of the LPI, SLQ, and ICF Competency
Survey instruments. Quantitative data from the LPI, SLQ, and ICF Competency Survey
were analyzed using basic descriptive statistical procedures. The LPI developers provided
a statistical report assessment of each participant. No such reporting mechanism exists for
the SLQ); therefore, basic statistical calculations of measures of central tendency and
dispersion were calculated for that assessment.

Qualitative data was analyzed using a two-step process. Focus group data was
first transcribed into Microsoft Word documents. Once the data had been transcribed, the
researcher looked for themes, patterns, and categories. Given the limited number of
participants, the data was manually coded, in lieu of using an electronic software
organizing package such as Atlas.ti. In order to systematically analyze the qualitative data
inputs, the research effort employed Creswell’s (2003) six-step methodology for
qualitative research design:

Organize and prepare the data. This step is inclusive of transcription of
interviews and typing of any field notes with respect to observations. Sorting or arranging
data into preliminary taxonomic structures will be done at this stage of data collection
and analysis.

Gather an overall sense of the data. Read and re-read data items to gain familiarity
with the data and its attendant structure.

Code the data.

Create a full description based on the coding process.
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Determine how themes and descriptions will be depicted.

Make an interpretation to establish the meaning of the data.
Validity, Reliability, and Trustworthiness

While validity and reliability are associated with the quantitative approach, and
trustworthiness is associated with the qualitative approach, all are essential elements of
high-quality research. While the terminology is different, it is not hierarchical, nor is it
indicative of preference or rigor. Instead of speaking of internal and external validity,
reliability, and neutrality, Johnson and Waterfield (2004) use words more consistent with
the qualitative approach. For example, instead of internal validity, Johnson and
Waterfield (2004), speak of truth and credibility.

Credibility speaks to the portrayal of multiple realities as adequately as possible
(Johnson & Waterfield, 2004). The researchers Johnson and Waterfield (2004) described
truth as the establishment of confidence in the truth of the findings with respect to the
subject and context. External validity translates into transferability, applicability, and
fittingness (Johnson & Waterfield, 2004). Reliability is translated into dependability and
auditability, whereas neutrality translates as confirmability (Johnson & Waterfield, 2004).

In the qualitative approach, a number of ways exist to establish rigor and
trustworthiness. The first is triangulation, which is accomplished through the use of
multiple data sources: focus group; observation; review of documents; administration of
the LPI, SLQ, ICF Competency Survey; and member checking.

Given that qualitative research is highly dependent on the background, insights,
experience, and knowledge of the researcher, other researchers may or may not share the

same interpretations of the data collected. However, other researchers should be able to
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follow the audit trail of how the researcher arrived at the destination or conclusions
derived from the research effort (Johnson & Waterfield, 2004). Although qualitative data
is not normally replicated, as in the quantitative approach, an audit trail will provide
knowledge and clarity as to the theoretical foundations, methodology, and process of how
decisions were made in the research endeavor.

In the qualitative approach, the concept of neutrality translates as reflexivity
(Johnson & Waterfield, 2004). In antithesis of the quantitative approach, where
objectivity is predominant, the engagement of the researcher in the qualitative approach
is highly valued. Rather than being construed as a weakness and potential source of bias,
this engagement is viewed positively, as a strength, and lends credibility to the research
effort (Johnson & Waterfield, 2004). The key to high-quality qualitative research is self-
awareness and the upfront identification of researcher involvement and preconceptions.

Self-Report Data. Self-report data is a staple of social science research.
However, self-reporting can engender concerns about construct validity. Self-report
responses are predicated on a number of elements, ranging from the psychological-
sociological end of the spectrum to more experiential and contextual perspectives. Given
these influences, there is some concern about what is being measured when research
respondents self-report (Razavi, 2001).

Lanyon and Goodstein (1997) group response distortions into two broad
categories: response styles and response sets. Response style bias speaks to the notion
that some participants have a particular bias irrespective of the content of the subject
matter. For example, some persons gravitate towards more positive (acquiescence bias),

more moderate (moderacy bias), or more negative perspectives (negative affectivity bias)
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regardless of the subject matter in question (Razavi, 2001). Response sets represent
biases that are content related. Participants, either consciously or unconsciously, make an
attempt at impression management, i.e., participants gravitate toward the response that, in
their minds, is more socially acceptable (social desirability bias) (Razavi, 2001). Hoskins
(2012) refers to this as honesty/image management. Hoskins (2012) goes further and
states that even when research participants have a desire to provide an honest answer,
they may not have the intellectual understanding to answer the question truthfully.

However, despite some limitations, self-report data is still useful in scholarly
research. Hoskin (2012) cites three prevailing reasons for the use of self-report data in
research efforts: 1) self-report data is fairly inexpensive to obtain in terms of time and
costs; 2) with technology, it is easy to reach a mass of potential respondents; and 3) self-
report data can measure constructs that would be difficult to observe or achieve with
other psychometric measures. For the purposes of this research effort, response style will
more predominate in influence over response sets. Response sets bias is normally
exacerbated with emotionally charged questions or with questions that bring into question
socially acceptability. Neither are present in this research effort. Given the benefits of
self-report data, coupled with low conditions for response set bias, and triangulation with
other methods of data collection, it is felt that bias with respect to self-report data will
have a de minimis affect on the validity of this research effort.

Subjectivity. In order to minimize bias, the researcher kept a subjectivity journal.
This journal opened up to reflection views and assumptions that could have potentially
impacted the researcher’s ability to control bias during the research effort. While the

subjectivity journal advanced the ability to critically reflect and to expose the invisible to
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the light spectrum, alone it is insufficient to ensure unbiased research. Therefore, use of a
multiplicity of data sources will improve the subjectivity with respect to this research
effort.

While in the quantitative paradigm a great deal of emphasis is placed on the
neutrality and arms-length distance between the researcher and subject, in the qualitative
approach an opposing perspective is evident. In the qualitative approach, it is assumed
that the perspective of the researcher is inexplicably linked with shaping of the research.
According to Malterud (2001), the researcher’s background shapes multiple aspects of
the research effort: 1) what will be investigated, 2) how it will be investigated, 3)
research methods, 4) findings, and 5) research conclusions. Given the acknowledged
influence of the researcher on multiple aspects of the research effort, qualitative
researchers often look inward and investigate perceptions along the research journey to
attempt to minimize bias. Malterud (2001), however, is careful to not make perception
synonymous with bias.

Finlay further explores reflexivity in research and offers five variations of
reflexivity: “(i) introspection; (ii) intersubjective reflection; (iii) mutual collaboration;
(iv) social critique; and (v) discursive deconstruction” (2002, p. 209). Introspection was
the means to mitigate bias and to help reveal the potential for hidden agendas in the
research process. Throughout the research effort, journaling was the vehicle/tool used to
explore areas that presented certain challenges with respect to researcher bias:

For this graduate of the DAU Executive Coaching program, journaling was
critical to ensuring separation between the current cohort experiences and my previous

learning experiences.
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As a graduate of the Georgetown University Executive Coaching Program, the
researcher found that introspection was critical to refrain from comparative analysis of
the two programs.

As a member of the organization’s executive staff, it was critical that the author
remain cognizant of potential power imbalances during the research effort.

While looking into areas of potential bias or hidden agendas is useful to the
credibility of the qualitative approach, Finlay (2002) is careful to warn against excessive
preoccupation with one’s own emotions and experiences. Reflection is done in support of
the research effort. It is an attempt to gain clarity by revealing “unconscious motivations
and implicit biases” (Finlay, 2002, p. 225). However, excessive ruminating about one’s
own reflexive experiences may unduly privilege the position of the researcher and drown
out or extinguish the voice of the research participants (Finlay, 2002).

Human Participants and Ethical Considerations

Participation in this research effort was strictly voluntary, and the anonymity of
all research participants was protected. An informed consent agreement and a
confidentiality agreement provided in Appendix E were read and signed before survey
instruments were administered or interviews were conducted. Participants were informed
of the types of actions required for participation in the study, the risk involved in
participation, and the intent of the study. Participants were informed that participation
was completely voluntary and that participants could elect to discontinue involvement at
any time. Participants in this research effort were not subjected to any dangers or risks
during the conduct of this study, and no members of a protected class were involved in

this research effort. According to the Code of Federal Regulations (45 CFR 46), protected
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class status is accorded to vulnerable members of the population, clearly identified in
research as pregnant women, human fetuses, neonates, children and prisoners.

As noted above, the anonymity of all participants was safeguarded. Upon
induction in the study, all research participants were provided a numerical identification
using a random number generation table that was tracked via a Microsoft Excel
spreadsheet. All participant data was protected throughout the conduct of this research
effort. All data was secured in a locked container by the researcher at all times when not
actively working with the data to protect any sensitive information as well as the
confidentiality of the participants. Confidentiality agreements, informed consent forms,
and research data will be stored in a secure location for the required period of retention
after dissertation approval. Only the researcher will have access to the stored data. After
the retention period has expired, the files will be destroyed either by shred or burn

method.
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Chapter 4
Findings

This study examined the impact of an executive coaching program on the
leadership style and coaching skills of course participants as well as the relationship
between learning, leadership, and executive coaching skills/abilities. The purpose of this
study was to gain an increased understanding of the transformative nature of executive
coach education/training using the lens of the 2017 DAU Executive Coaching cohort
(FPD 350). The study sought to explore the linkages between executive coach
education/training as a learning development initiative and the transformation of the
coaches undergoing the executive education/training.

The study sought to explore the following research questions:

RQ: What is the impact of the DAU Executive Coach training program on
participants?

R1: How did participation in the program impact the trainee’s leadership
style/approach?

R2: How did participation in the program develop the trainee’s ability to perform
as an executive coach?

Participants’ ability to perform as an executive coach was evaluated through
observation by the researcher and cohort facilitator; it was also assessed by the research
participants and cohort facilitator against competencies/attributes of the ICF Competency
Survey. Change in Leadership style/approach was measured with the LPI and SLQ

instruments.

77



The underpinnings/foundational elements of this study were learning theory and
leadership theory. Elements of experiential learning, transformative learning, reflective
learning, action learning, transformational leadership and servant leadership theories are
reflected in the course design/course curriculum, as well as an emphasis on leadership.
The target audience for graduates of the program are senior-level leaders within the DoD
acquisition community. The DAU executive coaching program is also a program
predicated on transformation: transformation of the graduates of the program and
transformation of the future clients the graduates will support.

The program participants are subject matter experts in the field of acquisition,
with a proven leadership track record. The goal of the program is participants’
transformation into executive coaches. There is a rigorous selection process followed by
a 10-month intensive training program. There is an expectation that executive coaching
will play a significant role in transforming leaders and organizations to stretch beyond the
predictable, move into the realm of possibility, and create an extraordinary future for both
the leader and the organization.

This chapter is divided into two major parts, with each part being aligned with the
research questions. The first part explores the change in leadership using quantitative
(LPI, SLQ) and qualitative methods (observation, document review, focus group), and
the second part looks at the change in executive coaching using the same methods.
Likert-scale instruments, the LPI, and SLQ were used to conduct pre- and post-training
assessments of transformational and servant leadership while the ICF Competency
Survey used to conduct pre- and post- training assessments was a Likert-scale type

survey derived from the ICF list of coaching competencies. The SLQ and ICF
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Competency instruments were analyzed using descriptive statistics while the LP1 used a
specific scoring software based on factor analysis. Each section will begin with a
discussion of the topic and conclude with the research finding. The chapter will conclude
with an overall summary of the research findings.

Leadership Research Findings

Leadership Practices Inventory (LPI). The LPI was administered to cohort
participants at the beginning and near the end of the program. Results were obtained and
scored according to scoring software provided by the instrument developers. Pre/Post LPI
mean (developers use the word average), standard deviation, and coefficient of variation
data were calculated. Pre and post means are displayed below (see figure 6).

The coefficient of variation was calculated to give some measure of the variability
in the pre- and post-distributions. When looking at distributions where the means are not
equal, it is not possible to merely compare standard deviations and assess which
distribution is more or less varied. A measure of relative dispersion, the coefficient of

variation (standard deviation/mean), must be calculated.
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Figure 6. Pre- and Post-LPI
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Figure 6. Pre- and Post-LPI data measures of central tendency: mean and standard deviation.

Table 4. Descriptive Statistics (AVG, Std. dev., CV) Pre- and Post-LPI

Pre Post
avG | S ey | ave | 59| cv
Model the Wav 44.4 6.2 14 49.9 4.3 .09
Inspire a Shared Vision 38.3 8.3 22 48.4 51 A1
Challenae the Process 40.0 9.2 .23 48.3 59 12
Enable Others to Act 50.4 3.2 .06 54.3 3.9 .07
Encouraae the Heart 44.1 8.8 .20 51.1 5.3 10

Note. AVG = Average, Std. dev. = Standard Deviation, CV = Coefficient of Variation.
Descriptive statistics for Five Exemplary Practices of Leadership show

considerable change. Enable Others to Act received the highest average score in both the
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pre and post; Inspire a Shared Vision showed the most dramatic change in average
scores. In the pre-assessment, Inspire a Shared Vision achieved the lowest average. In the
post-test, Inspire a Shared Vision average scores increased by 10.1 and tied with
essentially the same post-assessment average as Challenge the Process. In addition, there
is less variability in the distributions for the post-LPI. A copy of the questionnaire,
statement numbers that correspond to the five exemplary practices as well as participant
ratings for individual practices is located in Appendix F.

