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   Foreword   

 It is almost a cliché these days to describe coaching as being a dynamic cross- 
disciplinary approach to creating purposeful positive change. But that’s the fact. 
Coaching has become a widely used and highly valued change methodology; one 
that is increasingly evidence-based and theoretically grounded – and one that is 
more and more being used on a worldwide basis. Despite the global interest in using 
coaching methodologies, there has been relatively little discussion about the use of 
coaching psychology in cross-cultural environments. It is this context that makes 
this book an important and useful contribution to the coaching literature. 

 The core of any emerging discipline is its theoretical foundation. Coaching psy-
chology is informed by a broad range of theoretical approaches. These range from 
the ones more frequently associated with coaching, such as positive psychology, 
strengths-based approaches and appreciative enquiry, to more psychodynamic 
approaches such as Jungian psychology and systemic approaches to leadership and 
organizational development. This book explores these issues and makes an impor-
tant contribution in doing so. 

 In addition to theoretical frameworks, we also need to know that what we do in 
coaching is indeed effective. This is the domain of research. The research base for 
coaching has grown signifi cantly. Whilst still small compared to helping traditions 
such as counselling that have been established for considerable periods of time, we 
now have an emerging empirical evidence base. The coaching research covers a 
broad and fascinating range of issues, from the impact of coaching on goal attain-
ment to the dynamics of the coaching relationship, to systemic issues in organiza-
tional contexts. This is truly a dynamic area of psychology. Because of the growing 
complexity of the coaching research it is not easy to grasp the major research trends 
and key studies – and this book addresses these issues in a clear and accessible 
manner.

One consistent fi nding in the coaching outcome literature is that good coaching 
almost invariably helps people develop a broader range of perspectives, expands 
their sense of self and helps enhance personal resilience. 

 These are vital aspects in these complex and uncertain times. Individuals, teams 
and organizations are grappling to work with increasing social diversity and uncer-
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tain economic and political landscapes. By helping our coaching clients to develop 
their perspective-taking capacity and personal resilience, coaching, as a theoreti-
cally grounded discipline, is ideally placed to be of signifi cant benefi t to individuals, 
organizations and the broader social enterprise. 

 Our discipline of coaching psychology is indeed an exciting and vibrant place. 
We have the opportunity to make signifi cant contributions to the well-being of soci-
ety. This book presents a new benchmark in multicultural aspects of coaching – an 
inclusive approach that is solely needed globally. I encourage you to enjoy and unit-
ize these insights. Onwards!  

    The University of Sydney, Australia Anthony     M.     Grant    

Foreword



vii

  Pref ace   

 Coaching in psychology has emerged as a growing fi eld in both the discipline and 
profession of broader psychological practice. Within the last decade, research within 
this discipline has increased exponentially, ranging from theoretical contributions to 
validated coaching psychological interventions. Similarly, within the profession, 
various professional psychological societies (e.g. the Australian Psychology Society 
Interest Group for Coaching Psychology, the British Psychological Society, the 
Society for Industrial and Organizational Psychology of South Africa) have formed 
professional interest groups to further the practice of coaching psychology within 
industry. Further, alternative professional societies specifi cally focused on coaching 
psychology have also been formed (e.g. International Society for Coaching 
Psychology), which aids in the professionalization of the profession. As such, vari-
ous tertiary educational institutions have started to either incorporate coaching psy-
chology as part of modules within the professional training of psychologists or 
develop dedicated courses to aid in the development of professional coaching psy-
chologists. This provides evidence for not only the interest in the fi eld but also 
emphasizes the need for further exploration, professionalization and application 
within alternative contexts. 

 With this increased interest, a need was identifi ed to investigate coaching psy-
chological processes, practices and contributions within multi-cultural contexts. 
Limited research within popular psychological media, scientifi c journals and spe-
cialist books exists relating to the use of coaching psychological practices within 
multi-cultural, trans-cultural or cross-cultural contexts. Although a limited amount 
of coaching models, methodologies and approaches which have been validated 
could be found within multi-cultural or cross-cultural scientifi c literature, none of 
which are consumed by the mass-market as a result of the restrictions regarding 
consumption/distribution imposed by scientifi c journals. In further support, 
increased technological developments and an enhanced focus on globalization 
emphasize the need for research and practice guidelines on the (a) fundamentals of 
coaching psychology, (b) psychological approaches towards coaching psychology 
and (c) meta-theoretical perspectives and professional applications of coaching psy-
chology within multi-cultural contexts. Moreover, multi-cultural specifi c 
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 psychological approaches, alternative coaching frameworks, models, strategies, 
practice guidelines as well as the competencies required for multi-cultural coaching 
need to be developed. 

 In order to address these needs, this book attempts to facilitate and stimulate 
further interest in the fi eld of multi-cultural coaching psychology through providing 
not only context to theoretical advances in the fi eld but to provide practice guide-
lines and approaches. The aim of this book is therefore to synthesize empirical- 
research- based and theoretical perspectives on coaching psychology in order to 
provide a comprehensible perspective on contemporary research and practice which 
is accessible to researchers and practicing psychology professionals globally. 

 Those aspects discussed in the various chapters provides not only context and 
practice guidelines to professional coaching from a psychological perspective but 
will elaborate upon its complexity within multi-cultural contexts. This book there-
fore provides researchers and practitioners with guidelines to effective coaching 
within multi-cultural environments. This is done through three sections. 

  Part I :  Fundamentals of coaching psychology within multi - cultural contexts . The 
purpose of this section is to contextualize the fundamental processes, principles and 
practice guidelines of coaching psychology within multi-cultural contexts. The aim 
is to provide an interpretive framework through which Part 2 and 3 can be under-
stood and approached. This section is divided into fi ve chapters. Chapter   1     aimed to 
contextualize coaching, coaching psychology and multi-cultural coaching. 
Chapter   2     provides a meta-synthesis of the literature relating to research within the 
fi eld of coaching psychology applied within multi-cultural contexts. Chapter   3     
attempted to provide context to the relationship between the coach and coachee 
through introducing the coach as a fellow human companion. Chapter   4     introduces 
a coaching supervision framework to aid in the professional development of coach-
ing psychologists within multi-cultural contexts. Finally, Chap.   5     presents a philo-
sophical and normative analysis on ethical issues, challenges and approaches within 
coaching psychology applied to the multi-cultural contest. These fi ve chapters pro-
vides context to the alternative psychological approaches towards multi-cultural 
coaching psychology which is presented in Part 2. 

  Part II :  Psychological approaches towards coaching within multi - cultural con-
texts . This section proposed to introduce, develop and contrast psychological mod-
els, approaches and paradigms which are applicable to multi-cultural coaching 
contexts. Similar to Part I, this section also comprises fi ve chapters. First, Chap.   6     
explores the theory underlying the role that psychological ownership can play when 
applied to the GROW model of coaching within a multi-cultural context. Second, 
Chap.   7     presents an evidence-based, theoretical multi-cultural coaching framework 
for authentic leadership development. Third, Chap.   8     presents a narrative on the use 
of appreciative inquiry as a coaching methodology through elaborating on the 
underlying principles of the paradigm through two case studies. Fourth, Chap.   9     
presents a Jungian approach towards coaching psychology through elaborating on 
the use of archetypes within multi-cultural contexts. Finally, Chap.   10     introduces 
systems thinking and trans-cultural perspectives to coaching psychology through 
presenting an alternative multi-cultural systems coaching framework. 
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  Part III :  Meta - theoretical perspectives and applications within multi - cultural 
contexts . The fi nal section of this book is focused on presenting theoretical perspec-
tives and professional applications of coaching psychology within multi-cultural 
contexts. The aim of this section is to provide an outlet for theoretical research 
within the fi eld of multi-cultural psychological coaching psychology as well as pro-
vide an orientation to the professional applications of coaching psychology. 
Chapter   11     introduces an elective depth psychological approach towards conceptu-
alizing the coaching psychologist as a container within team coaching approaches. 
Chapter   12     focuses on establishing the relationship between emotional intelligences, 
the SOAR and team-based collaboration within a coaching psychological process. 
In Chap.   13    , the author discusses strengths-based coaching as an enabler of positive 
psychological outcomes of athletes in multi-cultural sporting environments. Chapter 
  14     highlights the use of symbolism, art, myths and dreams as projective tools within 
the coaching relationship. Within Chapter Chap.   15,     the authors aim to contrast two 
prominent paradigms in psychology (positive psychology and the person-centred 
approach) against a strengths-based multi-cultural coaching model. Chapter   16     
aims to evaluate the experiences of emerging psychologists relating to an evidence- 
based training methodology in order to provide structured guidelines for the devel-
opment of a multi-cultural coaching training programme. Chapter   17     aims to 
develop a coaching relationship competency framework through evidence-based 
coaching practices. Finally, Chap.   18     of this book focuses on determining the future 
direction of multi-cultural coaching psychology for both the discipline (research) 
and the profession (practice) presented against the backdrop of the preceding 
chapters. 

 Through the systematic integration of the aforementioned chapters, a compre-
hensive overview of multi-cultural coaching psychology is presented. It acts as a 
conduit to link the dynamic world of coaching psychology, to the unique approaches, 
challenges and opportunities within multi-cultural contexts. As the editors of this 
text, we hope that this provides both researchers and practitioners with insight, 
guidelines and practical ‘tools’ for practicing coaching psychology within multi- 
cultural contexts. We believe that this volume will act as a roadmap and guideline 
for multi-cultural coaching psychologists in the years to come.  

      Vanderbijlpark, South Africa Llewellyn     E.     van Zyl     
 Vanderbijlpark, South Africa    Marius     W.     Stander      
Johannesburg, Gauteng, South Africa    Aletta     Odendaal    
  November 2015 
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      Contextualising Coaching Psychology Within 
Multi-cultural Contexts                     
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    Abstract     The purpose of this chapter is to discuss the meta-context in which 
coaching psychology 1  has emerged. The aim is to contextualise coaching, coaching 
psychology and multi-cultural coaching. The emphasis is further on developments 
within these domains in both the discipline and profession of broader psychological 
practice. The chapter is based on inputs received from various stakeholders in the 
coaching industry and extends on current knowledge, practices and positioning 
statements both nationally and internationally. A South African defi nition as well as 
the value proposition of coaching psychology is presented, followed by a descrip-
tive overview of a meta-framework for further research in the application of coach-
ing psychology in multi-cultural contexts.  

  Keywords     Coaching   •   Coaching psychology   •   Multi-cultural   •   Professionalization   
•   Coaching context  

1       Introduction 

 Since the seminal statement of Anthony Grant in  2000  that coaching psychology 1  
has come of age, both the discipline and the profession has developed consider-
ably. First, within the discipline more than 4733 academic articles and 311 spe-
cialist books have been published with coaching or coaching psychology as 
keywords within the last decade. This upsurge in research aided in the 
 development of various coaching theories, methodologies, developmental models 
and intervention strategies (Van Zyl and Stander  in press ). These attempts to 

1   There is no provision in the regulations defi ning the scope of the profession of psychology in 
South Africa for registered practitioners that coach to register as a coaching psychologist. 
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further the academic understanding of coaching psychology has aided in the pro-
fessionalisation of coaching and coaching psychology as active practice domains 
in order to provide evidence of its effectiveness as a strategy to optimise the 
potential of individuals and teams (Grant et al.  2010 ; Odendaal  2011 ; Palmer and 
Whybrow  2014 ). Second, within the profession, various interest groups within 
professional psychological societies and coaching domain specifi c professional 
associations have formed to further the professionalisation of coaching and coach-
ing psychology (Grant  2011 ; Odendaal  2011 ; Van Zyl et al.  in press ) through aid-
ing in the development of practice guidelines and formalising/organising 
professional coaching services (ISFCP  2015 ; Palmer and Whybrow  2014 ). In fur-
ther support, given the high demand for professional coaching, the industry has 
grown exponentially; a global survey estimates that approximately 47,500 active 
coaches are practicing worldwide (ICF  2013 ). Coaching, especially leadership 
and executive coaching, has further emerged as a key strategy in leadership devel-
opment and succession management programmes in various organisations (Elliott 
 2011 ; Stelter  2014 ; Sperry  2013 ) and as such have become an integral part to 
facilitate and sustain the fi scal development of organisations (Beattie et al.  2014 ). 
This increasing demand for coaching theory and services has manifested in vari-
ous ways ranging from a signifi cant increase in coaching conference papers deliv-
ered at global conferences, and the establishment of professional coaching 
psychological training programmes through to concerted efforts of professional 
coaching and coaching psychology bodies to enhance credibility and professional 
standards of practice on a global scale. 

 Although both coaching and coaching psychology has emerged as independent 
professional disciplines within the literature (Grant et al.  2010 ; Gray  2011 ; Van Zyl 
and Stander  2013 ), the diversifi cation of coaching psychological practices, method-
ologies and approaches have caused endless debate, contrasting views and mis-
alignment between conceptual coaching approaches (Cox et al.  2014 ; Palmer and 
Whybrow  2014 ). Therefore, discussions about the defi nition, teaching of coaching 
psychology, boundaries within the profession of psychology, relation to the broader 
coaching industry, as well as the enhancement of its roots in psychology remain 
critical and demand continuous refl ection (Grant  2011 ; Lai and McDowall  2014 ). 
These are however not easy questions to address, especially in the context of an 
increasingly complex and fast changing business environment (Cavanagh and 
Palmer et al.  2011 ) infl uenced by globalisation and developments in technology and 
characterised by increased mobility, volatility and uncertainty (cf. Johansen  2012 ; 
Stacey  2007 ). 

 The identity of coaching psychology and its associated value proposition to busi-
ness, and other stakeholders are however evolving and being defi ned, even as this 
chapter is written. Various professional bodies representing a diversity of coaches, 
application domains, methodological approaches, as well as training and  continuous 
professional development activities are participating in the discourse expressing 
different recommendations regarding the professionalization of the broader 
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 coaching industry as well as the value of registration or chartered status as coach-
ing psychologist (Grant et al.  2010 ; Lane et al.  2010 ; Palmer and Whybrow  2014 ). 
Furthermore, the ability to operate effectively in multi-cultural contexts and to 
apply coaching psychology within a diverse workforce as well as across national 
boundaries is an evolving and growing area of interest worldwide (Booysen  2015 ; 
Plaister-Ten  2013 ). This manuscript therefore comes at a critical point in the devel-
opment of multi-cultural coaching psychology, as an emerging profession globally, 
providing a comprehensive overview of multi-cultural coaching psychology theory 
and practice. 

 Therefore, the aim of the chapter is to provide an overview of the meta-context 
impacting the development of coaching psychology, followed by a discussion of 
global trends and specifi c developments in the professionalisation of coaching psy-
chology within the multi-cultural South African context. Coaching and coaching 
psychology are further defi ned and positioned within a multi-cultural context. To 
contextualise the development of coaching psychology in South Africa, positioning 
statements will be presented and discussed as strategic departure points.  

2     The Meta-context Impacting the Development of Coaching 
Psychology 

2.1     Global Trends and Developments 

 Broader contextual issues such as regulatory requirements, economic as well as the 
multi-cultural context are important considerations beyond the fi eld of psychology 
that infl uences the required knowledge, skills and attributes required for effective 
coaching outcomes. In a recent McKinsey study amongst global Fortune 500 com-
panies, it was evident that the nature of the global business landscape has shifted 
from a 5 % representation of these organisations in emerging regions in the 1990s, 
to a 17 % representation in 2010 and a forecasted representation of 45 % in 2025 
(McKinsey  2013 ). The broader contextual issues further solicit the question of 
“What does it take to be a successful global coach?” The authors belief that effective 
coaching requires not only a coaching and consulting competence but also a multi- 
cultural competence positioning the coach to be effective in environments charac-
terised by complexity. As such, complexity not only in quality of physical conditions, 
job security, safety, or labour market characteristics, but also where different per-
spectives, thinking patterns, behaviours and rules of social engagement are formed 
and driven by value drivers unique to the culture(s) that exist in the context of the 
coaching engagement.  

Contextualising Coaching Psychology Within Multi-cultural Contexts
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2.2     Contextualising Coaching and Coaching Psychology 
in South Africa 

  Positioning Statement 1      The contextual factors evident in each country will 
shape and infl uence the development of Coaching Psychology as a profession . 
There is general agreement within the coaching and coaching psychology commu-
nity on the importance of understanding the context in which the client operates. A 
review of the published literature conducted by Nieminen et al. ( 2013 ), however 
suggest a paucity of evidence related to the integration and understanding of the 
infl uence of contextual factors on the science and practice of coaching. This lack of 
rigor when assessing the contexts of coaching is furthermore in stark contrast to the 
abundance of assessments related to the individual differences that are often also 
accompanied by the use of multi-rater feedback instruments (Nowack and Mashihi 
 2012 ).  

 South Africa, in particular is a country that bears evidence of a rich multi- cultural 
setting. With 11 offi cial languages and 53 million people of different backgrounds, 
cultures, languages and beliefs (41.1-million African, 4.5-million White, 4.6- million 
Coloured 2  and 1.2-million Indian/Asian), we are known to the world as the ‘rainbow 
nation’ (Statistics South Africa  2012 ). It should further be noted that although more 
than three-quarters of the population is Black African, this does not imply that 
the majority is similar in culture or language spoken (Odendaal  2013 ). Given the 
highly diverse and complex South African society it is increasingly important for 
coaches to understand both the country and global developments faced by clients 
(coachee and organisation) that are from a systems perspective interrelated. By 
understanding the embeddedness of the individual in a complex system of circum-
stances, relationships and processes the coaching intervention can be tailored to 
optimise development and obtain alignment with organisational outcomes 
(Cavanagh and Lane  2012 ; Clarke  2013 ). The main focus is therefore on the indi-
vidual within the broader system, as the interaction between the system and its 
external context also give rise to unexpected and even unpredictable outcomes. 

 Although South Africa as developing country has recently been accepted within 
the BRICS states (Brazil, Russia, India, China and South Africa), it has been chal-
lenged with various socio-political and socio-economic dilemmas at a national level 
that coaching psychologist must be cognisant of. Unemployment remains a signifi -
cant challenge and has reached 24.3 % at the end of 2014 with youth unemployment 
at 49 % (South African Economic Outlook  2015 ). This statistic represents an aver-
age of 24 % of unemployment in the last 15 years leading to high and growing levels 
in poverty and crime (South African Economic Outlook  2015 ). In addition, the 
healthcare systems are continuously under pressure with complex challenges around 
development and maintenance (Deloitte  2015 ). Similarly, the educational sector is 
constrained not only from a facilities perspective, but also by a lack of strong 

2   The term Coloured is used to refer to people of mixed racial descent and is used by the South 
African government as part of its offi cial racial categorisation scheme. 
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 leadership to steer towards the desired production of human capital for sustained 
economic development (Department of Education  2009 ). 

 At an organisational level, coaching and consulting psychologists are pressured 
to develop woman leaders, to provide accelerated career paths to create not only 
technical talent pools, but also talent pools that strengthen leadership succession 
benches (Bersin  2013 ). Coaching practitioners are further tasked to navigate the 
corporate landscape in an ethical way and build organisational cultures that are 
sustainable and fi t for purpose to compete globally (de Klerk  in press ; Simon et al. 
 2014 ; Thompson and Dieffenbach  2015 ). Lastly, organisational leaders are asked to 
implement broad based black economic empowerment as a legislative frame created 
to distribute wealth across a broad a spectrum of previously disadvantaged (black) 
South Africans in an effective and sustainable manner (Broad Based Black 
Economic Empowerment  2013 ). 

 At an individual level, acknowledgement is needed that individuals differ in cul-
turally important ways e.g. race, gender, religion, socioeconomic status, language, 
education, sexual orientation and ethnicity (Odendaal  2011 ). Coaching practitioners 
are therefore increasingly exposed to diverse work environments necessitating 
higher levels of intercultural competence to succeed (Geber and Keane  2013 ; 
Jorgensen, et al.  in press ; Plaister-Ten  2013 ; Milner et al.  2013 ). Work-life balance, 
employee wellbeing and engagement are increasingly discussed as some of the top 
issues on people agendas in organisations (Leonard et al.  2013 ). Only when coach-
ing is approached systemically with a clear appreciation of the diversity of coaching 
needs at individual, group and organisational levels, together with the multi-cultural 
complexities that plays out when global business landscapes are considered, will 
clients experience value in a meaningful and sustainable way (Leonard et al.  2013 ; 
Lowman  2013 ). 

 In summary, the professionalisation of coaching psychology within South Africa 
is shaped by a set of contextual factors that are unique to its status as a developing 
country. These contextual factors impacts on the accelerated growth and profession-
alisation of coaching psychology as a sub-discipline of psychology in South Africa, 
where specifi c emphasis is on how: (i) employment equity legislation creates a need 
for accelerated leadership development, (ii) the multi-cultural and political land-
scape in South Africa drives ethical, value based developmental approaches, (iii) 
legislation provides a mandate to the Health Professions Council of South Africa 
(HPCSA) as a regulatory body for psychology, (iv) consumers of coaching psycho-
logical services are growing in sophistication, (v) accredited academic institutions 
offers coaching psychology modules and qualifi cations (Odendaal  2011 ; Odendaal 
and Le Roux  2011 ). 

 Similarly, the unique South African multi-cultural context provides interesting 
challenges/restraining forces for the professionalisation of the coaching industry. 
First, a lack of alignment between professional bodies, as well as regulators which 
is characterised by diverse views on professionalisation of coaching psychology. 
Second, an unregulated coaching industry with evidence of a ‘marketing’ driven 
industry in the form of proprietary models and credentialing which distracts from 
the credibility of both the discipline and the profession. Finally, a lack of minimum 
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standards on education, training, continued competence development and practice 
guidelines exist to further the professionalisation of coaching psychology within the 
multi-cultural South African context.  

2.3     The Role of Professional Bodies in the Development 
of Coaching Psychology 

  Positioning Statement 2      Coaching Psychology is growing as an applied sub - 
 discipline of Psychology . Contextualising coaching and coaching psychology will 
not be complete without a short discussion of the development of coaching psychol-
ogy within the South African context. The development of coaching psychology has 
been an international action process with key drivers the formation of different 
interest groups in coaching psychology that are associated with recognised national 
psychological societies, followed by the establishment of joint publications of peer- 
reviewed coaching psychology journals (Grant  2011 ). Central to the development of 
coaching psychology as theoretical and applied sub-discipline of psychology was 
the establishment of an Interest Group in Coaching Psychology within the Australian 
Psychological Society in 2002 3  and the Special Group in Coaching Psychology 
within the British Psychological Society in 2004 (Palmer and Whybrow  2006 ). 
Several other coaching psychology related bodies followed e.g. Society for 
Evidence-based Coaching as part of the Danish Psychological Association in 2007.  

 Similarly to global trends, the development of coaching psychology in South 
Africa gained momentum with the establishment of the Consulting Psychology 
Interest Group (CPIG) in June 2006 within the Society of Industrial and 
Organisational Psychology of South Africa (SIOPSA), 4  with coaching psychology 
positioned as consultation intervention, competency and role function of the consul-
tant. In September 2010 the CPIG announced a name change to the Interest Group 
of Coaching and Consulting Psychology (IGCCP) to create a dedicated focus for 
Coaching Psychology in line with international developments (Odendaal  2011 ). 
Highlights within the development path were the participation of IGCCP represent-
ing SIOPSA in the Global Coaching Community (GCC) 5  with subsequent endorse-
ment of the declaration of intent in 2008. In October 2009 the CPIG partnered with 
the International Organisation Development Association (IODA 6 ) to host the 29th 

3   Retrieved from APS website 12 November 2015. 
4   Detailed information and timelines for the development of IGCCP see  https://www.siopsa.org.za/
pages/interest_groups#igccp . 
5   The GCC was a year-long collaborative framework of stakeholders in coaching, established with 
the aim of discussing the diffi cult issues facing the professionalising of coaching. Nine Working 
Groups were constituted to address a variety of topics and issues important to the future of coach-
ing (GCC Declaration of Intent  2008 ). 
6   The IODA is dedicated to supporting and strengthening OD principles at international level 
through research, academic OD programs, peer mentoring and coaching, networking and sharing 
of knowledge, international OD projects and cultural exchange. 
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International OD conference. The CPIG leveraged its positioning within the Society 
to actively play a role in the international community. Subsequent developments 
were the signing of a Memorandum of Understanding (MoU) with the Society for 
Coaching Psychology in May 2010 (which later changed its name to the International 
Society for Coaching Psychology - ISCP), an international professional member-
ship body established specifi cally to further the discipline and profession of coach-
ing psychology. A series of International Congresses in Coaching Psychology 
(ICCP) under the ambit of ISCP provided opportunities for the development of the 
theory, practice and research of coaching psychology globally (Odendaal and Le 
Roux  2011 ). South Africa hosted the First International Congress of Coaching 
Psychology: Southern Hemisphere event in May 2011. 

 A further highlight was the formation of a strategic partnership in 2010 with the 
Australian Psychological Society’s (APS) Interest Group in Coaching Psychology 
and the British Psychological Society (BPS) Special Group in Coaching Psychology 
(Odendaal and Le Roux  2010 ). In 2011 the IGCCP was invited to participate in an 
international discussion on the development of a teaching agenda for coaching psy-
chology (Odendaal  2011 ). In addition, the IGCCP signed a MoU with the Section 
of the Psychology of Organisations and Work (SPOT) of the Col·legi Ofi cial de 
Psicòlegs de Catalunya (COPC) in October 2011 with the intent to collaborate and 
work together, in support of the development of the coaching psychology profession 
both in South Africa and in Spain (Odendaal and Le Roux  2011 ). At a local front, 
the IGCCP commissioned research in 2011 amongst all coaching professional bod-
ies in South Africa to defi ne the nature of coaching as an emerging discipline in 
South Africa (Odendaal et al  2011 ). Furthermore the IGCCP followed an inclusive 
stakeholder engagement model and were in regular conversation with Coaches and 
Mentors Association of South Africa (COMENSA) regarding the development and 
professionalisation of the coaching industry in general (Odendaal and Le Roux 
 2010 ).  

2.4     Professional Status of Coaching and Coaching 
Psychology: Accreditation, Registration and Certifi cation 

  Positioning Statement 3      Psychology is a well - regulated profession ,  ideally posi-
tioned to facilitate the professionalisation of coaching psychology . Coaching 
psychology is currently being defi ned within the legal frameworks and specifi c con-
textual landscapes of different countries where coaching psychology is emerging 
(Grant  2011 ; Odendaal  2011 ; Palmer and Whybrow  2006 ; Passmore  2011 ). As a 
professional area of practice, the core qualifying criteria around certifi cation, 
accreditation and registration are being defi ned globally by various regulatory, 
 professional coaching and coaching psychology bodies (Cavanagh and Palmer 
et al.  2011 ; Grant  2011 ). As such, registration or chartered status as a psychologists 
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(e.g. UK, Australia and South Africa) require accredited undergraduate degree in 
psychology, then a post-graduate degree (in South Africa a Honours degree fol-
lowed by a Masters’ degree), followed by a supervised internship and in some coun-
tries also a National Board examination (Odendaal  2011 ; Passmore  2011 ). It should 
be noted that an undergraduate degree in psychology is however not an entry 
requirement into PsyD degrees and subsequent licensing as psychologist in the US 
(Grant  2011 ). Accreditation of the different training programmes/courses in psy-
chology typically resides with recognised structures as mandated in the specifi c 
country, e.g. Health Professions Council of South Africa (HPCSA). Depending 
applied area of practice, post-registration supervision is also mandated in some 
countries (Odendaal and Kwiatkowski  in press ).  

 Psychology is a recognised profession globally and meets all accepted criteria 
for professional status (cf. Bennett  2006 ; Gray  2011 ) in that there are clear entry 
requirements based on qualifi cations, adherence to an enforceable Code of Ethics 
and standards of practice, compliance to applicable regulations (e.g. scope of prac-
tice and scope of the profession), continuous professional development and a com-
mon body of knowledge and skill. Psychology as profession is therefore ideally 
positioned to facilitate the professionalisation of coaching psychology, with Grant 
( 2006 ) arguing that psychology

  …with its attendant rigorous educational programmes and professional ethos and qualifi ca-
tions has, I believe, noticeably raised the bar for the coaching industry in general (p. 15). 

   In this regard Cavanagh and Palmer et al. ( 2011 ) argue that how we defi ne and 
distinguish the practices of coaching psychologists from coaches who are not psy-
chologists and the relationship of coaching psychology relative to other applied 
areas of practice remain unanswered questions. It is evident that whether the status 
of coaching psychology should be that of independent registration category or 
applied sub-discipline of Psychology is a debate that is still unfolding. 

 In contrast, there is general agreement that the coaching industry is not meeting 
the criteria of a profession (Grant et al.  2010 ). The International Coach Federation 
(ICF) however designates coaching as a profession in support that it has developed 
its own certifi cation process and code of ethics (ICF  2013 ). Critical gaps towards 
recognition as a profession however remains that there are still no barrier to entry, a 
lack of universal standards towards minimum and on-going training and qualifi ca-
tions, and no enforceable and binding ethical practice and standards. In addition, the 
general public and related professions do not recognise coaching as a profession. 
There is however an emerging knowledge base supported by the acknowledgement 
and increased efforts towards evidence-based theoretical and practical research 
(Gray  2011 ; Lane et al.  2010 ). 

 A typical pattern of an emerging profession is that developments and applica-
tions in practice tends to precede the development of a strong theoretical and empir-
ical foundation. Change in the pattern is starting to emerge with the establishment 
of the International Coaching Research Forum (ICRF) that promotes the value of 
research and the development of a coaching knowledge base that informs 

A. Odendaal and A.-R. le Roux



11

 evidence- based practice. Within the coaching industry there is furthermore a large 
body of skilled and experienced practitioners that is now starting to be visible in the 
peer reviewed publications (Grant et al.  2010 ). The recognised Journals in the fi eld 
are the ‘International Coaching Psychology Review’, ‘Coaching: An International 
Journal of Theory Research and Practice’ and the ‘International Journal of Evidence- 
based Coaching and Mentoring’. Current concern is that the Journals have not yet 
reached acceptable international distribution and citation levels as what were indeed 
hoped for within the coaching community (Zarris  2011 ). On the local front the ‘SA 
Journal of Industrial Psychology’ and ‘SA Journal of Human Resource Management’ 
are key journals where research on coaching and coaching psychology are pub-
lished (Coetzee and Van Zyl  2014 ). Critical to continuous growth as a profession is 
a rigorous and coherent body of coaching and coaching psychology specifi c research 
(Passmore and Theeboom  in press ) and in this regard Lowman ( 2013 ) asserts that 
research is primarily the major source of professional differentiation between 
coaching and coaching psychology practice. 

 Apart from professional qualifi cations and research as core criteria towards pro-
fessionalisation, is adherence to acceptable standards of practice, typically endorsed 
through certifi cation and accreditation processes by coach training providers 
(Standards Australia  2010 ). The accreditation of coaches is however controversial 
globally as well as in South Africa with the true value of the certifi cations in many 
cases questionable (for a detailed discussion see Grant et al. ( 2010 ). There appears 
to be a high need for credibility that is perceived to be anchored in accreditation by 
practitioners wishing to work and be recognised as a coach (Grant and Cavanagh 
 2004 ). Uninformed practitioners and the general public is furthermore not in a posi-
tion to determine the worth of the various psychological qualifi cations and accredi-
tations. In this regard Grant ( 2006 ) asserts that there are a lucrative industry offering 
coach certifi cation courses and programmes that appear to make more money than 
actually coaching by coaching practitioners. It is furthermore important to acknowl-
edge that coaching organisations such as European Mentoring and Coaching 
Council (EMCC), World Association of Business Coaches (WABC) and the 
International Coach Federation (ICF) have put signifi cant effort into establishing 
credentialing processes and developing coaching competencies (Grant et al.  2010 ) 
in a quest to set standards for coaching in an industry that is unregulated. 

 In setting standards, competence to practice is a core ethical principle that 
informs psychology as a profession and registered or licensed psychology practitio-
ners are therefore required to practice exclusively within the boundaries of their 
competence (Ethical Rules of Conduct  2006 ). To ensure competence in the emerg-
ing sub-discipline of coaching psychology several professional coaching psychol-
ogy bodies are introducing steps towards self-regulation that further solicits the 
question of ‘What will be the minimum standards/quality assurance required for 
Coaching?’ Self-regulation within voluntary professional bodies is typically sup-
ported by acceptable principles and values, voluntary codes of ethics, and recom-
mended standards of competence – in some instances certifi cation (Lane et al. 
 2010 ). Noteworthy are the Standards Australia Handbook for Coaching in 
Organisations ( 2010 ) that offers guidelines for the professional practice of coaching 
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in organisations as well as the Graduate School Alliance for Executive Coaching 
(GSAEC  2012 ), setting standards for teaching executive and leadership coaching at 
university level. 

 In support of self-regulation within the coaching psychology domain the IGCCP 
in South Africa introduced the Code of Practice for Registered Psychology 
Practitioners in Coaching ( 2014 ) with the primary objective

  …to ensure that registered practitioners who practice as a coach conduct their services 
appropriately, professionally and ethically, with due regard to the needs and rights of those 
involved in the coaching process, the purpose for the coaching, and the broader context in 
which the coaching takes place. To achieve these outcomes, it is assumed that the registered 
practitioner has the necessary competence (including knowledge and understanding) of the 
coaching process, and the psychological frameworks and theories that inform and underpin 
this process (p. 9) 

   In addition to setting standards, the accreditation of coaching psychologists is of 
major concern globally. In order to provide recognition of coaching psychology 
expertise and enabling differentiation to a range of users of coaching and coaching 
psychology services the British Psychological Society (BPS no date) introduced a 
Register of Coaching Psychologists and the International Society for Coaching 
Psychology (ISFCP no date) a process of accreditation. Aligned to international 
developments, the IGCCP Code of Practice for Registered Psychology Practitioners 
in Coaching ( 2014 ) proposed a List of Registered Psychology Practitioners in 
Coaching. Table  1  provides a description of the proposed criteria for inclusion on the 
List of Coaching Psychology practitioners in South Africa benchmarked against the 
BPS Register of Coaching Psychologists and the ISCP process of accreditation to 
MISCP status. The positioning of compulsory supervision and number of continuous 
educational units in a continuous professional development (CPD) cycle in South 
Africa differs from the international benchmarks and is still under discussion.

   In summary, research is primarily the major source of professional differentia-
tion (Lowman  2013 ) and it is therefore pertinent that coaching psychology is posi-
tioned within a scientist- practitioner model vis-a-vis. a refl ective practitioner model 
or an informed-practitioner model (Passmore and Theeboom  in press ). To enhance 
professional status coaching psychology should further develop within regulatory 
frameworks that determine boundaries of practice with a clear differentiation 
between coaching, counselling and therapy (Grant et al.  2010 ). Lastly, it is pertinent 
to identify and unpack issues pertinent to governance, ethics and continuing profes-
sional development to allow coaching psychology to develop within the boundaries 
of what constitutes a profession (Bennett  2006 ; Gray  2011 ).  