Finding 1: Each of the Transformational Leadership dimensions increased
throughout the course. Servant Leadership Questionnaire (SLQ): The SLQ was
administered to cohort participants early in the program (pre-assessment) and near the
end of the program (post-assessment). The SLQ is a 23-question survey designed to elicit
respondent evaluation of the five components of servant leadership as espoused by
Barbuto and Wheeler (2006), the designers of the survey instrument. The five
components of servant leadership are 1) altruistic calling, 2) emotional healing, 3)
wisdom, 4) persuasive mapping, and 5) organizational stewardship; they are measured by
a variety of survey questions.

The SLQ initially consisted of 56 items (Barbuto & Wheeler, 2006) that were
tested for validity using a panel of 11 experts consisting of leadership faculty and
doctoral students. After initial review, a subsequent review was conducted by a 5-judge
panel to further improve the face validity of the instrument. Further testing of the
psychometric properties of the instrument were validated by administering the survey to

450+ leaders and raters, predominantly from the Midwestern region of the United States.
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Using leader and rater data, the subscales of the instrument were assessed for
internal reliability using the Statistical Package for the Social Sciences (SPSS) scale for
internal reliability. The Self version of the instrument, which was used in this research
effort, exhibited reliabilities ranging from .68 to .87 (Barbuto & Wheeler, 2006). In
addition, simple descriptive statistics were calculated for each of the subscales, with the
Self version demonstrating means between 2.48 to 2.98 with fairly consistent standard
deviations across all subscales.

Exploratory and confirmatory factor analysis was performed to test the factor
loading on the subscales. Using the larger of the samples, the rater sample, a number of
exploratory analyses were conducted that resulted in the same five factors but a reduction
in items from 56 to 23, which is the current form of the survey instrument (Barbuto &
Wheeler, 2006). For the current 23-question survey, the constructs are measured as
follows: Altruistic Calling (Q1-Q4), Emotional Healing (Q5-Q8), Wisdom (Q9-Q13),
Persuasive Mapping (Q14-Q18), and Organizational Stewardship (Q19-Q23)
(Littlefield, 2016).

Research participants rated servant leadership twice during the conduct of this
study, upon initial entry into the executive coaching cohort and closer to the end of the
cohort. The 23 questions were rated on a 5-point Likert type scale ranging from 1—
Strongly Agree to 5—Strongly Disagree (see figure 7). Data showing analysis of

individual constructs is located in Appendix G.
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Figure 7. Servant Leadership Questionnaire Descriptive Statistics

Servant Leadership Questionnaire
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Figure 7. Descriptive Statistics for components of SLQ.

Table 5. Pre- and Post-Comparison of SLQ Factors

Pre Post
X-Bar g;‘\j/ CV | X-bar g;‘\j/ cv
Altruistic Calling 2.00 .98 49 1.70 .60 .38
Emotional Healing 2.70 1.18 44 2.11 .79 37
Wisdom 1.77 81 46 1.6 50 31
Persuasive Mapping 2.09 .85 40 1.57 .60 .38
Organizational Stewardship 2.04 .84 41 1.74 7 44

Note. Descriptive statistics (x-bar, Std. dev., CV) associated with factors of SLQ.
The largest change in mean score from pre to post was exhibited in the Emotional
Healing component, while the smallest change in mean score was exhibited in the

Wisdom component. With respect to variability within the distributions, the Altruistic
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Calling component yielded the largest amount of variability in the pre-assessment, while
Persuasive Mapping variation in the distribution was the least in terms of magnitude.
With respect to the post assessment, Organizational Stewardship yielded the largest
distribution variability with Wisdom, showing the least amount of variation. Post-
assessment showed movement towards the Strongly Agree end of the scale across all
components of servant leadership.

Observation

Finding 2: Each of the components of Servant leadership increased (moved
toward the Strongly Agree end of the scale) throughout the course. Several key
elements of learning were apparent and able to be assessed during observation and
document review. However, it was extremely difficult to assess leadership for two
prevailing reasons: 1) classroom venue versus real-world organizational setting and 2) the
absence of followers. However, certain basic observations were generated that are
consistent with maintaining the credibility of the research effort.

Transformational leadership, defined as leadership that transforms a follower
from pursuing self-interests to pursuing group or organizational interests, was observed in
the peer coach/cohort during coaching sessions. Using the theoretical lens of Kouzes and
Posner’s Five Practices of Exemplary Leadership (2012), a number of leadership
practices were observed, namely Challenge the Process, Enable Others to Act, and
Encourage the Heart. Model the Way and Inspire a Shared Vision were not observed.
Without followers or an organizational context, it is extremely difficult to observe

leading by example (Model the Way) and enlisting others in a compelling and shared
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vision that appeals to the shared aspirations of members of the organization (Inspire a
Shared Vision).

Beginning with Challenge the Process, which includes looking for opportunities
to experiment and take prudent risk, all cohort members exhibited behaviors on the lower
end of the spectrum for this practice. During an early observation, it appeared that all
cohort members were struggling to absorb the 6-step process and other tools/techniques
that were new, rather than engaging in experimentation and challenging the process.
Early observations were predominantly about practicing techniques taught as opposed to
modifying technigques to make them one’s own. The overarching emphasis, for all the
participants observed, was on getting it right, being able to execute the textbook solution
rather than appropriating, contextualizing, experimenting, or risk taking. Getting it right
appeared to be the dominant factor, not only getting the elements of the process correct,
but the sequence of events correct, and the timing as well.

There were a variety of questions surrounding the process. In some fashion, all
cohort members engaged in this type of probing to get clarity about the process.
Questions were along the lines of can you (attempts to clarify the process as well as
attempts to validate the correctness of their execution of the process) and how long with
respect to the process. Students questioned, on several occasions, whether the steps
needed to be done in the sequence portrayed. For example, “Do we have to complete the
steps in sequence?” and “Can we begin another step if we have not completed a previous
step?” were asked in different ways on a number of occasions. Cohort participants posed
a number of questions relating to what happens if a coachee does not want to execute all

of the steps in the process.
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Given the demands and temporal nature of the program, several questions were
asked with respect to time. “How long should we spend on getting to the Extraordinary
Future?” was a fairly common question. There was a tendency to, in effect, repeat this
question, albeit in different formats, in an attempt to figure out a rough order of
magnitude for the different steps. How many people should we interview in the 360?
How many questions should we have in the questionnaire? Do we give the client the 360
briefing ahead of time? If so, how far in advance of the coaching session? Initially, it
appeared to be a search for the cookbook recipe for executive coaching.

Executive coach training represents a paradigm shift for the cohort participants.
Acquisition of major weapons systems and complex services typically follows a very
rigorous and prescribed format founded on the overarching principles of meeting cost,
schedule, and performance objectives. With sophisticated models, formulas, and
forecasting tools, outcomes are typically more determinate than executive coaching
outcomes. Learning to become an executive coach defies rote memorization type learning
and requires a tolerance for uncertainty with respect to outcome. In an executive coaching
conversation, the same question asked on different occasions may elicit totally different
responses/outcomes. Therefore, learning executive coaching skills can differ from
learning non-coaching related acquisition skills. While scaffolding can be parts of both
environments, learning in executive coaching is highly experiential and takes on a more
aspects of transformative and social learning.

In early observations there appeared to be more angst with learning the process
than experimentation or risk taking on the part of all the participants in this research

study. Research study participants appeared to not have reached a comfort level with their
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peer coaches and their facilitators to Challenge the Process. This lack of knowledge with
respect to the right answer/textbook solution, coupled with a lack of comfort with those
whom they had to engage, appeared to be catalytic in raising both the concern level and
discomfort level of the participants. Later observations exhibited a pronounced shift with
respect to this practice.

Later in the program, once study participants had gained a familiarity with the
principles taught, with their peer coaches, and with their coachees, the emphasis seemed
to shift from getting it right, i.e., the textbook solution to what will work best for my
client, whether it was the actual client or the peer coach, the simulated client. The
questions asked and the discussions in class were decidedly different with respect to this
practice than in the early observations. The questions were more nuanced, were less
process-oriented, had more depth, and were more contextual than earlier discussions.
Check-ins with the coachees were much more frequent. Questions such as, “Is this
working for you?” and “Was this helpful?” were asked on a much more frequent basis.
Powerful and open-ended questions were used more frequently, with the number of
yes/no-type questions being almost non-existent. The number of “have you considered . .
.7 questions also decreased dramatically. These behaviors were exhibited by all study
participants.

The practices of Enable Others to Act and Challenge the Process were evident in
both early and later observations. A liberal interpretation of Challenge the Process—
demonstrate appreciation for the workforce—was taken, substituting others for
workforce. It was evident in both observations that all study participants had high degrees

of emotional intelligence that supported success in a social learning environment;
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therefore, the ability to evidence concern about someone other than oneself was apparent.
Similar to behaviors observed in Challenge the Process, participant’s overarching
concentration on performance, i.e., doing everything correctly, consumed a great deal of
energy in the early observation across all study participants.

Once participants settled down with the process, had appropriated knowledge, and
had developed a facility with some of the tools/techniques presented, participants in the
study exhibited a greater ability with respect to exhibiting an other-than-self
orientation/focus. The needs of other cohort members, as evidenced by a deep honing in
on the other person during discussions and practice activities increased exponentially in
the latter observation. The appropriation of more active listening and more powerful
questioning techniques demonstrated a greater appreciation for peers and more focus on
their needs.

Across all participants in the study, more frequent eye contact, as opposed to
looking at notes, asking more nuanced and sophisticated questions, as opposed to asking
questions to merely keep the conversation going, and a shift in talk-to-listen time was
observed. In some earlier observations, when study participants were assuming the role of
coaches, four different study participants asked coachees softball-type questions (on more
than one occasion) that clearly both already knew the answers to. For example, some of
the coachees’ Extraordinary Futures were focused on improvements at DAU. All cohort
participants are subject matter experts on DAU, the Acquisition Learning Model (ALM),
curriculum development, and a host of other topics that are part of the knowledge kit of a
DAU professor. Given that, nothing was gained, from a coaching conversation

perspective, by asking these questions. Questions along these lines are insufficient to
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move the client forward towards an Extraordinary Future. However, these types of
questions did fill the silence void and kept the conversation moving. These types of
questions radically diminished in later observations.

Demonstrating a focus on the needs of others, participants consistently asked
clarifying questions in attempts to more fully understand the concerns of other cohort
members. There were minimal to no sidebar conversations when others were expressing
themselves and over half of the cohort participants used appreciative inquiry when
engaging with each other. While there were times when cohort participants expressed
suggestions, the conversations overwhelmingly took on the flavor of executive coaching,
using powerful questioning techniques as opposed to telling other cohort members what
to do.

Finding 3: Components of Transformational Leadership: Challenge the
Process and Enable Others to Act increased throughout the program. With respect to
Servant Leadership, many of the same assertions can be made. Cohort participants were
so concerned in the early observation about learning what they needed to learn in order to
be successful in the program that all else was secondary in nature. Of the servant
leadership constructs, Wisdom, awareness of surroundings and anticipation of
consequences, and Persuasive Mapping, extent that leaders use sound reasoning and
mental frameworks were observable. Both constructs were evidenced by classroom
discussion and engagement with exercises/activities.

For example, all cohort members were very astute in making distinctions between
the classroom, representative of a certain amount of artificiality inherent in a training

environment, and the environments of their real world coachees. Each study participant
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evidenced the ability to pick up on the differences and nuances inherent in both
environments. Each participant in the program, at some point, asked questions with
respect to getting a coachee to commit to the coaching engagement, how to know when
one had stepped outside of coaching and into areas that a coach is not trained to handle,
how not to allow the coachee to enroll the coach into becoming just another worker in the
organization, how to push back on workload that had nothing to do with executive
coaching. Each of these questions and similar variations demonstrated a keen awareness
of surroundings and anticipation of consequences.

During observations, study participants’ use of sound reasoning and mental
frameworks was evident. Across the board, all cohort participants appeared to have no
difficulty understanding lesson content and thoughtfully engaging in classroom
discussions. As an example, cohort participants were asked to identify types of questions
using a specific model. All cohort participants demonstrated facility with this exercise. In
cases where there was disagreement, study participants were able to put forth a cogent
argument for their choice and through engagement with others was able to justify their
responses or evidence understanding as to why their responses were incorrect.

While elements of Altruistic Calling, deep-rooted desire to make a positive
difference in others’ lives, may have been present, it was felt that the determination of
“deep-rooted desire” was not possible, with any degree of credibility, given the length of
time of the observation period and the nature of FPD 350 itself. In addition, the nature of
the program did not present opportunities to exhibit the constructs of Emotional Healing,
leader’s commitment to and skill in fostering spiritual recovery from hardship or trauma

and Organizational Stewardship: extent that leaders prepare an organization to make a
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positive contribution to society through community development, programs, and
outreach.
Focus Group—Leadership and Executive Coaching

Finding 4: Elements of Servant Leadership: Wisdom and Persuasive Mapping
were evident in early and later observations of participants. A focus group was convened
during Module 4 of FPD 350 with the study participants. The focus group session was
taped, and the following protocol was adhered to. First, the researcher re-introduced the
research project and explained the rationale for the focus group. The focus group was
held in a video-capable classroom. Video Services tested all equipment prior to the
interview and subsequently posted the results to the private files of the researcher. The
intent of the qualitative focus group was to further probe the topic by bringing the group
together and posing a number of open-ended questions to illuminate the experience of
participation in the DAU Executive Coaching Program.

The researcher posed five open-ended questions to cohort participants to gather
more information on their experience with FPD 350:

What led you to apply for the Defense Acquisition University (DAU) Executive
Coaching Program?

What were your initial feelings regarding the program?

How would you characterize your leadership style/orientation prior to joining the
program?

How has your leadership style/orientation changed as a result of participation in

the program?
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Describe the changes in your coaching skills as a result of participation in the

program.

Interview results were transcribed using Microsoft Word. Given the length of the

transcription, it was felt that the use of an automated software application such as Atlas.ti

or similar products was unnecessary. Therefore, a manual coding system was used. The

focus group transcript was read and re-read a number of times in an effort to try to distill

the themes in the data. The first pass of this simple coding system was basically key word

identification. After several passes through the data to ensure the identification was

exhaustive, the researcher then attempted to group the key words into buckets/categories.

Buckets/categories were further reviewed to see if these items could detail a grand

narrative or overarching theme of the data set (see figure 8).

Figure 8. Focus Group Questions

Q1. What led you to apply?

Mission Assistance
Opportunities

Professional
Development
Opportunity
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Encouragement

Mentoring

Q2. Initial feelings?

Time/timeline
Intimidated
Excited

Balls in the air
Confidence

Fear

Q3. Leadership style / orientation prior

Q4. Leadership style / orientation after
Q5. Coaching skills as a

Directive

Technical Expert

result of participation
Mentor No change
Collaborative Listen More
Talk less
Set the example Listen
Open-ended
questions
Explore

Figure 8. Focus group questions with associated responses.

Focusing on Questions 3 and 4 with respect to leadership style, participants

typically combined responses to Questions 3 and 4: leadership style/orientation prior to
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joining the program and changes to leadership style/orientation as a result of participation
in the program. The overwhelming theme was that leadership style/orientation did not
change as a result of participation in the program. Participants, however, did note that
they have incorporated some of the tools/techniques they learned from the program into
their leadership style/orientation. One participant in the program described her leadership
style as “directive,” but for the majority of participants, the words “collaborative” and
“mentoring” were predominant in their descriptions of their leadership style/orientation.
One participant noted:
I’d probably say I’m pretty directive. I’m direct when | speak, and | don’t have a
problem making decisions [as a] result of having joined the program. I think it has
really opened my eyes to the power of open-ended questions and listening, so I’'m
trying to do more of that, and while I will still be a direct person and still make
decisions, I’m trying different techniques.
Another related:
I would say it’s probably because I grew up in Program Management career field
and acquisitions. Kind of wanting to be in a collaborative environment, getting a
lot of ideas/inputs, just discussion, brainstorming and that sort of thing, as
opposed to everyone kind of being directive, let’s just make a decision and throw
stuff over the fence and emails and texting and so forth. We’ve got a team, . . .
that sort of thing. Can’t say that I’ve changed my style as a result of the program.
Yet another succinctly stated:
My leadership style has been, still is, set the example.

A fourth participant noted:
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Mine has changed in that | tended to try to be the technical expert in a lot of areas,
and my training is to go and do research and find the book answer, and through
coaching, now I feel that through coaching, hear the question, reflect it back on
them and allow them to do their own research. . . . So | don’t feel a compulsion
now that I have to go find the answers for other people.

Finally, a participant said:

My leadership style is to avoid it, and instead | generally choose to mentor. . .

But, on the other hand, | feel that perhaps I’m starting to recognize that I’'m

probably too much of an enabler of other people helping them solve their

problems. Me taking responsibility versus, through coaching, recognizing that |
can help them, but I sort of teach them to fish, you know, rather than handing
them a fish.

Finding 5: Self-observations from 2/3 of the participants were that leadership
style/orientation had not changed as a result of participation in the program. The
last question in the focus group queried participants about the change in coaching skills
as a result of participation in the program. Unlike the previous question, which spoke to
changes in leadership style/orientation, all participants espoused a number of changes
with respect to executive coaching skills, placing a major emphasis on the
acknowledgement of the powerfulness of asking open-ended questions, combined with
the power of listening.

The following are representative statements from various participants.
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I think I’m more aware of just asking open-ended kinds of questions rather than

yes-or-no kinds of questions. . . . [I] appreciate the value of open-ended and

facilitated discussion.

| tended to try to be the technical expert in a lot of areas, and my training is to go

and do research and find the book answer, and through coaching, now | feel that

through coaching, [I] hear the question, reflect it back on them, and allow them to

do their own research.

Kind of trying to sense and read for that opening where you try to find a deeper

meaning, something that’s there where you really want to dig deeper and explore

with the individual.

I think I learned to let others come to the conclusions as opposed to me putting

them in front of them.

I learned not to talk so much and throw it out there and let the other person talk.

However, given the dialogue in the focus group, there was a general consensus
among all the participants that they felt it is much too early to judge their executive
coaching acumen. Participants felt that they are still reeling somewhat from the amount
of information, number of tools, and lack of confidence and experience to adequately

judge their abilities as executive coaches.
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Finding 6: As the cohort progressed, participants focused more on the
coachees’ thoughts/ideas using active listening and powerful questioning to aid in
the transition from expert to coach.

Executive Coaching

Observation. | observed Module 3 and parts of Module 5 of FPD 350. Both
modules consisted of facilitated discussions and activities that were opportunities for
coaches to practice their executive coaching skills. Several transformations were noted in
the observation of these two modules.

Observations with respect to competencies of Meeting Ethical Guidelines and
Professional Standards, Planning and Goal Setting, and Managing Progress and
Accountability were not observed. Trust and Intimacy, in the purest form, was difficult to
discern. The areas in which coach-coachee dyads were observed did not deal with highly
sensitive nor emotionally charged issues. However, all participants, whether acting in the
role of coach or coachee appeared more relaxed and at ease (less fidgeting behavior,
more direct eye contact with coachee, less looking at notes, less concerned about time)
with the process during the latter observation.

Early observations of coach-coachee sessions shared certain similarities with the
exploration of the leadership dynamic. All coaches appeared to be more inward focused
in the earlier observation than the latter, i.e., coachees were as focused on learning the
process, getting the textbook solution, as they were on the client. In the majority of
observations, coaches actually appeared more focused on coach performance than on
moving the client forward. This was evidenced in a number of ways. On a number of

different occasions during the early stages of the program, it was common for there were
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long periods of time when the coach rarely looked at the coachee, evident across all
coaches. The coaches would have times when they exclusively looked down at their
notes. This behavior was, at times, coupled with looking at the watch to ensure the
requisite notional timeframes were met. All coaches exhibited this behavior to some
extent. On at least two observations with different coaches, the coach did a check-in with
the client at a time that seemed awkward in the conversation. As an example, after the
preliminary niceties, which lasted longer than normal, the coach checked in with the
client to see how things were going after asking only a couple of questions and about 5
minutes into the conversation. The coaching conversation, at that point, had not really
covered anything that could have been misinterpreted nor covered in enough depth for
the coachee to make an assessment of whether or not needs were met. The most
compelling evidence supporting this phenomenon was the outbriefs. In the earlier
observation, the outbriefs were almost exclusively about coach performance. This was
consistent behavior across all participants. Not one coach asked the questions along the
lines of whether the conversation was helpful to the coaching client. The questions were
exclusively about how well the coach performed according to the 6-Step Model and the
requirements stated in FPD 350.

Two observations that stood out are in the areas most critical for success as an
executive coach: active listening and powerful questioning. While coaches practiced
active listening, it appeared to be from a perspective of this is a requirement that is
observed/graded rather than from a natural perspective of curiosity, of caring about the
client. At times, it appeared that the coaches were overly concerned about what they

would say next, which had the potential to obstruct or hamper the ability to actively
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listen. This behavior was exhibited by all participants in the early stages of the program.
The need to keep the conversation going led coaches to ask questions that clearly both
coach and coachee knew the answers to. Coaches, consistent across all participants in the
pre-observations, reverted back to Situational questions in the SPIN questioning model.
SPIN is an acronym that participants use to identify different types of questions:
situation, problem, implication, and needs-payoff. Questions about the DAU Acquisition
Learning Model (ALM) and other acquisition-related questions were clear examples of
this. For a number of these types of questions, both coach and coachee were subject
matter experts. The outbrief discussion supported this assertion.

During the outbriefs, all the coaches, at one time, expressed a great deal of
concern about time: either having too much time left over or running out of time. There
was a huge amount of concern that they would not have something to say that would last
15, 20, or 30 minutes, the typical timelines for practice coaching. This concern was
pervasive, as nearly all cohort participants expressed this concern. There was, at times, a
bargaining, over this time dimension. Questions arose along the lines, for example for a
20-minute session, “What if the conversation only lasts 15 minutes, 12 minutes,” etc. The
questions were so pervasive, with respect to time, that the facilitator normally gave a
range of what was acceptable in this area.

Also during the outbriefs, over half of the cohort participants expressed that being
totally focused on another individual was emotionally draining and contrarian to the way
we tend to live our lives in a westernized society. According to cohort participants, there
are so many things competing for attention that one seldom gives another individual

undivided attention for any length of time. All cohort participants consistently stated in
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the outbriefs that active listening was challenging. Concerns about getting everything
done, being able to ask good questions, not running out of things to say, and not knowing
which direction to go were all voiced, in some manner, in the outbriefs by all participants
at some point in time.

The ability to ask powerful questions significantly improved from earlier to latter
observations. In early observations, as stated previously, concern with getting the process
correct overrode some proficiencies with respect to coaching skills. None of the coaches
appeared to be comfortable with silence, so it was imperative that they had a question
ready to ask as soon as the coachee stopped talking. In an effort to achieve this objective,
at least three of the coaches appeared to be asking questions for the sake of asking a
question. A number of the questions asked in the early observation were softball
questions, i.e., questions that it was apparent that either or both of the coachee and the
coach, as was apparent from the body language of the coach, already knew the answer.
Coaches oftentimes never even looked at the coachee when the coachee was responding
to these types of questions. With respect to these softball type questions, each question
was a stand-alone. There was never any type of follow-on question related to these fact-
based/situational types of questions. It appeared as if these types of questions were used
to buy time while the coach formulated a more powerful coaching question.

Early questions were not of the type that would move the client forward or that
would create a newfound awareness in the client. None of the early observations really
challenged the coachee to confront long-held beliefs or to move out of their comfort
zones. Questions, in many instances, were fact-based questions in the earlier observation.

There was basically a correct answer. The questions did not compel the coachee to have
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to rethink assumptions or challenge their beliefs, processes, or their thinking. Also, earlier
observations were more likely to veil giving advice in the form of a question: “Have you
considered doing X?” In the latter observation, coaches had improved significantly in this
area. For the three of the seven coaches that had exhibited this behavior, this type of
behavior was absent in the post assessment. The questions posed appeared to come from
a place of curiosity rather than from process. Questions that came from a place of
curiosity appeared to be less clean than the softball or situational type of questions asked.
It was if the coaches were formulating the questions in their head as they asked them. The
majority of coaches often provided some context around the question or gave clarifying
statements to ensure that the coachee fully understood the question. It was if the coaches
were taking more care to get the question correct and understood because they were
really interested in the response. When that happened, you could see more than rote
responses from coachees.

A compelling indicator of the movement away from fact-based questions to more
thought-provoking questions posed to the coachee was the marked increase in the number
of instances coachees took notes. All of the coachees observed exhibited this behavior as
the coaching conversations became more powerful with respect to the coachee’s agenda.
On a couple of occasions, the coachees reframed the question or built on the question to
ask something powerful of themselves. This spring-boarding off of the coach’s original
question was a demonstration that that line of questioning was seen as helpful or valuable
to the coachee. Conversations were increasingly becoming more purposeful and value-
added to the coachee. This behavior was most obviously demonstrated when coach and

coachee continued the discussion around the issue outside of the practice exercise. While
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this outside discussion did not always take the form of a coaching conversation, the fact
that the discussion continued between the coach and coachee could be construed as an
indicator that the coachee found value in what was offered during the coaching
conversation. All participants exhibited this behavior in either conversations related to the
360 feedback or the Extraordinary Future (EF).

In addition, coaches improved in this area significantly with respect to coach
versus expert. In executive coaching, framing something as a question does not
necessarily make it a question. Early observations included a number of questions of the
“have you considered” variety. In executive coaching, questions of this nature are often a
reverting back to being an expert rather than a coach. Also, such questions are often a
backhand way of giving the coachee advice. It’s a means of providing a solution (mentor
or consultant mode) rather than letting the solution evolve from the client (executive
coaching).

Direct Communication or the lack thereof was most evident in the coaching
session with respect to delivering the 360 feedback. Across all participants, one could
sense a reluctance to deliver any sort of negative comments in the 360 assessments. All
the participants started with the positive, spent practically all of the session time talking
about the positive, and giving only brief attention to anything that was remotely not
positive. For the participants observed, all felt a need to either reframe or attempt to
soften negative comments. For example, if a comment was slightly negative, coaches
often prefaced with wording similar to, “360s are just someone’s opinion.” This assertion
discounted or lessened the impact of the negative comment. While this is a true statement

that 360s are just someone’s opinion, positive feedback was not prefaced with this
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statement by any of the participants. If the statement was missing, all of the coaches still
gave some sort of qualification of negative feedback. Statements such as this comment
being a one-off or not being representative were often made. If not qualified in that
manner, while the 360 activity typically had a structured format in that all coaches started
with the positive, when giving negative feedback, the majority of coaches felt the need to
balance that feedback with a return to positive comments.

Designing actions was rarely observed. Given the timeframes for the activities, it
was extremely difficult for coaches to get to designing actions. However, coaches
improved between the earlier and latter observation in managing the coaching session
timeline. Coaches improved in keeping the process on track. Initially, if given 30 minutes
for a coaching session, coaches often had difficulty in filling the time. In latter
observations, all cohort participants had improved greatly in this area. Participants did not
rush the meet-and-greet portion. All forged an agreement on what success would look
like to the coachee and were able to pin down the contract for that session much more
efficiently, and they did at least one check-in to see if the session was still on track for the
coachee. However, designing actions was rarely achieved, and if achieved, the action was
somewhat directive on the part of the coach and not coachee generated.