2.5     Coaching Psychology in a Multi-cultural Context 

 Against the meta-context as previously described coaching psychologists are 
increasingly working within complex and multicultural environments at individual, 
team, organisational, national and international levels (Plaister-Ten  2013 ). It is 
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essential that coaches understand the infl uence of culture in the execution of roles 
and responsibilities (Geber and Keane  2013 ; Griffi ths  2010 ; Peterson  2007 ) and 
incorporating intercultural perspectives into coaching are therefore increasingly 
acknowledged (Gilbert and Rosinski  2008 ). There are however several descriptors 
that refer to coaching and culture when reviewing coaching and coaching psychol-
ogy literature that in some instances are used interchangeably i.e. cross-cultural, 
multicultural and transcultural (for detailed discussion on differentiation based on 
view from anthropology and sociology (see Marotta  2014 ). There is still no consen-
sus on defi ning the term  culture  (Booysen  2015 ). Typically, culture is defi ned as 
deeply entrenched values and beliefs (referred to as implied cultural occurrences) 
and displayed mainly by observed symbols and rituals (Triandis  2004 ) that manifest 
at the individual, group, organisational and national level (Hofstede et al.  2010 ). 

 The inclusion of culture into coaching practices gained momentum with the pub-
lication of Rosinski ( 2003 ) that refers specifi cally to coaching across culture or 
coaching from a cultural perspective. Several books and chapters within books fol-
lowed that were more descriptive in nature and not based on empirical research. 
Cross-cultural coaching relates specifi cally to the coaching process where the coach 
and the coachee are from different cultural backgrounds (Milner et al.  2013 ; Plaister- 
Ten  2013 ; Rojon and McDowall  2010 ). Furthermore, a distinction is made between 
the topic under discussion within a coaching conversation e.g. how culture infl uence 
own beliefs and behaviours (Booysen  2015 ) and the broader cultural context. In this 
regard Lowman ( 2007 , p. 297) argues that it is important that a coach understands 
the difference between culture as context and culture as a contributing factor towards 
behaviour. Within cross-cultural coaching the coach typically work from their own 
reference system to understand another person, whereas within multicultural and 
transcultural work the coach work across cultural differences and will thus be able 
to function within the worldview of another individual or group. It is further evident 

   Table 1    Proposed criteria for inclusion in register of coaching psychologists   

 IGCCP proposed 
criteria 

 BPS register of coaching 
psychologists 

 ISCP process of accreditation 
MISCP status 

 Registered 
psychologists who 
practice coaching 

 Chartered psychologists  Chartership/registration/license 

 Member of IGCCP  Member of special group of 
coaching psychology 

 Member of recognised 
professional society 

 Satisfactory evidence of 
CPD related to coaching 
psychology (amount of 
CEU’s in consultation) 

 Supervision from supervisor who 
is either a chartered psychologist 
or registered with the Health 
Professions Council (HPC) 

 CPD – 30 h of 40 related to 
coaching psychology in a 2 year 
cycle 

 Two supporting 
references and 
self-declaration 

 Self-declaration of competence 
plus two references (one must be 
current supervisor) 

 Evidence of supervision by 
qualifi ed psychologist 

 Evidence of 
professional indemnity 
insurance 

 Evidence of professional 
indemnity insurance 
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that there is a clear gap between coaching practices in multi-cultural environments 
and evidence-based and theoretically grounded research (Van Zyl and Stander  in 
press ). 

 Based on a body of empirical cross-cultural research, the main departure point 
within psychology is that ‘all individuals exist in social, political, historical and 
economic contexts’ and psychologists in different applied domains of psychology 
are therefore expected to understand the infl uence of these contexts on behaviour 
(American Psychological Association  2003 , p. 377). To this end the ‘Guidelines on 
Multicultural Education, Training, Research, Practice and Organizational Change 
for Psychologists’ was developed in 2003, intended as a ‘living document’ provid-
ing guidelines towards the develop of deeper knowledge and awareness in address-
ing multiculturalism and diversity in education, research and practices of 
psychologists in the various areas of application in psychology (p. 395). The 
Guidelines further uses the term  culture - centered  to encourage the use of a cultural 
lens as central focus of professional behaviour. To this end, Triandis (2004) differ-
entiates between cultural psychology, cross-cultural psychology and indigenous 
psychology. The main focus of cultural and indigenous psychology is to understand 
the individual within a traditional and socio-cultural context (also referred to as the 
emic position). Culture is seen as part of the individual and culture and behaviour 
are thus viewed as inseparable. In contrast, cross-cultural researchers are specifi -
cally interested in understanding cross-cultural similarities and differences towards 
an understanding of cultural universals, also referred to as the etic approach (Sullivan 
and Cottone  2010 ). 

 The abovementioned discussion is important and provides a meta-framework for 
further research on the application of coaching psychology in a multi-cultural con-
text. Increased attention is therefore placed on the importance of multi-cultural 
interactions within work processes and is typically defi ned within three overarching 
factors: awareness and mindset, knowledge and skill (Handin and Steinwedel  2006 ; 
Inman and DeBoer Kreider  2013 ). To this end meta-cultural competence is viewed 
as critical to ethical coaching practices. The study of Plaister-Ten ( 2013 ) proposed 
that change occur over a lifespan due to multiple and continuous intercultural expe-
riences and therefore the coach must work with ‘unlearning’ as key intercultural 
competency (p. 53). Furthermore, the complexity of coaching in multi-cultural con-
text are confi rmed with fi ndings supporting the importance of cultural intelligence 
(Booysen  2015 ; Deng and Gibson  2008 ; Van Zyl et al.  2011 ), awareness and 
 application of global mindedness (Wilson  2013 ) and focusing on the link between 
cultural and spiritual values (Griffi ths  2010 ) with a general paucity of literature on 
coaching with African values (Geber and Keane  2013 ). Important questions regard-
ing the infl uence of westernised worldviews in current coaching practices remains, 
especially how methods and approaches rooted in a western worldview can be 
applied to other cultures (Milner et al.  2013 ; Plaister-Ten  2013 ). A qualitative study 
utilising critical incidents with German coaches reported the main areas impacting 
coaching as communication patterns, the coach-client relationship, the coach set-
ting and role understanding (Milner et al.  2013 ). 

A. Odendaal and A.-R. le Roux



15

 In support of an indigenous or emic approach to the study of the infl uence of 
culture in coaching, is the discussion paper of Geber and Keane ( 2013 ) that 
argued for the need to include indigenous knowledge as an important aspect of 
transformation and redress on individual and systems level within coaching 
research in South Africa. They proceed to refer specifi cally to the African para-
digm of Ubuntu, a relationship-centred paradigm (for detailed discussion see 
Mbigi  2002  and Metz  2007 ) as different ontological perspective and well suited 
framework for coaching and coach training in Africa. Questions of universality 
versus culture-specifi city remain a main area of research especially utilising 
cultural orientation frameworks (Dorfman et al.  2012 ; House et al.  2004 ; 
Peterson  2007 ) and endorsing universal leadership attributes as well as identify-
ing universally undesirable leadership attributes. Furthermore, research caution 
against superfi cial use and knowledge of national culture that promotes stereo-
typical thinking (Friedman and Antal  2005 ) and could lead to cultural misunder-
standings if differences observed are misinterpreted. In the application of 
cross-cultural research utilising cultural dimensions as presented in cultural ori-
entation frameworks, researchers should be mindful that on individual level 
personality is a more reliable predictor of individual behaviour than culture 
(Booysen  2015 ; Hofstede et al.  2010 ). 

 Application of cross-cultural coaching models is popular in books and chapters 
with validity research starting to emerge. Research on the use of models and frame-
works of cultural difference as guide on the levels of intercultural competence that 
map the stages individuals go through as they become more transculturally effec-
tive, are steadily growing (Bird et al.  2009 ; Dorfman et al.  2012 ). Within these mod-
els awareness or intercultural sensitivity and cultural experiences are precursors to 
the development of intercultural competence that requires further research. In addi-
tion, research should also focus on alternative models such as the dynamic construc-
tivist approach (Friedman and Antal  2005 ) where reality is negotiated (based on 
action science) to the adaptation approaches that uses general models of cultural 
differences (such as cultural orientation frameworks and models of intercultural 
competence).   

3     Coaching and Coaching Psychology 

3.1     Contemporary Coaching Practice 

  Positioning Statement 4      There is a high degree of interdependence between 
psychology and coaching and it is therefore important to globally define 
coaching psychology and the associated value proposition thereof . From a 
global perspective there are no clear boundaries between coaching as emerging 
practice and coaching psychology as sub-discipline in psychology (Grant et al. 
 2010 ).  
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 Reviewing different scholarly works on the development of coaching and the 
psychology of coaching, it is evident that different disciplines including psychol-
ogy, sociology, and anthropology informs coaching practices (Grant et al.  2010 ; 
Palmer and Whybrow  2006 ). The development of coaching within the fi eld of psy-
chology can further be traced back to the humanistic approach and the emergence 
of positive psychology (Biswas-Diener and Dean  2007 ; Grant  2006 ; Motschnig- 
Pitrik et al.  in press ). Bachkirova et al. ( 2014 , p. 3) proposed that typical attempts at 
defi ning coaching usually emphasise the “purpose (what it is for?), type of clients 
(who uses the service?) or process (how it is done?) or a combination of these”. 

 Pavur ( 2013 ) revisited the main purposes of coaching by exploring client’s per-
ceived needs for coaching in organisations. He identifi ed three main categories of 
purpose that help us to refl ect on the drivers of the exponential growth of the coach-
ing industry. The  fi rst  category relates to training and development. The organisa-
tion engages the coach primarily to facilitate manager self-awareness, to build social 
skills, align motives and values to the culture of the organisation and to improve 
organisational outcomes and  performance. The  second  category relates to health 
and self-actualisation. Here the organisation engages the coaching primarily to pro-
mote mental health, to support work-life balance and to improve the quality of life, 
work satisfaction and engagement. The  third  category relates to adaptation and 
resilience where the coach is contracted to interpret ethical challenges, work with 
complex problems by engaging stakeholders, improve functions in uncertain envi-
ronments, modify organisational architecture, change culture, prepare for multiple 
possible futures and to improve functioning across cultures. 

 In a literature review it was evident that defi nitions of Coaching differ consider-
ably but are generally anchored in relationship and outcome, i.e. coaching is “a 
collaborative relationship formed between coach and coachee for the purpose of 
attaining professional or personal development outcomes which are valued by the 
coachee” (Grant et al.  2010 , p. 3). Defi nitions further differs according to the domain 
of application within which a coaching engagement takes place (i.e. executive and 
leadership coaching), theoretical approaches, perspectives and methodologies uti-
lised in the coaching assignment as well as defi nitions that focus on the outcomes to 
achieve i.e. performance, skill and developmental coaching (Standards Australia 
 2010 ). The lack of clear boundaries between coaching and coaching psychology is 
further evident by the statement of Sperry ( 2013 , p. 284) that ‘executive coaching 
has come of age both inside and outside the fi eld of consulting psychology’. 
Coaching Psychology as a specialised discipline in psychology has steadily grown 
since the landmark publication in 1996 of a special edition on executive coaching 
and consultation in the  Consulting Psychology Journal :  Research and Practice  
(CPJ). Reviewing articles published between 2008 and 2013 in CPJ, coaching the-
ory and practice were referenced in 15.8 % of the articles published – an increase of 
15.5 % for the period between 1998 and 2007 (Leonard et al.  2013 ).  
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3.2     Coaching Psychology: Towards a South African Defi nition 

 In a quest to set standards for professional coaching psychology in South Africa and 
to clarify boundaries within the profession of psychology it was important to bench-
mark and refl ect on how other professional bodies defi ned coaching psychology. In 
line with the evolving nature of Coaching Psychology internationally, the following 
defi nitions of the British Psychological Society Special Group in Coaching 
Psychology (SGCP), as well as the Australian Psychological Society’s Interest 
Group for Coaching Psychology (IGCP) served as initial working defi nitions within 
South Africa:

•     British Psychological Society  ( BPS )  Special Group in Coaching Psychology  
( SGCP ): 

•  Coaching psychology is for enhancing well-being and performance in personal 
life and work domains underpinned by models of coaching grounded in estab-
lished adult learning or psychological approaches”(Palmer and Whybrow  2006 ).  

•    Australian Psychological Society  ( APS ),  Interest group in Coaching Psychology  
( IGCP ): 

•  Coaching psychology, as an applied positive psychology, draws on and develops 
established psychological approaches, and can be understood as being the sys-
tematic application of behavioural science to the enhancement of life experience, 
work performance and wellbeing for individuals, groups and organisations who 
do not have clinically signifi cant mental health issues or abnormal levels of dis-
tress (IGCCP  2002 ).    

 Given the multi-cultural context of coaching in South Africa, informed by the 
rapid pace of globalisation and associated complexity of a multicultural society, the 
lack of reference to culture within the defi nitions of APS and BPS are viewed as a 
major omission. Subsequent debates in the international arena regarding what 
should be included in the defi nition of coaching psychology to inform the develop-
ment of an agenda for the teaching of coaching psychology recognised the inclusion 
of: (1) the purpose of coaching psychology, (2) the contextual issues as important 
considerations beyond psychology, as well as (3) the exclusion of direct treatment 
of mental illness or abnormal levels of stress (Cavanagh and Palmer et al.  2011 ; 
Grant  2011 ). Important for the inclusion of contextual infl uences was the  recognition 
that people may differ in a number of culturally important ways such as race, gen-
der, education, socio-economic status, language, religion, sexual orientation and 
ethnicity (Odendaal  2011 ). Multicultural competence is therefore a critical compe-
tency for effective coaching and within the domain of leadership and executive 
coaching Booysen (2015) posits that intercultural sensitivity and the ability to oper-
ate in different cultural contexts can be regarded as a requirement for all leaders 
(Booysen  2015 ). 

 Against this background, the Society for Industrial and Organisational Psychology 
of South Africa’s Interest Group in Coaching and Consulting Psychology (IGCCP) 
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started an inclusive process to formulate a South African defi nition. Initially two 
focus groups were held in 2010/2011 at the SIOPSA, as well as the Psychological 
Society of South Africa (PsySSA) annual conferences. A total of 55 participants 
from SIOPSA and PsySSA participated in two phases of data gathering. In phase 1 
the data obtained from the focus groups were interpreted utilising content analysis. 
The recurring themes were then incorporated into a South African defi nition and 
value proposition that was also subsequently included in the Code of Practice for 
Registered Psychology Practitioners in Coaching (2014). A draft defi nition was pre-
sented at the First International Congress of Coaching Psychology in Spain 
(Odendaal and Le Roux  2011 ). In phase two, a working defi nition was distributed to 
the participants and feedback solicited via the Delphi technique. A fi nal defi nition 
was presented at the International Psychology Conference in Cape Town in 2012, as 
well as the SIOPSA Annual Conference in 2013 (Odendaal and Le Roux  2013 ):

  Coaching psychology, as practiced by a ‘coaching’ psychologist is a conversational process 
of facilitating positive development and change towards optimal functioning, well-being 
and increased performance within work and personal life domains, in the absence of clini-
cally signifi cant mental health issues, and through the application of a wide range of psy-
chological theories and principles. The intervention is action orientated with measureable 
outcomes, but also refl ective towards creating greater self-awareness and meaning and 
directed at individuals, groups, organisations and communities within a culturally specifi c 
context. 

   The defi nition included several important features as emphasised by practitio-
ners, namely: (1) the differentiation between the  fi eld / industry  of coaching and the 
 practice  of coaching psychology, in that only registered psychologists practice 
coaching psychology; (2) that coaching psychology can be applied to different 
domains (life coaching and coaching within organisational context); (3) registered 
practitioners utilise and should be competent in a wide range of psychological theo-
ries and principles, (4) an inclusion of a present-centred focus with reference to 
action and goal orientated interventions; (5) with measureable outcomes; (6) a 
refl ective focus that referred to greater self-awareness, a sense of purpose and mean-
ing. Similar to international defi nitions, South African registered practitioners also 
emphasised (7) growth and development, learning and positive change; and (8) the 
emphasis on mentally healthy clients. Highlighting the importance of contextual 
factors, South African practitioners have (9) included diversity into their defi nition 
with specifi c reference to work in a culturally specifi c context at (10) individual, 
group, organisation and community level. 

 Reviewing the defi nitions of coaching and coaching psychology, Grant and 
Palmer ( 2002 ) concluded that coaching psychology practice is different from coach-
ing practice with the main differentiation the theoretical bases of coaching psychol-
ogy practice. Passmore however argue that this may have been true in 2002 but in 
2011 the coaching industry is strongly informed by coaching standards of profes-
sional bodies and evidence-based approaches. Passmore ( 2011 , p. 107) position the 
differentiation between coaching psychology practice and coaching practice by 
focusing on the ‘scientifi c study of behaviour, cognitive and emotion within coach-
ing practice’. In addition, Passmore asserts that all coaches must have a good under-
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standing of the specifi c domain they are working in, be educated in ethics and ethical 
decision making as well as mental health and psychological conditions to know 
when it is appropriate to refer. 

 Lowman ( 2013 ) also highlights research as the primarily source of professional 
differentiation. It is therefore pertinent that coaching psychology is positioned 
within a scientist-practitioner model vis-a-vis a refl ective practitioner model or an 
informed-practitioner model. Training in coaching psychology further places an 
emphasis on the science behind the practice and not just on skills (i.e. competency 
approach) and the coaching process (i.e. proprietary models) (Grant et al.  2010 ).  

3.3     Value Proposition for Coaching Psychology 

 In addition to the defi nition, South African psychologists practicing coaching have 
also collectively unpacked the value proposition of coaching psychology (Odendaal 
and Le Roux  2011 ) that are presented in Table  2  with supporting comments as 
obtained from the focus groups.

   Firstly, psychologists positioned Coaching Psychology within the ambit of the 
profession of Psychology that is recognised and governed under the Health 
Professions Act (Act 56 of 1974 as amended by Act 29 of 2007). Practicing a pro-
fession requires training that is theoretically grounded and leads to a scientist- 
practitioner approach in practice. Furthermore, practicing as a psychologist requires 
demonstrating competence in the registered domain of practice (i.e. scope of prac-
tice) with clear referral to registration categories equipped, trained and registered to 
deliver work under each practice area. Secondly, psychologists recognised the 
importance of rapport and client interface and the fact that as professionals they are 
trained to navigate complex client relationships in different individual, team and 
organisational contexts allowing them a deep understanding of the subject. Thirdly, 
psychologists recognised that they are trained behavioural scientists competent to 
optimise the life experience, well-being and work performance of individuals, 
groups and organisations. Lastly, South African psychologists have identifi ed 
strength in their ability to work with diversity as a result of the rich multi-cultural 
heritage of South Africa as a country.   

4     In Conclusion 

 This chapter focused specifi cally on contextualising coaching, coaching psychology 
and multi-cultural coaching within a multi-cultural context. The chapter indicates 
that coaching psychology requires an active approach towards professionalisation, 
with professional bodies having a strategic role to play. It is evident from preceding 
discussions that there are strong alignment with a degree of interdependence 
between the broader discipline of psychology and coaching. Requirements for 
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future development must therefore focus on establishing and maintaining a sound 
foundation of empirical knowledge within a shared framework of evidence-
based practice, taking into account differentiation in training and education as well 
as professional standards. Global trends point towards increased participation and 
interdisciplinary cooperation amongst professional coaching bodies to address 
remaining challenges regarding (i) access to professional registration versus accred-
itation or certifi cation, (ii) endorsement of a specifi c Code of Ethics with appropri-
ate sanctions should transgressions occur, (iii) level of competence around the 
variety of approaches and professional applications of coaching psychology within 
multi-cultural contexts, (iv) endorsement of minimum standards of practice and 

   Table 2    Value proposition for coaching psychologists in South Africa   

 Theme  Comment 

 Behaviour expert  Theoretical and practical background as a registered practitioner 
prepares the practitioner for his/her role as behavioural and 
relationship expert 

 Recognised profession  Registered Psychologists in South Africa are professionals and 
psychology is recognised as a profession 

 Evidence based tools 
grounded in psychology – 
(refer to scientist- 
practitioner model) 

 Formal training as a psychologist provides a foundation and 
meta-orientation in a variety of theoretical frameworks to 
understand the complexity of human behaviour 

 Scope of practice  Psychologists understand boundaries of work and will refer to 
registration categories equipped, trained and registered to deliver 
work under each practice area 

 Coaching relationship and 
client interface 

 Psychologists are trained to facilitate complex client relationships 
and interactions 

 Development focus  Psychologists have the knowledge and experience to 
systematically apply behavioural science to enhance the life 
experience, work performance and wellbeing of individuals, 
groups and organisations where clinical pathology and/or 
abnormal stress levels are absent 

 Levels of analysis  Psychologists are trained to analyse problems systemically and 
behaviours holistically on individual, group and organisational 
level which allow them a deep understanding of the subject 

 Organisational positioning  Psychologists in the workplace has access to managers and their 
broader organisation enhancing the objective to support personal 
and work performance of individuals and teams within the 
relevant organisational context 

 Practical coaching 
competencies 

 Training as psychologists provides an inherent competency in a 
wide range of coaching and counselling skills 

 Diversity  Psychologists in South Africa are trained and have experience in 
a broad spectrum of context that is prominent in the country’s 
heritage 

  Society for Industrial and Organisational Psychology of South Africa’s Interest Group in Coaching 
and Consulting Psychology’s Code of Practice for Registered Psychology Practitioners in Coaching 
 2014   
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(v) recognition of boundaries of professional practice based on qualifi cation, expe-
rience and level of competence in coaching psychology.     
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      Coaching Psychology Research: A Journey 
of Development in Research                     

     Jonathan     Passmore      and     Tim     Theeboom    

    Abstract     The purpose of this chapter is to explore the developmental journey of 
coaching research. The paper suggests that coaching research, like other areas, has 
migrated through a number of phases. It started with case study papers (phase 1) 
which largely looked at individuals or individual organizations from the perspective 
of the coach (usually a consultant). The second and third phases (phase 2 and 3) 
were more qualitative in nature, and included surveys and more sophisticated 
approaches such as grounded theory. The next phase (phase 4) has been the growth 
in randomised control trails. These papers have offered stronger evidence about the 
effi cacy of coaching as an intervention. More recently (phase 5) there have been a 
number of meta-analysis papers published. For each phase, the authors will illus-
trate their arguments by selecting one or two relevant papers and offering a critical 
review of the paper, as well as specifi c phase of the research journey. The paper will 
conclude with a projected overview of the future of coaching psychology research 
and practice.  

  Keywords     Coaching psychology   •   Coaching research   •   Coaching context   •   Multi- 
cultural coaching  

1       Introduction 

 In this chapter we aim to review the developing journey of coaching psychology 
research, which has emerged over the past two decades from ad hoc, grass roots 
research to dynamic, serious academic study. 

 The chapter explores the theme of coaching psychology research by considering 
its development through a series of research phases. Our selection of phases refl ects 
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how we see this journey of development looking back from 2014. We recognize 
there are other ways the journey could be segmented, and that our view is just one 
perspective. 

 To illustrate these phases we have selected a sample paper from each period that 
we believe illustrates many of the points we are raising about the phase in question. 
By selecting these papers we are not suggesting they are the worst or the best exam-
ples, but rather the example is typical of the research that was being undertaken, 
referenced and quoted in coaching research papers at the time, including by our-
selves. In fact just to balance up the critique of these papers, we have deliberately 
included one paper written by one of us, to show that our own work is not beyond 
criticism or improvement. 

 Our aspiration is that the chapter will provide future students and those studying 
coaching research with a summarized ‘history’ of the development of coaching psy-
chology, which shows its emergence towards a respected strand of psychological 
research. Further, we will argue that such a journey of development is typical for 
most emerging areas of research.  

2     A Brief Review of Coaching Psychology Research 

 As researchers we have both been challenged in the past by practitioners; ‘So why 
is research important? I know it works and that is enough’. For many practitioners, 
that is enough. However, when decisions need to be made about the impact of 
coaching, we would argue as psychologists that companies and individuals need to 
ensure that they can demonstrate that coaching is both the right intervention to 
address the perceived problem and secondly that it actually works – i.e. that it will 
deliver the perceived benefi ts. 

 We would argue that research can provide valuable benefi ts for us as practitio-
ners. Research aims to identify and defi ne the knowledge base upon which practi-
tioners work – what is coaching’s combination of knowledge and skills which 
differentiate what coaches do from other helping and learning interventions? Such 
a differentiation is essential for any consideration of coaching. 

 With the idea of an evolving and developing knowledge base, supplied by appro-
priate research, there comes the potential of enhancing coaching performance of 
current coaches. Training and development therefore becomes a process of continu-
ous professional development for coaching practitioners. 

 Further, with increased demand for coaching, new coaches also need to be 
trained. Formal training too should be based on evidence from research about what 
works and how. Those involved in coach training need to understand what works, 
and why. This knowledge needs to be grounded in research, as well as theory. For 
example do open questions make a difference in coaching? If so how? Are listening 
and empathy enough to help provide a space for refl ection, learning and change? Or 
do support and empathy need to be matched by challenge? Does it matter if the 
coach moves from one approach to another within a coaching session, or is 
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 consistency in approach important in producing effective outcomes? What 
approaches work best with different presenting issues, for example is Transpersonal 
coaching the most effective model for career coaching and Cognitive behavioural 
coaching most effective for coaching on skill development? When should we coach 
and when should other interventions be used from instruction, or mentoring? These 
are important questions and we still do not know adequate answers to all of these 
questions, although the past two decades have given us a much better insight to the 
process and the experience of coaching. 

 The past 25 years have seen an explosion of coaching psychology research. This 
research has gone through a number of phases, as our understanding of coaching 
continues to grow and the expertise of researchers developed to push the boundaries 
towards as yet unanswered questions. 

 Each phase has required different methodologies and instruments. In the fi rst 
phase the approach was experiential and theoretical. In this phase the focus was on 
individuals sharing their examples of practice and debating the boundaries of an 
emerging domain. In the second phase the case study and survey became popular 
tools for helping to explore the phenomena. Later in phase three and four qualitative 
studies sought to build our theoretical knowledge, while small scale quantitative 
studies, often Randomised Controlled Trials (RCT’s) provided interesting insights 
to specifi c populations. Most recently we believe we have embarked upon a fi fth 
phase where meta studies are providing insights into collections of studies, to pro-
vide a more defi nitive answer to the question, does coaching work? 

 In the following sections we aim to look at each of these phases with a particular 
focus on a single paper which illustrates the phase. We will start by considering the 
fi rst phase, which was dominate during 1990–2005, but has now almost slipped 
from the literature. Of course prior to this there were a number of early studies of 
coaching, staring with (Gorby’s  1937 ) paper (Gorby  1937 ) looking at the impact of 
coaching in a manufacturing setting. This was quickly followed by a second study 
in 1938 (Bigelow  1938 ). 

 In the 62 years following 1937, to the end of the century, there were a total of 93 
articles, PhDs and empirical studies published. The 1937 and 1938 papers were fol-
lowed by a slow trickle of papers. One research paper was published in the 1940s 
(Lewis  1947 ) and this was followed by nine studies in the 1950s, the majority con-
centred in the latter half of the decade. This was followed by three studies in the 
1960s and three in the 1970s. It was not until the 1980s that the fi rst signs of growth 
were seen. Several of these early papers hinted at the potential that coaching may be 
a separate organisational intervention, or as a complimentary intervention to help in 
skills transfer after training. An example is Holoviak’s study (Holoviak  1982 ) that 
examined training programmes in relationship to variations in company productiv-
ity levels in the coal industry. The study used a semi-structured interview method 
and identifi ed that companies which provided greater amounts of management and 
supervisory training, including coaching, achieved higher productivity. It was not 
until the 1990s that coaching research papers became a common occurrence in the 
literature with 41 papers cited by the search engines PsycINFO and Dissertation 
Abstracts International for this period. 
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2.1     Phase 1: Boundaries and Theories 

 There has been considerable debate about coaching and coaching psychology. Are 
they the same thing or different things. Some writers have implied that coaching 
psychology is a different discipline. That is not our view. We hold the view that 
coaching and coaching psychology are parallel disciplines. The evidence appears to 
support this view. In a UK based study of non-psychologically trained coaches and 
coaching psychologists the results indicated that both groups reported employing 
similar behaviours (Jenkins et al.  2012 ). 

 Early in the journey of coaching psychology Grant and Palmer ( 2002 ) defi ned 
coaching psychology as:

  Coaching psychology is for enhancing performance in work and personal life domains with 
normal, non-clinical populations, underpinned by models of coaching grounded in estab-
lished therapeutic approaches. 

 The implication of the defi nition was that coaching psychology was distinctive from 
coaching. Further the defi nition of coaching makes clear that the intervention is one 
targeted at ‘normal’ and non-clinical populations. However, more recently coach-
ing is being extended into new areas including smoking cessation and other health 
related areas. This trend is likely to continue as coaching skills continue to be 
adopted by clinically trained staff for use in medical settings. Secondly, Grant and 
Palmer’s original defi nition suggests that coaching psychology must draw on mod-
els grounded in therapeutic approaches. This potentially limits coaching and 
restricts the development of approaches which are grounded in organisational prac-
tice or are specifi cally developed for coaching. In response to these and other points 
Palmer and Grant updated their defi nition:

  Coaching Psychology is for enhancing well-being and performance in personal life and 
work domains, underpinned by models of coaching grounded in established adult learning 
or psychological approaches, (adapted Grant and Palmer  2002 ). 

 Rather than focusing on process, one of us (Passmore  2010 ) have previous offered 
an alternative defi nition for coaching psychology:

  Coaching psychology is the scientifi c study of behaviour, cognitive and emotion within 
coaching practice to deepen our understanding and enhance our practice within 
coaching. 

 While there remains some discussion about these issues, the trend in coaching psy-
chology research has moved away from defi nitions towards areas of practice and 
impact, specifi cally the use of case studies and surveys. This shift in the primary 
focus is itself a refl ection of a growing confi dence in what the focus of study is. This 
is the theme for the next section.  
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2.2     Phase 2: Case Studies and Surveys 

 In phase two the focus was on case studies and survey based research. These studies 
can be found in the two journals that were actively publishing coaching psychology 
research during the mid 1990s to around 2009. These were  Consulting Psychology 
Journal :  Practice & Research  and  International Coaching Psychology Review  
(from 2006). 

 During this phase papers were focused on the experience of coaching, either 
from the perspective of the coach in the form of a case study, or drawing on the 
experiences of coaches through surveys. One example of the survey-based approach 
that looked at both the views of coaches and coaches was Hall et al. ( 1999 ). This 
paper sought to identify the key behaviours which participants perceived to make a 
material difference in the process. What is most interesting about this paper is that 
looking back the study identifi ed most of the key behaviours subsequently referred 
to in research papers focusing on coach behaviours over the coming two decades. 
While the method may be challenged as being basic, the outcome provided a useful 
platform for future multiple studies on coach behaviour that followed. Tables  1  and 
 2  below provide a summary of the Hall et al. ( 1999 ) study.

    The second popular methodology used during this phase was the case study. This 
type of paper offered the coach (mostly psychologists) perspective on their work 
and on the coaching process. In this sense the approach is limited by the impact of 
attribution bias in reporting our own work. 

 A commonly cited example is Winum’s paper (Winum  2005 ). The paper offers a 
case study of coaching a black American coachee. The fi rst three quarters of the 
paper is presented in a story format, rather than as a classic academic paper or even 
as a business case study. There is little critical refl ection, and little insights as to the 
coaches personal learning from the process. In some senses this style of paper can 

   Table 1    What works best in coaching (Adapted from Hall et al.  1999 )   

 Coaches  Coachees 

 Honest, realistic, challenging feedback 
(positive and negative) 

 Connecting personally, recognizing where 
client is 

 Good listening, sounding board  Good listening, being a sounding board 
 Good action ideas, pointers  Refl ecting 
 Clear objective  Caring 
 No personal agenda  Learning, demonstrating trial and error attitude 
 Accessibility, availability  Checking back, following up 
 Straight feedback  Committing to client success and good 

organizational outcome  Competence, sophistication 
 Seeing a good model of effectiveness  Demonstrating integrity, honesty 
 Coach has seen other career paths  Openness, initiative of client coaching 

 Having good coach/client fi t 
 Knowing the “unwritten rules” 
 “Pushing” the client when necessary 
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be viewed as soft marketing, presenting a rosy perspective of the work undertaken 
by the individual or by the consulting company concerned. Too frequently the 
unspoken implication is ‘ see what we did ,  we can do this for you ’, as opposed to 
‘ see what we did ,  if you learned from our mistakes you could do this even better 
yourself ’. 

 In the Winum paper, the fi nal quarter of the paper, the paper partly redeems itself 
by offering a hand full of insights into the coaching process. These include the 
importance of challenge and candid feedback for the coachee and organizational 
clients, the role of contracting with all of the stakeholders, including coachee, orga-
nizational client and peers who have a view about the outcome, and the role of 
organizational culture in supporting the coaching process. 

 This is not to say that case study papers cannot make a signifi cant contribution to 
the literature, examples such as Freedman and Perry’s ( 2010 ), case study from one 
to one coaching with a client from the nuclear industry offers fresh insights into 
both the coaching process and the coach. Although this paper, suffers the same core 
limitation of not being able to move from the specifi c to the general – for the reader 
to generalise, with any reliability, to their own work.  

2.3     Phase 3: Qualitative 

 The third phase which we have described as qualitative, emerges around 2005 and 
continues to be a feature within the literature. In this phase researchers drew on 
qualitative research methodologies, such as Grounded Theory (Bryant and Charmaz 
 2007 ; Glaser and Strauss  1967 ), Interpretative Phenomenological Analysis, 
Thematic Analysis (Smith and Osborn  2003 ; Smith et al.  2009 ). This would also 
include Discourse Analysis, an as yet unused coaching research methodology, but in 
our view one which offers a rich vein to explore, particularly with respect to the role 
of power within the coach-coachee and the coach-organizational client dyads. 

   Table 2    What works least well in coaching   

 Coaches  Coachees 

 Nothing  Being judgmental 
 When recommendations are self-serving for 
the coach 

 Poor timing or impatience regarding executive’s 
readiness 

 When feedback is all negative  Finding the right degree of bluntness and honesty 
for the individual  Feedback only, no action ideas 

 When feedback deals with others’ feelings, 
not results 
 Invasion of privacy 
 When recommended actions seem naive or 
unrealistic 
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 Such methodologies are useful in building theory and also diving deeper to 
understand the personal and less tangible aspects of coaching as a phenomenon of 
human relationships and interpersonal processes. One example of a paper in this 
area is Duff and Passmore ( 2010 ). 

 In this paper Duff and Passmore, apply the Grounded Theory approach to under-
stand coaching decision making with a view to building an ethical decision making 
model. The study used a semi-structured interview design, complemented by a 
focus group of experienced coaches. The study identifi ed key elements used by 
coaching psychologists in making decisions which include ethical principles such 
as those presented in professional codes and relevant literature (see Table  3 ).

   These elements were used to build fi rstly descriptive and later conceptual codes 
and from these a decision-making framework was developed and tested on coach-
ing psychologists. 

 The outcome of the research was an ethical decision making model which the 
authors claimed offered a sequential but non-linear model to guide the subsequent 
decision making of practitioners. 

 Such models offer the opportunity for further testing, for example by assessing 
their value to practice through the use of RCT’s, comparing the model with a pla-
cebo approach to decision making or practitioners who don’t use a model in their 
decision making. 