Finding 7: Coaching Presence, Active Listening, and Powerful Questioning
improved over time. Documents: FPD 350. Document review presented some
challenges. While there was no difficulty in obtaining the documents, there was great
disparity in the quality and comprehensiveness of the documents. The documents
reviewed were essentially the homework/pre-course/pre-module work. While these

documents were a requirement of FPD 350, they were not graded assignments. Given
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that, the documents spanned a wide gamut in terms of completeness and structure. Some
were hand-written bullet comments, while others took on more of a narrative format.
Some were extremely brief, while others showed more extensive treatment. The intent
was that these work efforts serve a dual purpose: to increase reflection and self-awareness
of cohort participants and to alert facilitators of difficulties with clients or with meeting
course objectives.

Reflective questions and questions about what was going well/not going well with
executive coaching clients constituted the major emphasis areas for homework/pre-
course/pre-module work. Documents review evidenced real-world issues that executive
coaches have to face: client not having buy-in from leadership, time management
challenges, clients that have difficulty focusing on the few but want to take on everything
at once. Given that the questions about what was working/not working with real-world
clients spanned FPD 350, the documents review evidenced some interesting observations.

The first observation was that there appeared to be frustration, irritation, anxiety,
or concern about the client not getting to the Extraordinary Future soon enough for the
coach across all participants. It is not determined whether or not this was a function of the
notional timeline set by FPD 350 or the specter of the expert, i.e., the I’ve walked in your
shoes and all you have to do is this syndrome.

Consistent with observation, the document review did not yield huge amounts of
information about designing actions. No more than two of the participants addressed
designing actions in any substantative way. When annotated, actions were briefly
annotated, sometimes with a timeline for completion and sometimes with no specific

timeline stated. Also consistent was the fact that most of the conversation with respect to
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creating awareness was as a result of executing the 360 feedback assessments. Managing
Progress and Accountability predominantly centered on meeting the timelines of FPD
350, with minimal in-depth treatment with respect to the Managing Progress and
Accountability around the client’s Extraordinary Future (EF). This is neither inconsistent
nor surprising as the documents reviewed were oftentimes pre-module, homework-type
assignments, focused on measuring progress with respect to FPD 350 and not oriented
towards coachee outcomes.

Pre-work was required before each course module. However, the overwhelming
majority of the work was related to the coach-coachee dyad and not to leadership. The
one document geared most toward the leadership aspect was the 360 Feedback exercise.
Each cohort participant had to have a 360-assessment done on them individually, and
each had to execute a 360 feedback for their peer coaches. Unlike the Likert-scale types
of 360 instruments, for FPD 350, each 360-feedback list of questions was a collaborative
effort between the coachee and the coach.

There were no prescribed questions or prescribed formats. Interviews could be
conducted face-to-face or telephonically, with face-to-face the preferred method. There
were no exact numbers of participants who had to be interviewed. Therefore, each
instrument was different. However, whatever the syntax, there were some elements
common to all. Each 360 assessment, in some manner, attempted to assess the coachee’s
strengths, things that the coachee could do better, and potential derailing behaviors. After
data collection, the coach reviewed the data and derived themes for the coachee. The
coach then, as part of FPD 350, engaged in a coaching session to deliver the 360

assessment results to the coachee.
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The researcher did not have access to the raw data for the 360 assessments, but
results of the feedback in various forms was available. Common assessments were that
study participants were seen as highly intelligent, knowledgeable, confident, and
collaborative. The phrase, “Go-To-Guy/Person,” was common among the participants. In
corollary with being the “Go-To,” on a number of occasions, taking on too much was
cited as a potential derailer for at least four cohort participants. Another common thread
was a willingness to assist which was prevalent across all participants. The 360
assessments did yield evidence of leading by example (Model the Way) and focusing on
the needs of others and building collaboration and self-determination (Encourage the
Heart). Team player who sets the example, professional, high performer, highly
intelligent were commonly cited themes used to describe all cohort participants.

The 360 assessment also highlighted the need for more than half of the
participants to seek higher-level leadership positions. With respect to servant leadership,
elements of Altruistic Calling and Persuasive Mapping were present. Words related to
helpfulness, referring to participants as someone that one can talk to, and use of the word
“mentor” were common themes for three of the participants. “Encourager” was a frequent
description as well. In some fashion, cohort participants were described as being very
good at what they do. The phrases “gifted to do what you do” and “calling” were
specifically used on occasion. In one occasion, caution with respect to servanthood was
voiced in an attempt to help the cohort member find the right balance between being a
servant and being a crutch or enabler of people who look to others to take responsibility

for their problems/actions. The dichotomy presented was that of giving someone a fish or
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teaching them to fish, with the suggestion that the cohort participant engage in actions
that enhance the latter.

Finding 8: Document review, while yielding less information than
observation with regard to ICF Competencies yielded results that were consistent
with observation, with both affirming the critical aspects of active listening and
powerful questioning. ICF Competencies: Research participants were evaluated using
the 11 ICF competencies as a framework: 1) meeting ethical guidelines and professional
standards, 2) establishing the coaching agreement, 3) trust and intimacy, 4) coaching
presence, 5) active listening, 6) powerful questioning, 7) direct communication, 8)
creating awareness, 9) designing actions, 10) planning and goal setting, and 11)
managing progress and accountability. Using the ICF competencies as a framework, a
survey instrument using a 5-point Likert scale was developed: 1) Strongly Agree, 2)
Somewhat Agree, 3) Neutral/No Opinion, 4) Somewhat Disagree and 5) Strongly
Disagree. Research participants were asked to self-evaluate (pre and post) (see figure 9).
Additionally, the facilitator for FPD 350 conducted a similar evaluation of participants
using the same framework. Data was reviewed and descriptive statistics were analyzed in
an attempt to see if there were trends in the data that could be useful in answering the

research questions of this study (see figure 10).
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Figure 9. ICF Competencies—Self Assessment
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Figure 9. Results of self-assessment on ICF Competencies.
Figure 10. ICF Competencies—Facilitator
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Figure 10. Results of Facilitator Assessment on ICF Competencies.
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Descriptive statistics were calculated across the 11 ICF competencies, first from a self-
report perspective and second from the facilitator’s perspective. The data show an overall
improvement in evaluation scores from pre to post and less dispersion in the data set for
post self-report data, with Active Listening showing the least variability, and Designing
Actions showing the most variability. Initially Trust and Intimacy and Active Listening
tied, both exhibiting Likert scores of 1.86, while Planning and Goal Setting (Likert score
of 2.71) and Managing Progress and Accountability (Likert score of 2.43) rated closer to
the Strongly Disagree end of the spectrum. Post ratings showed Active Listening as the
highest-rated category (Strongly Agree), while Trust and Intimacy and Creating
Awareness trended towards the Strongly Disagree end of the spectrum. Individual and
facilitator ratings for each competency are reported in Appendix H.

The facilitator observed and rated each participant according to the ICF
competencies that are foundational to FPD 350. First-glance observation showed a trend
to less variability within the scoring, alluding to the facilitator seeing fewer distinctions in
his initial assessment of the research participants. Also evident, the facilitator ratings
moved toward the Strongly Agree end of the spectrum across all competencies; the
exceptions, Meeting Ethical Guidelines and Professional Standards, remained unchanged.

Table 6. Self/Facilitator Comparison Pre- and Post-Evaluation

Competency Pre (S) | Post(S) | Pre(F) [ Post(F)
X-bar X-Bar X-bar X-Bar
Meeting Ethical Guidelines &
Professional Standards 2.00 117 1.00 1.00
Establishing the Coaching Agreement 2.29 1.33 4.00 1.71
Trust and Intimacy 1.86 1.67 2.00 1.14
Coaching Presence 2.00 1.33 3.00 1.71
Active Listening 1.86 1.00 3.85 1.57
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Powerful Questioning 2.43 1.50 3.14 1.86
Direct Communications 2.14 1.33 2.00 2.29
Creating Awareness 2.43 1.67 3.00 1.57
Designing Actions 2.71 1.50 4.00 1.43
Planning and Goal Setting 2.71 1.33 2.71 2.14
Managing Progress & Accountability 2.43 1.33 4.00 2.71

Note. Descriptive Statistics for Pre/Post evaluation of ICF Competencies.

In the pre-assessment, with the exceptions of Meeting Ethical Guidelines and
Professional Standards and Planning and Goal Setting, self-report data across all other
ICF competencies tended to rate the individuals higher than the facilitator. Designing
Actions and Active Listening were the competencies that represented the greatest
disparity between self and facilitator ratings. In the post-assessment, disparities between
self and facilitator ratings decreased across all competencies, with the highest disparity in
the competencies of Planning and Goal Setting and Managing Progress and
Accountability.

Finding 9: From a quantitative perspective, scores of self-report and
facilitator trended towards improvement, from Neutral/No Opinion to Strongly
Agree. Participants and facilitator ratings trended upward over the course of FPD 350,
with less disparity in post-assessment ratings between participants and the facilitator. The
most noticeable improvements were, from a participant perspective, Designing Actions
and Planning and Goal Setting. From the perspective of the facilitator, the areas of most
movement towards the Strongly Agree end of the scale were Establishing the Coaching
Agreement, Active Listening, and Designing Actions.

Facilitator ratings yielded different results than self-report data. Overall self-
report data yielded higher initial ratings in the pre-assessment and greater disparity with

pre-report facilitator ratings. Ratings tended to be less divergent in the post-assessment.
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However, divergence was still significant between the facilitator and self-report data,
especially for Direct Communications and Managing Progress and Accountability with
the facilitator rating participants as less proficient than the ratings derived through self-
report data.

Finding 10: There was a disparity between self (participants) and other
(ratings).
Summary of Findings

This chapter presented both qualitative and quantitative findings for the study.
This study sought to explore the research question: What is the impact of the DAU
Executive Coach training program on participants? There are two sub-components to the
overarching research question that were explored in terms of the quantitative and
qualitative elements of this research effort.

R1: How did participation in the program impact the trainee’s leadership
style/approach?

R2: How did participation in the program develop the trainee’s ability to perform
as an executive coach?

Ten findings were derived from the quantitative and qualitative explorations into
the impact of the DAU Executive Coach training program on participants.

Finding 1: Each of the Transformational Leadership dimensions increased
throughout the course.

Finding 2: Each of the components of Servant Leadership increased (moved

towards the Strongly Agree end of the scale) throughout the course.
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Finding 3: Components of Transformational Leadership: Challenge the Process
and Enable Others to Act increased throughout the program.

Finding 4: Elements of Servant Leadership: Wisdom and Persuasive Mapping
were evident in early and later observations of participants.

Finding 5: Self-observations from 2/3 of the participants were that leadership
style/orientation had not changed as a result of participation in the program.

Starting with participation in the program and impact on leadership
style/approach, there were conflicting points of view between the qualitative focus group
and the quantitative research instruments: LPI and SLQ. While there was a majority in
the focus group that leadership style/approach had not changed as a result of participation
in the program, it appeared, as measured by LPI and SLQ, that there were changes in
transformational and servant leadership. The greatest change, with respect to
transformational leadership, as measured by the LPI, came in two exemplary practices,
Inspire a Shared Vision and Challenge the Process. With respect to the servant leadership
aspects, post assessment showed movement towards the Strongly Agree end of the scale,
with increases in servant leadership across all components of the SLQ: altruistic calling,
emotional healing, wisdom, persuasive mapping, and organizational stewardship.

Finding 6: As the cohort progressed, participants focused more on the coachee’s
thoughts/ideas using active listening and powerful questioning to aid in the transition
from expert to coach.

Finding 7: Coaching Presence, Active Listening and Powerful Questioning

improved over time.
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Finding 8: Document review, while yielding less information than observation
with regard to ICF Competencies, yielded results that were consistent with observation,
with both affirming the critical aspects of active listening and powerful questioning.

Finding 9: From a quantitative perspective (ICF Competency Survey), scores of
self-report and facilitator trended towards improvement, from Neutral/No Opinion to
Strongly Agree.

Finding 10: There was a disparity between self (participants) and other (ratings).

With respect to program participation and ability to perform as an executive
coach, the ICF competency assessments, observations and document review, and the
focus group added insight into this research question. With respect to ICF competencies,
not only was there changes from pre to post, but there was disparity between participant
ratings and facilitator ratings. From a participant perspective, the most significant
improvements came in the areas of Designing Actions and Goal Settings, while from the
facilitator perspective, the most predominant improvement came in the area of
Establishing the Coaching Agreement, followed by Designing Actions and Active
Listening. In corollary with the facilitator perspective with respect to listening, the focus
group documented listening as an improved skill as a result of participation in the
program.

Observation and document review confirmed pragmatic applications of learning
as espoused in the conceptual framework for this research effort. The guiding principles
of purpose, practice, and repetition, in corollary with a strong orientation towards
facilitation with an extreme emphasis on doing, exemplified both experiential learning

and reflective learning, with attending elements of action and reflective learning.
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The focus group highlighted other impacts of the DAU executive coaching
program on participants. The focus group surfaced conversations around feeling
intimidated and feeling overwhelmed. This general anxiety stemmed from a number of
areas: 1) anxiety about being able to meet the challenges of the program in general, 2)
anxiety with respect to being able to meet the timelines and course requirements in the
context of current workload, 3) tools, techniques, methodologies coming at them so
quickly that they had difficulty absorbing it all, and 4) anxiety around business
developing a coaching client. Yet, given these anxious states, participants affirmed the
value of the coaching competencies related to listening and powerful questioning.