 Thus, qualitative research methods can provide valuable insights into the poten-
tial benefi ts of coaching, as well as the processes underlying effective coaching 
(Grant  2012 ). Indeed, it has been argued that qualitative research methods are espe-
cially suited for studying individualized interventions such as coaching. First, 
coaching is a client-directed intervention (Grant  2003 ): each coachee has his or her 
own unique problems and/or goals. Thus, the standardization in both the coaching 
intervention and the targeted outcomes needed for quantitative studies is often prob-
lematic. Second, (most) coaching is based on socratic dialogue and is therefore 
non-linear and unpredictable in nature. In this sense, qualitative research methods 
are possibly most suited for capturing the organic nature and the richness of indi-
viduals’ lived experience (Grant  2012 ). 

 However, while qualitative approaches may be insightful about the participants 
in such studies, they lack the ability to generalize the results from one sample to the 
wider population or to offer defi nitive answers to questions, such as ‘does coaching 

  Table 3    Ethical principles in 
decision making (Adapted 
from Duff and Passmore 
 2010 )  

 Personal ethics 
 Moral values 
 Duty to society 
 Standards of practice 
 Relevant laws for the region in which they worked 
 Conversations with others such as supervisors 
 Experience, respected others “views” 
 Implicit and explicit contract with clients along 
with boundaries 
 Implications involved with a situation 
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work’ or what behaviours used by coaches create the biggest outcomes. In this 
sense we argue that qualitative studies need to go hand in hand with quantitative 
studies in mixed methods research. Specifi cally, the numerical data provided by 
quantitative studies allows for comparisons with related developmental interactions 
such as mentoring and training (D’Abate et al.  2003 ) and could thus provide a refer-
ence point for the human resource development decisions and strategies for both 
organizations and individual clients. To conclude, both qualitative and quantitative 
methodologies have answers to give, but only by bringing different methodologies 
together can maximum insight be gained by the process in question.  

2.4     Phase 4: Quantitative – RCT Studies 

 The area of quantitative research too has grown over a similar period, from early 
2000s and remains a popular topic of coaching psychology research. In this cate-
gory we consider RCT’s to be the gold standard of research methodology, although 
quasi-experimental design and similar methodologies have also been used. RCT’s 
provide a unique opportunity to control for confounding infl uences that cannot be 
addressed by other research designs (Cook and Campbell  1979 ). Especially relevant 
for coaching, RCT designs allow us to control for selection effects (e.g. coachees 
that participate in a study are strongly motivated for change), placebo effects and 
natural maturation (change that cannot be ascribed to the intervention). Research on 
related interventions such as psychotherapy consistently shows that these factors 
play a signifi cant role in determining the effectiveness of interventions, and even 
are stronger predictors of effectiveness than the specifi c type of intervention used in 
the study (McKenna and Davis  2009 ; Messer and Wampold  2002 ). 

 The exact number of RCT’s in coaching is hard to measure because it depends 
how the literature search categories are defi ned (see Theeboom et al.  2014 ). Anthony 
Grant, who actively maintains a bibliography of coaching research, has suggested, 
there are less than 50 such papers. However, a larger net, collecting papers from 
health and education, as well, business and psychology, is likely to see the number 
of RCT’s rise beyond 100. This refl ects the spread of coaching into health and edu-
cation and the popularity of RCT as a method for use in such domains. These num-
bers are still relatively low when compared to studies in related areas such as therapy 
and mentoring. As Grant notes “ For some observers the small number of randomised 
controlled outcome studies may be considered to be the major shortcoming in the 
literature on coaching effi cacy ” (Grant  2012 ). Table  4  below (adapted from Grant 
 2012 ) provides an overview of the current RCT studies to the knowledge of the cur-
rent authors.

   In the light of the relatively small number of studies, it is encouraging to observe 
that the amount of RCT studies has increased substantially in the period 2001–2011 
(Grant  2012 ; Grant et al.  2010 ). Anthony Grant has been one of the most active 
contributors to the research in this area and has published a number of the RCT 
studies. One exemplary study that combines a RCT design with qualitative research 
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   Table 4    Randomized control trail and experimental design coaching research   

 Study 
 Intervention 
overview  Type of study  Key fi ndings 

 Gyllensten and 
Palmer ( 2005 ) 

 31 participants from 
UK fi nance 
organization 

 Quasi-experimental fi eld 
study (a) coaching group; 
(b) control group 

 Anxiety and stress 
decreased more in the 
coaching group 
compared to control 
group 

 Evers et al. ( 2006 )  60 managers of the 
federal government 

 Quasi-experimental fi eld 
study (a) coaching group; 
(b) control group 

 Coaching increased 
outcome expectancies’ 
and self-effi cacy 

 Green et al. ( 2006 )  56 adults 
(community sample) 
took part in SF-CB 
life coaching 
program 

 Randomised controlled 
study (a) group-based life 
coaching; (b) waitlist 
control 

 Coaching increased goal 
attainment, well-being, 
and hope. 30-week 
follow-up found gains 
were maintained 

 Green et al. ( 2007 )  56 female high 
school students took 
part in SF-CB life 
coaching program 
for 10 individual 
coaching sessions 
over 2 school terms 

 Randomised controlled 
study (a) coaching group; 
(b) waitlist control group 

 Coaching increased 
cognitive hardiness, 
mental health and hope 

 Spence and Grant 
( 2007 ) 

 63 adults 
(community sample) 
took part in SF-CB 
life coaching 
program 

 Randomised controlled 
study (a) professional 
coaching group; (b) peer 
coaching group; (c) 
waitlist control group 

 Professional coaching 
more effective in 
increasing goal 
commitment, goal 
attainment and 
environmental mastery 

 Duijts et al. ( 2008 )  Dutch employees 
assessed for the 
effectiveness of a 
preventive coaching 
program on sickness 
absence due to 
psychosocial health 
complaints and on 
wellbeing outcomes 

 Randomised controlled 
study (a) 6 month course 
of preventive coaching; 
(b) control group 

 Signifi cant 
improvements in health, 
life satisfaction, 
burnout, psychological 
wellbeing but no 
improvement in 
self-reported sickness 
absence 

 Spence et al. 
( 2008 ) 

 45 adults 
(community sample) 
took part in 
mindfulness-based 
health coaching over 
8 weeks 

 (a) Randomised 
controlled study: SF-CB 
coaching followed by 
mindfulness training 
(MT); (b) mindfulness 
training followed by 
SF-CB coaching; (c) 
health education only 
control group 

 Goal attainment greater 
in coaching than in the 
educative/directive 
format. No signifi cant 
differences were found 
for goal attainment 
between the two MT/
CB-SF conditions 
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Table 4 (continued)

 Study 
 Intervention 
overview  Type of study  Key fi ndings 

 Fielden et al. 
( 2009 ) 

 Nurses from six UK 
Health Care Trusts 
were allocated to a 
coaching group 
( n  = 15) or a 
mentoring group 
( n  = 15) 

 Quasi-experimental fi eld 
study (a) coaching group; 
(b) mentoring group in 
6-month coaching/
mentoring programme. 
Qualitative and 
quantitative data at (T1 = 
baseline, T2 = 4 months 
and T3 = 9 months) 

 Mentoring was 
perceived to be 
‘support’ and coaching 
was ‘action’, both 
reported signifi cant 
development in career 
development, leadership 
skills and capabilities, 
mentees reported the 
highest level of 
development with 
signifi cantly higher 
scores in eight areas of 
leadership and 
management and in 
three areas of career 
impact 

 Franklin and 
Doran ( 2009 ) 

 First-year students: 
co-coaching with 
preparation, action, 
adaptive learning 
coaching or 
self-regulation 
coaching PAAL 
( N  = 27) or self-
regulation ( N  = 25) 

 A double-blind random 
control trial in which 
participants were 
randomly allocated to 
either a preparation, 
action, adaptive learning 
(PAAL), or a self- 
regulation co-coaching 

 Both co-coaching 
conditions produced 
signifi cant increases in 
self-effi cacy and 
resilience, however, 
only those in the PAAL 
condition performed 
signifi cantly better on 
decisional balance, 
hope, self-compassion, 
the incremental theory 
of change, and 
independently assessed 
academic performance 

 Grant et al. ( 2009 )  41 executives in a 
public health agency 
received 360-degree 
feedback and four 
SF-CB coaching 
sessions over 
10 week period 

 Randomised controlled 
study (a) coaching group; 
(b) waitlist control group 

 Coaching enhanced goal 
attainment, resilience 
and workplace 
well-being and reduced 
depression and stress 
and helped participants 
deal with organisational 
change 

(continued)
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Table 4 (continued)

 Study 
 Intervention 
overview  Type of study  Key fi ndings 

 Aust et al. ( 2010 )  Seven intervention 
units ( n  = 128) and 
seven non- 
randomized 
reference units 
( n  = 103) of a large 
hospital in Denmark 
participated in an 
intervention project 
with the goal of 
improving the 
psychosocial 
working conditions 

 Quasi-experimental fi eld 
study (a) coaching group; 
(b) control group 

 In the intervention units 
there was a statistically 
signifi cant worsening in 
six out of 13 work 
environment scales. The 
decrease was most 
pronounced for aspects 
of interpersonal 
relations and leadership. 
In comparison, the 
reference group showed 
statistically signifi cant 
changes in only two 
scales. Process 
evaluation revealed that 
a large part of the 
implementation failed 
and that different 
implicit theories were at 
play 

 Cerni et al. ( 2010 )  14 secondary school 
principals: all school 
staff in the 14 
schools were invited 
to rate their school 
principal using the 
MLQ (5X) 
questionnaire 

 Pre-test, post-test 
control-group research 
design (a) coaching 
group; (b) control group 

 This study provides 
initial evidence that by 
creating changes to 
rational and constructive 
thinking, it is possible to 
increase coachee’s use 
of transformational 
leadership techniques 

 Grant et al. ( 2010 )  44 high school 
teachers were 
randomly assigned to 
either SF-CB 
coaching or a waitlist 
control group 

 This study was both an 
experimental (randomly 
assigned) and a WS 
(pre-post) study 

 Participation in 
coaching was associated 
with increased goal 
attainment, reduced 
stress, and enhanced 
workplace well-being 
and resilience. Pre-post 
analyses for the 
coaching group 
indicated that coaching 
enhanced self-reported 
achievement and 
humanistic-encouraging 
components of 
constructive leadership 
styles 

(continued)
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Table 4 (continued)

 Study 
 Intervention 
overview  Type of study  Key fi ndings 

 Kauffeld and 
Lehmann- 
Willenbrock 
( 2010 ) 

 Spaced and massed 
training are 
compared using 
behavioural and 
outcome criteria. 64 
bank employees 
( n  = 32 in each 
training group) 

 Quasi-experimental 
follow-up research 
design with a sample of 
64 bank employees 
( n  = 32 in each training 
group) is used 

 Spaced rather than 
massed training practice 
resulted in greater 
transfer quality, higher 
self-reports of sales 
competence, and 
improved key fi gures. 
Spaced training did not 
surpass massed training 
in terms of transfer 
quantity 

 Kines et al. ( 2010 )  Foremen in two 
intervention groups 
are coached and 
given bi-weekly 
feedback about their 
daily verbal safety 
communications with 
their workers 

 A pre-post intervention- 
control design with fi ve 
construction work gangs: 
Foremen-worker verbal 
safety exchanges 
(experience sampling 
method,  n  = 1693 
interviews), construction 
site safety level (correct 
vs. incorrect,  n  = 22,077 
single observations), and 
safety climate (seven 
dimensions,  n  = 105 
questionnaires) a 
measured over 42 weeks 

 Coaching construction 
site foremen to include 
safety in their daily 
verbal exchanges with 
workers has a 
signifi cantly positive 
and lasting effect on the 
level of safety, which is 
a proximal estimate for 
work-related accidents 

 Kochanowski 
et al. ( 2010 ) 

 Experimental group 
of managers received 
individual coaching 
several weeks after 
attending a feedback 
workshop. The 
control group of 
managers also 
attended a feedback 
workshop but did not 
receive the follow-up 
coaching 

 Quasi-experimental fi eld 
study (a) feedback plus 
coaching group; (b) 
feedback only control 
group 

 Coaching signifi cantly 
increased the use of 
collaboration with 
subordinates, but results 
for the other three 
“core” tactics were 
mixed 

 Leonard-Cross 
( 2010 ) 

 Investigated the 
impact and process 
of developmental 
coaching evaluating 
coaching which took 
place over a 2-year 
period 

 The study used action 
research (Lewin 1946) 
and a quasi-experimental 
method. Coachees and 
the comparative group of 
non-coached staff 
completed questionnaires 

 Participants that had 
received developmental 
coaching ( N  = 61) had 
higher levels of 
self-effi cacy than the 
control group of 
participants ( N  = 57) 
who had not received 
coaching 

(continued)
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methods is a study by Grant et al. ( 2009 ). In their study, 41 executives in an 
Australian public health agency were randomly allocated to either a coaching con-
dition (half-day workshop plus four individual solution-focused coaching sessions 
over 10 weeks) or a wait-list control condition (half-day workshop only). The quan-
titative data showed that coaching enhanced goal-attainment, resilience and well- 
being and decreased stress and depression as compared to the control condition. The 
qualitative data indicated that coaching also fostered self-confi dence, personal 
insight and helped the managers to develop their managerial skills. In our view, 
studies such as these refl ect the ongoing development of coaching as a fi eld over the 
past decades and contribute substantially to the evidence-base of coaching. 

 All in all, the amount of rigorous and methodologically sophisticated quantita-
tive studies seems to be on the rise. This is good news for scholars and practitioners 
alike. In order to establish coaching as evidence-based practice and respected aca-
demic fi eld, we need to recognize and embrace the diversity of research methodolo-
gies (as well as practice-based insights) that can capture the equally diverse ways in 
which coaching is applied as a change methodology. At the same time, this rise of 
RCT studies also poses new challenges. In this sense, the use of RCT’s in coaching 
refl ects the common challenges of applying interventions in non-health based and 
specifi cally in organizational settings. 

Table 4 (continued)

 Study 
 Intervention 
overview  Type of study  Key fi ndings 

 Passmore and 
Rehman ( 2012 ) 

 The study 
investigated the 
effi cacy of learning 
methodologies, 
comparing a blended 
coaching and 
instruction approach 
with an instruction 
approach 

 Randomized control trial, 
involving 208 
participants drawn for the 
armed services 

 Participants in 
instruction and coaching 
group (104 participants) 
had reduced learning 
period and higher level 
of pass rate than the 
instruction group (104 
participants) 

 Passmore and 
Velez ( 2012 ) 

 The study 
investigated driver 
behaviour in HGV 
drivers, comparing 
blended coaching 
and instruction with 
an instruction 
method for a 1 h 
refresher course for 
327 HGV drivers 

 Randomized control trial 
involving 327 
participants and 12 
coaches and 12 
instructors 

 Participants in the two 
groups reported similar 
speed convictions and 
similar occurrence of 
accidents 
 Results may be due to 
limited 1 h of coaching 
or instruction, neither of 
which led to a 
behavioural change in 
long-term driver 
behaviour over the 
forthcoming 12 month 
period 
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 Firstly, most of the coaching papers published draw on small sample sizes, often 
30, but usually less than 50 in each condition. Secondly, the most common samples 
consist of students based in educational settings. These two aspects refl ect that 
accessing students and working with small, contained groups, is substantially easier 
than working with samples of 100 or more in organizational settings. Thirdly, given 
the samples, the focus of the RCT studies has often been towards exploring psycho-
logical dimensions such as goal setting, hope or resilience, in contrast with leader-
ship dimensions or personal work based performance. Once again such dimensions 
are more challenging to collect and to maintain a group where meaningful compari-
son over time can be achieved. 

 Last but not least, we hope that future research will be theoretically enriched. 
Coaching is frequently defi ned as a change methodology ultimately aimed at 
enhanced well-being and functioning (Grant  2003 ). By incorporating seminal psy-
chological theories on for example individual change (e.g. self-regulation and adult 
learning) and its’ ultimate aims of well-being and functioning (e.g. Self- 
Determination Theory; Deci and Ryan  1985 ) we can gain insight into the question 
how coaching works rather than if coaching works (Latham  2007 ; Spence and 
Oaedes  2011 ). These insights could be used to develop both existing and new 
coaching interventions as well as the development of the cumulative knowledge 
framework needed to advance coaching psychology as a fi eld of practice and an 
academic discipline.  

2.5     Phase 5: Meta Research 

 As mentioned above, the literature on coaching has grown substantially over the 
past two decades. This growth has mainly been driven by (scientist-) practitioner. 
Most of this research focuses either on a specifi c type of intervention (e.g. cognitive- 
behavioural solution-focused coaching) or outcome (e.g. burn-out) that is of interest 
to the researcher and/or sponsors of the research such as the companies hiring 
scientist- practitioners. As a result, the current literature is somewhat fragmented 
and this has resulted in a mixture of scepticism and confusion with regard to coach-
ing psychology as a domain of practice and research (Theeboom et al.  2014 ). 

 In response to this increasing scepticism and confusion, several excellent quali-
tative literature reviews have been published over the years (e.g. Brock  2008 ; Grant 
et al.  2010 ; Feldman and Lankau  2005 ; Kampa-Kokesch and Anderson  2001 ). In 
addition to these qualitative reviews, recent meta-analytic reviews form a welcome 
addition to the literature for two interrelated reasons. First, meta-analyses use statis-
tical methods rather than narrative reviews in order to synthesize data from multiple 
individual studies. In this sense, meta-analyses can provide a more objective review 
of the literature (Wilkinson  1999 ). Second, meta-analytic reviews can provide 
insight into the between study variability and the generalizability of results 
(Borenstein et al.  2009 ). In this way, meta-analyses can shed light on potential theo-
retical (e.g. number of sessions) and methodological (e.g. study design) moderators 
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of coaching effectiveness. Identifying these moderating factors can have strong 
implications for future research on coaching. At the time of writing, four meta ana-
lytic studies have been published and will be discussed below (De Meuse et al. 
 2009 ; Theeboom et al.  2014 ; Jones et al.  2015 ; Sonesh et al.  2015 ). 

 In the fi rst meta-analysis in the fi eld of coaching, De Meuse et al. ( 2009 ) used 
meta-analytic techniques to estimate the effects of executive coaching interven-
tions. They identifi ed six studies that met their four criteria for inclusion: (1) coach-
ing was targeted at executives (2) coaching was provided by external coaches (3) 
the methodological design included pre and post coaching ratings and (4) the statis-
tical information provided was suffi cient for estimating effect sizes. As an outcome 
variable, they took an average of all outcome variables included in the studies under 
analysis. Furthermore, they distinguished between self-ratings by the coachee, and 
ratings by others (managers and/or peers). 

 According to the standards of Cohen ( 1988 ), effect sizes less than 0.30 can be 
considered to be small, an effect size between 0.31 and 0.50 would be moderate 
and effect sizes above 0.50 would be considered large. The results of their analysis 
showed that coaching can have moderate to large positive effects depending on 
who was responsible for the ratings. The estimated population effect sizes were 
much larger when the outcome was rated by the coachee (1.27) rather than by oth-
ers (0.50). This was in line with the results of a study by Peterson ( 1993 ) that 
showed that relative to the estimates of others (e.g. supervisors), coachees tend to 
overestimate the effectiveness of coaching interventions. Furthermore, the results 
showed that the effectiveness of coaching was highly inconsistent. In other words, 
there were major between-study differences in effect sizes. In addition to the small 
number of studies, the authors identifi ed several factors that might have contrib-
uted to this inconsistency: differences in outcome criteria, characteristics of the 
coaching intervention (e.g. type of coaching) and methodological rigor of the 
studies. 

 These factors were explicitly addressed in a recently published meta-analysis by 
the second author of this chapter and his colleagues (Theeboom et al.  2014 ). The 
team used similar inclusion-criteria for our meta-analysis as De Meuse et al. ( 2009 ) 
with two notable differences. First, the team focused on all studies investigating the 
effects of coaching interventions in organizational settings (thus not only coaching 
targeted at executives). Second, the team only included studies in which the infl u-
ence of other interventions (e.g. when coaching was part of a broader leadership 
development program) could be ruled out. This resulted in a total of 18 studies 
included in the fi nal analysis. 

 Regarding the differences in outcome criteria encountered by De Meuse et al. 
( 2009 ), the team used both a bottom-up (looking at available data) and top-down 
(looking at well-known outcomes in the broader psychological literature) approach 
to categorize the various outcomes into fi ve clusters: performance and skills (e.g. 
transformational leadership behaviour), well-being (e.g. mental health), coping 
(e.g. problem vs. emotion focused coping), work attitudes (e.g. job satisfaction) and 
goal-directed self-regulation (e.g. goal attainment). The results showed that coach-
ing had positive effects on all of these categories (see Table  5 ). In line with the 
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results of De Meuse et al. ( 2009 ) however, the team also found that effect sizes dif-
fered considerably between studies – even when comparable outcome measures 
were clustered into the fi ve categories mentioned above.

   In order to check whether the between study variance could be attributed to fac-
tors related to either characteristics of the coaching intervention and/or the method-
ological design of the studies included in the analyses, we performed two different 
meta-regressions. Regarding the characteristics of the coaching intervention, the 
team tested whether the number of coaching sessions had an infl uence on coaching 
effectiveness. Somewhat surprisingly, the team did not fi nd an effect. In other 
words, the number of coaching sessions seemed to be unrelated to the effects of 
coaching interventions on the coachees. Two possible explanations were proposed 
by the authors. First, it could be that in the studies included in the analyses, the 
number of sessions was related to the severity of the problems that the coachees 
were coached for. If this were the case, more severe problems would require more 
sessions to attain a similar effect (rather than having a larger effect). A second pos-
sibility is that the lack of differences between studies with more or less coaching 
sessions was due to the nature of the type of intervention in the majority of studies. 
Most of the coaching interventions were solution-focused in nature and solution- 
focused coaching (derived from solution focused brief therapy) is well known for its 
quick results and its ability to ‘jump to the heart of things’ (Kim  2008 ). From this 
perspective, the fact that there was no difference in effectiveness between studies 
using more or less sessions may simply refl ect a psychological equivalent to eco-
nomics law of diminishing returns (Theeboom et al.  2014 ). 

 The team performed a meta-regression in order to check whether the method-
ological design of studies impacted the effectiveness of in the studies included in the 
analysis. Specifi cally, the team checked whether there were differences in effect 
sizes for studies incorporating a control group (mixed within between subject 
designs) and thus controlled for additional sources of bias (see above) as opposed to 
studies lacking a control group (within-subject designs). The Theeboom team found 
that effect sizes in the latter were signifi cantly larger, hinting at the idea that con-
founding factors such as natural maturation of coachees and placebo effects should 
be a concern in future studies addressing the effectiveness of coaching 
interventions. 

 The Jones et al. (2015) study has provided a number of interesting insights, both 
supporting and challenging the fi ndings from the other two studies. Jones and her 
team found that coaching had a positive effect on affective, skill-based and indi-
vidual level outcomes. Secondly, contrary to their prediction, Jones et al. (2015) did 

  Table 5    Summary of effect 
sizes  

 Outcome category  Effect size 

 Performance/skills  0.60 
 Wellbeing  0.46 
 Coping  0.43 
 Self-regulation  0.74 
 Work attitudes  0.54 
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not fi nd signifi cant discrepancies in effect sizes between the different types of 
research design analysed. This result confl icts with the result from Theeboom et al. 
( 2014 ), and raises the question why is there a difference, and more importantly, 
which is correct? Thirdly, the study found that the period of coaching had no infl u-
ence on coaching effectiveness. This appears to be counter-intuitive, as one would 
expect to fi nd a gradual increase in the impact of coaching over several sessions, 
before the effect plateaued. 

 In sum, the three meta-analytic studies reviewed in this chapter show that coach-
ing can be an effective change-methodology, but that additional (methodologically 
rigorous) research is needed to build an evidence-base for coaching and to explore 
some of the new questions raised by these studies. Furthermore, the meta-analysis 
by Theeboom et al. ( 2014 ) indicated that the coaching literature and (meta-analytic) 
estimates of overall effectiveness might be susceptible to publication bias: an over 
representation of studies displaying signifi cant positive results in the literature. 
Although the problem of publication bias is by no means limited to the fi eld of 
coaching research, it is worth mentioning explicitly since the estimated $2 billion 
yearly global revenue on coaching (International Coach Federation  2012 ) seems a 
potent precursor for wishful thinking regarding its effectiveness. To conclude, the 
meta-analytic research up to date seems provide a fruitful starting point for future 
research.   

3     Conclusion 

 This chapter has briefl y reviewed the journey of coaching psychology research. We 
have argued that coaching psychology research has transitioned from small scale 
and highly personal to larger studies and meta-analysis. This journey echoes coach-
ing psychologies own journey from a emergent discipline within psychology to a 
discipline which is growing in maturity and an evidence basis.     
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      The Coach as a Fellow Human Companion                     

       Reinhard     Stelter    

    Abstract     The relationship between coach and coaching partner is presented as a 
main condition for successful coaching. The role of this relationship seems to be 
even more important when current societal changes are taken into account, changes 
which are often the pivotal point for the understanding and necessity of coaching in 
our society: We live in a hypercomplex society in which both individuals and orga-
nizations struggle with increasing diversity and organizational challenges, and 
where it has become impossible to reach unequivocal and long-lasting solutions to 
these challenges. The agenda for the coaching conversation is to provide a space for 
new refl ections by initiating a process that leads to transformation, a new self- 
understanding and enhanced agency. This transformational process may be inspired 
by third-generation coaching, where the coach and coachee are collaborative part-
ners, and where the dialogical focus is on value refl ection and the striving for 
meaning- making. Based on research into ‘common factors’, the main intention of 
the chapter is to unfold and illustrate key dimensions that lead towards the coach as 
a fellow human companion of the coaching partner: (1) The dialogical dimension, 
(2) The narrative-collaborative dimension, (3) The protreptic dimension; (4) 
Mentalization and (5) Feedback as collaborative and outcome-oriented practice. 
The intention of this chapter is to show the importance of relationship with a ‘human 
face’ as the most important infl uencing factor in coaching, a factor that is also rec-
ognized with growing interest and evidence in both psychotherapy and coaching 
research.  
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1       Introduction 

 We live in a hypercomplex society (Qvortrup  2003 ) in which both individuals and 
organizations struggle with the increasing diversity and growing organizational 
challenges, and where it has become impossible to reach unequivocal and long- 
lasting solutions to these challenges. 

 These social changes and specifi c challenges are often the pivotal point for the 
understanding and necessity of coaching in our society, a form of dialogue that has 
to be further developed and refi ned when society and its organizations and institu-
tions change. The agenda of coaching conversations and coaching-inspired dia-
logues has to provide a space for new refl ections by initiating a process that leads to 
a transformation, a new self-understanding and enhanced agency. A coaching 
agenda that focuses exclusively on goals and quick solutions will fail to meet the 
needs of postmodern, late modern and hypercomplex societies, where the chal-
lenges and demands on the individual are changing very rapidly. 

 With this societal context in mind, it is fundamental to develop a coaching format 
that puts  sustainability  on the agenda. In this context, sustainability means that cli-
ents or coachees can reach a state of renewed independence and self-assurance. 
Coaching and coaching-inspired dialogues lead to a new stage in the coaching part-
ner’s mindset and self-understanding. This transformational process may be inspired 
by third-generation coaching (Stelter  2014a ), where the coach and coachee are 
understood as collaborative partners, and where the dialogical focus is on value 
refl ection and on striving for meaning-making. A coach, consultant, leader or psy-
chologist inspired by third-generation coaching will aim to develop a dialogical 
format that matches some of the following key dimensions:

•    The coaching process is focused less on goals and quick fi xes, because the 
coachee needs  room for self-refl ection  in order to be able to take an action- 
oriented approach in his or her practice as a manager, employee, job-seeker, 
person struggling with stress, career-maker etc. The basic idea is that the in- 
depth meaning-making and value-oriented dialogue between coach and coachee 
should ultimately enable the coachee to link his or her personal and professional 
identities with specifi c action perspectives.  

•   Coaching is a  refl ective process  that considers both an existential-experiential 
and a relational perspective. The refl exive aspect is also expressed in the special 
position of the coach. The coach is not merely a facilitator but, in certain stages 
of the dialogue, an equal self-refl ective fellow human being and a generous lis-
tener, who is able to refl ect on the challenges that the coachee is facing, and 
which the coach relates to in the coachee’s life perspective with the intention of 
supporting the coachee in his or her refl ective process. In a coaching dialogue 
that involves both sides in a refl ective process, often based on value refl ection 
and meaning-making, the relationship between coach and coachee will at times 
be  symmetrical .  

•   The coaching conversation is based on a close link between person (i.e. coachee) 
and context. This inclusion of the context and the specifi c situation promotes 
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 meaning-making  in the dialogue. The coachee thus becomes more aware of the 
impact of certain actions on his or her identity and self-concept, and how these 
actions are involved in representing certain life values and convictions.  

•   The coaching conversation facilitates a new narrative in relation to the challenge 
that currently concerns the coachee. This  narrative is a product of the collabora-
tive dialogue practice  as it unfolds between the coach and coachee and also 
refl ects the developmental process of the dialogue. The art of coaching is about 
changing the person’s past history collaboratively by incorporating new events 
and persons and by creating and challenging the story’s plot. Earlier – often trou-
bling – narratives are always treated with respect and may form the basis of new 
narratives that emerge in the dialogue between coach and coachee.    

 This chapter does not, however, set out to present a new coaching model. The 
author’s intention is mainly to enhance the understanding of the coaching partner-
ship. In the following, therefore, the term  coaching partner  will be used to replace 
the terms  client  or  coachee , as these terms might not fully describe the intention of 
coaching as a fellow human companionship. The essence of coaching from a third- 
generation perspective – as described above – will be illustrated through the follow-
ing relationship dimensions:

    1.    The dialogical dimension   
   2.    The narrative-collaborative dimension   
   3.    The protreptic or value dimension   
   4.    Mentalization   
   5.    Feedback as collaborative and outcome-oriented practice    

  The unfolding of these dimensions should help the coach or coaching psychologist 
to develop an intensive and collaborative attitude to his or her coaching partner.  

2     Dimensions Towards Fellow Human Companionship 

 In the following, these fi ve dimensions will be unfolded. The author will argue for 
the central importance of these dimensions for a good coaching practice. Whatever 
their preferred coaching model, all coaches can adapt and include some or all of 
these dimensions in their work. The intention is to present these dimensions on the 
basis of a literature study and by including results from both research and profes-
sional practice. 

2.1     The Dialogical Dimension 

 In the present context, coaching is understood as a dialogue form that appreciates 
the coaching partner as a fellow human companion. From this dialogical stance, the 
term intervention should be avoided. Intervention means ‘to come between, to 

The Coach as a Fellow Human Companion



50

interrupt’ (Online Etymology Dictionary) and thus implies an understanding associ-
ated with a medical model, where the focus is on dysfunctions within the patient, 
and where the physician is responsible for providing a problem-solving treatment 
(see also Farlex Partner Medical Dictionary  2012 ). Intervention can therefore be 
interpreted as an act where something is done to the patient by an external provider. 
This intervention-oriented understanding is quite far removed from the understand-
ing of the collaborative partnership in coaching that is promoted in this chapter. 

 From an etymological perspective, the term dialogue is quite broad. Here, dia-
logue is understood in its original Greek connotation: dia-logue = through (διά/dia) 
speech, meaning or discourse (λόγος/logos). The participants in a dialogue develop 
a mutual relationship through speech and discourse. The dialogue becomes the art 
of conversation, where one simultaneously engages with the other and with oneself. 
When the emphasis is on shaping something new in the coaching dialogue, the 
focus has to be on how something new can unfold in the dialogue between coach 
and coaching partner, and what these new developments can be. The English com-
munication theorist Shotter ( 2006 ) suggested the term  withness-thinking  to describe 
the profound character of the dialogue. In his writing, Shotter generally tried to link 
a social constructionist and a phenomenological position. In dialogue, we co-create 
reality by listening and sharing ideas with each other on the basis of our own under-
standing and sense-making. The term withness-talk or withness-thinking seeks to 
grasp this intense meeting with the other:

  Withness (dialogic)-talk/thinking occurs in those refl ective interactions that involve our 
coming into living, interactive contact with an other’s living being, with their utterance, 
with their bodily expressions, with their words, their ‘works’. It is a meeting of outsides, of 
surfaces, of two kinds of ‘fl esh’ (Merleau-Ponty  1968 ), such that they come into ‘touch’ or 
‘contact’ with each other… In the interplay of living moments intertwining with each other, 
new possibilities of relation are engendered, new interconnections are made, new ‘shapes’ 
of experience can emerge (p. 600). 

 The most signifi cant point in this quote is probably the emphasis on  coming into 
touch with  the other. In times of accelerating hyper information, where we mostly 
only receive messages and possibly ‘Likes’ via online social media, it is important 
to  linger  on one’s own and the other’s thoughts. Sharing one another’s thoughts or 
refl ections in a trustful and empathic way is fundamental to the quality of the dia-
logue and the ultimate basis of a successful relationship between coach and coach-
ing partner(s). Being  in touch  can be compared to  being empathic , which I would 
describe as being passionate on behalf of the other and sensing with the other. Carl 
Rogers ( 1975 ), still one of the greatest fi gures in counselling and psychotherapy, 
recognized being empathic as a central element of counselling and offered the fol-
lowing defi nition:

  Being empathic means entering the private perceptual world of the other and becoming 
thoroughly at home in it. It involves being sensitive, moment to moment, to the changing 
felt meaning which fl ow in the other person … It means temporarily living in his/her life, 
moving about in it delicately without making judgments … It includes communicating your 
sensing of his/her world … (p. 4) 
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 Here, Rogers’ phenomenological understanding is evident. He applied the term ‘felt 
meaning’ to describe a meeting place for the counsellor and client. The notion of 
felt meaning or felt sense goes back to Gendlin ( 1997 ), who nowadays is known for 
his focusing approach (Gendlin  1978 ,  1996 ). Felt meaning or felt sense can be 
regarded as a possible starting point for the coaching partner’s own in-depth under-
standing of his/her life. When the coaching partner grasps his or her felt meaning 
and shares this understanding with the coach, both parties achieve a sense of mutual 
closeness where withness-thinking and withness-talk unfold, and where the coach 
is deeply involved in meeting and understanding the coaching partner’s lifeworld. 

 This intensive meeting can be further described as the basis for a  relational 
attunement  that can be established between dialogical companions. As mentioned 
earlier (Stelter  2014a ), as the foundation for this companionship, both coaching 
partners ‘have to demonstrate a willingness to be involved in each other and to show 
sympathy’ (p. 94). The aim of the dialogue is to develop a presence and an attun-
ement where the participants are constantly trying to tune in to each other’s thoughts, 
feelings and refl ections. But something more develops in this process: When listen-
ing to the other’s story, one can pay attention to oneself and the sensations, feelings 
and thoughts that the story might produce in one’s own mind. Ultimately, relational 
attunement also means to refl ect back on what one has heard, and how it might have 
an impact on oneself. We  wonder  about what we hear, share our questions with each 
other and try to make sense in collaboration – through dialogue. From this perspec-
tive, relational attunement can be defi ned as ‘a shared or co-created articulation, 
where a sensation, a sensory impression or a theme is addressed collectively, and 
where the participants achieve a meeting’ (Stelter  2014a , p. 94). This leads to the 
following conclusion: ‘People become each other’s sounding boards … in a rela-
tionship characterized by mutual responsiveness’ (Stelter  2014a , p. 94). 

 Dialogue philosophers like Søren Kierkegaard and Martin Buber might help us 
gain a better understanding of the importance of the other for self-development. 
Kierkegaard ( 2010 ) spoke about the double refl ection of the message, which may 
grasp these important moments of symmetry, as the fi rst person becomes the ‘mid-
wife’ of the other’s thought and refl ection, and where the other ultimately fi nds him/
herself in the co-refl ective process with the fi rst person. Similarly, Buber ( 1983 ) 
stated: Through the  Thou , a person becomes  I . In this perspective, dialogue is 
grounded in the mutuality between partners where both sides are provided with the 
opportunity to understand, develop and grow in a process of giving, receiving and 
sharing.  

2.2     The Narrative-Collaborative Dimension 

 In the post-modern world, the meta-narratives or grand narratives have lost their 
value and explanatory power. These narratives used to help people fi nd a broadly 
accepted understanding of historical changes and placed big events into a widely 
culturally accepted frame of reference. However, the ‘small stories’, the narratives 

The Coach as a Fellow Human Companion



52

of everyday life, where people talk about uplifting events or hard times, are still the 
foundation for all humans wishing to understand and share their world with each 
other. Telling stories is the basis of social interaction, building culture and – ulti-
mately – being a human being. Sharing stories can have a healing effect and can 
provide support for tackling challenging life situations (Charon  2011 ; Frank  1995 ). 
Narratives help us develop our identity. They tell us something about who we are, 
what we stand for, and what we dream of, and hopefully they anchor us in an appre-
ciative context with the listener. At best, we feel understood, relieved and uplifted. 
And as the philosopher David Carr ( 1986 ) put it: ‘Lives are told in being lived and 
lived in being told’ (p. 61). 

 In a coaching dialogue inspired by a narrative-collaborative practice, the coach 
will use narratives actively to build a collaborative partnership where the coaching 
partners feel safe and open to sharing, and where they are open to modify their 
understanding, view or perspective with the aim of developing and further discover-
ing who they are. In stories we always highlight (a series of) specifi c events with the 
intention of relating something specifi c; thus, every story has a plot that enables the 
story-teller to make a specifi c point. At the same time, stories do not tell ‘the whole 
story’; we leave out events that do not fi t the plot of the story. Acting as a dialogical 
partner, the coach is a co-creator of new and hopefully more uplifting stories that are 
shaped in collaboration with the coaching partner. The narrative-collaborative coach 
works from the basic assumption that narratives can be transformed and devel-
oped – a position that clearly lies in the extension of social constructionist 
epistemology. 

 There are a number of strategies and dialogical approaches available in narrative 
and collaborative practices aimed at inviting the coaching partner to embrace new 
perspectives of stories to be told (see Drake and Stelter  2014 ; Stelter  2014a ,  b ; 
Stelter and Law  2010 ). In the following, the readers’ attention is drawn to the most 
collaborative activity in the coaching partnership, where the coach appears as a fel-
low human companion of the coaching partner, and where coach and coaching part-
ner take up a relative position that contains  moments of symmetry  in their mutual 
relationship – a totally new and innovative feature of coaching that can place the 
coach into an actively collaborative position in relation to the coaching partner(s) 
with the intention of optimally promoting their refl ective process. In group or team 
coaching, this role of a collaborative partner can be easily adopted by all partici-
pants of a coaching group. Moments of symmetry may occur when the coach or a 
coaching group participant shares his or her refl ections on specifi c descriptions, 
statements, feeling or thoughts of the coaching partner in focus. It is a form of  reso-
nating  to what is said by the coaching partner in focus. To resonate means to be a 
sounding board for the words, phrases or storylines presented. Hearing another’s 
words is an encounter, an interchange of experiences, feelings, thoughts, where we 
not only respond to the other but also refl ect on our own experiences, feelings and 
thoughts. As co-refl ecting partners, the coach or coaching group members tend to 
hear the other’s stories through the perspective of their own experiences and sense- 
making. And these experiences, thoughts and refl ections might prove benefi cial to 
the coaching partner in focus. A space of collaborative refl ections and mutual 
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understanding emerges where all coaching participants feel enriched and enlight-
ened: All the participants refl ect on each other’s sense-making and stories in the 
light of their own sense-making and stories. It is important to remember that the 
contribution of the coach or coaching group participants should encourage and con-
tribute to new refl ections and new understanding for the coaching partner in focus. 
It would be unfortunate if the contribution of the other derailed the topical focus of 
the conversation. 

 Chené Swart ( 2013 ), a narrative coach and consultant from South Africa, 
described the act of ‘being moved or touched by the stories being listened to’ 
(p. 168) as a  gift . Sharing the refl ections of the coaching partner in focus by offering 
one’s own refl ections means  receiving  or  handing out a gift : (1) By appreciating the 
words of the coaching partner in focus we receive a gift by becoming clearer about 
our own feelings, thoughts or challenges, and (2) By refl ecting back what has been 
said, we deal out gifts to the coaching partner in focus, who might construe the 
words of the other as valuable in regard to the challenge at hand. Receiving and 
dealing out gifts appears a nice metaphor that elucidates the value of the collabora-
tive nature of coaching. Narrative-collaborative coaching can infuse new life into a 
dialogical format that seems more important and necessary than ever in our hyper-
complex world, where people need inspiration and mutual refl ection, both in their 
private and working life, to help them to handle their challenges. Receiving and 
dealing out gifts means also to share one’s cultural background with the other. 
Hypercomplexity means always to appreciate multi-cultural perspectives and by 
that to understand the many ways to make sense of the world. Figure  1  illustrates 
how a coach or a coaching group participant can be an  outsider-withness  who either 
receives or deals out a gift. Narrative coaching is embodied in the coaching partner’s 
descriptions, statements or refl ections, which are either related to specifi c actions/
activities (the landscape of action, e.g. ‘Recently, when I started up a new project, 
which was quite complex, I managed to organize my people in a way that helps us 
all work with focus and energy …’) or based on specifi c personal convictions, atti-
tudes, values, dreams, intentions, expectations etc. (landscapes of identity, e.g. ‘I 
believe it’s crucial to have a good working climate in the team.’). Figure  1  illustrates 
the different perspectives of possible outsider-withnessing.

   In the therapeutic literature, outsider withnessing would often be defi ned as  self- 
disclosure , although the two terms are not completely identical in meaning .  In psy-
chotherapy, the benefi ts of self-disclosure are appreciated, and the potential risks 
are highlighted (Sturges  2012 ). In a collaborative practice which is the approach 
promoted here, this sharing of gifts, as this form of interaction could also be framed, 
is promoted as a valuable feature that strengthens the working alliance between 
coach and coaching partners. As Norcross ( 2010 ) mentioned in regard to psycho-
therapy, self-disclosure can be perceived as helpful for enhancing empathy and 
immediate outcomes; however, he also underlined the importance of avoiding self- 
disclosures that merely serve the counsellor’s need, as they only remove focus from 
the client. This warning cannot be taken seriously enough. However, outsider with-
nessing goes beyond the intention of self-disclosure. Sharing gifts means more than 
creating a good atmosphere in the dialogue. It means developing our understanding 
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and inviting different perspectives into the conversation, new perspectives that help 
the coaching partners develop and shape new meaning and new narratives about 
themselves, about specifi c events and, ultimately, their lives.  

2.3     The Protreptic or Value Dimension 

 Values, convictions, ambitions or dreams are central aspects of what is described as 
 landscapes of identity  in narrative practice. In a broader sense, values can be seen as 
the guiding star for an individual to act in a specifi c way. Values are the key to 
people’s sense of agency and their capacity to be in charge of themselves and their 
life. Kirkeby ( 2009 ), a professor of management philosophy at Copenhagen 
Business School, has revived the ancient Greek concept of  protreptic , a form of 
dialogue that would nowadays be understood as executive coaching. This form of 
dialogue was founded in the Greek academies around 400 B.C. and developed by 
Plato with the goal of achieving the Socratic concept of ‘eupratein’, the ethically 
mastered life, and turning another person into the most essential entity in his or her 
own life. The root of the term  protreptic  is ‘trépo’/‘trópos’ meaning  turn . To eluci-
date the principles of protreptic processes, Kirkeby ( 2009 ) stated the following:

  On the basis of the magnum opus of Aristotle we can defi ne protreptic as  dialectic applied 
with the aim of prompting a person to liberate himself by refl ecting on her/his basic values.  
Thus protreptic is bound to social dialogue, and to the possibility of becoming the master of 
one’s own inner dialogue (p. 13). 

 A protreptic process is aimed at a central goal that is ‘desirable for its own sake’ (see 
Aristotle’s ‘The Art of Rhetoric I’, quoted by Kirkeby  2009 , p.14) and should 

Two central
focus areas
in the dialogue:

Witnessing,
sharing and
re-gifting from
coach or
coaching group
participants

Effect on own actions Effect on own
identity, values,

attitudes etc.

Expected effect on the
coachee’s identity etc.

Expected effect on the
coachee’s future

actions

(What is the gift for me in
what you said, in relation to

what I want to do?) (Gifts for my identity)

(What kind of gifts will the
coachee receive?)(What kind of gifts will the

coachee receive?)

Landscapes of

action

Landscapes of

identity

  Fig. 1    Outsider withness procedure as a process of receiving and dealing out ‘gifts’       
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ultimately lead to  eudaimonia  – translated as happiness, welfare or human fl ourish-
ing. From this perspective, there might be a parallel to positive psychology in a very 
broad sense. A protreptic process is not, however, a psychological tool but a path for 
getting in touch with the guiding values, principles and convictions that drive indi-
viduals’ actions in the world. Coaching, especially earlier generations 1  was very 
much focused on helping a person to meet a specifi c goal, moving a person from A 
to B. Protreptic, value-based coaching principles, on the other hand, are applied to 
give coaching a broad and generally human approach to promote the coaching part-
ner’s self-understanding. Thus, they are not aimed directly at promoting actions, 
events or situations but have a more abstract focus on specifi c values that are some-
how essential for the coaching partner (and ultimately also for the coach). The focus 
is on what lies behind one’s action and what can defi ne the meaningfulness of an 
action, an event or a situation for the individual or a group. This broad focus on the 
central values of the individual, group or team guarantees that coaching is  sustain-
able , meaning that the knowledge and the refl ection in the dialogue have a long- 
lasting and general impact on the life and actions of the coaching partner(s). 
Protreptic or value-oriented coaching unfolds the implicit drivers that cause the 
individual to act in a specifi c way. 

 These values are not necessarily eternal and universal – some might be, but often, 
they are rooted in local practices and events. Surely, freedom, love or justice can be 
described as eternal values, but in our everyday life, interactions and cooperation 
with others will be additional values that are highly contextualized. The ultimate 
goal of coaching is to facilitate and improve leadership, communication and coop-
eration by refl ecting on key values as a fundamental condition and quality in human 
endeavours and activities that will continue to provide a sense of direction in rela-
tion to specifi c goals. In this value-oriented process, a coach acting as a collabora-
tive partner can be a helpful refl ective companion in the coaching partnership. From 
this perspective, values are also a product of a co-active process unfolding between 
coach and coaching partners. Listening to each other’s voices and all the dialogue, 
participants can become rooted within themselves and what they stand for. They 
will fi nd commonalities, differences and possibly a path where they can co-create 
meaning in a refl ective community of practice. 

 The following presents some theoretical refl ections on the way in which values 
and meaning-making are founded as the driving force or guiding star of an indi-
vidual or a working team. Values are a central part of our identity. In narrative prac-
tice, we speak about  landscapes of consciousness  (White  2007 ) or  landscapes of 
identity  (Stelter  2014a ). Narratives presented by the coaching partner will touch on 
key issues with regard to what is important in life for him or her – in more or less 
explicit terms. Here, it is the task of the coach or other group participants to act as 
outsider withnesses, focusing on what they heard in regard to identity issues or spe-

1   See a description of the three generations of coaching in Stelter ( 2014a ,  b ). First-generation 
coaching is very goal-driven, e.g. applying the GROW model, while second-generation coaching 
is more solution, future or strength-oriented. 
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cifi c commitments, values or dreams. Focusing and refl ecting on values marks an 
attempt to highlight the most central aspects in the coaching partner’s life. 

 Referring back to my refl ection on the  sustainability  of coaching, values are an 
anchor or a guiding star for the individual. Kirkeby ( 2009 ) underlined that values 
represent ‘a possible mode of certainty’ (p. 155). And he continued: ‘A value is an 
“I can” based on knowledge, and knowledge of what we have done, and will be able 
to do, and guided by ethical imagination by both deliberate and intuitive judgment’ 
(p. 156). 

 Values are the entrance to our lived knowledge and our practical wisdom, in 
Greek  phronesis . The critical social scientist Flyvbjerg ( 2001 ) regarded  phronesis  
as important, because instrumental rationality needs to be balanced by value ratio-
nality, a balance that ‘is crucial to the sustained happiness of the citizens in any 
society, according to Aristotle’ (p. 4). Through  phronesis , people implicitly base 
their actions on specifi c values – through lived knowledge that is often immediately 
unfolded while acting. Individuals, groups or teams are always situated and anchored 
in the context in which they live, and which they shape through their doing. Values 
help to prepare the individual to be implicitly ready in the moment. Values help to 
establish our way of acting based on gut feelings or intuition. 

 An example to complete this section on protreptic and value-oriented coaching: 
The conversation can take its starting point in the refl ection of a specifi c term – for 
example  trust  or  responsibility . In this version, the  coach  presents a term and asks 
the coaching partner to refl ect on the term. Another option is if the coaching partner 
is familiar with this dialogue form, he or she may suggest a term that is important to 
him or her. In a further version that seems to be easier to include in any kind of 
coaching, the procedure is the following: Coach and coaching partner talk about a 
specifi c challenge and event facing the coaching partner. At some point, the coach 
invites the coaching partner to step back from the specifi c issue and move towards a 
refl ection on values, commitments, convictions or dreams. The landscapes of iden-
tity, initially connected to the specifi c issue, are generalized and elevated to a pro-
treptic refl ection on a specifi c important value that becomes apparent in the coaching 
dialogue; this value could, for example, be trust or responsibility.  

2.4     Mentalization 

 With this topic we return to a more psychological position, a perspective that stresses 
what happens  inside  the individual, but also how a sensitive insight might be the fi rst 
step towards understanding the other or form the basis for an intensifi ed relationship 
between the dialogue partners. The concept of mentalization, which is presented in 
the following, was developed by, among others, Peter Fonagy, a psychodynamic 
psychotherapist and researcher, and Eia Asen, a systemically oriented family thera-
pist (see Asen and Fonagy  2011 ). Mentalization-based work is not considered a 
specifi c intervention or therapy form but rather an approach that can be integrated 
into a wide range of conversation approaches and methods. In general, 
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mentalization- based approaches are aimed at the following goals for the client: (1) 
better behavioural control, (2) improved affect regulation, (3) more intimate and 
gratifying relationships and (4) the ability to pursue life goals (Fonagy and Bateman 
 2006 ). 

 The concept of mentalization is included here as a source of inspiration to high-
light the relation between coach and coaching partner and as a way to strengthen the 
individual awareness and attentiveness of both coach and coaching partner in regard 
to their sensing and perceptual processes. The capacity for mentalization can be 
considered one of the most essential factors in any form of conversation-based inter-
vention and a basic requirement for understanding oneself and others. Asen and 
Fonagy ( 2011 ) describe mentalization as ‘seeing ourselves from the outside and 
seeing others from the inside’ (p. 347). 

 To strengthen their mutual relationship and companionship, coach and coaching 
partner(s) will benefi t from improving their ability to mentalize, i.e., to get in touch 
with one’s own senses, feelings and thoughts about what happens inside oneself, 
and on the other hand, to get in touch with what happens inside the other. Earlier, 
the term  withness-thinking  was introduced, which seems to be closely related to 
what is expressed here. If this process of mutual mentalization is developed in the 
coaching relationship, the term  relational attunement  – presented earlier in this 
chapter – is a fairly apt description of the intensity of the relationship between coach 
and coaching partner. 

 With reference to Asen and Fonagy ( 2011 ), various possibilities for strengthen-
ing mentalization – especially with a focus on developing the coaching partner-
ship – may be suggested: 

 Through  openness and a wondering stance , the coach shows genuine interest in 
the coaching partner’s perspective. By exploring the coaching partner’s life, the 
coach challenges the coaching partner to examine his or her own emotions and 
thoughts. The coach’s wondering position, which includes encouraging the coach-
ing partner to reassess certain assumptions in his or her perception of the outside 
world, the coach supports the coaching partner in taking a fresh look at him/herself 
and his or her interactions with others. 

 This helps the coaching partner achieve better  impact awareness : Open, curious 
and wondering questions can strengthen the coaching partner’s capability for devel-
oping mentalization skills and thus the awareness and understanding of how one’s 
own emotions, thoughts and actions might affect others, and how they contribute to 
creating a reality for others. The ability to see the other from the inside in regard to 
this impact can generate vital changes in the coaching partner. Systemic coaching 
circular questions (Tomaschek  2006 ; Tomm  1988 ) may further help to develop the 
coaching partner’s awareness of the position of others and thus help to paint a 
broader picture of the world. 

 The fi nal stage in the coaching partnership may lead to a form of mutual  refl ec-
tive contemplation , which can be viewed as a mentalizing stance. There is a situa-
tionally adapted and relaxed attitude in the coach and coaching partner as they each 
relate to the other’s specifi c descriptions, feelings, thoughts or refl ections. Involving 
the other in how these descriptions, feelings, thoughts or refl ections resonate in 
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one’s own system, i.e., what happens inside when one listens to the other, can form 
the basis for further development of the coaching partner’s perception and under-
standing of his or her reality. In turn, it may thus change some of the coaching 
partner’s specifi c stories about him/herself or specifi c events. The ability to mental-
ize by seeing others from the inside can help create these new realities and serve as 
the starting point for deeper understanding for the coaching partner. It is especially 
important for the coach to act with  humility , as this is a condition for understanding 
the coaching partner. This requires a willingness to be surprised and to learn from 
the other. Importantly, this perspective must apply to both parties in the coaching 
dialogue. With this attitude, both coach and coaching partner(s) will have a real 
sense of companionship on their shared journey.  

2.5     Feedback as a Collaborative and Outcome-Oriented 
Practice 

 Despite the intention to view coaching as a  collaborative activity  where the coach 
or the coaching psychologist functions as a fellow human companion, which goes 
beyond the role of neutral facilitator, the bottom line remains the same: The coach-
ing partner or client should reach a state of change and development. And, coaching 
is a fee-based service delivered by a professional that should serve the client’s inter-
ests as effi ciently as possible. From this perspective, it is important to keep in mind 
that coaches have to do their best to meet their clients’ needs, and therefore, they can 
only be the fellow human companion that is promoted in this chapter if they strive 
towards outcomes that are in line with the interests and progress of their clients. The 
concept of being a collaborative partner is (only) highlighted here with the intention 
of  intensifying the coaching relationship  and thus to improve the effectiveness of 
the coaching process. Another purpose of intensifying the relationship is to give 
professional dialogues a ‘human face’. Only when the clients accept the coach as 
both a competent professional and a fellow human companion, with all the qualities 
described above, can the dialogue unfold in an effi cient and human manner. 

 On this basis, the coaching relationship can be improved by focusing directly on 
outcomes. Systematic work and research – albeit based on psychotherapy – is pre-
sented by Scott Miller and his colleagues ( 2007 ,  2013 ), Miller and Hubble ( 2011 ), 
and Duncan and colleagues ( 2007 ). Some of these ideas should now be transferred 
to coaching, especially with a focus on the  real-time feedback  during the session. In 
the present context, I do not want to go so far as to promote written outcome assess-
ments of the sessions, as Miller and his colleagues ( 2003 ) suggested. That would 
also go beyond the scope of this chapter. My objective here is to encourage coaches 
both to include the coaching partner/client more actively in the process and to 
engage actively in the dialogue as refl ective partners. By providing mutual feed-
back, the coaching partnership can be elevated to a new and intensifi ed collaborative 
level. Duncan and Miller’s ( 2000 ) praise for the  heroic client  can also be a useful 
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stance in coaching. These authors moved beyond the medical model by recasting 
the client as a central protagonist in the dialogue: ‘The client’s view of the relation-
ship is the “trump card” in therapy outcomes, second only to the winning hand of 
the client’s strength’ (p. 72). From this position, the collaborative aspects of the 
relationship and the usefulness of mutual feedback will be at the centre of the rest 
of the chapter. As mentioned earlier, the movement advocated here is a move  away 
from intervention  and towards seeing coaching as an  interaction ; a position that 
highlights the collaborative nature of the dialogue (see also De Haan  2008 ). Based 
on the work of Miller and his colleagues ( 2006 ,  2007 , 2011) and the author’s own 
theoretical work presented earlier in this chapter, several aspects can help to unfold 
the collaborative and feedback-informed nature of the coaching relationship: 

    Create a Culture of Collaboration and Feedback 

 From the very beginning, it is important to make clear how the relationship should 
unfold. Therefore it is crucial, as part of the psychological contract, to describe 
central features of the collaboration. Coaching partners need to see themselves as 
active partners in the working alliance. Progress and development have to be visible 
from the beginning, and it is helpful in building a sound working alliance if the 
coaching partner/client provides feedback about the development, progress and pos-
sible setbacks. For the coach it is important to develop some of the feedback quali-
ties described above, for example, withness-thinking and outsider withness 
procedures .   

    Integrate Alliance and Outcome Feedback 

 To establish a good working alliance, it is helpful to look at how the coach and the 
coaching partner interact, how they establish and work on their relationship, and 
what degree of progress they are making in regard to the path they have agreed on. 
This may, for example, include small comments such as, ‘I am really happy that 
you’re sharing this with me,’ questions or suggestions about how to proceed after 
having refl ected on progresses made or sharing refl ections on something the other 
said. The coach may also offer feedback when coupling some aspects of the coach-
ing partner’s story with events or refl ections that were mentioned earlier by the 
coaching partner. This latter example is not only a way to offer feedback; it is also 
a way to develop new stories or a new understanding that may serve as the basis for 
change. Sometimes it may also be necessary to ask the coaching partner(s) for feed-
back about:

•    How the coaching partner(s) experience(s) the relationship,  
•   What seems to work,  
•   How things make sense, and  
•   Any wishes and ideas that stand out.     
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    Use Your Intuition and Be on Perceptive Tiptoes 

 Make sure not to overload the client with demands for feedback. It is important for 
the coach to sharpen his or her awareness of changes and to be attentive to what 
happens with the coaching partner and in the relationship. A few questions from the 
coach about these observations may be enough to develop a clear enough picture. 
Sometimes, it is enough just to notice nonverbal feedback in order to readjust the 
alliance.  Empathy  plays a decisive role here and can be linked to positive outcomes 
(see Elliott et al.  2011 ; Norcross  2010 ). To ensure the progress of the session and the 
working relationship between coach and coaching partner(s), it is important not to 
take things for granted and to be willing to step out of one’s own comfort zone 
(Duncan et al.  2007 ).  

    Be Non-judgemental 

 Being mindful of one’s own perceptions as a coach also means being non- 
judgemental, being accepting and clearly expressing this stance. This gives the 
coaching partner the feeling of being okay, and it helps to ease the conversation. The 
coach needs to be curious and investigate possible differences in perceptions and 
understandings of the world; appreciate the coaching partner’s perspective and be 
curious about understanding this perspective even better. Judgements would only 
disturb the working alliance between coach and coaching partner(s), but a question 
that invites the coaching partner to unfold his or lifeworld helps to bring both parties 
closer to one another. A non-judgemental stance is also import for the coaching 
partner to develop. Being critical of oneself and being judgemental about the way 
one thinks, feels and acts can undermine open refl ections and, ultimately, self- 
acceptance. The coach should help the coaching partner move towards being open- 
minded to whatever comes up in the coaching process.  

    Learn to ‘fail successfully’ 

 Any coach can make mistakes, fail on the basis of the specifi c assumptions they 
make about the relationship, about the coaching partner’s position or about the way 
the situation is perceived. It is important to remain open-minded in regard to the 
coaching partner’s possible self-understanding and understanding of the world. The 
fl ow of mutual understanding and the process of meaning-making between coach 
and coaching partner are essential. If the coach gets the sense that ‘something’ went 
wrong, it is important to pause, involve the coaching partner in sorting out the pos-
sible misunderstanding and then re-build the case and re-structure the process of the 
dialogue. 

 The idea of presenting these guidelines on feedback is to help the coach and all 
other dialogue partners to be open to a collaborative process where they engage as 

R. Stelter



61

professional partners and as fellow human companions and to an interaction that has 
the ultimate goal of helping the coaching partner change and develop.    

3     Research Evidence for Relationship Issues in Coaching 

 Since the beginning of this century there has been a growing interest in the impact 
of relationship issues in regard to the effi cacy of psychotherapy and lately also of 
coaching. The interest has recently moved away from focusing on approaches, 
methods and techniques towards a strong acknowledgement of the importance of 
 common factors  and especially the  working alliance  as the key ingredient in all 
forms of psychotherapy, coaching or counselling. There is a growing awareness that 
psychotherapy and other dialogue forms do not always work in the same way, as 
medicine does, i.e. that specifi c psychological treatments should work for specifi c 
disorders (Duncan et al.  2010 ). There appear to be relational and other common 
factors that have a decisive impact on change and development, but which are hard 
to pin down, and which may be even very complex and diffi cult for a practitioner to 
acquire. From this perspective, it is diffi cult to predict when a psychotherapist, 
coach or counsellor is going to do a good job (see Miller et al.  2007  about their 
attempt to offer guidelines to psychotherapists). 

 A growing number of studies and publications have shed light on relationship 
and common factors issues (see De Haan and Duckworth  2013 , for coaching and 
Horvath  2011 , for psychotherapy). Many of these research fi ndings are presented 
with a special focus on psychotherapy, simply because this area has a longer research 
tradition than coaching. It will be made clear to the reader what these studies are 
based on – psychotherapy or coaching – but on the other hand, when speaking about 
relational and common factors, it can be assumed that many results from therapy 
research may also be applicable and valuable in coaching and coaching psychology. 
Let us now take a look at what research has brought to light: 

 Lambert and Barley ( 2002 ) made the following summary of results in regard to 
what accounts for change and development of clients in psychotherapy: The 
  relationship  between therapist and client accounts for 30 % of the variance in out-
comes, with 40 % of the variance attributed to external or contextual factors, 15 % 
to hope or expectancy effects and only 15 % to specifi c theory or techniques. This 
study makes clear that the relationship is the one single factor that has the highest 
signifi cance in regard to therapeutic success. With reference to a psychotherapy 
studies of Wampold ( 2001 ) the following results appear even more shocking in that 
sense that client and extra-therapeutic factors account for 87 % of the variance of 
change, leaving only 13 % accounted for by treatment (see Fig.  2 ).

   The small circle (treatment effects) inside the big circle (client and extra- 
therapeutic factors) in the upper left corner of the fi gure is enlarged into the biggest 
circle on the right in Fig.  2 . If we take a closer look at the big circle, we see that only 
1 % of the variance can be accounted for by the therapeutic model or technique. The 
heroes are our clients. Their readiness and willingness to change is the cornerstone 
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of their capacity for development and progress. But this readiness and willingness 
also needs to be kept alive during the session, and here, the client’s positive percep-
tion of the working alliance is of central importance. 

 In the following, some results that focus on relationship issues shall be high-
lighted. Let us have a look at one of the most recent studies in the area of 
coaching: 

 De Haan and colleagues ( 2013 ) found in their outcome study that the clients’ 
perception of the relationship is the key factor in determining how clients perceive 
the outcome of coaching, and that outcomes are signifi cantly related to the working 
alliance, client self-effi cacy and the perceptions of the coaching interventions (‘gen-
eralised techniques’). They found that the working alliance scores by clients predict 
25 % of the variance in coaching outcome. However, they also cautioned coaches 
not simply to assume that their perception of the relationship necessarily matches 
the perception of their clients:

  We think it is fascinating that despite the high predictive value of the client estimate of the 
coaching relationship, the coach estimate of that same relationship neither correlates with 
the coaching outcomes nor with the strength of the relationship as measured by the client 
(p. 54). 

 This is a warning to all coaches, on the one hand, to work seriously towards improv-
ing the alliance with their coaching partner(s), and, on the other hand, to work 
towards including real-time feedback strategies and collaborative practices in their 

  Fig. 2    Common factors with a proposed feedback factor (Duncan et al.  2010 , p. 366)       
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coaching and thus improve the effectiveness and impact of the dialogue on the 
change and development achieved by their coaching partner(s). 

 Boyce and colleagues ( 2010 ) carried out a study based on 74 coach-client rela-
tionships in the US military, including senior military leaders as coaches and cadets 
as clients, and reported that the relationship affected outcomes signifi cantly, as 
assessed both by the client, with an explained proportion of variance around 50 %, 
and by the coach, with an explained proportion of variance around 25 %. Similar 
results were presented by Baron and Morin ( 2009 ,  2012 ). They documented that the 
coaching outcomes correlated with the coaching clients’ rating of the  working alli-
ance , which they used as a measure for the strength of the coaching. 

 On the basis of a large number of research studies, Horvath and colleagues 
( 2015 ) presented a number of recommendations for psychotherapists, which are 
probably equally valuable for coaches and coaching psychologists (see further rec-
ommendations in Norcross  2010 ):

•    The development of a good alliance is essential for the success of psychotherapy, 
regardless of the type of treatment.  

•   The ability of the therapist to bridge the client’s needs, expectations, and abilities 
into a therapeutic plan is important in building the alliance.  

•   Because the therapist and client often judge the quality of the alliance differently, 
active monitoring of the alliance throughout therapy is recommended.  

•   Responding non-defensively to a client’s hostility or negativity is critical to 
establishing and maintaining a strong alliance.  

•   Clients’ evaluation of the quality of the alliance is the best predictor of outcome; 
however, the therapist’s input has a strong infl uence on the client and is therefore 
critical.     

4     Implications for Future Research 

 On the basis of this short presentation of research that is relevant for the topic of this 
chapter, the following can be highlighted as focus areas for future research: Clearly, 
the chapter has included many references from psychotherapy research. The central 
statements of this chapter would even be more valuable if they could be supported 
by evidence from coaching research. The suggestions for future research are two-
fold: (1) Bearing the topic of this chapter in mind, it is essential to strengthen the 
practitioners’ understanding of relationship issues and to help them to gain insight 
into what happens in the working alliance with their coaching partner. Therefore, it 
would be a big step forward to conduct studies that are based on video observation 
and interviews with both the coach and the coaching partner. That would offer 
insights into what happens in the relationship, and how things work when the coach-
ing partner appreciates the coach’s specifi c approach. (2) It is worthwhile to pro-
mote research that focuses on the impact of specifi c relational topics on the coaching 
outcomes.  
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5     Conclusion 

 The objective of this chapter was to unfold the importance of the relationship 
between coach and coaching partner(s). The aim was  not  to present the tools that 
novice coaches often call for, but rather to encourage coaching professionals to 
develop a fundamental  attitude  to improve their working alliance with their coach-
ing partner(s). It would be unfortunate to approach coaching as a form of treatment. 
It is essentially a meeting of two (or more) people, where one – the coach – seeks to 
support the other(s) – the coaching partner(s) – on their path. The aim of this chapter 
was to improve the awareness of coaches of the impact of elements that seem diffi -
cult to grasp and to operationalize; concepts such as  withness-thinking, relational 
attunement  or the whole matter of  receiving and dealing out gifts , just to mention 
some of the central concepts presented in this chapter. 

 I encourage the reader to focus less on specifi c goals and instead invite their 
coaching partner to  linger on  thoughts and feelings and to make time for refl ection. 
In our time, we have lost the idea of simply having time. Coaching has to be a dia-
logue form where we reinvent the concept of just lingering, of having time to be on 
a journey with another person. It is a journey into the unknown, where neither the 
coach nor the coaching partner clearly knows the destination or the route. It is a 
journey of discovery into relatively unknown territory, where both parties are travel 
companions, and neither knows anything for sure about the road ahead.     
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      Coaching Supervision: Towards a Systemic 
Coaching Supervision Framework                     

       Pieter     Koortzen      and     Aletta     Odendaal    

    Abstract     Coaching supervision is an emerging and at the same time a contentious 
development intervention to improve coaching practices (Grant AM, Int J Evid 
Based Coach Mentor 10(2):17–33, 2012). While professional supervision is strongly 
recommended by coaching bodies and coaching organizations (Standards Australia, 
SAI Global Limited under licence from Standards Australia Limited, Sydney, 2010), 
its rate of development and uptake varies considerably across the world with poten-
tially more coaching supervisors trained in UK and Germany than the rest of the 
world combined (Hawkins P, Smith N, Coaching, mentoring, and organisational 
consultancy: Supervision, skills and development .  McGraw-Hill Education, 
Maidenhead, 2013). Given an increasing awareness regarding the role of supervision 
in professional development and in enhancing standards of practice (Lawrence P, 
White A, Coach Int J Theory Res Pract 7(1):39–55. doi:  10.1080/17521882.2013.87
8370    , 2014; Passmore J, Supervision in coaching: Supervision, ethics, and continu-
ous professional development. Kogan Page, London, 2011), very little attention has 
been paid in the published literature to the need for specifi c training, anchored in 
theoretically-grounded and evidence-based programmes (Grant Am, Int J Evid 
Based Coach Mentor, 10(2):17–33, 2012). As scientist/practitioners it is therefore 
imperative to fi rstly understand the broader landscape in which coaching supervision 
training will take place. From a systems perspective the landscape includes all the 
different components which need to be considered in designing a coaching supervi-
sion training programme. In the light of this, the aim of this chapter is to present a 
coaching supervision framework based on a systemic approach to supervision, 
according to which the training and development of potential supervisors can be 
structured. A systemic perspective highlights the multitude of components that shape 
the supervision process. The chapter further aims to stimulate discussion regarding 
the critical building blocks included in the framework from a  multicultural perspec-
tive and a number of design questions are therefore posed at the end of each section. 
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These questions also represent areas for future research in coaching supervision. The 
framework emerged from a conceptual analysis of current practices, scholarly 
research and the collective experience of the authors as leadership and executive 
coaches who also provide supervision.  

  Keywords     Coaching   •   Supervision   •   Coaching supervision   •   Supervision training   • 
  Multicultural competence  

1       Introduction 

 Supervision for practitioners-in-training as well as for professional practitioners 
after completion of formal training is universally seen as a crucial ingredient to 
enhance standards of practice of a wide range of professional groups, including 
psychologists, social workers and medical professionals (Carroll  2006 ; Grant  2012 ; 
Hawkins and Shohet  2012 ). Initial developments regarding the theory and practice 
of coaching supervision therefore have its roots strongly anchored in the therapeutic 
disciplines (Moyes  2009 ; O’Donovan et al.  2011 ). The existing literature on super-
vision from the helping professions can certainly contribute to an understanding of 
different models of supervision, the purpose and primary functions of supervision 
as well as the processes followed in supervision as there are likely to be theories and 
practices that can be applied to all types of supervision. This remains a key debate 
within the coaching community with Butwell ( 2006 ) and Hawkins and Smith ( 2006 ) 
questioning the ‘borrowing’ of ideas from therapy. Within the helping professions 
the main emphasis is however strongly focused, with some exceptions, on supervi-
sion at an individual level – the coach, also referred to as ‘coaching the coach’ 
(Blanton  2014 ; Moyes  2009 ) without addressing group and organizational levels or 
understanding the client system – coach-client and client-organization system 
(Hawkins and Smith  2013 ; Lawrence and White  2014 ). Carroll ( 2006 ) particularly 
emphasized the importance of acknowledging the interrelatedness of subsystems 
within a supervision process, even though some of the interactions may not be vis-
ible to all participants – referred to by Oshry as ‘system blindness’ ( 1994 ). 