Chapter 5 will provide the linkage between findings in the data, the literature
review, and the conceptual framework. Conclusions will also be provided in Chapter 5.
The combined effect of all four sources of data have led to strong and integrated
conclusions. In addition, the limitations of this study will be discussed and
recommendations will be made for future research efforts with respect to the impact on

learning and leadership as related to executive coach training programs.
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Chapter 5
Conclusions and Recommendations

The purpose of this research effort was to explore executive coach
training/education as a learning intervention, and study the resultant impact on
participants in an executive coach training program within a federal agency, specifically
DoD’s Defense Acquisition University. The main objective of this research effort was to
understand the impact of executive coach training on the participants in the program from
a two-fold perspective, the first being the impact of executive coach training on
leadership styles/orientation of the participants and the second being the impact of
executive coach training on coaching skills of the program participants.

The study explored executive coach training at the DAU through the lens of a
conceptual frame that linked learning (the executive coach training program) with
leadership and coaching competencies. Learning was further expanded in the conceptual
frame to include experiential learning, transformative learning, reflective learning, and
action learning. Leadership also was further expanded into the components of
transformational and servant leadership (see figure 1).

Chapter 5 presents the conclusions derived from the research findings. In essence,
a major role of Chapter 5 is to provide the linkage, the bridge, between the 10 findings of
Chapter 4 and the conclusions derived in Chapter 5.

In addition, the real-world implications of the research are discussed in the
recommendations for practice and future research sections. Theory and empirical
evidence operationalize value in the application to practice. Lastly, the research is

bounded in the discussion of limitations of the study. The case, while yielding insights
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about the learning intervention and the impact on participant’s leadership and executive
coaching skills, has anomalies that may limit the generalizability of the findings and
conclusions.
Conclusions

One of the values of research is turning the raw data collected in the research
effort into something meaningful and useful for future readers/users of the research. In
order for that objective to be achieved, more than raw data must be portrayed. A
bridge/linkage between data (findings) and outcomes (conclusions) must be built and
elucidated by the researcher. This research effort yielded 11 findings that ultimately led
to the development of five conclusions.

Figure 11. Conclusions and Findings
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Figure 11. Conclusions and Findings, illustrating the specific findings in support of conclusions.
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This study yielded five conclusions:

Participation in executive coach training created a shift in participant focus from
self to other, a critical component of both transformational and servant leadership.

A learning environment, combined with emphasis on ICF competencies, improves
executive coach skills.

The ICF Competency Ethical orientation and guidelines did not demonstrate
evidence of change.

Executive Coach training predicated on ICF competencies enhances active
listening and powerful questioning, the two critical components of executive coaching
and action learning.

Participation in executive coach training enhances awareness in the participants,
which is a critical attribute for an executive coach and key element of reflective learning.
Conclusion 1: Participation in executive coach training created a shift in participant
focus from self to other, a critical component of both transformational and servant
leadership.

The ICF defines coaching as “partnering with clients in a thought-provoking and
creative process that inspires them to maximize their personal and professional growth”
(coachfederation.org, 2016). Inherent in the definition of coaching/executive coaching is
the focus on the other. While there are varied definitions of executive coaching, there are
many commonalities across multiple definitions: collaboration, dialogue, relationship,
intervention, and one-on-one learning (Joo, 2005). Executive coaching is an other-
focused learning intervention. Synthesizing the common themes in the literature,

coaching, by definition, is a collaborative process that enables performance improvement
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through professional learning and development (coachfederation.org, 2016; Ting & Hart,
2004).

Given the nature of the executive coach intervention, it is logically consistent that
an experientially based coaching program based on the ICF Competency Model and the
DAU Executive Coach 6-Step process helped program participants morph from a self
orientation to more of a focus on the other as the program evolved. Based on quantitative
data collection tools, this evolution was, in corollary, consistent with elements of
transformational and servant leadership theories.

Transformational leadership, as its name implies, is leadership that transforms a
follower from pursuing self-interest to pursuing group or organizational interests (Beugre
et al., 2006; Humphreys, 2002). Early roots of transformational leadership were steeped
heavily in charisma and moral imperative. Leaders were often viewed in a somewhat
superhuman context and were positioned to serve a spiritual mission (Chemers, 2014;
Northouse, 2012; Yukl, 2013). With respect to executive coaching, coaching
leaders/executives of organizations, the superhuman, spiritual, and moral created certain
measurement challenges for research. Given that, later scholars: Bennis and Nanus
(1997), Kouzes and Posner (2012), Bass (1985) and Bass and Avolio (2005) morphed the
construct away from the difficult to measure to the more pragmatic and the more easily
aligned with certain leadership orientations.

The more pragmatic paradigm is evidenced in this research effort, as
transformational leadership is measured by the five exemplary practices: Model the Way
(lead by example), Inspire a Shared Vision (enlist others in a compelling and shared

vision that appeals to the shared aspirations of members of the organization), Challenge
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the Process (look for opportunities to experiment and take prudent risk), Enable Others
to Act (focus on the needs of others and build collaboration and self-determination), and
Encourage the Heart (demonstrate appreciation for the workforce).

Servant leadership is derived from the need to serve, to be other focused. Servant
leadership begins with a natural orientation to sacrifice and service (Greenleaf, 1977;
Parris & Peachey, 2013; Sendjaya, et al., 2008; van Dierendonck, 2011). Greenleaf
(1977) first coined the term “servant leadership,” which carried a heavy moral imperative
and was defined as being a way of life rather than a management practice (Parris &
Peachey, 2013). For the purposes of this study, the way of life/moral imperative aspects
of the definition were not used.

Using Barbuto and Wheeler’s (2006) model of servant leadership, the more
profound change was in the area of altruistic calling: putting others’ best interests ahead
of one’s own, serving others, meeting the needs of others. One of the potential forcing
factors for this shift was the requirement for the participants to develop for themselves an
Extraordinary Future (EF), the second step in the DAU six-step coaching model. The EF
was the equivalent of “big dreams” about the organization, a critical component of
servant leadership: persuasive mapping. In lieu of contrived and fictitious coaching
scenarios, a number of the coaching sessions focused on the real-world, temporally
relevant “big dreams” of program participants. Given the organizational and personal
implications of achieving the EF, the EF acted as the pull, the catalyst, for both coach and
coachee. Coaches became more curious about the possibilities of the coachee’s EF and
more enrolled/invested in the need to serve. This enrollment in the coachee’s EF was

foundational in the shift from self-focus to focus on the other and the need to serve.
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Conclusion 2: A learning environment, combined with emphasis on ICF competencies,
improves executive coach skills.

FPD 350 DAU Executive Coach training program is characterized as a learning
intervention comprised of experiential learning, transformative learning, reflective
practice, and elements of action learning. These learning orientations are operationalized
through experiences and activities based on ICF competencies. This combination of
learning interventions, in corollary with training in the ICF competencies, was
fundamental to improvement in executive coaching skills/competencies.

FPD 350 activities/work efforts founded on ICF competencies is consistent with
Kolb’s (1973) experiential learning model predicated on action, reflection and feedback.
Kolb’s (1973) model uses a four-stage cycle beginning with experience and ending with
testing of concepts to achieve learning (Kolb, 1973; Percy, 2005). Learning is viewed as
far more than the acquisition of data (Dewey, 1938; Kolb, 1973). FPD 350
operationalizes a similar viewpoint. Active or applied learning gives participants the
opportunity to practice executive coaching, i.e., to gain experience with respect to
coaching skills, in lieu of facilitated lecture, merely memorizing data, or simply talking
about what makes one a great coach. The experiential aspects of the program were key in
enhancing executive coaching skills.

Both Kolb (1973) and Mezirow (1994) further expand the notion of learning by
introducing the concepts of first- and second-order experiences. According to Percy
(2005), first-order experiences alone are insufficient as catalysts for learning to occur.
Second-order experiences are comprised of shock, disorientation, and the realization of

knowledge insufficiency, the effect of reconsideration, reconstruction, and
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reinterpretation, all with the intent of creating something new, i.e., learning. Experience
combined with shock/disorientation is inherent in executive coaching and exercised
through competencies of active listening, powerful questioning, creating awareness, and
designing actions, the fundamentals of successful executive coaching.

Transformative learning (Mezirow, 1994) is defined as a process whereby an
individual uses social processes of accessing and appropriating information as well as
constructing meaning as a precursor to action. Mezirow (1994) speaks of frames of
reference as being epistemic, socio-linguistic, or psychological, with psychological being
most germane to this research effort because it deals with how people see themselves as
individuals. The ICF competency of creating awareness is key towards affecting
transformative learning and improving individual coaching skills.

According to McCarthy (2010), reflection is a critical component of executive
coaching; it serves as the bridge that links theory and personal experience. Reflection
requires learners to engage with and critically evaluate and analyze learning or practice
interventions, which are all elements of FPD 350. FPD 350 more closely mirrors Van
Manen’s second and third levels of reflection: reflection on critical incidents and events
and a movement from observation to understanding through interpretation. The ICF
competency most germane to reflection is creating awareness.

The ICF competencies that yielded the most profound changes over time were
active listening and powerful questioning. Given that executive coaching is predicated on
the idea that clients, not the coaches, have the answers required to resolve their own
issues/problems, active listening and powerful questioning, then, become two of the more

critical executive coaching skills.
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Conclusion 3. Ethical orientation and guidelines with respect to professionalism did not
demonstrate evidence of change.

There was no demonstrable change in ratings for ethical orientation and
guidelines with respect to professionalism. This conclusion may be highly correlated with
the population from which cohort participants are drawn and the rigorous acceptance
criteria for entrance into the program. While security clearance was not part of the
demographic data, it is anticipated that the overwhelming majority, if not all, of the
program participants have some level of security clearance, with approximately 1/3
having a Top-Secret clearance. The ethical requirements for obtaining that clearance level
and the ramifications related to loss of a clearance in the DoD may account for the lack of
change in this particular competency. In addition, there is a rigorous vetting process for
entry into the program. Lastly, this is one competency that is not practiced in the DAU
Executive Coach program. However, students are introduced to the ICF Code of Ethics
and agree to abide by those standards.

While the opportunities to delve deeply into ethical orientation and guidelines
with respect to professionalism were, for the most part, non-existent, even so, there are
empirical underpinnings to this finding. While ethical orientation and guidelines
represents one of the 11 ICF competencies, the supporting rationale for this conclusion
lies not with the ICF competencies but with servant leadership.

Program participants exhibited attributes of being servant leaders. Servant
leadership is a leadership theory with theoretical underpinnings in the precepts of many
of the world’s great religions as well as in the rhetoric of numerous famous and highly

admired historical figures (Parris & Peachey, 2013). Parris and Peachey (2013) postulate
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that the teachings of Jesus are most illustrative of the servant leader construct. Greenleaf
(1977) viewed the construct as being much more than a management concept, but a way
of life. Spears (1995) refers to servant leaders as stewards of that which is entrusted
(Green et al., 2015; Mahembe & Englebrecht, 2012; Parris & Peachey, 2013). Barbuto
and Wheeler (2006) and van Dierendonck (2011) also refer to servant leaders as
stewards. Sendjaya et al. (2008) make reference to earlier uses of the construct by
introducing moral character, once again, into the equation. VVan Dierendonck and Nuijten
(2011), in addition to stewardship, introduce the notion of accountability as being part of
the servant leadership construct. Inherent in the concept of steward is that of being
entrusted with something of value, a trusted agent to manage the affairs of others,
someone who can be relied upon to be accountable. While the terms are not synonymous
with ethics, there are elements of the servant leader construct that correlate with the ICF
competency of ethical guidelines and professionalism.

Conclusion 4. Executive Coach training predicated on ICF competencies enhances active
listening and powerful questioning, two critical components of executive coaching and
action learning.

Learning interventions predicated on action learning, with ICF competencies as
foundational underpinnings, enhance active listening and powerful questioning skills.
Action learning is a globally recognized and extremely powerful leadership development
tool that has evolved since its inception in the 1940s (Waddill & Marquardt, 2003). While
there are multiple perspectives about the construct, four themes are common across the
variants: 1) action on a real-world problem/issue that is of significance, 2) engagement at

individual and organizational levels, 3) learning is a social endeavor, and 4) the key is
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elevation of the art form of questioning as opposed to total reliance on expert knowledge
(Marquardt & Banks, 2010). Action learning is viewed as a social learning process that is
predicated on questioning and reflection, both of which are critical components of
executive coaching. The elevation of the art form of powerful questioning, in correlation
with ICF emphasis on active listening and powerful questioning, support increases in
these skills as a result of participation in training programs heavily reliant on action
learning with subject matter that reinforces ICF competencies.

The Experiential and Critical Reflection Schools of Action Learning extol the
values of having an action learning coach. O’Neil and Marsick (2014) describe the action
learning coach as a “sophisticated barbarian, who by his/her very outsider nature, is
intended to see the situation through fresh eyes and then use those insight to raise critical
questions to help participants reframe the participants’ understanding” (p. 206). Similar
to an executive coach, the action learning coach uses active listening and powerful
questioning to facilitate reflection. The coach steps out of the role of expert and relies
instead on the ICF competencies to affect a successful client outcome.

Conclusion 5. Participation in executive coach training enhances awareness and
reflective learning in the participants, critical attributes for an executive coach.

Participation in executive coach training, where participants alternate roles as
coach and receiver of coaching, enhances awareness and reflective learning. This
dualistic perspective results in fundamental gains in the coaching skill competency of
creating awareness, specifically, and principles of reflective learning, in general.

McCarthy (2010) states that reflection is a critical component of executive

coaching. Coaching, by its very nature, requires coaches, as a result of powerful

123



questioning by the coach, to go deeper, to go beyond rote and surface analysis of issues.
This deeper state is critical to the executive coaching process and is inextricably linked to
self-awareness. The opportunity for program participants to receive peer coaching
potentially enhanced reflection in coachees.