 The authors have noticed limited reference within the current literature to the 
broader organization system, more specifi cally the organization-society interface 
where the emphasis is on the infl uence of the broader context (including a multicul-
tural, country and industry perspective). Hawkins and Shohet included descriptions 
of the wider context into the developmental model of supervision in 2012, remain-
ing however mostly descriptive rather than empirical. Given the rapid rate of change 
in the world of work, Cavanagh and Lane ( 2012 ) assert that coaches must be able to 
deal with the complexities faced by their clients and Stacey (cf. Stacey  2007 ) also 
introduced certain features of the dynamic nature of the organizational contexts and 
its impact on the supervision process. This raises the question of which components 
should be considered when developing a coaching supervision training programme 
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in order to deliver supervisors who can work and provide supervision in complex, 
multicultural systems. Our position is aligned to that of Cavanagh and Lane ( 2012 ) 
in that we need to move beyond the traditional linear models which have informed 
coaching supervision towards the development of systemic practitioners that are 
multiculturally competent. In this regard, there is a call in the coaching community 
for the development of models, theories and supervision training programmes that 
are fi t for purpose (Hawkins and Schwenk  2006 ; Moyes  2009 ). We have also noticed 
an emergence of new models and theories on the supervision process itself but less 
research on the development of coaching supervision training programmes. 

 There has further been a call from both coaching clients and professional bodies 
for professional supervision on a regular basis to maintain professional standards of 
coaching around the world (Standards Australia  2010 ). This is in line with the gen-
eral ethos in the helping professions that professional development does not end 
with certifi cation – or registration and licensing, but that working with a supervisor 
can be seen as an additional intervention towards continuous professional growth 
and personal career development (Annan and Ryba  2013 ; Blanton  2014 ; Passmore 
 2011 ). While coaching supervision may be acceptable practice in Europe, reviewing 
the current discussions and applications with the South African context, the authors 
support the statement made by Passmore and McGoldrick in 2009 that there are 
indeed huge variations in patterns of use from country to country suggesting that 
even in 2015 in some countries it may still be spoken about more often than it is 
practiced. It is further evident that coaches and purchasing organizations have dif-
ferent needs for supervision (Hawkins and Smith  2006 ), contributing towards the 
debate regarding the benefi ts of supervision compared to other professional devel-
opment activities (Passmore and McGoldrick  2009 ) especially at different stages of 
professional development (Passmore  2011 ). 

 Drawing on our collective experience we have further observed that many orga-
nizations in South Africa, that have large panels of internal and external coaches, 
regard  supervision  as an important standard of coaching practice. Several organiza-
tions have therefore developed organizational policies and guidelines for the imple-
mentation of supervision, clearly stipulating the requirement that all coaches within 
the organisation must engage in supervision. Given an increase in awareness regard-
ing the role of supervision in professional coaching practice and the need for spe-
cifi c training anchored in theoretically-grounded and evidence-based programmes 
(Grant  2012 ), we present in this chapter a coaching supervision framework based 
on a systemic approach to supervision, according to which the training and devel-
opment of potential supervisors can be structured. The framework emerged from a 
conceptual analysis of current practices, scholarly research and our collective expe-
rience as leadership and executive coaches, of providing and receiving supervision, 
of assisting organizations in implementing coaching strategies as well as in teach-
ing coaching psychology on postgraduate level. The fi rst part of the chapter pro-
vides a brief overview of defi nitions and functions of coaching supervision, 
followed by an introduction of the Systemic Coaching Supervision Framework. We 
propose to examine and stimulate discussion regarding the critical building blocks 
included in the framework from a multicultural and systemic perspective and then 
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move towards explaining the importance of carefully considering each of the com-
ponents in the framework when designing a teaching programme. We conclude 
with a summary of the most important considerations according to the framework.  

2     A Brief Overview of Supervision and Supervision 
in Coaching 

 In the following section we introduce the concepts supervision and coaching super-
vision as well as the purpose of coaching supervision. 

2.1     What Is Supervision and Coaching Supervision? 

 Supervision in the broadest sense means to ‘oversee’ and in the context of work 
typically refers to a managerial function or role that implies a hierarchical relation-
ship with certain power differentiation inherent to the role. In the helping profes-
sions supervision started out quite similar to apprenticeships in other fi elds, where 
a master or expert guides and directs a novice or trainee towards independent work 
(Drake  2014 ; Mead et al.  1999 ). In professional psychology, the term supervision is 
typically used when discussing the overseeing of work while in training and in 
internship settings and is a requirement for registration (licensure) to practice psy-
chology (Blanton  2014 ; Hawkins and Shohet  2012 ). The practice of post- registration 
supervision however differs signifi cantly across the applied areas of practice with 
limited application in industrial psychology (cf. Odendaal and Kwiatkowski  In 
Press ). Within the applied areas of clinical, counselling and education psychology, 
post-registration supervision is utilized predominantly for refl ective practice and 
development (O’Donovan et al.  2011 ; Passmore and McGoldrick  2009 ). 

 Reviewing the coaching literature there is no agreed defi nition of coaching 
supervision. Grant ( 2012 , p. 17) integrated the main themes and adapted the defi ni-
tion of Hawkins and Schwenk ( 2006 ) to refer to supervision in coaching

  …as a structured process for coaches designed to help coaches attend to improving the 
quality of the coaching, to grow their coaching capabilities and support themselves and 
their practice with the help of a coaching supervisor. 

   The Standards Australia Handbook for Coaching in Organisations ( 2010 ) also 
emphasizes that coaching supervision should be a mutually agreed arrangement and 
that the supervisor should be a competent and experienced coaching practitioner 
(p. 11). Hawkins and Schwenk ( 2006 ) point towards the interpersonal nature of 
coaching supervision that can be applied on individual level in the format of a one-
on-one relationship, in groups or even in peer groups. They further emphasise the 
importance of refl ection on client work within the supervision relationship. In this 
regard Lawrence and White ( 2014 ) refer to the ‘facilitation of refl ective practice’, 

P. Koortzen and A. Odendaal



71

such that coaches can provide supervision to each other (p. 41). Hawkins and Shohet 
( 2012 ) made certain additions to their initial defi nition of coaching supervision to 
also include a description of the wider systemic context, which they believe not 
only set out to serve key stakeholders, but also to improve the quality of their work. 

 Reviewing the literature a further differentiation is made between coaching 
supervision and coaching psychology supervision. In this regard Moyes (2009) 
argue that coaching psychology supervision addresses ‘the psychological nature of 
the coaching process, as well as the application of psychological theory and meth-
ods within the coaching process’ (p. 163). Given the Systemic Coaching Supervision 
Framework introduced in this chapter we further highlight the importance of multi-
cultural interactions within the supervisory process. Strongly informed by the 
research of Inman and DeBoer Kreider ( 2013 ) and Soheilian et al. ( 2014 ), we 
emphasize the importance of creating sensitivity and awareness regarding the infl u-
ence of culture when working with differences and developing multicultural com-
petence within the supervision process. This includes both a multicultural awareness 
to coaches with different backgrounds, as well as sensitivity towards different orga-
nizational cultures in which the coaching services are provided.  

2.2       The Purpose of Supervision 

 Supervision is undertaken to address different needs and while the models of super-
vision may vary considerably across professions, there are rather consistencies in 
what is perceived as the purpose of professional supervision. It should however be 
noted that different researchers provide different labels to the core purposes even 
though the content and meaning may be similar. According to Hawkins and Smith 
( 2006 ) coaching supervision has developmental [also referred to as formative 
(Proctor  1987 ) or educative (Kadushin  1992 )]; resourcing [referred to as restorative 
(Proctor  1987 ) or supportive (Kadushin  1992 )] and qualitative purposes [referred to 
as normative (Proctor  1987 ) or managerial/administrative function of supervision 
(Kadushin  1992 )]. The developmental purpose focuses on providing opportunities 
to coaches to develop competence, the resourcing purpose focus on the develop-
ment of internal psychological resources to cope with the role of a coach while the 
qualitative purpose focus on an acute awareness of the quality of one’s coaching. 
These purposes are however not independent and more than one purpose may be 
achieved at the same time during supervision. Standards Australia ( 2010 ) further 
emphasizes that the qualitative (normative) function refers specifi cally to the 
advancement as well as continuous maintenance of generally acceptable standards 
of practice. Table  1  provides the main categories of focus in coaching supervision 
with a classifi cation of the three functional categories as described by Hawkins 
( 2010 ). The authors subscribe to these broad functions/purposes of coaching super-
vision, which address self-awareness, competence and a willingness to learn and 
develop. More specifi cally we support the core applications of supervision for 
coaching as proposed by Hawkins ( 2010 ) because it aligns with the most pressing 
developing needs of coaches as observed in our supervision practices.
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   It is further of interest to note the difference in view of purpose of supervision 
from the perspective of coaches and purchasing organizations. The research of 
Hawkins and Smith ( 2006 ) showed that coaches emphasized the developmental and 
quality assurance function, whereas purchasing organizations highlighted the mana-
gerial aspect of supervision in minimising the organizational risk of unethical or 
unprofessional practice. This is especially important if the organization has a pool 
of internal and/or external coaches that coach from different perspectives and 
approaches. Hawkins and Smith ( 2006 ) suggest the appointment of a Lead Coach 
that aims to facilitate joint meetings between the external and internal coaches and 
the organization to provide high level feedback on emerging systemic and cultural 
patterns, as well as general progress on contracted outcomes achieved during the 
coaching intervention. In our opinion this lead coach should ideally be a senior 
internal coach in the organization but the role can also be fulfi lled by an external 
coach with a sound knowledge of the organization. The Lead Coach further acts as 
knowledge broker to ensure that the coaches are fully informed on emerging strate-
gic challenges and other developments or interventions within the organization that 
may have a direct impact on the coaching outcomes to be achieved. In addition, the 
Lead Coach seeks to balance the expectations of both the client and the organization 
within the boundaries of confi dentiality. We also believe that this lead coach would 
be an ideal candidate to fulfi l the role of supervisor. 

 Regarding the role of the supervisor, it is important to be mindful that the coaches 
that participated in the research of Hawkins and Smith ( 2006 ) also indicated that 
supervisors must have business knowledge, must appreciate organizational dynam-
ics and be able to think in a systemic way. There is however limited research, if any, 
on what happens in coaching supervision and whether any of the identifi ed purposes 
are indeed achieved through coaching supervision. Next, we introduce a systemic 
coaching supervision framework according to which the training and development 
of potential supervisors can be structured.   

   Table 1    Primary foci of supervision (Source: Hawkins in Passmore  2010 , p. 217)   

 Main categories of focus  Function category 

 To provide a regular space for the supervisees to refl ect upon the 
 content and process  of their work 

 Developmental 

 To develop understanding and skills within the work  Developmental 
 To receive information and another perspective concerning one’s 
work 

 Developmental/resourcing 

 To receive both content and process feedback  Developmental/resourcing 
 To be validated and supported both as a person and as a worker  Resourcing 
 To ensure that as a person and as a worker one is not left to carry, 
unnecessary, diffi culties, problems and projections alone 

 Resourcing 

 To have space to explore and express personal distress, 
re-stimulation, transference or counter transference that may be 
brought up by the work 

 Qualitative/resourcing 

 To plan and utilize their  personal and professional  resources 
better 

 Qualitative/resourcing 

 To be proactive rather than reactive  Qualitative/resourcing 
 To ensure quality of work  Qualitative 
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3     A Systemic Coaching Supervision Framework 

 In this section we fi rstly provide a brief introduction to the framework and then a 
detailed discussion of the components in the framework. 

3.1     Brief Introduction 

 In recent years we have seen an exponential increase in published literature on the 
changes in the operating context of business, from relative stable, orderly and pre-
dictive to operating arenas characterized by contextual volatility, uncertainty, com-
plexity and ambiguity (cf. Johansen  2012 ; Stacey  2007 ; Veldsman  2013 ). In this 
regard the recent global economic and socio-political turmoil serve as examples. In 
our experience, the majority of leaders and executives we coached introduced topics 
that manifested across different sub-systems that required work on multiple levels 
at the same time. There is an old Shona saying in South Africa that ‘the fi sh is as 
strong as the water it swims in’ which implies that a leader should have both rela-
tionships and relatedness with other leaders in the system, and must also take into 
account the infl uence of the immediate and broader context in order to function 
effectively. This has a direct infl uence on the way that coaches, coach in the organi-
zation and on the way in which supervisors support coaches in working in a sys-
temic way. This principle guided our initial exploration on what should be included 
in a coaching supervision framework and provided the impetus for including gen-
eral systems theory and systems thinking as broad conceptual approach. Fuqua and 
Newman ( 2002 ) introduced different principles of systems theory that informed the 
supervision framework: (1) a system comprises of multiple subsystems that are 
interdependent and interacts with the environment; (2) any change in one part of the 
system has the potential to create unintended (residual) effects on other parts; and 
(3) within the context of human systems and their complex and interactive nature 
different paths can lead to the same results. We found some support in the more 
recent adaptations Hawkins and Smith ( 2013 , p. 170) made to the developmental 
model of coaching supervision where they defi ne systemic supervision to be based 
on four pillars:

  Informed by a systemic perspective; in service of all parts of the system; attends to the cli-
ent in relation to their systemic context(s); and includes and refl ects upon the supervisee 
and supervisor as part of the systemic fi eld. 

 The Systemic Coaching Supervision Framework is presented in Fig.  1 . The aim 
with this framework is fi rstly, to present and describe the different components 
which should be considered when providing coaching supervision from a systemic 
perspective and secondly to highlight some of the design questions, which should 
be asked in developing a systemic coaching supervision training programme. In the 
next section the different building blocks are subsequently discussed in more detail. 
The fi rst building block focuses on the broader and immediate business contexts 
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within which the supervision is provided as well as the refl ective space created by 
coaching supervisors. This is followed by a discussion on the profi les and competen-
cies of coaches and supervisors with special reference to the differences between these 
roles with regards to the theoretical, ethical and practical foundations. The authors 
then highlight the coaching supervision development process. The last two sections of 
the chapter focus on specifi c meta-theoretical container to coaching supervision and a 
number of different models, which can be used in the development process.

3.2        Broader Context 

 Working from the outside to the inside of the Systemic Coaching Supervision 
Framework, the broader context is discussed fi rst. This broader context requires an 
awareness and impact of multicultural, country and industry perspectives on the 
supervisory process. The supervisor has to take into account the national and 
regional political, economic, social, technological, legal and environmental issues 
(PESTLE analysis - popular strategic tool to identify external factors that may 
impact the organization) that are operating in the background but could create chal-
lenges for the coach and client organization. With regards to the trends and critical 
events in the broader social context in South Africa, the following can be seen as 
challenges faced by leaders: socioeconomic status and poverty, education, health, 
crime and sexual orientation (e.g. homophobia). 

 Given the highly diverse and complex South African society it is increasingly 
important to deal with both the country and industry challenges faced by coaches as 
well as the cultural differences, which may exist between coaches and supervisors in 
the supervision process. Christiansen et al ( 2011 ) further acknowledge that people dif-
fer in a number of culturally important ways, such as race, gender, religion, socioeco-
nomic status, language, education, sexual orientation and ethnicity. Our search on 
multicultural supervision guided us to research in the therapeutic context where multi-
cultural competence is considered a core competency in the provision of ethical clinical 
practice (Falender and Shafranske  2007 ; Soheilian et al.  2014 ). It is further recognized 
that to be multicultural competent, the emphasis must be on both cultural awareness 
(cognitive process where culturally relevant information is processed intellectually) 
and cultural sensitivity (that refers to the emotional reaction that result in an intercul-
tural signifi cant experience) when working with differences (Christiansen et al.  2011 ). 

 There are different models applied within the coaching domain (e.g. Rosinski 
 2003 ) utilizing cultural orientation frameworks as language to talk about culture. 
Bennett ( 2004 ) introduced a useful empirical model mapping the stages people go 
through towards intercultural sensitivity: from denial, defence, minimisation, and 
acceptance to cognitive and behavioural adaptations. The fi rst three stages are 
termed ‘ethnocentric’ where people view their own culture as central to their experi-
ences and the last three ‘ethnorelative’ where people view their own culture as only 
one worldview from many possibilities. Bennett ( 2004 ) thus refer to intercultural 
sensitivity as the ability to discriminate between and experience cultural differ-
ences, in contrast intercultural competence is referred to as the ability to think and 
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act in intercultural appropriate ways (p. 62). Inman and DeBoer Kreider ( 2013 ) are 
of the opinion that in order to enhance multicultural competence the focus must be 
on awareness, knowledge and skill. In this regard Soheilian et al. ( 2014 , p. 380) 
emphasize the importance of working on cultural identity for both the supervisor 
and supervisee and refer to multicultural supervision as

  the supervisor’s ability to address and facilitate cultural discussions in supervision, incor-
porate culturally sensitive interventions, assessments, client conceptualisations; and evalu-
ate the multicultural competence of her or his supervisee. 

   Hawkins and Smith ( 2013 ) make a further differention between cross-cultural 
work (where the individual approach and try to understand another person from his/
her own culture – ethnocentric in nature) and work that is transcultural (where the 
individual moves beyond cultural differences and is able to function within the con-
text of other cultures – ethnorelative in nature). Reviewing the different defi nitions 
there appears to be strong alignment between transcultural and multicultural work. 
In conducting multicultural supervision Christiansen et al. ( 2011 ) further describes 
two perspectives to enhance cultural sensitivity, the cultural differences and the cul-
tural affi liation perspective. If supervision is approach from a cultural difference 
perspective the style and approach of supervision will be strongly anchored in 
understanding cultural differences based on certain customs, language, traditions, 
beliefs and values. The argument is that multicultural supervision in this perspective 
requires a systemic approach with additional interventions for both the supervisor 
and supervisee to expand their world view and engage in continuous multicultural 
education. The cultural affi liation perspective, on the other hand, explores the 
degree to which individuals identify with their cultural group, the dominant culture 
or both. Christiansen et al. ( 2011 ) argue that multicultural supervision within this 
perspective focuses on racial identity stages of the supervisor and coach and it is 
then important to match a coach and supervisor from different cultural backgrounds. 
Working in the multicultural domain raises serious ethical concerns if the supervi-
sor lacked sensitivity to cultural issues that could ultimately result in a negative 
supervision experience. In this regard Wong et al. ( 2013 ) argue that it is the 
 responsibility of supervisors to ensure that supervisees develop multicultural 
competence. 

 There appears to be general support that little is known about what transpires 
within a supervision relationship where the emphasis is on the development of mul-
ticultural competence. Within a clinical supervision context where the emphasis 
was on multicultural events, race was identifi ed as a frequent topic followed by 
gender-related discussions and potential gender role confl ict (Christiansen et al. 
 2011 ; Inman and Ladany  2014 ; Soheilian et al.  2014 ; Wong et al.  2013 ). Gender and 
gender-related differences that have received some attention in the coaching litera-
ture but with limited focus in research within coaching supervision literature. In our 
collective experience and with acknowledgement to Soheilian et al. ( 2014 ) we sup-
port the view that race and gender are believed to be noticeable topics in supervi-
sion, especially given historical and socio-political climate in South Africa. 
Gender-related critical events in coaching supervision warrants further research.  
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3.3     Business Context 

 As alluded to previously, all the different components of the Systemic Coaching 
Supervision Framework are interconnected and can unintentionally impact the 
supervisee-client as well as the supervisor-supervisee system. Using an onion as 
metaphor, it is all about reviewing the infl uence of each subsequent level on the 
next. Within the immediate business context the emphasis is on organizational cul-
ture, climate and ethics; organizational mission, vision and strategy as well as orga-
nizational structure. Hawkins and Smith ( 2013 ) refer specifi cally to the infl uence 
and expectations of ‘the client organization and its stakeholders, the coach’s organi-
zation and its stakeholders as well as the supervisor and its organizational and pro-
fessional context’ (p. 200). As the contextual complexity of an organization changes, 
the organizational and leadership requirements will also change. For example, a 
shift in strategy from a local market to a global market impacts the leadership com-
petency requirements towards that of a global mindset and intercultural sensitivity 
(Veldsman  2013 ). 

 Working effectively within and across the different levels therefore require asso-
ciated knowledge, skill and abilities from both coach and the supervisor. We also 
believe that coaching involves coaching the individual in role, in their team and in a 
specifi c organizational context. Given this perspective, the challenges faced by the 
coaches, the dynamics of the team in which they operate and the organizational 
values and culture will be important points of discussion and exploration during the 
supervision process. This implies that the supervising coach also needs a thorough 
understanding of the business context if he or she is to assist the coach in delivering 
a successful coaching intervention. In the following section the refl ective space fol-
lowed by the supervision process are discussed.  

3.4     Refl ective Space 

 Core to the Systems Coaching Supervision Framework is the development of refl ec-
tive practices, where coaches can refl ect on their work. In this regard Schwenk and 
Jack ( 2013 ) indicated that supervision should be viewed as facilitated refl ective 
practice, and Falender and Shafranske ( 2007 ) argue that a prerequisite to this meta- 
competence is the ability for introspection. Within the coaching supervision process 
this is achieved by encouraging and reinforcing the supervisee’s skills in self- 
assessment and refl ection. The work of Schön ( 1983 ), which refers specifi cally to 
refl ection-on-action (looking back on the experience to gain further understanding) 
and refl ection-in-action, (considering actions while in action) has received consider-
able attention within coaching and supervision. To be able to get to critical refl ec-
tion, Thompson and Pascal ( 2012 ) included refl ection-for-action (planning or 
thinking ahead). Effective refl ection therefore requires a high level of introspection, 
open-minded analysis and self-regulation. In this regard Campone ( 2011 , p. 15) 
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states that refl ective practice within supervision is characterised by  intention  (the 
motivation to approach supervision as learning opportunity), with a  purpose  (to 
enable learning from experience) and  structure  (systematic process to capture per-
sonal experiences and specifi c strategies for meaning making). The creating of such 
a refl ection space and practice is achieved through the supervision process (Table  2 ).

3.5        Coach and Supervisor Profi les and Competences 

 A core assumption of the Systemic Coaching Supervision Framework is that within 
a supervisory context all the sub-systems are connected, multileveled and open. 
Apart from the broader context, the framework also depicts the coaches and coach-
ing supervisors who enter the system. We conceptualized the framework by thus 
secondly concentrating on the two most important role players namely the coach 
and the coaching supervisor. Both these individuals enter the system with a specifi c 
profi les and competencies as indicated in the far left and right parts of the 
framework. 

 Competence is a core ethical principle that informs psychology as profession. As 
both authors are registered psychologists and coaches we are mandated to practice 
exclusively within our boundaries of competence (Ethical Code of Conduct  2006 , 

   Table 2    Design questions to be asked in developing a systemic coaching supervision teaching 
programme   

 Systems 
component  Design questions 

 Broader 
context 

 Do the supervisors in training understand the way in which the multicultural, 
country and industry contexts infl uence the supervision process? 
 Do the supervisors have an acceptable level of knowledge about the national 
and regional political nuances, the economic and social challenges; and the 
legal and environmental issues faced by the coaches? 
 How can the multicultural competence (cultural awareness and sensitivity) of 
the supervisors be improved? 
 In what way can the supervisors’ competence in working across race and 
gender be developed? 

 Business 
context 

 How can the supervisors be educated on the organizational culture, climate 
and ethics; organizational mission, vision and strategy as well as 
organizational structure? 
 How will they use this knowledge in guiding the coach to operate within this 
context? 

 Refl ective 
space 

 What are the abilities required in providing a refl ective space and how can the 
supervisor’s ability to provide this space for coachees be developed? 
 What is the current level of the supervisor’s refl ective ability and how can this 
be developed? 
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p. 16) and this therefore strongly inform our approach to both coaching and supervi-
sion. Especially meta-competence as organizing principle (knowing what you know 
and do not know) is of importance in the training and development of psychologists 
(Falender and Shafranske  2007 ; Grus  2013 ) and, we propose, also in the transition 
from coach towards becoming a supervisor. Competencies are measureable human 
capabilities that involve knowledge, skill and attitudes (Soheilian et al.  2014 ). The 
principle of competence is also strongly anchored in competency frameworks of 
different coaching professional bodies. We therefore believe that coaches entering 
the organization to provide coaching and receive supervision should already have 
the basic competencies of coaching as well as an understanding of the importance 
of supervision. Similarly we require coaching supervisors to be well equipped to 
deliver on the different supervision needs, which are described in this chapter. 

 There are indeed a shared knowledge base or core knowledge, skills and abilities 
applicable to almost all coaching activities. In this chapter we have indicated, where 
applicable, the evidence based theories and models required on both micro and 
macro levels. The Standard Australia Handbook for Coaching in Organisations 
( 2010 ) provides a valuable summary of coaching competency frameworks from dif-
ferent professional societies around the world. It also lists the major evidence bases 
upon which these competencies rest and refers specifi cally to four skills sets (cf. 
Standards Australia 2010, p. 34–35 for a comprehensive discussion of the following 
generic coaching competencies and supporting knowledge bases) to which we 
added a fi fth namely, multicultural skills:

•    foundational or micro skills  
•   conceptual and technical skills  
•   self-management and development skills  
•   boundary management skills  
•   multicultural skills    

 Providers of coaching can further be divided into internal and external coaches. 
Top executives and leaders are typically coached by external coaches and employ-
ees by internal coaches, which can be their direct managers or other managers in the 
organization (Spaten and Flensborg  2013 ). The goal or outcome to be achieved may 
be similar but the major difference is in the coaching relationship where the execu-
tive will select a coach whereas the employee usually has no infl uence on who will 
coach them. Coaches can be employed by a coaching organization or consultancy 
that may utilize specifi c proprietary models or frameworks in the coaching interven-
tion. It is not the purpose of this chapter to go into a detailed discussion regarding 
the type (one-on-one, peer or group/team coaching and supervision), role and 
responsibility as well as supporting knowledge, skill and attributes required in each. 
It is however important to emphasize that depending the specifi c role profi le and 
type of coaching and supervision applied, supporting competencies may be differ-
ent. Empirical evidence in this area is emerging with power relations and boundary 
management identifi ed as key areas for further research. There are furthermore dif-
ferentiation in the role of the supervisor as determined by the purpose of supervision 
(refer to the discussion Sect.  2.2  on the responsibilities of the lead coach). 
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 In determining the competence of coaching supervisors we were further informed 
by the work of Drake ( 2014 ) that provided an underlying architecture for the devel-
opment of supervisors. He positioned three windows (a frame through which the 
supervisor can view the changing internal and external landscape) through which 
choices are made in supervision: (1) the artistry window focuses on the use of 
energy and own somatic experiences in supervision – anchored in the neuroscience 
of self-regulation; (2) the identity window represents the roles and functions 
attended to in supervision; and (3) the mastery window represents the domains of 
knowledge and evidence needed by supervisors. His conceptualization, not empiri-
cally tested, highlighted specifi cally two domains of knowledge often neglected in 
formal education – personal and contextual knowledge. Of further value is that each 
window is based on two axes, the vertical representing interpersonal competence 
(levels of consciousness) and the horizontal representing levels of technical compe-
tence (levels of expertise and ability to manage complexity) (cf. Drake  2014 , p. 40.) 

 Evidence in support of the essential components of different coaching compe-
tency frameworks is starting to emerge, however peer-reviewed research on the 
competence of coaching supervision still lags, including identifying effective edu-
cation and teaching practices to promote supervisor competence development. 
Reviewing theories of supervision, contemporary supervision practice as well as 
recent research, key mediators of effective supervision in the clinical domain were 
cited as supervisory working alliance, supervisor style, supervisor competence in 
supervision as well as supervisor multicultural competence (Inman and DeBoer 
Kreider  2013 ; Ladany et al.  2013 ; Soheilian et al.  2014 ). These areas require further 
exploration within the fi eld of coaching supervision. Aligned with a systemic 
approach, a holistic aim is to develop supervisors that can operate at increased levels 
of competence with the ability to manage increased levels of complexity. Next, the 
coaching supervision development process is briefl y introduced (Table  3 ).

   Table 3    Design questions to be asked in developing a systemic coaching supervision teaching 
programme   

 Systems component  Design questions 

 Coach 
competencies 

 Do coaches with different levels of competence (for example, junior, 
senior and master) require different forms of supervision and how should 
this be considered in matching the coach with a supervisor? 
 How will the supervisors enhance the foundational micro, conceptual and 
technical, self-management and development, boundary management and 
multicultural skills during the supervision process? 

 Supervisor 
competencies 

 On what basis will trainee coaching supervisors be selected? 
 How can the supervisor’s current level of interpersonal competence 
(levels of consciousness) and technical competence (levels of expertise 
and ability to manage complexity) be determined at the onset of training? 
 How can the supervisors’ skills in developing an effective working 
alliance, their supervision styles, and multicultural competence be 
developed? 
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3.6        Coaching Supervision Development Process 

 The Systemic Coaching Supervision Framework presented in this chapter, includes 
a description of the coaching supervision process in three stages. This process con-
sists of needs and expectations, contracting and development stages. These stages 
are described next. 

    The Needs and Expectations Stage 

 Similar to the well-known coaching life cycles, which are used by coaches to struc-
ture a coaching process with their clients, supervising coaches use a similar process to 
plan, structure and deliver coaching supervision interventions. The fi rst stage is called 
the needs and expectation stage. In this stage the organization, supervisor and coach 
or group coaches, clarify their needs and expectations of each other before entering 
into a formal supervision contract. The individual coach often approached a lead 
coach or supervisor with one or more objectives in order to develop their individual 
coaching competencies, while a group of coaches may express the need to develop 
both individual and team coaching competencies. When coaching in the same system, 
a group of coaches may also express the need to develop their individual coaching 
skills as well as, for example, their competence in analysing the system psychody-
namics operating in the organization. Either way, for the majority of coaches, the 
supervising process is mostly designed as a co-learning or collective learning process 
in which both supervisors and coaches take part in the learning (Carroll  2010 ). 

 Apart from developing coaching competencies, novice coaches also request 
coaching supervision in order to develop their “business or coaching practice skills” 
in an attempt to improve their marketing, business strategies, networking and report 
writing skills. The Association for Coaching (2012) states that the third objective 
revolves around regular monitoring and reviewing of the coache’s work which is 
essential in maintaining the standards of practice, providing ethical services and 
staying within the boundaries of the work of a coach. The Association also believes 
that supervision provides a space to develop emotional intelligence, to gain support, 
bring theory and practice together, gain new insights in order to develop into a suc-
cessful coach. The Association also believes that coaches should opt for supervision 
because it is a place to develop their emotional intelligence, gain support, relate 
theory to practice, gain new insights and develop into an excellent coach. The 
Association for Coaching ( 2012 ) suggests fi nding a qualifi ed and experienced super-
vising coach who has also trained as a coaching supervisor. The Association also 
points out that not all qualifi ed supervisors come from a purely coaching back-
ground. It is however more important that they have practised as a coach. They may 
for example be psychologists or psychotherapists who are also coaches. Most impor-
tantly they should have the knowledge and skills to enhance the coachee’s learning 
and development and be familiar with the supervision process (Standards Australia 
 2010 ). It is also not uncommon to fi nd a coach in two relationships with two differ-
ent supervisors who address different development needs (Passmore  2011 ). 
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 Murdoch and Arnold ( 2013 ) believes that selecting a supervisor with high emo-
tional intelligence will also meet the psychological development needs of coaches. 
In addition, Christiansen et al. ( 2011 ) emphasize the need for supervisors to be cul-
turally sensitive when working with a client that is culturally different from them-
selves. The best way to develop multicultural sensitivity is a topic that requires 
further research. We propose that emotional intelligence will be instrumental in 
developing multicultural competence which will assist greatly in staying positive in 
diffi cult situations. The authors also believe that part of supervision involves the 
development of stress tolerance, impulse control, positive self-regard, social respon-
sibility, optimism and happiness and that these characteristics can signifi cantly 
improve the success of any coaching assignment, especially within a multicultural 
context.  

    Contracting Stage 

 The Association for Coaching ( 2012 ) suggests different forms of coaching supervi-
sion. These include: One-to-one coaching supervisor, one-to-one peer coaching 
supervision, group coaching supervision, peer group supervision, telephone or 
video-conference supervision and e-mail supervision. 

 Creating a supervision contract, however, entails signifi cantly more than just 
deciding on the form of supervision. It is about establishing and managing profes-
sional boundaries based on a clear understanding of the roles and responsibilities of 
each party, including the sponsoring organization (Gray  2007 ). In agreeing and for-
mulating a supervision contract, most supervisors will expect each coach to be fully 
responsible for his or her own learning process. This is especially true with regards 
to the frequency, content and intensity of the supervision sessions. Most coaches 
also expect coaches to take responsibility for the personal refl ections, insights and 
conclusions, which they may have during and after the supervision sessions. The 
clarity with which the contact is designed will contribute signifi cantly to meaning-
ful and productive relationship. In developing the contract the authors suggest 
focusing on the following:

•    Address the practical aspects of the contract as well as the psychological compo-
nents e.g. confl icts, transference, premature termination  

•   Agree that each coach is responsible to regularly expressing new needs, which 
may arise  

•   Agree that every coach should participate actively in presenting content, facili-
tating learning and refl ecting e.g. action learning methodology  

•   Discuss clear boundaries and stress that these are learning and not therapy ses-
sions and that coaches should create an alternative support structure for support 
of a more personal nature  

•   Agree on the broad development objectives and manage the process accordingly 
but with the necessary fl exibility to introduce new and related objectives e.g. 
individual, team and system psychodynamic competencies  

P. Koortzen and A. Odendaal



83

•   Decide on the different methodologies to be included in the supervision process. 
This can include journaling, refl ecting, action learning and other forms of 
development  

•   Co-create or design the sessions creatively and allow the coach to take more 
responsibility in this as the process progresses  

•   Decide on the time frame of the cycle and the dates, duration and venue of each 
session  

•   Agree on the confi dential nature of the content and clients being discussed dur-
ing the sessions  

•   Address the way in which group supervision sessions will be structured and the 
way that differences and diversity will be dealt with  

•   Detail the process for dealing with any differences or disputes and clearly discuss 
termination procedure especially in the role as supervising coach  

•   Usually a contract will also attend to the investment linked to the supervision e.g. 
associated cost and what it includes     

    Development Stage 

 Although the literature on models for supervision is expanding very few fi t for pur-
pose models have been developed for coaching supervision within a highly diverse, 
multicultural and complex system. As with the well-known Seven-eyed model of 
Hawkins (2007) the majority of models were initially developed in the social work, 
nursing or counselling psychology disciplines. This implies that a great need exists 
for the development of unique coach supervision models and it is encouraging to 
notice attempts by different authors to conceptualise such models (Table  4 ).

   In the next section the authors present a number of models, which are used in the 
coaching supervision context. As indicated in the Systemic Coaching Supervision 
Framework the development stage can be based on an array of different approaches 
and theories, which also include, to varying degrees, different methods and tools on 
coaching supervision. It is safe to say that the solution to new, unique coaching 
supervision models may not be found in one specifi c model, but in a combination of 
models. At the start of this section we however want to present a meta-theoretical 
container which describes the important components of the coaching supervision 
process and sessions.   

3.7     A Meta-theoretical Container 

 At the time of publication, the authors reviewed a number of different conceptual-
izations and approaches to coaching supervision, which included the work of 
Alderfer ( 1977 ), Holton and Swanson ( 2011 ), and Alison Hodge ( 2014 ). The last 
mentioned author combines different theories into an integrative development 
framework. This container is presented with a number of expansions based on the 
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authors’ experiences. We believe that this meta-theoretical container aligns well 
with our thinking in that it focuses on three non-negotiable aspects of coaching 
supervision. By including this container in a coaching supervision training pro-
gramme, trainees are provided with three ingredients, which will contribute signifi -
cantly to a successful supervision process. 

 Based on her doctoral research into supervision Hodge ( 2014 ), developed a 
framework, which she believes act as a container for coaching supervision and 
which rests on three pillars (Fig.  2 ). These Pillars she calls (1) The supervision rela-
tionship, (2) Creating the core conditions of adult learning, and (3) Promoting the 
value of refl ective practice. She also views these pillars as the core ingredients that 
support coaches in their ongoing wellbeing and development.

   With regards to the supervision relationship pillar Hodge ( 2014 ) focuses on the 
purpose or functions of coaching supervision and stresses how the process and rela-
tionship between the supervisor and coach provide important evidence on the 
dynamics operating in the relationship and organisational system. This is in line 
with our thinking with regards to clear purposes and a sound understanding of the 
system dynamics in the organization. She mentions that parallel processes can 
emerge in the supervision space, which can raise awareness in the coach and pro-
vide insights into what is happening in the client system. The ‘here and now’ pro-
cesses in the supervision may also be indicative of what is happening in the coach/
client relationship or in the coachee’s system and this may give the coach new direc-
tion in terms of how to proceed in the coaching. 

   Table 4    Design questions to be asked in developing a systemic coaching supervision teaching 
programme   

 Systems component  Design questions 

 Supervision needs 
and expectations 

 In what way will the supervisors ensure that they enter into the 
relationship with the necessary emotional intelligence and cultural 
sensitivity? 
 How will the supervisors identify the different supervision needs which 
individuals and groups may have? 
 How will the supervisors address the needs to develop process and 
system psychodynamic (below the surface) coaching skills? 
 In what way will the supervisor ensure that ample time is provided for 
the development of business and coaching practice skills? 

 Contracting  Which factors play a role in the form of supervision which can include 
one-to-one, one-to-one peer, group, peer group and telephone or 
video-conferencing supervision? 
 In what way will the supervisor negotiate the practical and 
psychological aspects and the boundaries of the contract? 
 In what way can the supervisor ensure that the roles and responsibilities 
of both parties are clear and that the coach takes responsibility for his 
or her own learning? 
 How will the two parties settle disputes during the supervision process? 

 Development  How will the supervisor ensure that models of supervision are used in 
highly diverse, multicultural and complex system? 

P. Koortzen and A. Odendaal



85

 Some researchers, including Alderfer ( 1977 ) have found that dynamics in one 
part of an organization (supervision context) can be refl ected in another part of the 
organization (coaching context). Alderfer developed the concept of parallel pro-
cesses, which refers to any apparent resonance or similarities between two engaged 
social systems. This implies that dynamics that developed collectively in organiza-
tions can manifest in different parts of the system simultaneously. Coaches, there-
fore, need to be cognisant of the fact that manifested behaviour in the coaching 
relationship might be the result of what is happening elsewhere in the system. The 
coaching process therefore often resembles some of the dynamics of the broader 
system and the role of the supervisor is to assist the coach in studying these dynam-
ics. Of great importance in a multicultural context, is an awareness of the cultural 
dynamics, which may surface in both the coaching and supervision processes. 

 Hodge (2014) also explains that becoming aware of parallel processes occurs 
through a process of observation, modelling and feedback on the relational dynam-
ics that exist in the supervision relationship. This can especially be helpful in rain-
ing the self-awareness and insights which coaches can use with great effect in their 
coaching relationships (Critchley  2010 ; Drake  2011 ). The trust and safety created in 
this way, facilitates the sharing of concerns and vulnerabilities by the coach. Hodge 
( 2014 ) furthermore explains that the supervision relationship pillar relates directly 
to the purpose of the supervision, which she describes as formative, restorative and 
normative according to the work of Proctor ( 1987 ). In this regard we prefer the 
Hawkins’ set of purposes as described in Sect.  2.2  of this chapter. Nevertheless, we 
agree on the importance of having clear purposes in coaching supervision. 

 The second pillar of supervision refers to the creation of the core conditions of 
adult learning. Hodge ( 2014 ) believes that supervision should mainly be positioned 
as an adult learning process, which provides a refl ective learning space and a posi-
tive rather than punitive experience. Hodge ( 2014 ) also believes that when 
coaches understand how they learn, they are also better able to identify the most 
appropriate forms of refl ection for themselves which in turn will make them more 
effective learners. In a multicultural context the supervising coach need to pay spe-
cial attention to this aspect to ensure that individuals with different cultural back-
grounds and learning styles benefi t equally from the supervision. As Whybrow and 
Palmer ( 2006 ) suggest, that supervision models which developed in the counselling 
psychology fi eld may also have some relevance in industry and in evidence-based 
coaching because these models focus primarily on vulnerable adult clients. This 
lead us to believe that adult learning principles, by which each coach takes respon-
sibility for their own learning, as self-directed, autonomous adults are a fundamen-
tal container in coaching supervision. More specifi cally, adult learning is defi ned 
by Knowles et al. ( 2011 ) as “the extension and clarifi cation of the meaning of one’s 
experience” (p. 11). These authors argue that adult learning is an implicit part of 
every coaching session and with adult learning come change. Signifi cant changes 
in behaviours or attitudes can suggest that learning has taken place (Bachkirova 
et al.  2014 ). 
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 In his theory on ‘Andragogy’, Knowles ( 1990 ) for example identifi ed six main 
characteristics of adult learners that infl uences how the way they learn. In the coach-
ing supervision context, these principles can be explained as follows: 

•    Adults need and want to know what the learning is about and what the benefi ts 
are. This emphasises their independence as adult learners and keeps the respon-
sibility for the learning in their hands. The agenda should thus belong to the 
coach (Bachkirova et al.  2014 ).  

•   As self-directed individuals, adult learners generally become more autonomous 
as they mature. (Knowles et al., 2011). In this regard the supervising coach 
should treat them as adults and respect the knowledge they already have. This 
will include providing coaches with very specifi c feedback that is free of evalu-
ation and judgment (Cox  2012 ).   

•   Adults also have a signifi cant wealth of prior experience. Coaches who attend 
supervision sessions will draw on their past experiences and these experiences 
can become a vital catalyst in learning and unlearning (Cox  2012 ).  

•   It should also be recognised that adults will learn when they have a need to learn 
and the same should apply to coaches. Coaches generally seek supervision when 
their coaching engagements or practice create a need to know or understand or 
when they relies that their existing knowledge, skills and competencies are not 
effective in the situations they need to deal with.  

•   Adults also learn best when the learning is relevant they can apply it 
immediately.  

•   As internally motivated learners, adults are motivated by learning that helps them 
to solve problems and learning that can help them to feel more confi dant and 
self-actualised (Knowles et al.  2011 ).    

The third pillar of supervision is refl ection on practice (Hodge  2014 ). The author’s 
research showed that coaches should prepare for supervision by writing refl ections 
after their coaching sessions and bringing these to the supervision sessions. Coaches 
can use various ways of capturing their refl ections and these include notes, journal-
ing, drawings and e-mails, which allow them to record behavioural themes, pat-
terns, and insights gained during their daily activities. In this way coaches are 
developing their own form of ‘internal supervisor’ as Casement ( 1985 ) calls it 
(Table  5 ).

   In the last section in this chapter, two different models of coaching supervision 
are presented. Each of these models suggest different processes, methods and tools 
which form part of our Systemic Coaching Supervision Framework. In selecting the 
models to be included in this chapter we specifi cally focused on a model which 
represents the skills and supervision process (7-Eyed Model) and the required theo-
retical knowledge bases, methods and tools (Full Spectrum Model) which all align 
to our Systemic Coaching Supervision Framework.  
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3.8     Models of Coaching Supervision 

 Various models of supervision can be found in the literature and these include the 
7-eyed process model (Hawkins and Smith  2013 ), the Full Spectrum Model 
(Murdoch et al. 2010) and the Systemic Model (cf. Gray and Jackson  2011 ). 
Passmore (cf.  2011 ) also refers to the Refl ective coaching practitioner model, the 
Action learning supervision model, and the Gestalt supervision model. An overview 
of the fi rst two models is provided in this section because these align closely to the 
components in our framework. 

  The 7-Eyed Process Model     The original model can be traced back to 1985 when 
Hawkins and Shohet (Hawkins and Shohet  1989 ) developed a model to assist super-
visees and supervisors with the purpose of exploring the various different infl uences 
on supervisory activities. This model, however, had a wide range of applications 
and has been used by many different professionals in many countries. It eventually 
also found its way into the coaching supervision context (Hawkins and Smith  2013 ). 
Since 2006 it has become one of the most used models of supervision.  

 The 7-eyed process model is described by Hawkins as a model, which provides 
a systemic understanding of the supervision process. It also allows for the integra-
tion of insights, some psychological aspects and the internal life of the individuals 
involved in this process. The model can be used by both supervisors and coaches to 
analyse their supervision process and practices by focusing on a number of promi-
nent areas. The model can be presented graphically in the following way. 

 As indicated in Fig.  2 , the model focuses on the interplay between the supervi-
sory and coaching systems and the seven spaces or modes of communication or 
relationship (Hawkins  2010 ). The supervising coach uses different skills in the 
seven modes to assist the coach in refl ecting and learning. The discussion in each of 
the modes may differ in content, process and dynamics, and if done effectively, 
contributes to the coach’s understanding of the way he or she operates in the coach-
ing role and some of the practices that may affect his or her performance. Hawkins 
and Smith ( 2013 ) provide the following explanation of the supervision process 
using the 7- eyed model. 

  The Coachee     When focusing on the coachee the focus is on what is happening for 
the coachee in his or her role and the content and experiences they bring to the 

   Table 5    Design questions to be asked in developing a systemic coaching supervision teaching 
programme   

 Systems component  Design questions 

 Meta-theoretical 
container 

 What competencies do supervisors need in establishing and 
maintaining effective supervision relationships? 
 What competencies and process skills are needed in creating the core 
conditions of adult learning? 
 Which skills and methods will the supervisor need to optimise the 
value of the refl ective process? 
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coaching sessions. This includes the problems the coachee needs help with and 
how these may be representative of some of the problems manifesting in the 
coachee sessions. By refl ecting on this, mode one is described as ta process 
whereby the supervisor is helping the coach to review what actually happened with 
the coachee. This includes the problems the coachee seeks help with and how they 
are presenting the issues in the coachee sechees and the resulting sensations and 
emotions. What the coach saw, heard and felt during the sessions, and at the same 
time separating the factual content from the coach’s preconceptions, assumptions 
and interpretations (Hawkins  2010 ). As part of this refl ection the coach is also 
assisted in refl ecting on what happened when the coachee crossed the boundaries 
at the beginning and end of the sessions. The way in which coaches cross the super-
vision boundaries and what they start to speak about fi rst, often holds evidence of 
richest unconscious content that needs to be explored in the supervising session 
(Hawkins and Smith  2013 ).  

  The Coach’s Interventions     When exploring the coach’s interventions the supervisor 
and coach focus on the different interpretations and interventions the coach made 
during the coaching session and the alternative interventions, which could have been 
made. This may often lead to a discussion on the interventions, which coaches feel 
unsure or concerned about. This type of discussion involves exploring the different 
options and the possible impact of each. The mode two skill often involves assisting 
coaches with working through a deadlock situation which they have reached in the 
coaching process (Hawkins  2010 ). The coach may, for example, ask if he or she 
should collude with a situation or confront the issue? A skilful supervisor will avoid 
these ‘either-or’ discussions and rather make the coach aware of the way in which 
they limit their choice to two polarised possibilities without brainstorming alterna-
tives. In this mode the advantages and possible consequences of these alternatives 
can be explored and even role-played in preparation of the next coaching session 
(Hawkins and Smith  2013 ). Many confl icting fi lled situations can develop when 

  Fig. 2    The 7-eyed process 
model (Hawkins  2010 )       
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coaching in multicultural contexts and the coach needs to be aware of the cultural 
sensitive topics he or she tends to shy away from. The exploration of these topics and 
the underlying dynamics of the coach will need special attention when this appears.  

  The Relationship Between the Coach and the Coachee     The mode three skill focuses 
on the relationship, which the coach and coachee have created and this requires that 
the coach fi guratively lifts themselves out of the relationship in order to view the 
relationship from a new angle and perhaps gain new insights on it (Hawkins and 
Smith  2013 ). This allows the coach to explore both the conscious and unconscious 
dynamics, which may be operating in the coaching relationship. Many authors agree 
that a good working relationship forms the basis for the success of an executive 
coaching intervention (Kampa and White  2002 ; Kampa-Kokesch and Anderson 
 2001 ; Kilburg  2001 ; Lowman  2005 ). For this reason the coach should constantly be 
aware of the relationship dynamics, which may affect the success of the coaching 
process. In providing coaching supervision to coaches from different cultural back-
grounds, supervisors need to be acutely aware of the way in which for example, 
value differences can impact their relationship.  

  The Coach     According to Hawkins and Smith ( 2013 ) the coach should refl ect on 
themselves with regards to what is being triggered in them by what the coachee 
shares with them, and also the way in which they use the ‘self as instrument’ in 
detecting, exploring and gaining insight in unconscious material. The mode four 
skill therefore represents the way in which the supervisor assists the coach in pro-
cessing the feelings which were triggered during the work with the coachee. The 
focus,  however, is not only on exploring the coach’s feelings, but also on under-
standing how these feelings may be very useful in understanding what the coachee 
is experiencing but unable to verbalise. In this process the coach also explores how 
his or her personal ‘blocks’, including diversity and cultural dynamics, may prevent 
them from providing the necessary opportunities for the coachee and their system 
to change (Hawkins  2010 ).  

  The Parallel Process     In this mode the focus is on what the coach has unconsciously 
absorbed or internalised from the coachee system and how this at times is played out 
in the supervision session. The assumption therefore is that the coach can uncon-
sciously replicate the behaviour of the coachee and threat the supervisor in the way 
they were treated in the coaching session. The Mode fi ve skill requires from the 
supervisor not only to attend to what they are being told about the coaching system, 
but also how it plays out in the ‘here and now’ of the supervision session (Hawkins 
 2010 ). When becoming aware of these dynamics the supervisor then offers tentative 
refl ections or working hypotheses on the impact of these dynamics on the coaching 
relationship. When done effectively this process can assist the coach in becoming 
aware of how their conscious understanding of the coaching situation may however 
also have emotional, irrational and unconscious impacts on them (Hawkins and 
Smith  2013 ). This may even include assisting a coach with a valence for multicul-
tural dynamics and the strong emotions, which may have been projected onto them.  
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  The Supervisor Self-Refl ection     According to Hawkins and Smith ( 2013 ), the focus 
for mode six is the supervisor’s ‘here and now’ experience while with the coach and 
what can be learnt about the coach/coachee relationship from their own response to 
the coach and what the coach presents. The Mode six skill therefore involves the 
supervisor attending to both the presented material and its impact on the ‘here and 
now’ relationship and their own internal process (Hawkins and Smith  2006 ). In this 
process the supervisor is bound to discover unconscious material related to the 
coaching relationship, by attending to his or her own feelings, thoughts and fanta-
sies (Hawkins  2010 ).  

  (7) The Wider Context     Hawkins ( 2010 ) describes mode seven as the mode in which 
the focus is on the organisational, social, cultural, ethical and contractual context in 
which the coaching is taking place. This requires an awareness of a wide array of 
stakeholders, which may impact the coaching process. Some of these stakeholders, 
which may impact the process include the client organisation, the coach’s organisa-
tion as well as the professional network of which the supervisor may be part of 
(Hawkins, 2010). The Mode seven skill thus requires that the supervisor and coach 
consider how these different contexts or parts of the larger system can impact their 
cognitions, emotions and behaviours (Hawkins and Smith 2006). This involves for 
example the exploration and understanding how the culture of different system may 
create misconceptions, delusions and even unconscious collusions in both the coach 
and supervisor. To attend to mode seven the supervisor will need a high level of 
transcultural competence in order to assist the coachee in exploring and  understanding 
the unique dynamics and processes operating in different organisational cultures 
(Hawkins and Shohet  2000 ).  

  Full Spectrum Model     According to Murdoch and Arnold ( 2013 ) the Full Spectrum 
Model provides an in-depth description of the practice of supervision. In this model 
the authors address the meta-theories, supervision models, skills and tools. In 
essence, this inclusive model illustrates how supervision draws on adult learning 
theory, systems theory, refl ection, mindfulness, interpersonal psychology, neuro- 
science and dialoguing. In combination these theories and practices provide the 
basis of supervision as a refl ective practice.  

 When studying the model in detail it is clear that the authors attempted to focus 
on the relationship nature of supervision. According to Murdoch and Arnold 
( 2013 ), the work takes place in the relationship and through the conversation. 
When the supervisor and coach create an open and equal learning partnership 
where both are learning and where they push each other’s learning, new ideas and 
insights can emerge. Even though both may be learning, the focus is always on the 
coachee and his or her practice and the actions, processes and dynamics that 
impact this practice. Murdoch and Arnold ( 2013 ) and Passmore ( 2011 ) believe that 
working in this way the coach can over time improve his or her work. In this way 

P. Koortzen and A. Odendaal



91

it is possible to attend to the core tasks of coaching supervision, which are in line 
with the systemic and multicultural approached presented in this chapter:

•    Assuring professionalism, integrity and ethical practice of the coach.  
•   Ensuring the continuous personal and professional learning and development of 

the coach.  
•   Learning to be present, mindful and transpersonal when working with coaches in 

order to facilitate the development of these skills in them. These authors thus go 
beyond the multicultural perspective presented in this chapter with a transper-
sonal perspective, which implies experiences in which the self extends beyond 
(trans) the individual or personal and includes the wider aspects of humankind, 
life and intra psychic experiences.  

•   Using clear explanations and interpretations of the psychodynamics, which are 
operating in the different relationships and assisting the coach with exploring 
these.  

•   Practical modelling of refl ective learning skills.  
•   Assisting the coach to focus on rest, refuelling and restoration.  
•   Celebrating and honouring the work and successes of the coach.    

 In order to do this Murdoch and Arnold ( 2013 ) suggest that amongst other things 
a number of theoretical knowledge bases and tools are required, which they grouped 
into four categories. These categories are presented in Table  6 .

   This model is therefore by no means a step-by-step tool of supervision but rather 
a representation of the multi-layered nature of supervision. The Full Spectrum 

   Table 6    The coaching supervision academy’s full spectrum model (From: Murdock and Arnold, 
 2013 , p xxiv)   

  Theoretical knowledge bases    Meta skills ,  self - support ,  refl ection  
 Quantum physics Systems Psychologies of:  Energy management 
   Development  Presence/mindfulness 
   Change  Internal supervisor 
   Groups  Parallel process 
   Organizations  Who you are is how you supervise 
 Sociology of:  Books and articles 
   Organizations  Reviews 
  Relationship building and sustaining tasks    Methods ,  tools and actions  
 Create working alliance  Psychometrics 
 Support and challenge  Multi-party contracting 
 Teach and develop  Arts based approaches 
 Ensure ethical and professional standards  7-eyed model (Hawkins) 

 Developing refl ective practice 
 Coaching psychology 
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Model can be seen as a collection of methods, approaches and ways of being for the 
supervisor to support new insights, awareness and transformation (Murdoch and 
Arnold  2013 ) (Table  7 ).

4         Summary 

 The Systemic Coaching Supervision Framework is a fi rst attempt towards identify-
ing and integrating a multitude of principles and practices of coaching supervision 
with the goal of identifying those components which should be considered in 
designing a coaching supervision training programme. The framework can be seen 
as a systemic, process framework, which highlights both the contexts, tasks, com-
petencies required and the developmental process. In order to provide effective 
coaching supervision, supervisors fi rstly, need to understand the broader context 
within which the coaching supervision is provided. This includes developing a clear 
perspective on the unique nature of the country and industry as well as the multicul-
tural dynamics in which the service is provided. Given the highly diverse and com-
plex South African society it is increasingly important to deal with both the country 
and industry challenges faced by coaches as well as the cultural differences, which 
may affect the coaching and coaching supervision process. 

 Secondly, we emphasize the principle that coaching supervisors should under-
stand the business context in which the coach is delivering services. This includes 
the culture and values of the organization; the mission, vision and strategy and the 
structure of the organization. This contextual understanding will assist the supervis-
ing coach in exploring organizational (systems), team and leadership dynamics, 
which impact the coaching. This will allow the coaching supervisor to focus on the 
coach, client, organization and the business and broader country context, and the 
interactions between the different sub-systems. 

 Thirdly, the supervisor needs to understand the relationship nature of coaching 
supervision and that the success of the intervention depends on the relationship, 

   Table 7    Design questions to be asked in developing a systemic coaching supervision teaching 
programme   

 Systems component  Design questions 

 Models, methods and 
tools of coaching 
supervision 

 What supervision modes are available to supervisors and in what way 
can they work with their own psychological process and that of the 
coach and coachee and organization in the supervision process? 
 What are the different theoretical knowledge bases that supervisors 
should have given the fact that they will supervise coaches with an array 
of clients in different organizational systems who are going through 
different developmental stages and career and organizational changes? 
 What methods and tools should supervisors have available to assist 
them in the supervision process? 
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which is created in this refl ective space. The creation of a safe and non-judgemental 
refl ection space as well as an effective development process requires specifi c com-
petencies from the supervising coach. Both coaches and coaching supervisors enter 
the relationship with specifi c profi les and competencies, which may affect the way 
in which they perform their tasks and learn collaboratively in the supervision space. 
A certain level of self-awareness, an understanding of one’s competencies and a 
learning attitude is required to get optimal value from the supervision relationship. 
This will also assist in making an initial evaluation of the competency gaps, which 
may exist and in defi ning the needs and expectations of the coach. Essential compo-
nents, specifi cally to multicultural supervision, are further positioned as supervisor- 
supervisee relationship (and the interrelationship with all the sub-systems), 
supervisor competence in supervision as well as supervisor multicultural compe-
tence. Research within the clinical domain has further pointed towards specifi c out-
comes such as supervisee multicultural competence or supervisor and supervisee 
meta-competence that may be linked to effective and ineffective supervision. 

 Fourthly, the Systemic Coaching Supervision Framework highlights the scien-
tifi c and ethical practice of supervision by emphasizing knowledge, skills and attri-
butes (and their integration) required to meet professional standards of supervision 
practice. Competence is not optional and is positioned as a critical outcome of train-
ing as a supervisor. An important aspect of competence is meta-competence – 
knowing your limitations and having the ability to evaluate your own performance. 
Build into the framework is therefore the continuous focus on refl ection and intro-
spection with the aid of different structured methods and tools. 

 Fifthly, the framework focuses on the three stages in the development process, 
which includes the clarifi cation of needs and expectations, contracting and develop-
ment. Clarifying the needs and expectations of the coach or coaches assists in 
 identifying the purpose of the supervision while the contract solidifi es the boundar-
ies of the engagement. 

 Finally, the framework focuses on a meta-theoretical container which provides 
three pillars on which supervision is based as well as two coaching supervision 
models which focus on the supervision process and modes of supervision, and theo-
retical knowledge bases, methods and tools required to deliver effective supervision 
sessions. The focus can then shift to determining content to be learned and the range 
of options available to facilitate the learning. This chapter therefore also provides a 
number of design questions for consideration when designing a coaching supervi-
sion training programme.     
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      Morality on the Executive’s Couch: Ethical 
Perspectives on Coaching Psychology, Theory 
and Praxis                     

       Jeremias     J.     De     Klerk    

    Abstract     Coaching is one of the fastest growing industries. However, ethical 
insights on coaching are not developing at the same rate. Even highly qualifi ed 
coaches can fi nd themselves involved in serious ethical issues, especially in a multi- 
cultural context. This chapter is a philosophical and normative analysis from a 
meta-theoretical literature review. Ethical issues are identifi ed, questionable 
approaches in coaching psychology is critiqued and a model for ethical coaching in 
a multi-cultural context is developed under eight themes: coaching regulation, sci-
entifi c foundation, normative issues, diagnostic assessments, confi dentiality and 
confl icting interests, dependency, keeping coaching boundaries and coaching profi -
ciency. Coaching ethically is complex and fraught with ethical issues that can easily 
be missed. Identifi cation of the ethical issues in coaching psychology creates better 
understanding of potential ethical pitfalls and how to avoid them. This can lead to a 
more ethical, and thus sustainable coaching industry.  

  Keywords     Ethics   •   Cross-cultural   •   Morality   •   Coaching  

1       Introduction 

 Coaching psychology and theory is operationalized through the practices of coach-
ing practitioners coming from a diverse range of backgrounds. Coaching is also 
being done with people from every conceivable ethnic and cultural background. 
Coaching is an eclectic fi eld of study in psychology, with every coaching event 
providing ample opportunity for both ethical and unethical behaviour to manifest. 
In order to ensure morally responsible coaching, ethical matters in coaching 
psychology, theory and praxis should be proactively identifi ed, acknowledged 
and dealt with appropriately. This is especially true when coaching across cultural 
differences. 

        J.  J.   De   Klerk      (*) 
  University of Stellenbosch ,   Stellenbosch ,  South Africa   
 e-mail: Mias.deKlerk@usb.ac.za  

mailto:Mias.deKlerk@usb.ac.za


98

 Executive coaching is one of the fastest growing industries worldwide (Yi-Ling 
and McDowall  2014 ). Executive coaching is considered to be one of the most effec-
tive talent management activities, but also the most signifi cant developments within 
the fi eld of consulting psychology over the past decade (Sperry  2013 ; Yi-Ling and 
McDowall  2014 ). The implication of coaching across cultures is a relatively new 
consideration in coaching psychology and interest on its impacts is also rapidly 
expanding (Plaister-Ten  2013 ). 

 There are several drivers behind the dramatic growth in the coaching industry. In 
global surveys, coaches consistently attest to coaching’s very positive impact on 
executive effectiveness and organizational performance (Corbett and Kennedy 
 2014 ). The fast growing coaching industry presents lucrative careers to potential 
coaches – the earnings of executive coaches average around USD 335/h globally 
(Corbett and Kennedy  2014 ). Coaches come from almost every conceivable profes-
sional background, often with very little coaching training (Hannafey and Vitulano 
 2013 ; Yi-Ling and McDowall  2014 ). In an industry with almost no entry barriers – 
who would not like to join in the fun? 

 The fast growing, yet weakly regulated fi eld of coaching is open to many ethical 
risks and hidden pitfalls, even the most highly qualifi ed coaches can fi nd themselves 
in situations that are ethically problematic. Some of the ethical risks of coaching are 
obvious. Any person can sell his or her service as executive coach and there is con-
fusion about professional and ethical standards in coaching (Hannafey and Vitulano 
 2013 ). Generally the executive coach is hired by an organization, normally by HR 
or the line manager on behalf of the manager who will be the focus of the coaching. 
As result, ethical risks related to confi dentiality and confl ict of interests naturally 
originate from this arrangement. Coaching across cultures presents coaches with 
several diffi culties and ethical risks due to cultural differences, which include 
different nuances in preferences and taboos. These issues represent only the proverbial 
tip of the iceberg of ethical risks in coaching psychology and praxis. Yet, the impor-
tance of ethics in coaching is often being neglected (Rostron  2014 ). Few research 
studies can be found that specifi cally investigated ethical issues in coaching 
(Hannafey and Vitulano  2013 ). Although large surveys are regularly conducted on 
the coaching industry and practices, little or no attention is given to ethical aspects 
of coaching in these surveys, especially when it comes to cross-cultural coaching 
ethical issues. Some examples of comprehensive international coaching surveys 
that refrained from including a specifi c focus on ethical issues, include the surveys 
by Corbett and Kennedy ( 2014 ), International Coaching Federation ( 2013 ), Larcker 
et al. ( 2013 ), and Underhill et al. ( 2013 ). 

 As the number of coaches and coaching events in culturally diverse environ-
ments expands, it becomes increasingly important that the ethical integrity in the 
coaching industry is assured. However, the development of an ethical compass does 
not appear to be growing at the same rate as the industry praxis. Not enough 
 substantive consideration is being given to some of the complex ethical issues that 
arise from the complex coaching relationships (Hannafey and Vitulano  2013 ). The 
 ethical issues in coaching psychology, theory and praxis need to be clearly identi-
fi ed, recognised and addressed on a broader basis or the ethical integrity of coaching 
psychology will remain questionable. 
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 The purpose of investigating and promoting ethics in coaching psychology, 
theory and practice is to present a sound knowledge base of ethical issues and how 
to deal with the unique challenges in order to protect clients, the public, and the 
coach (Cavanagh and Lane  2012 ; Duffy and Passmore  2010 ). The aim of this chapter 
is to identify some of the most crucial ethical issues and complexities in coaching 
psychology and coaching praxis, and will provide some guidance on how to deal 
with these challenges. Cross cultural coaching is a specifi c focus under the 
 overarching coaching psychology. Discussions on general ethical issues thus form 
the basis for the analyses and discussions in this chapter, which is then elaborated 
on to include specifi c focus on cross-culture coaching ethical issues.  

2     Background 

 Coaching has its roots in the area of sport and dates back as far as ancient Greece 
where coaches were paid to train athletes for competing in the Olympic Games 
(American Management Association  2008 ). Coaching in the workplace is a much 
more recent development. The initial focus of coaching managers was directed at 
remedial actions to address destructive behaviours of talented executives (Corbett 
and Kennedy  2014 ; Kauffmann and Coutu  2009 ). Although the residual stigma still 
remains that coaching is remedial, coaching has developed into a popular proactive 
approach to leadership development, rather than being remedial (Corbett and 
Kennedy  2014 ; Gavett  2013 ). 

 Coaching of managers in the workplace (generally called executive coaching), is 
defi ned as “partnering with clients in a thought-provoking and creative process that inspires 
them to maximize their personal and professional potential” (ICF  2014 ). In this partner-
ship, the coach is “an expert facilitator who provides structure, guidance, support and 
accountability, designed to create positive change in business behaviour” (Corbett and 
Kennedy  2014 , p. 26). Coaching praxis is inextricably connected to coaching psychology, 
which should ideally provide the scientifi c foundation of all coaching practices. 

 The defi nition of coaching psychology contains four essential elements: coach-
ing psychology is (1) the systematic application of behavioural science and psycho-
logical theories and principles, (2) to facilitate positive development and 
enhancement of wellbeing and work performance, (3) within a specifi c cultural con-
text, (4) in the absence of clinically signifi cant mental health issues or abnormal 
levels of distress (Grant  2006 ; SIOPSA  2014 ). These elements of the defi nition have 
specifi c signifi cance as moral problems are likely to arise if they are not honoured. 

 Ethics is the science of morality and focus on what is considered to be good, 
right and appropriate, as opposed to those behaviours or actions that are considered 
to be bad, wrong, improper or unacceptable (Duffy and Passmore  2010 ). Ethical 
issues in coaching psychology and coaching praxis are often not obvious, but 
hidden within the subtleties of situations, which are not easily identifi able (Trevino 
and Brown  2004 ). Ethical coaching is about understanding and proactively attending 
to all the nuances of potential ethical issues relating to the coaching context (Allan 

Morality on the Executive’s Couch: Ethical Perspectives on Coaching Psychology…



100

and Law  2009 ). Ethical principles represent the most basic fi lters to assess whether 
something is ethical or not (Velasquez  2012 ). Although many ethical principles 
have been developed over the years, Passmore ( 2009 ) argues that ethical issues in 
coaching mainly relate to the principles of legality, consequentialism and deontol-
ogy. In addition to these principles, the ethical principle of rights is also considered 
in this study to refl ect on ethics in coaching psychology, theory and praxis. Although 
the ethical principles provide a good foundation from which to assess ethical issues, 
the guidance they provide can be vague and even in confl ict. These principles and 
some of their limitations are briefl y explained in the following sections. 

2.1     Legality 

 Legality is about compliance to standards such as legislation, codes of conduct, 
policies and procedures as a minimum standard of behaviour (Velasques  2012 ). The 
legality position for coaching would be that ethical praxis must comply with legiti-
mate legislation or prescribed professional codes of conduct in order to be ethical 
(Rossouw and Van Vuuren  2010 ). The principle of legality can be problematic in the 
absence of legislation, codes or standards – what do you measure or compare 
against? Legality can also be problematic to the extent that people could assume 
that what is not explicitly prohibited is deemed to be allowed.  

2.2     Consequentialism 

 Consequentialism is the view that actions derive their moral value and worth solely 
from their outcomes or consequences; in layman’s terms, it is often referred to as 
‘the end justifi es the means’. In terms of consequentialism, coaching would be 
assumed to be ethical as long as the outcomes of the coaching practices is advanta-
geous to the coachee and his or her organization, notwithstanding how it is achieved 
(Rossouw and Van Vuuren  2010 ). There are inherent ethical risks in consequential-
ism. History has shown that actions based on consequential motivations often 
resulted in devastating impacts on those who are affected by the process, rather the 
outcome. Another problem with consequentialism is that even with the best inten-
tions, one very rarely has control over the fi nal outcomes of a decision and even with 
the best intentions, unforeseen negative outcomes may realise.  

2.3     Deontology 

 Deontology, or the science of moral duty, stands opposite to consequentialism. 
According to deontology, it is not only good consequences or outcomes of actions 
that make them ethical, but the nature of the actions themselves (Velasquez  2012 ). 
Immanuel Kant (1724–1804), the father of deontology, argued that behaviour is not 

J.J. De Klerk



101

simply a means to an end, but also an end in itself and one cannot achieve a moral 
consequence through immoral actions (Rossouw and Van Vuuren  2010 ). A person 
has a moral duty to always act morally, no matter what the outcome. Applied to 
coaching, deontology broadly means that all coaching practices must be appropriate 
and acceptable, notwithstanding whether outcomes are positive. Most ethical issues 
in coaching arise under the principle of deontology (Passmore  2009 ). Deontology is 
notoriously vague in its prescriptions and open for interpretation as to what is the 
right thing to do in different situations.  