Reflection is the process that allows the learner to engage with
learning/professional practice in a manner that provides the opportunity to critically
analyze and evaluate the practice (McCarthy, 2010). Reflection allows the learner to go
deeper and thereby provides the opportunity to experience learning/practice in a way that
could be transformational. Black and Plowright (2010) describe the outcomes as being
empowering, enlightening, and liberating. In corollary, reflective learning supports the
ICF competency of self-awareness.

Reflective learning is highly correlated to experiential learning, a foundational
learning theory of executive coach training as a learning intervention. While Scribner and
Donaldson (2001) associate reflective learning to logic, scientific approaches, and
problem-solving ventures that lead to performance enhancement, executive coaching
builds on these performance enhancement skills, rising to the level of critical reflection.
Critical reflection, as espoused by Mezirow (1994) is seen as a precursor to
transformation. This transformation, in the coaching process, is heavily reliant on self-
awareness.

Recommendations for Practice

1. Explore the benefits of a licensing program for executive coaches. While

executive coaching is a very powerful leadership development tool, the potential to do

harm is very real within the discipline. For all of the complexities and nuances inherent in
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executive coaching, there are no regulatory or statutory licensing or certification
requirements. While ICF does certify executive coach education programs and does
certify coaches based on education and experience (ACC, MCC, PCC), this certification
is not a formal licensing requirement for executive coaches. Coaches are not required to
be ICF certified in order to practice the craft.

Executive coaching is a multibillion-dollar industry and is still rapidly growing
(coachfederation.org, 2016; Walker-Fraser, 2011). The benefits of executive coaching
have been extolled by coaching clients from all aspects of industry and government and
on a global scale. According to Maltbia et al. (2014), executive coaching is ranked as one
of the top five leadership development initiatives. Other than ICF certification of training
programs that meet ICF standards, there are no statutory or regulatory guidelines for
executive coach education/training. However, if one purports that ICF competencies are a
reasonable guide to success as an executive coach, educational programs that train
to/reinforce those guidelines may return value to the discipline.

2. In today’s complex operating environments, there is often very little that
individual leaders can accomplish as a result of their solo efforts. Success is, in all
probability, more of a result of a team effort than individual greatness or heroism. Given
that, there are potential returns to be reaped by not having executive coach training
focused solely on the individual. Therefore, following the ICF model, team coaching and
a more holistic approach to action learning may warrant inclusion in all executive coach
training programs.

3. Bring data! Executive coach training programs are often very expensive

training interventions, especially when considering total costs: executive time,
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opportunity costs for coaches to participate, and all of the standard costs (trainers,
facilities, travel, etc.) associated with training. One of the key ways to demonstrate value
of a program/intervention is with valid and credible data. The use of pre- and post-
assessments, logic models, Kirkpatrick assessments, and other evaluative tools could
potentially provide valuable insights into the goodness of executive coach training and
highlight potential areas for improvement.

4. Explore new ways to leverage technology to design experiential and practice-
based executive coach training programs. Experiential learning is critical to successful
executive coach training initiatives. Designing programs that are heavily practice based,
as opposed to lecture based, facilitates proficiency gains with respect to ICF
competencies. Designing these types of programs, using virtual reality and other
technology-based advancements may provide the potential to enhance the results of
executive coach training and to decrease the cost structure of providing executive coach
education/training. While not advocating the use of this technology as a substitute for
face-to-face training, this type of technology can certainly be used in a reinforcing role:
to reduce the number of or time spent in face-to-face training sessions, to act as a
reinforcing mechanism between face-to-face training sessions, and to act as touchpoints
after completion of formal training.

5. In many high-pressure leadership environments, time for reflection is not part
of the environment. In DoD, reflection is not a word that is often used and is not a
concept ingrained in our culture. Therefore, it will be important for developers of training
programs to take note that for many of the potential trainees, the concept of reflection

may be somewhat foreign, as often the participants are selected because of technical
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expertise and excellence in performing duties that are often unrelated to executive
coaching. Given that, there may potentially be a benefit to program participants not only
to participate in reflective practice as part of program requirements but also to include
opportunities for program participants to gain exposure to and expertise in the
development of reflective practices for prospective clients, beyond the traditional
practices of meditation and journaling.

Recommendations for Future Research

A major recommendation for future research is to benchmark executive coach
training by using quantitative and qualitative techniques. Case study or
phenomenological methods may also be appropriate. Coach trainees could be selected
from across multiple operating environments (e.g., federal government, private sector,
non-profit organizations, etc.). A cross section of executive coaches could be studied:
executive coaches that are a product of training programs that are founded on ICF
competencies, executive coaches who attend programs that are not based on ICF
competencies, and executive coaches who have not attended any type of executive coach
training. Training can be very expensive to develop and execute. If one cannot
demonstrate a return for that investment, then one needs to rethink the training
investment.

While the conceptual frame in this research study linked learning with
transformational and servant leadership, future research efforts looking at the impact of
participation in executive coach training (a learning intervention) with authentic
leadership may provide value, as tenets of executive coach training related to self-

awareness and reflection may potentially correlate to authentic leadership.
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Future studies could equally focus on only one aspect of learning as well, i.e.,
experiential learning, as opposed to multiple learning constructs.

This study was a snapshot in time, with time being bounded by the start and end
dates of the cohort training. One of the oft-leveled criticisms of training programs in
general is that there is not a significant time period between training and expectation of
measurable results/improvements. A longitudinal approach could resolve this issue.
Following participants over an extended period of time may yield more credible
information with respect to the value of the training than simply taking measurements at
the beginning and at the end of training.

Lastly, this study was focused on trainees. However, an important research effort
may be to look at trainers/facilitators. What impact does facilitating executive coach
training have on leadership and coaching skills? Many of the same tools/techniques could
be used. The only difference would be the change in program participants.

Limitations

A limitation of the study is that while experiential learning, reflective learning,
and transformative learning, as aspects of action learning, were present, classroom
activities are inherently artificial in nature. In all probability, classroom practice sessions
were not representative of the nuances, challenges, and stressors that are inherently part
of an executive coaching experience with real clients, with real-world time demands, and
real-world challenges. Given the confidentiality of the coach-coachee dynamic,
observation in a real-world setting was neither practicable nor possible in most instances.
In addition, many of the elements of action learning were not materialized in this study,

with the absence of the team being the most obvious.

128



As stated in recommendations, leadership is a social activity, and executive
coaching is all about coaching leaders. However, the individual-centric nature of
executive coach training may limit executive coach ability to execute team coaching and
to fully implement action learning principles. Social learning may also be potentially
disadvantaged with extreme focus on the coaching dyad: coach and coachee. Executive
coaching programs typically require trainees to demonstrate mastery with a coaching
client. While team coaching is discussed as a concept and may be practiced in a training
setting, successful completion of executive coach training programs is typically not
predicated on the requirement to demonstrate proficiency in team coaching.

Lastly, even though Emotional Healing showed the largest pre/post change on the
SLQ, given the doctrinal definition of the Emotional Healing construct of servant
leadership—Ileader’s commitment to and skill in fostering spiritual recovery from
hardship or trauma—~no opportunity for observation of this construct presented itself
during this study.

Concluding Remarks

While executive coaching is continuing to grow as a profession, it is a profession
that has attracted the qualified as well as the unqualified. Executive coaching is a
complex discipline predicated on strong theoretical foundations (primarily learning and
leadership) and practice. According to Kets de Vries (2005), coaches lacking in training
are apt to do more harm than good.

Leadership at the executive level is complex, dynamic, and uncertain, and leaders
require an executive coach that is fundamentally equipped to handle that complexity,

dynamism, and uncertainty. Given that dynamic, untrained executive coaches may
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potentially create a level of risk that is unacceptable and clearly avoidable. Training
programs, predicated on experiential learning, transformative learning, reflective practice,
and elements of action learning, in corollary with a foundational underpinning of ICF
competencies, have the demonstrated potential to reduce risk to acceptable levels.

This study demonstrated how an executive coach training program predicated on
ICF competencies can enhance learning, leadership, and coaching skills of individual
participants. It was clearly demonstrated that as participants progressed through the
program, they transitioned from being subject matter experts to executive coaches.
Participants demonstrated a shift from extreme focus on program requirements to a focus
on being value added in the coach-coachee engagements. This migration from emphasis
on self to concern for others is a critical component of servant and transformational
leadership and executive coach practice. Participants showed increases across ICF
competencies trained in the program, demonstrating increased levels of self-awareness,
active listening, powerful questioning, and reflective practice. While most of the
participants concluded that it was too early to make an assessment of their executive
coaching skills, both quantitative and qualitative data showed overall skill/competency

improvement.
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Appendix C: ICF Code of Ethics

ICF Code of Ethics Preamble ICF is committed to maintaining and promoting excellence in
coaching. Therefore, ICF expects all members and credentialed coaches (coaches, coach
mentors, coaching supervisors, coach trainers or students), to adhere to the elements and
principles of ethical conduct: to be competent and integrate ICF Core Competencies effectively in
their work. In line with the ICF core values and ICF definition of coaching, the Code of Ethics is
designed to provide appropriate guidelines, accountability and enforceable standards of conduct
for all ICF Members and ICF Credential-holders, who commit to abiding by the following ICF
Code of Ethics: Part One: Definitions

» Coaching: Coaching is partnering with clients in a thought-provoking and creative process that
inspires them to maximize their personal and professional potential.

« ICF Coach: An ICF coach agrees to practice the ICF Core Competencies and pledges
accountability to the ICF Code of Ethics.

 Professional Coaching Relationship: A professional coaching relationship exists when
coaching includes an agreement (including contracts) that defines the responsibilities of each
party.

* Roles in the Coaching Relationship: In order to clarify roles in the coaching relationship it is
often necessary to distinguish between the client and the sponsor. In most cases, the client and
sponsor are the same person and are therefore jointly referred to as the client. For purposes of
identification, however, the ICF defines these roles as follows:

Client: The “Client/Coachee is the person(s) being coached.

Sponsor: The “sponsor” is the entity (including its representatives) paying for and/or arranging
for coaching services to be provided. In all cases, coaching engagement agreements should
clearly establish the rights, roles and responsibilities for both the client and sponsor if the client
and sponsor are different people.

Student: The “student” is someone enrolled in a coach training program or working with a
coaching supervisor or coach mentor in order to learn the coaching process or enhance and
develop their coaching skills.

« Conflict of Interest: A situation in which a coach has a private or personal interest sufficient to
appear to influence the objective of his or her official duties as a coach and a professional.

Part Two: The ICF Standards of Ethical Conduct

Section 1: Professional Conduct at Large:

As a coach, I:

1. Conduct myself in accordance with the ICF Code of Ethics in all interactions, including coach
training, coach mentoring and coach supervisory activities.
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2. Commit to take the appropriate action with the coach, trainer, or coach mentor and/or will
contact ICF to address any ethics violation or possible breach as soon as | become aware,
whether it involves me or others.

3. Communicate and create awareness in others, including organizations, employees, sponsors,
coaches and others, who might need to be informed of the responsibilities established by this
Code.

4. Refrain from unlawful discrimination in occupational activities, including age, race, gender
orientation, ethnicity, sexual orientation, religion, national origin or disability.

5. Make verbal and written statements that are true and accurate about what | offer as a coach,
the coaching profession or ICF.

6. Accurately identify my coaching qualifications, expertise, experience, training, certifications and
ICF Credentials.

7. Recognize and honor the efforts and contributions of others and only claim ownership of my
own material. | understand that violating this standard may leave me subject to legal remedy by a
third party.

8. Strive at all times to recognize my personal issues that may impair, conflict with or interfere
with my coaching performance or my professional coaching relationships. | will promptly seek the
relevant professional assistance and determine the action to be taken, including whether it is
appropriate to suspend or terminate my coaching relationship(s) whenever the facts and
circumstances necessitate.

9. Recognize that the Code of Ethics applies to my relationship with coaching clients, coachees,
students, mentees and supervisees.

10. Conduct and report research with competence, honesty and within recognized scientific
standards and applicable subject guidelines. My research will be carried out with the necessary
consent and approval of those involved, and with an approach that will protect participants from
any potential harm. All research efforts will be performed in a manner that complies with all the
applicable laws of the country in which the research is conducted.

11. Maintain, store and dispose of any records, including electronic files and communications,
created during my coaching engagements in a manner that promotes confidentiality, security and
privacy and complies with any applicable laws and agreements.

12. Use ICF Member contact information (email addresses, telephone numbers, and so on) only
in the manner and to the extent authorized by the ICF.

Section 2: Conflicts of Interest:

As a coach, I:

13. Seek to be conscious of any conflict or potential conflict of interest, openly disclose any such
conflict and offer to remove myself when a conflict arises.

14. Clarify roles for internal coaches, set boundaries and review with stakeholders conflicts of
interest that may emerge between coaching and other role functions.

15. Disclose to my client and the sponsor(s) all anticipated compensation from third parties that |
may receive for referrals of clients or pay to receive clients.

16. Honor an equitable coach/client relationship, regardless of the form of compensation.
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Section 3: Professional Conduct with Clients:

As a coach, [

17. Ethically speak what | know to be true to clients, prospective clients or sponsors about the
potential value of the coaching process or of me as a coach.

18. Carefully explain and strive to ensure that, prior to or at the initial meeting, my coaching client
and sponsor(s) understand the nature of coaching, the nature and limits of confidentiality,
financial arrangements, and any other terms of the coaching agreement.

19. Have a clear coaching service agreement with my clients and sponsor(s) before beginning the
coaching relationship and honor this agreement. The agreement shall include the roles,
responsibilities and rights of all parties involved.

20. Hold responsibility for being aware of and setting clear, appropriate and culturally sensitive
boundaries that govern interactions, physical or otherwise, | may have with my clients or
sponsor(s).