2.4     Rights 

 The principle of rights is based on the widely accepted view that all people have 
certain fundamental and equitable rights, with which no person or institution may 
interfere (Velasquez  2012 ). There is no hierarchy of rights, all rights are viewed as 
equal and should be respected unless there are good moral reasons for violating 
them. The Universal Declaration of Human Rights (UDHR), which has the status of 
international law, stipulates 30 pertinent rights (‘articles’) that form the most author-
itative reference in the discourse on human rights (United Nations  2012 ). Behaviour, 
actions and decisions may not infringe on these rights in order to be regarded as 
morally good and ethical (United Nations  2012 ). Not all of the human rights stipu-
lated in the UDHR relate specifi cally to coaching psychology or praxis (e.g. the 
right to a fair trial, the right to own property, the right to rest and leisure, etc.). Five 
human rights specifi cally relate to the realm of coaching; these are:

    1.    Basic human rights apply to every person, irrespective of origin, race, colour, sex 
and sexual orientation, language, religion and political opinion, without distinc-
tion of any kind (article 2);   

   2.    The right not to be subjected to arbitrary interference with one’s privacy, nor to 
attacks upon one’s honour or reputation (article 12);   

   3.    The right to freedom of thought, conscience and religion (article 18);   
   4.    The right to freedom of opinion and expression without interference (article 19); and   
   5.    The right to participate freely in the cultural life of one’s community (article 27).    

  Applying the principle of human rights to assess ethical issues can become prob-
lematic when one specifi c right stands in contradiction with another right. One 
 person’s right to freedom of expression may confl ict with another person’s right to 
honour and reputation.   

3     Design and Methodology 

 In this study, a philosophical analysis (Stanford University  2014 ) was conducted 
through a meta-theoretical literature review in order to identify a structure from 
which to analyse and describe potential ethical risks in coaching psychology, theory 
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and praxis. The analyses include aspects of normative analysis, offering the 
researcher the opportunity to include personal views and judgements. Data was 
interpreted from the subjective perspective of the researcher who wrote from a place 
of tension; understanding the complexities of coaching from personal experience, 
but also the need for a stronger focus on ethical coaching. 

 The integration of ethics with coaching psychology sits at the intersection of 
foundational sciences, such as philosophy, sociology and psychology, with applied 
sciences (e.g. sports science, organizational behaviour and management) 
(Bachkirova  2012 ; Grant  2006 ). In developing a scientifi c theoretical contribution 
to the discourse on ethics in coaching, I considered contributions from all these 
fi elds and applied different lenses to develop synergy and integration (Okhuysen 
and Bonardi  2011 ). Data was gathered through an extensive literature search on the 
internet (e.g. coaching surveys and coaching associations and their codes of ethics) 
as well as a comprehensive set of scholarly databases. 1  Through various search 
words and phrases, relevant data was obtained and analysed. As the fi eld of 
coaching is developing and growing rapidly, specifi c effort was made to attain the 
most recent information, data and views from the coaching industry and coaching 
psychology. 

 In the discussion of the results, the data was fi rstly analysed based on the charac-
teristics of coaching psychology and the coaching industry. From this analysis, a 
structure of ethical themes was identifi ed that seem to best represent the data, fol-
lowed by a discussion on the possible ethical issues related to every theme. The idea 
behind the analysis was to extract themes whose relevance is driven by probability 
rather than absolute accuracy. This implies that the researcher asks the question 
‘what is hypothetically likely to happen?’ rather than ‘what is always happening?’ 
No study can provide an exhaustive explanation of all ethical issues in coaching and 
so the aim was to explicate some of the more probable issues that contribute to, or 
distract from ethical coaching and coaching psychology. Practical application 
suggestions as well as suggestions for future research are presented in the fi nal sec-
tion of this chapter.  

4     Findings 

4.1     Characteristics of Coaching Psychology, Theory 
and Praxis 

 Coaching happens within a specifi c context that defi nes the characteristics of coach-
ing praxis and the coaching relationship. One such characteristic is the relationship 
between a person leading the coaching event (the coach), and the person onto whom 

1   ABI/INFORM, APA, databases, EBSCOhost, Emerald, JSTOR, ProQuest, SAGE and Science 
Direct. 
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the coaching endeavour is focused (the coachee). In order to assess and abstract 
ethical themes in coaching psychology and praxis, the fi rst step was to analyse 
relevant characteristics of coaching psychology and the coaching industry through 
assessment of available coaching surveys, research studies and other available 
information. This analysis is presented in the following paragraphs. 

 The value of research contributing scientifi cally to coaching psychology is the 
subject of much criticism. De Haan and Duckworth ( 2013 ), Passmore ( 2010 ), 
Passmore and Fillery-Travis ( 2011 ), and Yi-Ling and McDowall ( 2014 ) argue that 
executive coaching research generally is theoretical, anecdotal, mainly based on 
case studies and focused on outcomes of coaching praxis. Scientifi c research on 
cross-cultural coaching is somewhat limited. However, there are some attempts to 
rectify this situation, such as the ‘International Journal of Evidence Based Coaching 
and Mentoring’ that published a special issue on culture in coaching in 2013. 
Nevertheless, available coaching research was predominantly done with sample 
populations from Western cultures, with resulting coaching knowledge and prac-
tices mainly developed in the Western world (Geber and Keane  2013 ). The question 
therefore remains as to how much of these methodologies can be applied in the 
context of other cultures (Milner et al.  2013 ). No study could be found that specifi cally 
examine ethical issues in cross-cultural coaching. 

 In global surveys, coaches consistently attest to the fantastic positive impact of 
coaching on executive effectiveness and organizational performance (Corbett and 
Kennedy  2014 ). However, scientifi c methodologies to support these claims have 
been criticised as lacking. Most studies that assess coaching outcomes are based on 
subjective self-rating survey reports of coachees’ personal satisfactions, rather than 
tracking actual behavioural changes or performance improvement and assessment 
of outcome effectiveness against control groups (De Haan and Duckworth  2013 ; 
Passmore and Fillery-Travis  2011 ; Tooth et al.  2013 ; Yi-Ling and McDowall  2014 ). 
Some researchers attempt to measure return of investment (ROI) from coaching, 
with one study infamously reporting a 570 % ROI (Lawrence and Whyte  2014 ). 
Few individuals or organizations fi nd these results credible as the causal link 
between coaching and fi nancial outcomes remains at best hypothetical (Grant  2012 ; 
Lawrence and Whyte  2014 ). As coaching progressively became more developmen-
tal rather than remedial, the ambiguity is increasing about what is thought to 
 constitute good coaching outcomes (De Haan and Duckworth  2013 ). 

 Executive coaching is a cross-disciplinary practice, which is not owned by one 
particular professional group (Yi-Ling and McDowall  2014 ). Coaches come from 
diverse backgrounds, often without any coaching training, accreditation or member-
ship to any coaching association (Hannafey and Vitulano  2013 ). As far as could be 
established, no country has legislative regulations that defi ne and regulate the pro-
fession or accreditation of coaches (ICF  2015 ; SIOPSA  2014 ). Some coaches are 
certifi ed by self-appointed bodies, but most are not (ICF  2013 ; Kauffmann and 
Coutu  2009 ). Although some of these bodies provide decent training and guidance, 
there is no regulation over the large number of organisations that do training or 
certifi cation of coaches (Underhill et al.  2013 ). There clearly is confusion around 
the training, certifi cation and accreditation of coaches. 
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 Almost every coaching organisation publishes a code of ethics for its members 
(Hannafey and Vitulano  2013 ; SIOPSA  2014 ; Standards Australia  2011 ). Most 
codes are well written and cover some important ethical issues relevant to coaching 
praxis (Standards Australia  2011 ). However, although some codes give fair atten-
tion to cultural issues (SIOPSA  2014 ) others give little or no attention to cross 
 cultural issues. The only reference to cultural issues in the International Coach 
Federation’s code of ethics is about setting culturally sensitive boundaries for physical 
contact (ICF  2014 ). The requirement to identify and comply with ethical principles 
as set out in a code of ethics is a fundamental component of any professional  practice 
(Standards Australia  2011 ). The purpose of a code of ethics is to defi ne and regulate 
acceptable behaviours relating to that profession and to establish a framework for 
professional behaviour and responsibilities (Rostron  2014 ). However, without 
accreditation obligations for coaches, codes are mostly informal and informational, 
rather than enforceable (ICF  2015 ; Standards Australia  2011 ). 

 Coaches tend to be well educated. Global surveys show that almost all coaches 
have a university degree, with a majority having masters degrees and some having 
doctoral degrees (Standards Australia  2011 ; Underhill et al.  2013 ). However, less 
than 10 % of the higher degrees relate to coaching; the vast majority of coaches only 
have some form of certifi cate as coaching qualifi cation. Coaches mainly come from 
consulting and management backgrounds, with only around 15 % coming from 
careers in the behavioural sciences (Kauffmann and Coutu  2009 ; Newnham-Kanas 
et al.  2012 ; Pennington  2009 ). Practicing coaches tend not to rank a background in 
behavioural sciences such as psychology as an important coaching requirement, 
whereas criteria such as coaching experience, clear methodology and ability to 
 measure outcomes are ranked much higher (Kauffmann and Coutu  2009 ; Marsden 
et al.  2010 ; Newnham-Kanas et al.  2012 ). The real situation is probably even more 
extreme as many coaching practitioners do not belong to coaching associations and 
were thus not included in these surveys’ sample populations. As far as could be 
established, cross-cultural sensitivity and knowledge or cross-cultural coaching 
competencies were not once mentioned as requirements in the surveys. Cross- 
cultural competency does not appear to be on the radar of coaching practitioners. 

 It is not surprising that there is an on-going debate between psychologists and 
non-psychologists about whether coaching belongs to the fi eld of psychology. Some 
argue that the diverse backgrounds of coaches represent a strength as it draws on a 
wide range of experience and methodological approaches (Lowman  2005 ; Spence 
et al.  2006 ). Others contend that a lack of training in mental health issues pose a risk 
as coaches are likely to encounter clients with various degrees of psychological 
conditions (Passmore  2009 ). There is the risk that a coach takes on a client to work 
on a simple performance issue, but clinical anxiety or depression may be at the root 
of this symptom. This risk seems to be a reality as between 25 % and 50 % of execu-
tives engaging in coaching interventions are estimated to suffer from clinically sig-
nifi cant levels of anxiety, stress or depression (Green et al.  2005 ; Kauffmann and 
Coutu  2009 ; Spence et al.  2006 ). Some executives may also enter coaching as a 
more socially acceptable form of therapy (Spence and Grant  2005 ). Coaching can-
not be anything else than psychology as its focus is behaviour alternating, develop-
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mental and guiding coachees towards personal insights. Specifi cally, the ability to 
identify and work with unconscious patterns of thinking and behaviour has been 
highlighted as a specifi c important coaching ability, especially with regards to 
coaching in a diverse and multi-cultural context (Cilliers and Terblanche  2010 ; 
Kilburg  2004 ; Motsoaledi and Cilliers  2012 ). Yet, Liston-Smith ( 2009 ) found that 
most coaches felt inadequately prepared to identify and work with unconscious 
processes. 

 Coaching psychology is positioned in the overlap between counselling psychol-
ogy, clinical psychology, organisational psychology and business consulting 
(Fontaine and Schmidt  2009 ; Grant  2006 ). Several conceptual boundaries originate 
from this complex junction. One of the most important boundaries is that between 
coaching with counselling (Fontaine and Schmidt  2009 ; McKenna and Davis  2009 ). 
Whereas clinical and counselling psychologists work with a client who has mental 
or emotional problems, coaching psychologists per defi nition assume to work 
with mentally healthy clients (Grant  2006 ). Codes of ethics generally call on 
coaches to respect the boundary between coaching and counselling, but this boundary 
is somewhat conceptual and vague, with much fl uidity in traversing this border 
(Campone  2014 ; ICF  2014 ). 

 There are also different types of coaching, each with different goals and each 
requiring a different approach and skillset (American Management Association 
 2008 ; Passmore  2010 ; Sperry  2008 ; Standards Australia  2011 ; Stern  2004 ). Cross 
cultural coaching is however generally not seen as a specifi c type of coaching 
endeavour. There is also a difference in cross-cultural coaching and intercultural 
coaching (Milner et al.  2013 ). While intercultural coaching focuses on assisting 
people to develop intercultural skills and capabilities (e.g. for an international 
assignment), cross-culture coaching is a situational complexity where there are 
 cultural differences between the coach and coachee. At the advent of the coaching 
endeavour, coaches are supposed to contract for a specifi c type of coaching as well 
as the time boundary. Notwithstanding, Kauffmann and Coutu ( 2009 ) found that 
94 % of coaches acknowledged that coaching goals and timelines generally shift 
over the course of engagements. Also, as the coach becomes trusted, it is not uncom-
mon for the coach to become also an adviser on other aspects of the business than 
what was contracted for (Kaufmann and Coutu  2009 ). 

 Untrained individuals who call themselves coaches were viewed in a global survey 
as a primary risk to coaching (ICF  2013 ). Most coach training programmes tend to 
be short commercial courses, presented by self-appointed training organisations, 
based on in-house models of coaching, with little theoretical grounding in coaching 
psychology (ICF  2013 ). Nevertheless, a number of credible professional bodies are 
looking at substantive training and certifi cation of coaches, with several universities 
already offering high quality postgraduate programmes in coaching (ICF  2015 ; 
SIOPSA  2014 ; University of Stellenbosch  2015 ; Wits Business School  2015 ). As 
far as could be established, cross-cultural aspects of coaching appear not to receive 
much attention, if any at all, in many of the coach training programmes on offer. 

 Increasing cultural diversifi cation of countries and in the workplace is a world-
wide phenomenon. As the workforce becomes more diverse, coaches face more 
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challenges in dealing with diversity issues, including cross-cultural differences 
(Milner et al.  2013 ; Wilson  2013 ). It is becoming increasingly important for coaches 
to understand the effect of, and be able to work with cultural differences (Coultas 
et al.  2011 ; Wilson  2013 ). Coaches need for instance to appreciate that individuals 
from all cultures do not respond similarly to the same kind of feedback. Cultures 
high on individualism tend to prefer individual feedback, while those higher on 
collectivism are more comfortable with group feedback (Coultas et al.  2011 ). 
Concerns about keeping face, uncertainty avoidance, and collectivism often manifest 
as aversion to negative feedback. Participative goals are more effective in low power 
distance cultures; whereas high levels of power distance may require more directive 
goals from coaches (Coultas et al.  2011 ). Knowledge about cultural and indigenous 
specifi cs and differences, as well as sensitivity and tolerance towards these differ-
ences are becoming essential coaching competencies (Geber and Keane  2013 ). 

 Executive coaches are generally not contracted directly by the coachees, but by 
their employing organisations; either HR (most common) or the manager of the 
coachee (Corbett and Kennedy  2014 ; Gavett  2013 ). As result, coaching psycholo-
gists must deal not only with the coachee, but also work with complex dynamics of 
multiple dyadic relationships within the paying organisation (Hannafey and Vitulano 
 2013 ; Kuhn  2012 ; Pomerantz  2011 ). The main issues from the multiple dyadic 
 relationships relate to confi dentiality and confl icts of interest (Hannafey and 
Vitulano  2013 ). Given that the organization is paying, providing opportunities for 
the organization to set the agenda and get feedback on the outcome is a natural and 
necessary requirement (Passmore  2009 ). Although maintaining confi dentiality is 
not simple, it is encouraging that surveys found that most coaches take confi dentiality 
seriously (ICF  2013 ). 

 Coaches generally know that they should facilitate coachees to become self- 
reliant, but coachees routinely become dependent on their coaches. Kauffmann and 
Coutu ( 2009 ) found that 40 % of coaches had clients who became dependent upon 
them. They argue that the 60 % who think their clients do not become dependent is 
unrealistic as coaches have an economic incentive to exploit dependency of coachees 
on coaches. Coaches can also become dependent on their coachees. Apart from 
economic dependence, the desire of a coach to help can be driven from personal 
emotional needs to fulfi l some sort of rescuer fantasy (Kets de Vries  2014 ). 

 From this analysis of the characteristics of coaching praxis and coaching 
 psychology, the following eight themes have been identifi ed:

    1.    The scientifi c foundation for coaching psychology and coaching praxis;   
   2.    Confusion in the regulatory environment of coaching;   
   3.    The requirement for coaching profi ciency;   
   4.    Normative issues relating to coaching across-cultures and other diversities;   
   5.    Staying within respective coaching boundaries;   
   6.    Making appropriate diagnoses;   
   7.    Maintaining confi dentiality and abstaining from confl icts of interests; and   
   8.    Avoidance of dependency.    
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In the next sections, these themes are further analysed and discussed with respect to 
potential ethical pitfalls. 

    Coaching Psychology as a Scientifi c Foundation for Coaching Praxis 

 Coaching psychology is per defi nition an applied science that focuses on the application 
of behavioural science and psychological methods to develop managers (SIOPSA 
 2014 ; Whybrow  2008 ). It thus needs to adhere to scientifi c rigour, based on facts 
proven through rigorous scientifi c research, which provide validated theories and 
inform the coaching community of what principles and practices to consider as 
valid and acceptable. 

 As an applied science, coaching psychology requires strong support from 
 scientifi c research to provide a theoretical foundation for coaching praxis to be 
considered ethical from a deontological perspective (Duffy and Passmore  2010 ; 
Passmore and Fillery-Travis  2011 ). If coaching practices are not based on scientifi c 
foundations, practitioners can apply any hocus-pocus and hope for a good outcome. 
From a deontological perspective, we need assurance that the practices in coaching 
interventions adhere to scientifi c validated practices and not just focus on the 
 outcomes of coaching. After all, it was demonstrated that the claims of good out-
comes from all coaching events could be scientifi cally questioned. Although there 
are some exciting research on cross-cultural issues in coaching (Coultas et al.  2011 ; 
Geber and Keane  2013 ; Milner et al.  2013 ; Plaister-Ten  2013 ; Wilson  2013 ), this 
focus of coaching research is still in its infancy and include little or no focus on 
ethical issues in cross-cultural coaching. 

 Coaching psychologists have an ethical duty to establish and strengthen the 
 scientifi c foundation of coaching theory and praxis to ensure that ethically and 
scientifi cally defendable practices are consistently applied by coaches, rather than 
hanging on to a fantasy that any coaching always yields outcomes. There is a spe-
cifi c need to build the scientifi c foundation of cross-cultural coaching theory and 
praxis. The strong consumerist trend in the coaching industry presents the risk that 
scientifi c coaching psychology will be consumed by coaching praxis, masquerading 
as a psychological science and profi tably selling this falsity to uninformed clients. 
This probability presents a deontological risk to both coaching psychology and 
coaching praxis.  

    Confusion in the Regulatory Environment of Coaching 

 With no entry barriers and accreditation regulation, it is virtually impossible to hold 
coaching practitioners accountable to the codes of ethics (Allan and Law  2009 ). 
There are a myriad of coaching organizations that publish codes of ethics. But 
because many coaches are not members of coaching bodies, it is up to each indi-
vidual practitioner to uphold their own individual ethical standards (Rostron  2014 ). 
The absence of governing bodies presents deontological concerns as aggrieved 
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clients have no remedial mechanisms from independent bodies to which they can 
refer complaints (Duffy and Passmore  2010 ). While contractual termination may 
resolve the issue of a specifi c unethical coaching incident, it is retrospective, 
reactive and fails to protect the wider public from misconduct, and the coaching 
profession from reputational damage (Passmore  2009 ). 

 With this confusion and situation in the regulatory environment of coaching, it is 
virtually impossible to comment on the legality in coaching praxis because there is 
none. It is apparent that ethical risks are signifi cant in coaching psychology from 
both deontological and legality perspectives.  

    The Requirement for Coaching Profi ciency 

 The absence of suffi cient psychological knowledge of many coaching practitioners 
represents an ethical liability to coaching psychology. Coaching is inextricably tied 
to psychological approaches such as system psychodynamics, person-centeredness 
and cognitive interventions (Harakas  2013 ). Coaching is tailored to every individual 
and is therefore more psychological in nature than conventional training and 
 development (De Haan and Duckworth  2013 ). From a deontological perspective, it 
appears to be essential that a coach has suffi cient psychological knowledge in order 
to provide assurance that what happens in the coaching session is psychologically 
sound. 

 Per defi nition, coaching psychology is not about curing mental health problems 
(Grant  2011 ; SIOPSA  2014 ). However, a number of studies demonstrate that the 
senior managers being coached are not necessarily mentally robust (Green et al. 
 2005 ; Kauffmann and Coutu  2009 ; Spence et al.  2006 ). Coaches without psycho-
logical knowledge may not be able to recognise the coachees’ mental health needs 
and may cause harm to them (Yi-Ling and McDowall  2014 ). For instance, a coach 
may cause harm by encouraging a clinically depressed client to set goals which are 
beyond his or her emotional capacity at the time (Campone  2014 ; Kilburg and 
Levinson  2008 ). From a deontological perspective is it concerning that so many 
practitioners do not have deeper psychological knowledge – even if just an under-
standing of when to refer clients to professional therapists for help (Campone  2014 ; 
Newnham-Kanas et al.  2012 ). 

 Coaching in the increasingly culturally diverse environments present new and 
unique profi ciency challenges with several deontological implications (Coultas 
et al.  2011 ; Milner et al.  2013 ). Cross cultural coaching demands new competencies 
from coaches such as cultural sensitivity, appreciation for different cultural values, 
ability to adapt the coaching process to be relevant to the particular context, and 
profi ciency to work on an equitable basis with a coachee from another culture. A 
specifi c diffi culty facing coaching profi ciency is the number of different cultures 
that may present for coaching. Doing coaching in only one organization, I’ve had to 
work in coaching relationships with individuals from South Africa (with our own 
rainbow of cultures), rest of Africa, Europe, the Far East, Middle East, and the 
Americas. Although many coaches with international experience may have the 
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necessary vocabulary to discuss cross-cultural issues, this doesn’t necessarily mean 
they are cross-culturally competent (Wilson  2013 ). It still may be diffi cult for them 
to ethically coach individuals from vastly different cultures. 

 The complexity of coaching and the number of permutations of what can happen 
during coaching events put signifi cant profi ciency demands on any coach and as a 
result create deontological risks. Coaches with a psychological background have a 
wealth of knowledge and insight into human behaviour and behavioural dynamics 
that cannot simply be gathered from business experience, an MBA or a short coaching 
course (McKenna and Davis  2009 ; Passmore  2009 ; Whybrow  2008 ). The coaching 
event and relationship is per defi nition a behavioural intervention and it is therefore 
essential that anyone who provides coaching must have substantive psychological 
training in order to have suffi cient background and insight in psychological theories 
and applications. It is an ethical imperative that anyone serious to pursue an ethical 
career in coaching should obtain substantive behavioural or psychological training 
from an academic institution or coaching association that is widely recognised as 
credible and accountable (ICF  2015 ; USB  2015 ). It is equally important that 
these training programmes suffi ciently address cross-cultural coaching issues and 
its ethical risks.  

    Normative Issues Relating to Coaching Across-Cultures and Other 
Diversities 

 Coaching across cultures and other diversities presents normative issues. These 
normative aspects present ethical risks, relating to deontological and human rights 
risks. Some of these risks include imposing value judgments onto others and not 
dealing objectively with them. It is a basic human right of every individual to be 
treated non-judgementally and without discrimination on their basic human differ-
ences and diversities such as ethnicity, religion, culture and sexual orientation 
(United Nations  2012 ). It is nearly impossible to be an effective coach in the modern 
cross-cultural environment without awareness of, and tolerance and appreciation for 
cultural differences and other diversities. However, it is unrealistic to expect from 
coaches to have a comprehensive knowledge of what is regarded as being right and 
appropriate in every culture and to be sensitive to every cultural nuance. 

 Coaches need a deep appreciation of cultural differences and how it might impact 
on the coaching process (Geber and Keane  2013 ; Wilson  2013 ). Coaching in cultur-
ally diverse environments requires sensitivity to recognise and acknowledge 
 differences in cultural values and fl exibility to adapt coaching techniques to be 
appropriate to such cultural values (Coultas et al.  2011 ; Milner et al.  2013 ). A gen-
eral knowledge of cultural theories and typologies can provide valuable insights to 
the coach, but can also lead to a tendency to evaluate cultural values and dimensions 
too simplistically (Geber and Keane  2013 ; Plaister-Ten  2013 ). Culture sensitivity 
entails not succumbing to the ecological fallacy that individuals from a given coun-
try or culture will behave in a particular way (Coultas et al.  2011 ). Although cultural 
knowledge is useful, it would be inappropriate to project cultural knowledge into 
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the coaching mix (Plaister-Ten  2013 ). Both deontology and human rights require 
that clients should always be seen and treated as individuals with their own person-
alities and differences, not as subjects from a specifi c culture (Milner et al.  2013 ). 

 Research has found that coaches are not necessarily ready for coaching across 
cultures (Wilson  2013 ). Too often Western bias is transported onto coaching praxis 
through coaching methods, practices and expectations (Geber and Keane  2013 ; 
Milner et al.  2013 ; Plaister-Ten  2013 ). It is for example not always appreciated that 
clients from religious dominant cultures may not have the same level of individual 
autonomy as individuals where state religion is side-lined (Plaister-Ten  2013 ). 
Different cultural values inform the meaning of constructs such as responsibility or 
accountability differently, and not all cultures appreciate the same level of choice by 
their members. To coach ethically across cultures, a coach must discard precon-
ceived ways of thinking so as not to project their own beliefs and values onto the 
coachee. 

 As human beings, coaches often have great diffi culty in separating their personal 
experiences, morals and values from what they are recommending to their clients 
(Kilburg and Levinson  2008 ). Coaches are often confronted by situations in client 
organizations or the behaviours of individual leaders that can severely challenge 
their own values or beliefs. There are plenty of examples, ranging from value 
 judgments about sexual orientation, to religious extremism, racial or ethnic preju-
dice, to traditional views on gender roles, etc. It is tempting to rush to harsh judg-
ment when executive or organizational actions or behaviours confl ict with the values 
or convictions of the coach. But trust and confi dentiality in the coaching relation-
ship demand that coaches keep their personal agenda and value judgements to the 
minimum level that is humanly possible (Kaufmann and Coutu  2009 ). Coaches 
must be aware of their own prejudices and work to become acutely sensitive to the 
inherent moral complexities that presents itself unconsciously when working with 
their clients (Kilburg and Levinson  2008 ). Sensitivity to how one is infl uenced by 
such differences and tolerance to accept others’ different perspective and put your 
own aside during the coaching event are indications of the professional maturity 
required from ethical coaches. Whilst being honest and authentic, coaches should 
be objective and non-judgemental, with real enthusiasm, commitment and motivation 
to help, notwithstanding the cultural background and values of the client (Yi-Lang 
and McDowall  2014 ). 

 Not only should cultural sensitivity improve coaching outcomes, but it is an 
 ethical requirement from both the deontological and rights perspectives. Cultural 
sensitivity demonstrates respect for individuals and their cultures and thus also 
respect for their basic human rights (Coultas et al.  2011 ). Coachee’s basic rights 
must always be respected, without interference or attacks on their honour or reputa-
tion, irrespective of cultural background and origin, race, colour, sex and sexual 
orientation, language or religion, without distinction of any kind (United Nations 
 2012 ). Individuals have the right to freedom of thought, conscience and religion, 
freedom of opinion and expression, the right to their own cultural life and their 
right to personal privacy (United Nations  2012 ). It is imperative from both deontol-
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ogy and human rights, that every coach show respect towards all individuals and 
organizations and their inherent diversity characteristics and cultures, establish and 
maintain fair, reasonable and equitable standards of engagement and avoid any con-
duct that could amount to harassment, discrimination or inappropriate relationships 
(SIOPSA  2014 ). 

 Deontological sound coaching is about unconditionally accepting different or 
opposing value systems, treating coachees equally, with dignity and respect not-
withstanding what they do or whatever might be uncovered. To coach with integrity, 
means a coach will rather decline a coaching assignment where he or she cannot 
respect the diversities within the coachee, or to cease the relationship as soon as this 
irreconcilability becomes apparent (Rostron  2014 ).  

    Staying Within Respective Coaching Boundaries 

 As the fi eld of executive coaching develops, the lines between what coaches should 
or shouldn’t do become increasingly blurred (Pomerantz  2011 ). A qualifi ed psy-
chologist may fi nd it necessary to deal with psychological or behavioural issues 
during a coaching session in order to progress with the coaching. On the other hand, 
central to the defi nition of coaching is the assumption of an absence of serious men-
tal health problems in the client (Grant  2006 ; SIOPSA  2014 ). The majority of 
coachees seek developmental support and interventions based on a clinical psycho-
logical model will thus not be inappropriate (Grant  2006 ). This raises the question 
whether a coaching psychologist can ethically cross the boundary to counsel mental 
illness, whilst being contracted to providing coaching services to that person (Grant 
 2011 )? Then again, many of the techniques that coaches use inside the coaching 
session closely relate to counselling activities (Pomerantz  2011 ). The boundary 
between coaching and counselling is ambiguous and its navigation fl uid. From a 
psychologist as coach perspective, the ethical issue is much clearer and less of an 
ethical risk – the psychologist-coach will probably continue practising ethically as 
a psychologist is expected to do. However, the coach without psychological training 
who is expected to do coaching and to apply psychological principles ethically pres-
ents an ethical challenge and risk. It is therefore not a question whether or not a 
coach must have psychological training; profi ciency in psychology and behaviour 
sciences is de facto a requirement in coaching. The dire need for a strong basis in 
psychology and behavioural sciences to underpin coaching praxis cannot be 
overemphasized. 

 It goes without saying that physical, economical and business boundaries should 
always be respected, for example not becoming sexually, fi nancially or emotionally 
involved with coachees (Standards Australia  2011 ; Worldwide Association of 
Business Coaches  2007 ). In cross-cultural coaching, physical contact can be seen to 
be inappropriate even from simple actions that are generally accepted as normal and 
acceptable, even required. For instance, according to Western social protocol it 
would be generally considered to be normal for a male coach to greet a female 
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coachee with a handshake. However, some Middle Eastern cultures do not even 
allow this kind of physical contact and would regard it as deontologically 
unethical. 

 Deontology demands that coaches agree upfront the type of coaching and goals 
that he or she contracts to do, understand the limits of this type coaching, stay within 
its conceptual boundaries, stay within the boundaries of their capabilities, have the 
knowledge to recognize when any type of referral is necessary, and have the courage 
to do so (ICF  2014 ; Pomerantz  2011 ; Underhill et al.  2013 ).  

    Making Appropriate Diagnoses 

 The ability to accurately diagnose the root cause of personal, interpersonal and 
organisational problems is not only essential for effective coaching, but a moral 
obligation (Rees and Porter  2013 ). An incorrect diagnosis is likely to derail a 
coaching intervention and send it in a wrong direction, signifi cantly reducing the 
effectiveness and neglecting important aspects. Incorrect or improper diagnosis of 
personal issues, e.g. personality characteristics or strengths and weaknesses of 
coachees, is likely to result in improper coaching interventions, confusion and even 
psychological harm to the individual. 

 Executives are likely to be unaware of the root causes related to some of the 
complex problems they experience. It is the role of the coach to see beyond obvious 
problems and help the executive to see the root cause and work with it. This requires 
the ability to work more deeply than using basic diagnostic tools such as 360° 
 feedback. It also demands the ability to look into the seemingly irrational world of 
what is happening in the collective unconscious of the organizational system and 
identify and interpret unconscious patterns of behaviour in individuals, groups, and 
organizations (Cilliers and Terblanche  2010 ; Kilburg  2004 ; Motsoaledi and Cilliers 
 2012 ; Turner and Goodrich  2010 ). 

 Diagnostic ability presents specifi c challenges in cross-cultural coaching 
interventions (Geber and Keane  2013 ; Wilson  2013 ). Diagnostic abilities may be 
impaired by untested assumptions that all individuals from certain cultures will 
behave in particular ways (ecological fallacy) (Coultas et al.  2011 ; Plaister-Ten 
 2013 ). For instance, a coachee may be shy or timid due to personality characteris-
tics, not necessarily because of being from a more feminine or high power distance 
culture (Milner et al.  2013 ; Plaister-Ten  2013 ). 

 Deontological risks originate from making inaccurate or inappropriate diagnoses 
and pursuing undue or misplaced assessments. Coaches must understand the 
 practical impacts of making incorrect or inappropriate diagnoses and the deontological 
risks that this present, not only for the coaching event, but also to the client. Coaching 
psychology has an ethical responsibility towards coachees from all cultures to 
ensure that the ability to make accurate diagnostic assessments is high on the radar 
in the coaching industry and in the training of coaches.  
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    Maintaining Confi dentiality and Abstaining from Confl icts of Interests 

 Coaches normally proclaim that sessions are confi dential. This implies that all 
information shared is confi dential. However, in several circumstances a coach may 
not only have an ethical right to break confi dentiality, but also legal obligation to do 
so; for instance, when there is serious risk of harm to either the client or others, or 
serious illegality (Grant  2011 ; Pomerantz  2011 ). However, the decision to breach 
confi dentiality is extremely subjective. For instance, how much evidence does the 
coach need to believe serious harm is likely to result? And when does something 
become serious? Should alcoholism be disclosed if the organization is not aware of 
it? Legally, the coach may be obliged to breach confi dentiality and report the illegal 
activities, such as fraud (Pomerantz  2011 ). But what about ‘petty fraud’, e.g. does 
taking a pen home represent fraud that should be reported? If not, what is the cut-off 
point? 

 Pragmatic guidance to deal ethically with confi dentiality, is that coaching 
psychologists generally do not disclose confi dential information unless with explicit 
consent from the coachee. In cases where there is a legal obligation to divulge 
confi dential information, or where the coachee is involved in illegal action, the 
coachee should be given the fi rst opportunity to appropriately disclose the informa-
tion (SIOPSA  2014 ). The principle is that information shared in coaching is owned 
by the coachee, and unless superseded by a higher ethical principle, the coachee 
should be empowered to manage that information (Standards Australia  2011 ). 

 The multiple dyadic relationships are at the basis of many deontological prob-
lems. Potential confl icts of interests originate automatically from dealing with mul-
tiple clients within the organizational hierarchy. One of the main confl ict of interest 
issues is the question of who to honour as the real client? From psychological per-
spective and related ethical code one can argue that the true client is the person in 
front of the coach. However, from a non-psychological and pure business perspec-
tive, the client is the person who pays for the service and therefore the ethical risk 
and challenge. Although the primary obligation of the coach must always be to the 
coachee, the coach has an obligation to also serve the interest of the paying client 
(Hannafey and Vitulano  2013 ). The organization paying for the coaching has some 
right to know about progress. Ethical problems arise when tension exists between 
the executive and the organization as the coaching may then serve either the needs 
of the individual or the organization, but are unlikely to serve the needs of both. 
Coaching an executive towards leaving the organization may be in a coachee’s best 
interest, but not necessarily for the organization (Standards Australia  2011 ). There 
is still much work to be done to provide ethical guidance as to who is the real client 
of executive coaching, the organisation or the client (Grant  2011 ). 

 Risks relating to confi dentiality are de facto part of multiple dyadic relationships. 
Intimate knowledge of business issues will be a challenge to the coach to keep infor-
mation appropriately confi dential across hierarchical levels. Coaching across hier-
archical levels is likely to result in confl ict of interest issues between the coach’s 
relationships with the different coachees. Although confi dentiality and confl icts of 
interest issues and expectations on how to deal with it are to be clarifi ed and agreed 
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upfront (ICF  2014 ), a coach cannot foresee all the intricate issues and nuances. The 
proverbial devil lies in the detail (Kaufmann and Coutu  2009 ). 