21. Avoid any sexual or romantic relationship with current clients or sponsor(s) or students,
mentees or supervisees. Further, | will be alert to the possibility of any potential sexual intimacy
among the parties including my support staff and/or assistants and will take the appropriate action
to address the issue or cancel the engagement in order to provide a safe environment overall.

22. Respect the client’s right to terminate the coaching relationship at any point during the
process, subject to the provisions of the agreement. | shall remain alert to indications that there is
a shift in the value received from the coaching relationship.

23. Encourage the client or sponsor to make a change if | believe the client or sponsor would be
better served by another coach or by another resource and suggest my client seek the services of
other professionals when deemed necessary or appropriate.

Section 4: Confidentiality/Privacy

As a coach, I

24. Maintain the strictest levels of confidentiality with all client and sponsor information unless
release is required by law.

25. Have a clear agreement about how coaching information will be exchanged among coach,
client and sponsor.

26. Have a clear agreement when acting as a coach, coach mentor, coaching supervisor or
trainer, with both client and sponsor, student, mentee, or supervisee about the conditions under
which confidentiality may not be maintained (e.g., illegal activity, pursuant to valid court order or
subpoena; imminent or likely risk of danger to self or to others; etc) and make sure both client and
sponsor, student, mentee, or supervisee voluntarily and knowingly agree in writing to that limit of
confidentiality. Where | reasonably believe that because one of the above circumstances is
applicable, | may need to inform appropriate authorities.

27. Require all those who work with me in support of my clients to adhere to the ICF Code of
Ethics, Number 26, Section 4, Confidentiality and Privacy Standards, and any other sections of
the Code of Ethics that might be applicable.

Section 5: Continuing Development

As a coach, I:
28. Commit to the need for continued and ongoing development of my professional skills.
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Part Three: The ICF Pledge of Ethics:
As an ICF coach, | acknowledge and agree to honor my ethical and legal obligations to my
coaching clients and sponsors, colleagues, and to the public at large. | pledge to comply with the
ICF Code of Ethics and to practice these standards with those whom | coach, teach, mentor or
supervise.
If I breach this Pledge of Ethics or any part of the ICF Code of Ethics, | agree that the ICF in its
sole discretion may hold me accountable for so doing. | further agree that my accountability to the
ICF for any breach may include sanctions, such as loss of my ICF Membership and/or my ICF
Credentials.
For more information on the Ethical Conduct Review Process including links to file a complaint,
please click here.

Adopted by the ICF Global Board of Directors June 2015.
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Appendix D: Focus Group

FOCUS GROUP PROTOCOL

Project: Impact on Learning and Leadership of Trainees in a Federal Agency

Executive Coach Training Program — A Case Study

Date: Time:

Interviewer:

Participants:

Follow the focus group protocols as set forth in this study. Briefly explain: 1) the
purpose of the study, 2) the population and sources of data being collected, 3) protocol
for safeguarding recorded material and interview notes 4) protocol for protecting
confidentiality of the participants, 5) approximate length of time required to conduct the
interviews, 6) request informed consent for participation in the study, 7) re-affirm
permission to record, 8) test recording device.

Questions:

What led you to apply for the Defense Acquisition University (DAU) Executive
Coaching program?

What were your initial feelings regarding the program?

How would you characterize your leadership style prior to joining the program?
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Describe any changes in your leadership skills/style that are a result of
participation in the program?
Describe any changes in your coaching skills that are a result of participation in

the program?

Demographic Data:
Title/Position: Organization (Region/Business
Unit):

Gender: Age: 40 - 50, 51-60, 60+
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Appendix E: Informed Consent/Confidentiality

Informed Consent Form

Impact on Learning and Leadership of Trainees in a Federal Agency Executive
Coach Training Program — A Case Study

IRB # 021702

Principal Investigator: Michael Marquardt, Ed.D., 571-553-3764

Introduction:

You are invited to take part in a research study being conducted by Michael
Marquardt, Ed.D., the George Washington University/Graduate School of Education and
Human Development (GSEHD), Executive Leadership Doctoral Program (ELP).

You are being asked if you want to take part in this study because you are a
member of the 2016 Executive Coaching Cohort — Defense Acquisition University, the
program of study for this research effort. Please read this form and ask us any questions
that will help you decide if you want to be in the study. Taking part is completely
voluntary and even if you decide you want to, you can quit at any time. Your academic
standing/employment status will not be affected in any way should you choose not to take
part or to withdraw at any time.

Purpose of the Study:

The purpose of this research effort is to explore an executive coach
training/education program within a federal agency. Of specific interest is executive
coach training within the Defense Acquisition University (DAU) with an emphasis on
how the executive coach program develops executive coaching and leadership skills of

the participants in the program.
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Study Procedures:

The total amount of time you will spend in this study, in addition to program
requirements is not expected to exceed four hours over the remaining course of the
program (October 2016 — February, 2017). You will be asked to participate in a focus
group interview at the end of the program requiring approximately one hour of your time.
The interviews will be conducted either face-to-face or virtually. All interviews will be
audio-taped (with consent) and then transcribed. You will be asked to review the
transcription of your interview to ensure accuracy of the transcription.

In addition, the researcher will collect observational and program assigned data
(homework and other required deliverables) in addition to the focus group. However,
other than providing clarification, it is not anticipated that these activities will require any
significant time commitment on your part. You will also be asked to complete three
survey instruments using a Likert type scale. Each instrument should take no more than
15-20 minutes to complete.

Possible Risks:

There is no expectation that there will be physical or psychological risks
associated with participation in this study.

Possible Benefits:

Taking part in this research will not help you directly, however the benefit to
society will be a better understanding of the impact of how participation in the DAU
Executive Coach training program impacts trainee coaching skill development and

leadership style.
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Compensation:
There are no costs associated with participation in this study nor will you receive

compensation for taking part in this study.

Right to Withdraw From the Study:

Participation in this study is entirely voluntary and consent can be revoked at any
time. Your participation or nonparticipation will have no impact on your status in the
Executive Coaching program nor on your status as a DAU employee.

Questions:

Please talk to the research team if you have questions, concerns, complaints, or
think you have been harmed. You can contact the Principal Investigator listed on the
front of this form at 571-553-3764 or at marquard@gwu.edu. For questions regarding
your rights as a participant in human research, call the GWU Office of Human Research
at 202-994-2715.

Confidentiality:

All data collected during the course of this inquiry will be kept in a secure
location with access granted to the research team. Participants will be assigned a random
number identifier to protect anonymity. Identifying participant information will be
stripped from any documents collected, as well as, any observational forms.
Demographic data will be collected only for the purposes of collectively describing the
cohort.

Although the risk of breach of confidentiality of records is highly unlikely, due to

the nature of focus groups, full anonymity is not possible. During focus group
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discussions, while we cannot guarantee the confidentiality of the discussion, we request
that all present respect the group by not repeating what is said, outside the group.
Documentation of Consent:
If you agree to take part in this study, please sign below. After you sign this
Consent form, the research team will provide you with a copy. Please keep it in case you

want to read it again or call someone about the study.

Participant (Print Name) Signature Date

I certify that participation in this research effort has been explained by me and

that all questions have been answered.

Darlene M. Urquhart Signature Date
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Appendix F: LPI

LPI Exemplary Practices/Survey Questions

JAMES M. KOUZES | BARRY Z. POSNE.R

LPI
IL.eadership Practices
Inventory

FOURTMH EDITIOMN

SELF
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FROM THE BEST-SELLING AUTHORS OF THE LEADERSHIP CHALLENGE
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LEADERSHIP

PRACTICES BY JAMES M. KOUTZINS & BARRY 2. POSNEIL

INVENTORY

INSTRUCTIONS

Write your name in the space provided at the tap of the next page. Delow your name, you will find thirty
statements describing various leadership behaviors. Please read each statement careflully, and using the
rating scale below, ask yvourself:

“How frequently do I engage in the
behavior described®?”

Bo realistic about the extont to which you actually ongago in tho baohavior,

T

Be as honest and accurate as you can bea.

B O NOT answer in terms of how yvou weuld like to behave or in terms of how you think you
should behave.

m DO answer in berms of how you typically Behave on most days, on most projects, and
with most peaple.

B Be thoushtful about yvour responses. For example, alving yvourself 103 on all items Is most likely not
an accurate description of your behaviorn Similarly, glving yvoursalf all 15 or all Ss Is most likely not
an accurate description eithor. Most paople will do semo things more or lass ofton than they do
ather thinas.

= IF you feel thar a statement does not apply to you, [('s probably becausa you don’t frequently engage
in tha behaviorn In that case, assiogn a rating ol 3 or lower,

For each statoment, decide an a response and then record e corresponding number In the box to the right
of the statement, After you have responded to all thirty statements, ao back through the LPlone more time
to make sure you have responded to each statemeoent, Svery statement most have a rating. .

The Rating Scale runs frem 1 ke 10, Choose the numbor that best applies te each statement.

[_ RATING SCALE I L — HeSmledoum S-Ciccastansity F-Falry Cften By Frequently

- Rarely 4 Cnee in o Whils GeSameatimes £ Uswnbly N Al st Al

wWhen vou have completed the LPI-Sell, please return it to:

Thank you.

. Al ellhite resarvac.

Copyright & 20018 Jarmes M, Keoxes Bod Barrs #. 1

LPI: LEADERSHIP PRACTICES INVENTORY SELF
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Wour name:

To whatl extent do vou engage in the following behaviors? Cheoso the response numiber that best applies to
aach staterment and record it in the box to the right of that statement.

2. | set o parsonnl cxomple of what { expogt oF others. T o o C__
2. | talk about future tronds that will influsncs how our work gots done, [ ]
E. 1| amek out challonging opportunithes that test my own skills and abilites, _[:]
A, 1 clavel Tve relat] Amang the peaple | work with. cC_
5. | praise people for o job well done. . | |
o. | smend tmo and enasy ing cartain hat the poople | work with adhorn to the principlos and standards wo have
agrocd on. C__)
e e a compelling imasge of what our futane coubd be liko )
m. r\-ue poople ta try OUE now and Innovative ways o do thalr warl. B (:]
B. 1 Actively listen to diverse polnts of wiow.
10, 1 make It 8 palnt to let people know about my conficence in Ui .
11§ Follow throunh on the promises and commitmeats that | make)
AT 1 apseal o olhers to share an exciting dream of the future.
IX. | search outsids tha formal boundaries of my org for inno ways to Improve what wa do.
14, | traat othars with dianity and ros
AR, 1 make sure that people are creatively ressarded far Bheir cantribnitions te the auecsa of our peejecia
6. | sk for Qn how rmy actions affoct other poople’s e formasnce.
7. | show aothoars how thair lang. i can ba by @ thng In o L wvinion,
8. 1 ask "What can we learn?™ when things don't ao ns expected.
19. | suppert the declslons that peoplo make on thair own, i
20. 1| publicly recopnise paaple wie exemplily sommitment to shared v
21, 1 Build consensus around o commen sel of values for fooning oure organization.
2z, | paint the “bla plcture” of what wao aspiro to accamplish,
— alca cartain that wo sot achieveblo acals, make concrata plans, and estal aralsle r
ke wwarke o,
24. | alva peoplo a aroat deal of fresdom and cholea in deciding hew to do thelr werk.
2H. 1 A ways ta nccomplist nts.
2G. | am clear about my philosophy of feadershigs.
ar apaalk with gonulne conviction about tha highor maaning and purposa of our wark.
28, | eperirnant and take risis, avan when thers is 8 chance of failure.

1 ansure that people arow in their jobs by learning new skills and developing themselves,

1 glva the members of the toam lots of appreciation and support for thelr contributions.

Copvriaht @ 2015 James M. Kouse

o,

and Barry 2. Posnen Al righis ros

LPI: LEADERSHIP PRACTICES INVENTORY SELF

Construct

Survey Questions

Model the Way

1,6, 11, 16, 21, 26

Inspire a Shared Vision

2,7,12, 1,

22,27

Challenge the Process

3, 8,13, 18, 23,28

Enable Others to Act

4,9, 14,19, 24, 29

Encourage the Heart

5, 10, 15, 20, 25, 30
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Appendix G: SLQ

Original SLQ Construct Mapping

Construct

Survey Questions

Altruistic Calling (o= .82)
“deep-rooted desire to make a positive
difference in others’ lives”

1,3, 35,46

Emotional Healing (0. =.91)
“leader’s commitment to and skill in
fostering spiritual recovery from
hardship or trauma”

5,16, 27, 38

Wisdom (a=.92)
“awareness of surroundings and
anticipation of consequences”

6,9, 17, 28,50

Persuasive Mapping (o = .87)
“extent that leaders use sound reasoning
and mental frameworks”

7,8,18, 29, 40

Organizational Stewardship (a = .89)
“extent that leaders prepare an
organization to make a positive
contribution to society through
community development, programs,
and outreach”

21, 34, 43, 45, 54
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Pre/Post SLQ: Altruistic Calling

P1| P2 | P3|P4|P5|P6|P7
1. | put others’ best interests ahead of my own | 2/2 | 1/2 | 2/2 | 1/1 | 1/1 | 2/1 | 1/1
2. 1 do everything I can to serve others 211|212 | 413|112 | 212 | 2/2 | 2/2
3. I sacrifice my own interests to meet others” | 2/2 | 2/2 | 5/3 | 2/2 | 1/1 | 3/2 | 2/2
needs
4. 1 go above and beyond the call of duty to 2/1 | 2/2 |42 1/2 | 1/1]2/1]2/1
meet others’ needs

Using simple descriptive statistics, the pre-test mean and standard deviation for
Altruistic Calling is 2.00 and .98, respectively, while the post-test mean and standard
deviation are 1.7 and .60, respectively. Altruistic Calling mean ratings improved in post-
test ratings from 2.00 to 1.7.

Given that the means of the distributions are not equal, one cannot simply
compare the standard deviations to assess variability of the distributions. To remedy that,
the Coefficient of Variation (CV) will yield a measure of relative dispersion expressed in
a percentage. The CV is a simple formulaic calculation: standard deviation/mean. Using
the CV as a measure of relative dispersion, it is clear that the pre-test distribution has
more variability with a CV of .49 compared with a post-test CV of .35.

Looking at the distributions from the perspective of skewness, one distribution
demonstrates characteristics of potentially more variability. The pre-test distribution has a
skewness of 1.5, illustrating that the distribution is right skewed. Skewness may be
indicative of outliers in the data set, thereby rending the mean susceptible to being pulled
off center. Therefore, the mean may not be the best indicator of central tendency of the
distribution. The post-test distribution exhibits the traits of a normal curve distribution.

Skewness in the post-test distribution equals .18.
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Pre/Post SLQ: Emotional Healing

P1| P2 | P3| P4 |P5|P6|P7
5. 1 am someone that others turn to if they o123 153122 1321 202 | 212
have a personal trauma
6. | am goqd at helping others with on | 22 154 122 Va2 | 11 | 33
emotional issues
7.1 am talented at helping others to heal 32 132 U salonl3n |11l 3n
emotionally
?éell {anrgsone that can help mend others’ hard 11132 s 22 3|21 |33

Pre-test Mean equals 2.7 with a standard deviation of 1.18. Post-test mean equals

2.11 with a standard deviation of .79. Both distributions exhibit the characteristics of

being right skewed. CV calculations for pre-test yield a value of .44, while post-test

calculations yield a CV of .37.

Pre/Post SLQ: Wisdom

PL|P2|P3|P4|P5|P6|P7
9. I am alert to what’s happening around me U1 | 2/1 | 11| 11| 222222
10.1 am good at anticipating the consequences ol 1ty 2re Lyl vl o
of decisions
11. I have good awareness of what’s going on Ll o Lam L1 Lo | 2 | 2
around me
12. I am in tune with what is happening 11 2 L a L1 Lo | 1o | 22
around me
13: | am usually good at anticipating what’s 11129 132 122 132 | 209 | 22
going to happen in the organization
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Pre-test mean equals 1.77 with a standard deviation of .81 and a CV of .46. Post-

test mean equals 1.6 with a standard deviation of .50 and a CV of .31.

Pre/Post SLQ: Persuasive Mapping

without being pushy

PL | P2 |P3 |P4 |P5 | P6 | P7
14.1 encourage_others to offer compelling 31 s lom |2 122 |11 | 3
reasons for choices
15. 1 encourage_oth_ers to dream “big dreams” on V3 lam 1l 1|13 2
about the organization
16. _I encourage pt_hers to share the thinking 31 o1 |31 | 22 12 | on
behind their decisions
17. 1 am good at helping others to share their on Vo lam |22 1211 1172 | 3
thoughts
18. I am good at gently persuading others o Vo o 11 13|22 | a3

Pre-test mean equals 2.09 with a standard deviation of .85 and a CV of .40. Post-

test mean equals 1.57 with a standard deviation of .60 and a CV of .38.
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Pre/Post SLQ: Organizational Stewardship

PL|P2 | P3| P4|P5|P6|P7

19. I believe that the organization needs to

X - 31112 1/1|3/4|1/1]3/3|22
play a moral role in society

20. | believe that the organization needs to
function as a community 20. | believe our U1 [ 2/23/11/1|2/1]22)|2/2
organization

21. | see the organization for its potential to

. . 11| 3/23/1|2/2|2/2|2/2]3/3
contribute to society

22. | encourage others to have a community
spirit in the workplace 1| 2/12/1|2/2|2/2|2/2]3/3

23. | am preparing the organization to make a

positive difference in the future V1|23 42| 212|211 11 | 272

Pre-test mean equals 2.04 with a standard deviation of .84 and a CV of .41. Post-

test mean equals 1.74 with a standard deviation of .77 and a CV of .44.
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Appendix H: Self/Facilitator Report by Competency

Competency Pre Post
X-bar | Std. dev. | X-bar | Std. dev.
gﬂtzﬁggf]dsEthical Guidelines & Professional 500 115 117 a
Establishing the Coaching Agreement 2.29 .76 1.33 52
Trust and Intimacy 1.86 .69 1.67 41
Coaching Presence 2.00 1.00 1.33 52
Active Listening 1.86 .38 1.00 0.00
Powerful Questioning 2.43 1.13 1.50 .55
Direct Communications 2.14 .69 1.33 .52
Creating Awareness 2.43 .79 1.67 52
Designing Actions 2.71 1.25 1.50 .55
Planning and Goal Setting 2.71 95 1.33 52
Managing Progress & Accountability 2.43 1.13 1.33 52
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Facilitator Report by Competency

Competency Pre Post
X-bar | Std.dev. | X-bar | Std. dev.

Meeting Ethical Guidelines & Professional | 1.00 0.00 1.00 0.00
Standards

Establishing the Coaching Agreement 4.00 0.00 1.71 49
Trust and Intimacy 2.00 0.00 1.14 .38
Coaching Presence 3.00 0.00 1.71 49
Active Listening 3.85 .38 1.57 53
Powerful Questioning 3.14 .38 1.86 .38
Direct Communications 2.00 0.00 2.29 49
Creating Awareness 3.00 0.00 1.57 .53
Designing Actions 4.00 0.00 1.43 .53
Planning and Goal Setting 2.71 49 2.14 .38
Managing Progress & Accountability 4.00 0.00 2.71 49
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Appendix I: ICF Competency Survey (Self & Other)

Below are the International Coach Federation Coaching Competencies. Please
rate each competency using the following scale:
1 - Strongly Agree, 2 — Somewhat Agree, 3 — Neutral/No Opinion, 4 — Somewhat

Disagree, 5 — Strongly Disagree

Setting the Foundation:

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

1. Meeting Ethical Guidelines and Professional Standards—Understanding of
coaching ethics and standards and ability to apply them appropriately in all coaching
situations.

Understands and exhibits in own behaviors the ICF Code of Ethics (see
Code, Part Il of ICF Code of Ethics).

Understands and follows all ICF Ethical Guidelines (see list).

Clearly communicates the distinctions between coaching, consulting,
psychotherapy and other support professions.

Refers client to another support professional as needed, knowing when this is

needed and the available resources.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree
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2. Establishing the Coaching Agreement—ADbility to understand what is
required in the specific coaching interaction and to come to agreement with the
prospective and new client about the coaching process and relationship.

Understands and effectively discusses with the client the guidelines and
specific parameters of the coaching relationship (e.g., logistics, fees, scheduling,
inclusion of others if appropriate).

Reaches agreement about what is appropriate in the relationship and what is
not, what is and is not being offered, and about the client's and coach's
responsibilities.

Determines whether there is an effective match between his/her coaching

method and the needs of the prospective client.

Co-Creating the Relationship

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

3. Establishing Trust and Intimacy with the Client—Ability to create a safe,
supportive environment that produces ongoing mutual respect and trust.

Shows genuine concern for the client's welfare and future.

Continuously demonstrates personal integrity, honesty and sincerity.

Establishes clear agreements and keeps promises.

Demonstrates respect for client's perceptions, learning style, personal being.

Provides ongoing support for and champions new behaviors and actions,
including those involving risk-taking and fear of failure.

Asks permission to coach client in sensitive, new areas.
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1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

4. Coaching Presence—Ability to be fully conscious and create spontaneous
relationship with the client, employing a style that is open, flexible and confident.

Is present and flexible during the coaching process, dancing in the moment.

Accesses own intuition and trusts one's inner knowing—"goes with the gut."

Is open to not knowing and takes risks.

Sees many ways to work with the client and chooses in the moment what is
most effective.

Uses humor effectively to create lightness and energy.

Confidently shifts perspectives and experiments with new possibilities for own
action.

Demonstrates confidence in working with strong emotions and can self-

manage and not be overpowered or enmeshed by client's emotions.

Communicating Effectively

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

5. Active Listening—Ability to focus completely on what the client is saying
and is not saying, to understand the meaning of what is said in the context of the

client's desires, and to support client self-expression.
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Attends to the client and the client's agenda and not to the coach's agenda for
the client.

Hears the client's concerns, goals, values and beliefs about what is and is not
possible.

Distinguishes between the words, the tone of voice, and the body language.

Summarizes, paraphrases, reiterates, and mirrors back what client has said
to ensure clarity and understanding.

Encourages, accepts, explores and reinforces the client's expression of
feelings, perceptions, concerns, beliefs, suggestions, etc.

Integrates and builds on client's ideas and suggestions.

"Bottom-lines" or understands the essence of the client's communication and
helps the client get there rather than engaging in long, descriptive stories.

Allows the client to vent or "clear" the situation without judgment or

attachment in order to move on to next steps.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

6. Powerful Questioning—ADbility to ask questions that reveal the information
needed for maximum benefit to the coaching relationship and the client.

Asks questions that reflect active listening and an understanding of the
client's perspective.

Asks questions that evoke discovery, insight, commitment or action (e.g.,

those that challenge the client's assumptions).
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Asks open-ended questions that create greater clarity, possibility or new
learning.
Asks questions that move the client toward what they desire, not questions

that ask for the client to justify or look backward.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

7. Direct Communication—Ability to communicate effectively during coaching
sessions, and to use language that has the greatest positive impact on the client.

Is clear, articulate and direct in sharing and providing feedback.

Reframes and articulates to help the client understand from another
perspective what he/she wants or is uncertain about.

Clearly states coaching objectives, meeting agenda, and purpose of
techniques or exercises.

Uses language appropriate and respectful to the client (e.g., non-sexist, non-
racist, non-technical, non-jargon).

Uses metaphor and analogy to help to illustrate a point or paint a verbal

picture.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

Facilitating Learning and Results
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1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

8. Creating Awareness—ADility to integrate and accurately evaluate multiple
sources of information and to make interpretations that help the client to gain
awareness and thereby achieve agreed-upon results.

Goes beyond what is said in assessing client's concerns, not getting hooked
by the client's description.

Invokes inquiry for greater understanding, awareness, and clarity.

Identifies for the client his/her underlying concerns; typical and fixed ways of
perceiving himself/herself and the world; differences between the facts and the
interpretation; and disparities between thoughts, feelings, and action.

Helps clients to discover for themselves the new thoughts, beliefs,
perceptions, emotions, moods, etc. that strengthen their ability to take action and
achieve what is important to them.

Communicates broader perspectives to clients and inspires commitment to
shift their viewpoints and find new possibilities for action.

Helps clients to see the different, interrelated factors that affect them and their
behaviors (e.g., thoughts, emotions, body, and background).

Expresses insights to clients in ways that are useful and meaningful for the

client.
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Identifies major strengths vs. major areas for learning and growth, and what is
most important to address during coaching.

Asks the client to distinguish between trivial and significant issues, situational
VS. recurring behaviors, when detecting a separation between what is being stated

and what is being done.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

9. Designing Actions—Ability to create with the client opportunities for
ongoing learning, during coaching and in work/life situations, and for taking new
actions that will most effectively lead to agreed-upon coaching results.

Brainstorms and assists the client to define actions that will enable the client
to demonstrate, practice, and deepen new learning.

Helps the client to focus on and systematically explore specific concerns and
opportunities that are central to agreed-upon coaching goals.

Engages the client to explore alternative ideas and solutions, to evaluate
options, and to make related decisions.

Promotes active experimentation and self-discovery, where the client applies
what has been discussed and learned during sessions immediately afterward in
his/her work or life setting.

Celebrates client successes and capabilities for future growth.

Challenges client's assumptions and perspectives to provoke new ideas and

find new possibilities for action.
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Advocates or brings forward points of view that are aligned with client goals
and, without attachment, engages the client to consider them.

Helps the client "Do It Now" during the coaching session, providing immediate
support.

Encourages stretches and challenges but also a comfortable pace of

learning.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

10. Planning and Goal Setting—Ability to develop and maintain an effective
coaching plan with the client.

Consolidates collected information and establishes a coaching plan and
development goals with the client that address concerns and major areas for
learning and development.

Creates a plan with results that are attainable, measurable, specific, and have
target dates.

Makes plan adjustments as warranted by the coaching process and by
changes in the situation.

Helps the client identify and access different resources for learning (e.qg.,
books, other professionals).

Identifies and targets early successes that are important to the client.

1 2 3 4 5

Strongly Agree Somewhat Agree Neutral Somewhat Disagree  Strongly Disagree

173




11. Managing Progress and Accountability—Ability to hold attention on what
is important for the client, and to leave responsibility with the client to take action.

Clearly requests of the client actions that will move the client toward his/her
stated goals.

Demonstrates follow-through by asking the client about those actions that the
client committed to during the previous session(s).

Acknowledges the client for what they have done, not done, learned or
become aware of since the previous coaching session(s).

Effectively prepares, organizes, and reviews with client information obtained
during sessions.

Keeps the client on track between sessions by holding attention on the
coaching plan and outcomes, agreed-upon courses of action, and topics for future
session(s).

Focuses on the coaching plan but is also open to adjusting behaviors and
actions based on the coaching process and shifts in direction during sessions.

Is able to move back and forth between the big picture of where the client is
heading, setting a context for what is being discussed and where the client wishes to
go.

Promotes client's self-discipline and holds the client accountable for what they
say they are going to do, for the results of an intended action, or for a specific plan
with related time frames.

Develops the client's ability to make decisions, address key concerns, and
develop himself/herself (to get feedback, to determine priorities and set the pace of

learning, to reflect on and learn from experiences).
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Positively confronts the client with the fact that he/she did not take agreed-

upon actions.
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