 Maintaining confi dentiality is a deontological and human rights requirement (the 
right to privacy). Coaches are to make specifi c effort to ensure individual clients and 
client organizations understand the problematic issues of confi dentiality and its 
ethical implications (Pomerantz  2011 ).  

    Avoidance of Dependency 

 Effective coaching relationships require some level of co-dependency. A good 
indication of dependency is when the coachee is having conversations with the 
coach that he or she ought to be having with other colleagues within the organiza-
tion (Kauffmann and Coutu  2009 ). When this happens, the coaching event is not 
serving the coachee and is even likely not to yield a good outcome and should thus 
be terminated. However, it was demonstrated that a large portion of coachees 
become overly dependent on their coaches, but that most coaches fi nd it diffi cult to 
adhere to the agreed duration of the coaching endeavour, or to terminate coaching 
when needed. Moreover, selfi sh needs can infl uence coaches to create excessive 
dependencies in coachees (Kets de Vries  2014 ). Coaches should be sensitive to their 
own rescuer needs and have the courage to terminate the coaching endeavour if it 
becomes apparent. 

 Termination of a coaching endeavour is not without tension, for many coaches 
this is a challenging step to take when faced with the fi nancial loss of terminating an 
assignment (Standards Australia  2011 ). However, it is the right thing to do from 
both a deontological and a consequentialist perspective. A coach has a moral 
responsibility to terminate the contract when there is evidence that the coachee is 
becoming overly dependent on him or her, or the other way around (ICF  2014 ).    

5     Discussion and Practical Application 

 Coaching ethically is much more complex than it might appear at fi rst glance. 
Coaching psychology, theory and praxis can be fraught with ethical risks relating to 
diagnostics, profi ciency, dependency, confi dentiality, normative and boundary 
issues that can easily be missed. If these are overlooked, the coaching endeavour 
may not result in much good at best; or at worst, harm the individual or the 
organization. 

 A lack of entry barriers and more formal regulation leaves coaching praxis ethi-
cally vulnerable (Cavanagh and Lane  2012 ; De Haan and Duckworth  2013 ; Yi-Ling 
and McDowall  2014 ). This does not have to stall the coaching praxis from making 
ethical progress in the delivering of coaching services. All coaching psychologists 
and other coaching practitioners have an ethical duty to ensure that they have suffi -
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cient psychological understanding and cross-cultural sensitivity and awareness 
required by their practices. The science-practitioner model applies to coaches, e.g. 
specifi c division between the rigors of science and the application of scientifi c 
results (Nielsen  2008 ). The coach as practitioner need to achieve results through 
application of psychological science based rules and methods. As coaching 
 psychology grows from an industry to a scientifi c discipline and profession, it is 
essential that coaching psychologists rely on rigorous scientifi c research to inform 
their own coaching practices, especially as it relates to cross-cultural coaching. As 
the body of knowledge of coaching psychology grows, coaching psychologists must 
take effort to become clearer about the ethical boundaries in cross-cultural coaching 
and how to honour them. 

 Relevant academic training is an ethical necessity for the development of 
profi cient coaching psychologists and other practitioners and needs to be expanded 
to develop coaching psychology beyond coaching praxis. And then, coaching 
 psychologists and practitioners have a moral obligation to ensure that they expose 
themselves suffi ciently to such training so as to build their cross-cultural coaching 
competencies and abilities. It is crucial to increase coaches’ capacity to identify and 
respond to the diverse ethical challenges in coaching practice. Consequently, we 
need to expand the scientifi c foundation of coaching psychology and develop 
more universally applicable methods that are free from a Western bias. Improved 
awareness and understanding of the ethical pitfalls and how to avoid them, espe-
cially as it relates to cross-cultural coaching, can lead to improved ethical approaches 
and eventually to a more ethical and thus sustainable coaching industry.  

6     Implications for Future Research 

 Coaching psychology research needs to move beyond researching the goodness of 
coaching outcomes through self-reporting questionnaires. More research evidence 
is required to identify and prescribe practices that are scientifi cally valid to inform 
the practices applied by coaches during coaching sessions. Although some research 
is available on cross-cultural issues in coaching, much more research is called for to 
fully comprehend all aspects of cross-cultural coaching (Coultas et al.  2011 ). Future 
research should specifi cally examine ethical issues relating to cross-cultural coach-
ing, a research focus that has received little attention so far. 

 Coaching psychology is now in need of rigorous debate, vigorous empirical 
tests, and the revision of theory and practice based on these fi ndings (De Haan and 
Duckworth  2013 ; Yi-Ling and McDowall  2014 ). Research must be used to create 
and ensure a suffi cient scientifi c database for coaching to in order to counter deon-
tological ethical risks and address consequentialist doubts. Such research needs to 
be expanded to develop coaching psychology as a professional scientifi c fi eld 
beyond current questionable coaching praxis.     
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      Exploring the Role of Psychological 
Ownership in the Coaching Process                     
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    Abstract     Psychological ownership is a cognitive-affective construct that is used to 
measure individuals’ feelings of possessiveness towards material and immaterial 
objects. The existence of psychological ownership strengthens an individual’s 
 feelings of responsibility towards and infl uence over a target and has behavioural 
effects on both the individual and the organization for which the individual works. 
The aim of this chapter is to explore the theory underlying the role that psychologi-
cal ownership can play when applied to the GROW model of coaching within a 
multicultural context. It is posited that psychological ownership can enhance a 
coach-client relationship and can help a client to solve problems, make better 
 decisions, learn new skills, and even progress in a role or career. Furthermore, 
 psychological ownership may enhance an individual’s perception of meaningful-
ness and self-determination during the coaching process, which may have positive 
outcomes for both the individual and the individual’s organization in a multicultural 
context such as South Africa.  

  Keywords     Psychological ownership   •   GROW coaching model   •   Self-effi cacy   • 
  Self-identity   •   Belongingness  

1       Introduction 

 Traditionally, applied psychology focused on ameliorating distress and repairing 
dysfunctionality rather than on enhancing the well-being and goal attainment of 
normal, well-functioning individuals. According to Kauffman ( 2006 , p. 220) the 
attention should be shifted away from what causes and drives pain to what “ energises 
and pulls people forward.” Positive psychology was defi ned by Seligman ( 2007 ) as 
the scientifi c study of positive emotion, engagement, and of meaning that lead to 
happiness, fulfi lment, and fl ourishing. The purpose of positive psychology is 
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therefore to encourage people to look at what is good and going well in their lives 
to reinforce a positive disposition (Yves  2008 ). If a person experiences positive 
emotions, it widens their focus of attention and broadens access to their intellectual 
and psychological resources, resulting in improved performance (Kauffman  2006 ). 

 In exploring the implications of positive psychology for organizational behav-
iour, Luthans ( 2002 , p. 59) incorporated the basic principles of positive psychology 
into his defi nition of the construct of positive organizational behaviour (POB) as 
“the study and application of positively orientated human resource strengths and 
psychological capacities that can be measured, developed, and effectively managed 
for performance improvement in today’s workplace”. 

 Psychological ownership has emerged as a positive psychological resource and it 
has been found to meet the recognised POB criteria because it is based on theory 
and research, can be measured, is open to change and development, and affects the 
performance of organizations (Avey et al.  2009a ). Psychological ownership is 
defi ned by Pierce et al. ( 2003 , p. 86) as “the state in which individuals feel as though 
the target of ownership or a piece of that target is theirs” and as a refl ection of “an 
individual’s awareness, thoughts, and beliefs regarding the target of ownership”. 

 Coaching, which is rooted in some of the factors underpinning positive 
 psychology, has become not only a very popular tool in the workplace, but also a 
powerful strategy in the twenty-fi rst century workplace (Salavert  2015 ). According 
to Miles Downey, founder of the School of Coaching (see Hosking  2015 ), the need 
for coaching will be increasing in the new world of work. First due to several 
 organizations that move away from more traditional hierarchical structures to work 
environments that are more fl exible and accommodating to the needs of their 
employees and clients. Second as a result of increased job transition and self-
employment caused in part by the restructuring and downsizing of organizations 
(particularly in the case of a multicultural context such as South Africa), employees 
have become more stressed and less focused and effective. Furthermore the younger 
generation that have a stronger sense of their own autonomy and independence and 
that want to work for themselves or in smaller groups, will need the assistance of a 
coach. Due to these changes coaching can play a small but not insignifi cant part in 
making this new world of work effective (Hosking  2015 ) by promoting the well-
being (engendering hope and happiness) and enhancing the performance of 
 individuals, thereby benefi ting an organization and society as a whole (Yves  2008 ). 

 According to Myles Downey in Hosking ( 2015 ), in its purest form, coaching is 
about helping people to discover their own autonomy, their own authority, their own 
voice. Is it possible that psychological ownership could play a role in the coaching 
process, and, not only enhance the life experience of employees by helping them to 
fi nd their own voice, but also strengthen their commitment to remain in the organi-
zation and to perform to the best of their ability?  
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2     Purpose of This Chapter 

 Psychological ownership plays a role in helping people defi ne who they are and in 
shaping their emotions and subsequently much of their behaviours (Pierce et al. 
 2003 ). The purpose of coaching is to build on the client’s strengths and to enhance 
positive emotions (Kauffman  2006 ) and to change behaviour. During the coaching 
process the coach can thus assist the client in helping them defi ne who they are, 
helping them to identify with for example specifi c goals which might lead them to 
experience positive emotions such as meaningfulness and connectedness with the 
goal. If people feel that they can identify and control the object, the goal, the more 
possessive they will feel about that object, and the more that object will become part 
of the self (Pierce et al.  2003 ). This might enhance the self-effi cacy of the person 
and they most probably will implement action (show certain behaviour) to complete 
the task successfully, or achieving the goal. It thus seems that if the coach could 
assist the client in creating a sense of psychological ownership, the client might 
achieve their goals ensuring a successful coaching process. To date, no research has 
been conducted on how psychological ownership can play a role during the  coaching 
process and in this chapter the author would like to explore this relationship as a 
contribution to not only to the coaching literature but as well as to the development 
of psychological ownership theory. The purpose of this chapter is therefore to 
 theoretically explore the role that psychological ownership can play in enhancing 
the coaching process within a multicultural context such as South Africa. The con-
struct of psychological ownership will be discussed followed by a discussion on 
coaching indicating the role that psychological ownership could play during the 
coaching process.  

3     Psychological Ownership 

3.1     Psychological Ownership Defi ned 

 Pierce et al. ( 2001 ,  2003 ) defi ned psychological ownership in terms of possessive 
feelings that attach an individual to objects (either material or immaterial in nature), 
and these feelings are manifested in expressions such as ‘my’ and ‘mine’. Thus, 
when a state of psychological ownership exists, the individual will feel psychologi-
cally tied to the object. Therefore, psychological ownership could provide an answer 
to the question ‘What do I feel is mine?’ The conceptual core of psychological 
ownership is possessiveness as well as a sense of control over psychologically 
owned objects (Van Dyne and Pierce  2004 ). Psychological ownership is at the core 
of a human being’s individual and organizational existence; it is ‘real’ and it is also 
a ‘state of mind’. Therefore, psychological ownership may exist in the absence of 
any legal connection with an object. According to Brown ( 1989 , p. 15), “psycho-
logical ownership is people working as if they owned the place”.  
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3.2     The ‘Roots’ of Psychological Ownership 

 Before the role that psychological ownership can possibly play during the coaching 
process can be explored, it is important to understand what the building blocks or so 
called ‘roots’ of psychological ownership are. We therefore ask ourselves the ques-
tion: ‘Why would people develop psychological ownership?’ The reasons or motives 
for the existence of psychological ownership could be found, in part, in the need to 
experience effi cacy, control and competence in one’s environmental interactions, 
and in the need for self-identity and for ‘having a place’ or ‘home’ in which to dwell 
(Pierce et al.  2001 ,  2003 ). Only one motive, and not necessarily all three motives 
mentioned below, is needed for the emergence of psychological ownership. 

    The Effectance Motive 

 According to Van Dyne and Pierce ( 2004 ), the motive for possession lies in wanting 
to be in control because it will satisfy people’s need to identify their needs as theirs. 
The need to explore and control the environment is part of the human condition. 
Feelings of possession and the psychological experience of ownership begin to 
develop within an individual as a result of wanting to exercise control over objects 
(Pierce et al.  2001 ,  2003 ). Exploring and controlling objects or the environment lead 
to experiences of self-effi cacy and satisfaction. Therefore, people’s belief that they 
can control objects or the environment is a psychological component of resultant 
feelings of self-effi cacy. Self-effi cacy is defi ned as the belief of people that they can 
take on and put in the necessary effort to implement action and complete a specifi c 
task successfully (Avey et al.  2009b ).  

    The Need for Self-Identity 

 There is a close connection between people’s possessions and their self-identity and 
individuality (Pierce et al.  2003 ). Through ownership of and interactions with 
objects (possessions), which could be tangible or intangible (such as an organiza-
tion, a goal or a purpose), people are able to establish, maintain, reproduce and 
transform their self-identity (Rousseau  1998 ). Therefore, targets of ownership could 
be seen as descriptors of people’s identity. According to Avey et al.  2009b , p. 178), 
“Feelings of psychological ownership over these objects may provide a foundation 
from which individuals can identify themselves as being unique, thus contributing 
to their personal identity.” 

 O’Driscoll et al. ( 2006 ) stated that people had a strong drive to identify with the 
setting in which they worked and, therefore, they might identify with an organiza-
tion, goal or purpose. Because people ‘do’ things because of what they ‘are’, they 
establish and affi rm an identity for themselves (Shamir et al.  1993 ). 
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 People experience meaningfulness and connectedness if they internalize an 
organizational identity or a goal, for example as a defi nition of the self. If they feel 
they have control over the target or even the environment, that target or object 
becomes part of the extended self since there is an interconnection between control 
and the self-identity functions of possession (Pierce et al.  2009 ). If targets appeal to 
people and are aligned with their values and self-identity, they may develop feelings 
of psychological ownership towards those targets (Avey et al.  2009a ). According to 
Myles Downey in Hosking ( 2015 , p. 12) “when people operate from a sense of their 
own identity or authority they achieve more, grow and experience more joy”.  

    The Need for Having a Home 

 According to Pierce et al. ( 2003 ), having a ‘home’ or having a place in which to 
dwell translates into ‘being in this world’. Being ‘at home’ addresses people’s 
placement and understanding of themselves in time and space. Interaction with the 
environment, as well as personalisation, promotes familiarity and a discovery of the 
self within, and a sense of being one with a target creates a ‘home’ for an individual. 
A work environment in which an individual feels ‘at home’ will give that individual 
a purpose in life and help the individual to fi nd the self (Pierce et al.  2009 ). Feeling 
‘at home’ requires an investment of the self into the context, an intimate knowing 
of that context, and/or the discovery of personal identity in that context in such a 
manner that the context is seen as a refl ection of the self. If an individual makes 
a considerable emotional investment in a particular possession, this possession will 
become ‘home’ to that individual and it will have a special meaning for that 
individual. 

 It is important for every human being ‘to be’ and to ‘have roots’. Feelings of 
ownership are linked to an individual’s need to have a place and to be at ‘home’ 
(Olckers and Du Plessis  2015 ; Pierce et al.  2003 ,  2009 ). People will defend this 
‘home’ because it provides them with security and they have made an effort to 
invest in it. Having a ‘home’ satisfi es the individual’s psychological need to belong. 
A place or object becomes ‘home’ to a person through the attachment to or strong 
sense of identifi cation with that place or object. The existence of psychological 
ownership refl ects our need to be ‘at home’ and to create a place for ourselves 
(Pierce et al.  2009 ).   

3.3     The ‘Routes’ to Psychological Ownership 

 When considering the emergence of psychological ownership the following 
questions arise: ‘What drives psychological ownership?’, and ‘How do people come 
to feel psychological ownership?’ Pierce et al. ( 2001 ,  2003 ) pointed out that there 
were three basic ways in which people came to experience an object or a target 
which lay outside the self as part of the self: They need to (1) be able to control the 
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object; (2) to know the object; and (3) to invest in the object. The more they invest 
in and spend time with the object, the more the self will become attached to that 
object. 

    Controlling the Object or Target 

 The ability of a person to control or manipulate an object or target causes that  person 
to develop feelings of ownership towards that object or target (Olckers and Du 
Plessis  2015 ). Control is a critical determinant of feelings of ownership, and the 
more people believe they can control and infl uence an object, the more possessive 
they will feel about that object, and the more that object will become part of the self. 
Therefore, the feeling of ownership is related to the ability to use and control the use 
of objects. Objects over which people exercise the most control are objects 
 experienced as ‘mine’, in other words objects towards which they experience own-
ership (Pierce et al.  2009 ). Only those objects that people can control will become 
part of the self and objects they cannot control will not become part of the self. 
Environmental conditions, for example in the case of an organization that provides 
employees with the opportunity to exercise control and to experience personal 
control, will satisfy not only people’s need for control, but also their need for 
effectance, competence, and feelings of effi cacy (Avey et al.  2009a ).  

    Knowing the Target or Object 

 People will develop feelings of ownership for objects which they have a living rela-
tionship with, in other words, objects (people, places or things) that are with them 
for a period of time and eventually become psychologically ‘theirs’. Objects become 
part of the self through knowing them passionately (intimately) (Pierce et al.  2001 , 
 2003 ). It is through active participation or association with objects that knowledge 
about these objects or targets develops. The more knowledge or information a 
 person gathers about an object, the more intimate the connection will become 
between the person and the object and the more attached the person will become to 
the object. The person will increasingly become one with the object. Through 
the attachment to an object the individual will discover themselves within and 
experiences a sense of being ‘one with’ the object and being ‘at home’ (Olckers and 
Du Plessis  2015 ).  

    Investing the Self in the Target 

 A sense of ownership will only develop if an investment of the self into a target 
takes place and the investment will only take place if a person spends energy, time 
and effort on a target so that the self becomes one with the target or object. Therefore, 
the object emerges from the self (Pierce et al.  2003 ). People can develop a sense of 
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ownership towards machines, their work, the products they produce, and other people. 
Individuals’ need for self-identity and for having a ‘home’ is satisfi ed if a personal 
investment of the self is made in the target, and if they become familiar with the 
target. In addition, by investing the self in the target, people exercise control over 
the target, giving rise to feelings of self-effi cacy (Pierce et al.  2009 ). 

 Thus, people will come to feel they are one with the target because they have 
developed psychological ownership through controlling the target, knowing the 
 target through close association with it, and immersing the self into creating and 
shaping the target of ownership.   

3.4     The Benefi ts of Psychological Ownership 

 There are several benefi ts of psychological ownership, not only for an individual, 
but also for an organization. 

 Positive attitudes toward the target, enhanced self-concept, and a sense of respon-
sibility are the three fundamental outcomes associated with feelings of possession. 
Van Dyne and Pierce ( 2004 ) suggested that this sense of possession (which allows 
individuals to satisfy their basic needs for effi cacy and effectance, self-identity, and 
place) is the key to shaping work-related attitudes, self-concept, and behaviours. In 
this sense, psychological ownership is associated with positive motivational, 
attitudinal and behavioural consequences. 

 Psychological ownership has been associated with: (1)  greater commitment  to an 
organization – because employees experience a sense of attachment and belonging 
to the organization through a sense of possession (Avey et al.  2009a ; Olckers  2013 ; 
Van Dyne and Pierce  2004 ); (2)  greater accountability  – because, through psycho-
logical ownership, employees’ sense of the self will be closely linked to the organi-
zation and their desire to maintain, protect, or enhance the self, and this will result 
in an enhanced sense of accountability (Olckers  2013 ); (3)  greater job satisfaction  – 
because if employees feel possessive toward their organization as a result of having 
infl uence and control at work, if they have intimate knowledge of the organization, 
and if they feel they have invested themselves in their organizational roles, they 
should experience high levels of satisfaction which, in turn, would infl uence their 
job satisfaction (Avey et al.  2009a ; Mayhew et al.  2007 ; Van Dyne and Pierce  2004 ); 
(4)  better organizational performance  – because if an organization provides 
employees with a valued sense of belonging, sense of effi cacy and/or sense of self- 
identity the employees will develop feelings of responsibility, which will lead to 
their investing time and energy to the benefi t of the organization (Van Dyne and 
Pierce  2004 ; Wagner et al.  2003 ); (5)  better organization - based self - esteem  – 
because employees who regard their organization as their personal psychological 
property will assess themselves positively as members of the organization since 
they recognize the value and importance of the relationship (Avey et al.  2009a ; Van 
Dyne and Pierce  2004 ); (6)  more effort on the part of the individual to engage in 
organizational citizenship behaviours  – because individuals who experience 
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 psychological ownership will display behaviour that is intended to benefi t others 
and not themselves (for example, employees will speak on behalf of their organization, 
they will assist others in the performance of their roles, and they will volunteer for 
tasks) (Avey et al.  2009a ; Van Dyne and Pierce  2004 ); (7)  increase in extra - role 
behaviour  (Mayhew et al.  2007 ) – because individuals with higher levels of psycho-
logical ownership are more likely to engage in extra-role behaviour (constructive 
work efforts that benefi t the organization and go beyond required work activities); 
(8)  intention to stay  in the organization – because employees feel the organization 
satisfi es their need to have a ‘home’ and to belong (Avey et al.  2009a ; Jeswani 
and Dave  2011 , Olckers  2013 ); and (9)  happiness  – because employees who have 
control of their environment will experience feelings of pleasure, and employees 
who feel their organization is like a ‘home’ will experience a sense of comfort and 
security, and these feelings will have positive effects (George  2015 ). 

 The coaching construct will now be discussed, followed by a discussion indi-
cating the role that psychological ownership could play during each phase of the 
coaching process.   

4     Coaching 

4.1     Coaching Defi ned 

 There has been an explosion of interest in coaching in recent years (Theeboom et al. 
 2015 ), and this has produced many defi nitions of coaching. According to Passmore 
( 2010 ), coaching is a process that is solution-focused, results-orientated and 
 systematically planned, and one in which a coach by way of a one-to-one supportive 
relationship helps a client to achieve fulfi lling results in their personal and pro-
fessional lives. By implication, the coach accepts responsibility for ensuring that 
clients improve their performances and enhance the quality of their lives (Wright 
 2005 ) through the building of trust, two-way communication, facilitation and a 
transparent process (Lai and McDowall  2014 ). According to Salavert ( 2015 ), it is 
the responsibility of a coach to ask the right questions and to elicit solutions and 
strategies from a client that will enable the client to focus on and achieve their goals 
by using their own resources. Coaches should believe in the signifi cant untapped 
inner potential of their clients, and coaches should provide the necessary support to 
enhance the skills, resources and creativity that clients already have, regardless of 
culture (Linder-Pelz and Hall  2008 ). 

 The aim of coaching is to enhance the performance or life experiences of clients 
by assisting them in discovering what they are capable of doing, as stated by 
Whitmore ( 2003 , p. 97) “optimising people’s potential and performance”. The 
coach is, therefore, a facilitator of learning who must help the client not by being 
directive but by applying their own knowledge, skills and techniques to assist the 
client in taking ownership and control of the self and processes in order to enhance 
performance (Lai and McDowall  2014 ).  
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4.2     Coaching Models 

 Brown ( 2010 ) defi ned a coaching model as a theoretical framework comprising 
different coaching elements that enable coaches to coach and develop their cli-
ents effectively. Several theoretical approaches to coaching have been developed 
and summarised by Ives ( 2008 ) as behaviourist, humanist, cognitive, goal-
focused, adult development and learning, positive psychology, adventure-based 
and system- oriented. Each of the approaches to coaching is rooted in a different 
psychological school of thought, such as behaviourism (GROW coaching model), 
cognitive psychology (cognitive behavioural coaching), constructive-developmental 
psychology (developmental coaching), theories of human behaviour and behavioural 
change (solution-focused coaching), and integrated cognitive and behavioural 
psychology (integrated coaching). Not any one approach is better or right, but 
each approach would be more appropriate in a particular situation (Ives  2008 ). 
For the purpose of this chapter the focus will be on the GROW (Goal, Reality, 
Options, Wrap-up) model of coaching, which is grounded in the behaviourism 
school of thought. 

 An important contributor to classical behaviourism was Watson, who paved the 
way for Skinner’s radical or operant behaviourism. According to behaviourism, 
behaviours can be measured, trained and changed. Therefore, behaviour can be 
studied in a systematic and observable manner without taking any internal mental 
states, such as emotions and cognitions, into consideration (Yves  2008 ). The GROW 
model will be discussed in more detail. 

    The GROW Model 

 The development of coaching has been strongly infl uenced by the GROW model 
which was devised by Sir John Whitmore and developed by Graham Alexander. 
This model is simple and effective to apply to individual coaching and coaching 
interaction, and captures a key aspect of coaching since, it enables people to 
grow, develop their skills, achieve performance, and gain fulfi lment (Alexander 
 2010 ). 

 According to Hattingh ( 2008 ), the GROW model has been used in numerous 
coach training programmes as a framework to develop the coaching relationship 
and guide the coaching process. Coaching within this framework is natural, fl owing 
and artistic with the purpose of strengthening the human bond and the relationship, 
and it is cyclical in nature. Throughout a coaching interaction the model will enable 
the coach to recap earlier phases of the GROW model and to allow the client to see 
the process clearly and move forward. The GROW model is visually depicted in 
Fig.  1 .

   The GROW model comprises fi ve phases, which will be discussed briefl y.  
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    Phase 1: Topic 

 Firstly the coach needs to start the discussion about the topic that will be covered. It 
is of critical importance to understand what the client wants to talk about, what 
space the client is in, the extent of the issue at hand, how important the topic is to 
the client, as well as what the long-term goal of the topic is (Koortzen and Oosthuizen 
 2010 ). During this phase the coach needs to build rapport with the client, ask 
 relevant open-ended questions and listen actively in order to gain information (Lai 
and McDowall  2014 ). The purpose of open-ended questions is to help the client 
explore their current situation and develop different ways of thinking about it so as 
to empower the client to generate solutions by themselves (Dembkowski and 
Eldridge  2003 ). According to Alexander and Renshaw ( 2005 ), typical questions 
that could be asked in this phase are the following: ‘What would you like to discuss 
in today’s session?’, ‘What topic do you want to address?’, and ‘What will be the 
most valuable subject to focus on?’ To allow the client to take ownership and 
control of the topic, it is of utmost importance that the coach allows the client to 
present their ideas and requirements. Therefore, the coach should refrain from 
imposing topics for discussion on the client. It is of critical importance especially in 
a multicultural context that the coach does not oppose his/her ideas onto the client 
but by asking relevant questions that promote self-refl ection assist the client to 
develop their own topics and goals they want to achieve (Peterson  2007 ). 

  Fig. 1    The GROW model (Alexander  2010 , p. 84)       
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   The Role of Psychological Ownership in Phase 1 

 Individuals want a purpose in life; they want to discover personal meaning; they 
want to understand not only themselves but also their placement in time and space 
(Pierce et al.  2003 ,  2009 ); and they want to feel that they belong. Some of the 
 reasons why people approach a coach is to assist them in fi nding personal meaning 
in life and achieving their goals (Salavert  2015 ). Clients will respond positively to 
coaching only if they experience the coach as an expert partner and trusted advisor 
who will assist them in seeing the bigger picture and in accomplishing their goals 
(Salavert  2015 ). Only if the client invests the self into the context, in other words, 
explores their current situation and fi nd meaning in what they want to achieve, will 
they feel at ‘home’ (Pierce et al.  2001 ,  2003 ). Therefore, the client needs to know 
the context, and to help the client discover the context as well as the client’s 
personal identity within that context, the coach could play an important role by 
 asking relevant questions (Yves  2008 ). Examples of such questions could be: ‘What 
does it mean to you?’, and ‘How important is it to you?’ The client will take control 
of a topic and it will become ‘home’ to them only if they regard the topic or goal as 
meaningful and worthy of investing a lot of their time and effort, because it will 
provide them with a purpose and with security. Regardless of culture, one of the key 
conditions according to Peterson ( 2007 ) for the client to develop themselves and to 
become more effective is the willingness to invest time and energy into what they 
want to accomplish. 

 The client will become psychologically attached to (come to feel at home with) 
a topic or goal that is theirs, that is familiar to them, that provides them with a sense 
of personal security, and that represents a place in which they feel safe to dwell 
(Pierce et al.  2001 ,  2003 ,  2009 ). If clients come up with their own topics and the 
goals they want to achieve (Yves  2008 ), these topics and goals are ‘theirs’, and 
because they own them, clients will be able to identify themselves with these topics 
and goals.   

    Phase 2: Goal 

 The coach should spend time with the client to establish the goal they wish to 
achieve through receiving coaching since this will have a big impact on the success 
of the coaching process. Goals should be clearly formulated conform to the 
 principles of SMART (specifi c, measurable, achievable and attainable, relevant and 
realistic, time-bound and tangible) otherwise it will only lead to a frustrating and 
purposeless conversation (Alexander  2010 ). 

 Goals should not just be a restatement of organizational goals, but should have 
relevance for the client and be real to them, and, to achieve that, the coach needs to 
ask penetrating questions about goals (Yves  2008 ). By studying cultural dimensions 
and distinctions, a cross-cultural coach will be able to become familiar with the 
various ways that people differ and by asking the right questions, will spot the 
hidden meanings of their clients (Peterson  2007 ). According to Koortzen and 
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Oosthuizen ( 2010 ), typical questions that could be asked are the following: ‘How 
will you know that you have achieved that goal?’, and ‘How will you know the 
problem has been solved?’ Goals will be achieved only if they are meaningful to 
and have personal relevance for the client. As stated by Dembkowski and Eldridge 
( 2003 , p. 4): “The more it matters to the client the more it acts as a magnet; it will 
draw in the person rather than the person having to push for it”. In addition, goals 
should be broken down into smaller, achievable goals. 

 It is also the coach’s responsibility to provide the client with a real picture of how 
the goal will appear, and, to do this, the coach must approach a discussion of the 
goal with the end in mind. In this way, the goal will be made more achievable, the 
client will have a much clearer idea of what they are endeavouring to achieve, and 
they will also have a benchmark to measure their progress against, as they work 
towards the goal (Dembkowski and Eldridge  2003 ). 

   The Role of Psychological Ownership in Phase 2 

 In order for goals to be achieved, it is important that the client makes the goal their 
own: in other words, that they take possession of the goal. Possession of the goal 
will enable the client to feel safe because they will see this goal as theirs (Pierce 
et al.  2001 ,  2003 ,  2009 ). The ultimate meaning of ownership is the fusing of the 
target of ownership, in this case the goal the client wants to achieve, with the self: 
to have is to take into the self, and this is the ultimate form of control. The moment 
the client feels that they can control the goal, can control how they achieve the goal 
and use it, and use it as a mechanism to exert control over the environment, which, 
in this case could be either in their personal life or their work environment, they start 
to develop feelings of psychological ownership (Pierce et al.  2004 ). Furthermore, as 
a result of taking control of this goal, the client will experience feelings of 
 competence and personal effi cacy, autonomy and of psychological ownership 
(Pierce et al.  2004 ). 

 It is important to set goals for achievement that are relevant for the client and that 
the client can control. Only if clients feel they can control or manipulate the goal 
will they feel they possess it and will it become ‘theirs’. It will become part of the 
self and they will experience feelings of ownership for that particular goal (Pierce 
et al.  2003 ,  2004 ,  2009 ). Therefore, this feeling of control over the goal will enhance 
the client’s self-effi cacy.   

    Phase 3: Reality 

 This phase is seen as a starting point to move towards the set goals. The coach 
should refrain from telling the client how to achieve their goals because it defeats 
the purpose of coaching and will prevent the client from learning and gaining insight 
into the goal (Stober and Grant  2006 ). During this phase the client is confronted 
with their perceived reality and truth. The environment should be non-threatening, 
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especially in a multicultural context so that the client can become aware of their 
own achievements, capabilities and available resources whilst being challenged by 
limiting beliefs and feelings (Koortzen and Oosthuizen  2010 ; Peterson  2007 ). 

 To assist the client in seeing the situation they are in, and for them to face reality 
from an ‘outside-in’ perspective, the following open-ended questions, among others, 
could be asked: ‘What is your understanding of the situation?’, ‘What resources will 
you need to face this situation?’, ‘What control do you have?’, and ‘What do you 
want to happen in this situation?’ (Alexander and Renshaw  2005 ) To clarify the goal 
they want to achieve, broader types of questions are asked before focusing on more 
specifi c issues. This will enable the coach and client to explore a new reality. 

   The Role of Psychological Ownership in Phase 3 

 In order to achieve a goal, a client needs to believe that they can achieve the goal 
successfully and that they have the capacity and ability to achieve it; that is, that 
they have self-effi cacy (Avey et al.  2009b ). According to Peterson ( 2007 ), to be 
capable, to have the skills and knowledge to achieve a goal is a key condition for 
systematic learning and to help the client to develop themselves and to become 
more effective. Feelings of ownership emerge if the client feels they can control and 
manipulate the object, in this case the goal they want to achieve. The client’s feeling 
of having control is a psychological component of the resultant feelings of self- 
effi cacy (Avey et al.  2009b ), which may promote a sense of psychological owner-
ship concerning that particular goal. As stated by Avey et al. ( 2009a , p. 177), the 
client needs to be able to say “I need to do this task, I can do it, and therefore I own 
the responsibility for achieving success.”  

    Phase 4: Options  

 Without being judgemental, especially in a multicultural context where individuals 
may vary in terms of what is meaningful to them (Peterson  2007 ), the coach, 
together with the client, must list all possible options of moving forward. Following 
on the Reality phase, the client should be able to identify goals and areas for 
development. Although some clients may have a high level of self-awareness and 
the ability to identify problems, others may need the coach to provide more support 
and encouragement to enable them to think ‘outside the box’ which is often more so 
within a multicultural context. It is important to keep in mind that the coaching 
process is non-directive (Stober and Grant  2006 ): the coach should not provide 
solutions to problems, but should draw out solutions from the client (Vickers and 
Bavister  2005 ). Long-term learning will only be achieved if the client has gained 
insight and has the confi dence to come up with answers (Peterson  2007 ). During the 
Options phase the goal should be revisited to ensure that it is still relevant (Alexander 
and Renshaw  2005 ). 
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 The coach can start off this phase by asking open-ended questions, such as: 
‘What options do you have?’, What solutions are possible?’, and ‘What are the pros 
and cons of each option?’ Thereafter, more probing questions can be asked, such as: 
‘If you were an expert in this area what would you do’, and ‘If you had all the 
resources in the world, what would you do?’ (Alexander and Renshaw  2005 ). 

 In order to change the client’s behaviour and beliefs, the client should be given 
the necessary support and time to think creatively and differently about how the 
goal could be achieved. In this phase, the client does not have to commit to a  specifi c 
course of action or evaluate possible actions. Without being judged by the coach, 
the client needs to feel free to make statements about options in this phase. These 
options will only be evaluated in the Wrap-up phase.  

   The Role of Psychological Ownership in Phase 4 

 It is very important for clients to identify with their problems and with the goal they 
want to achieve. Clients will be able to establish, maintain and transform their self- 
identity only if they interact with their possessions (Van Dyne and Pierce  2004 ) in 
this case, the goals they want to achieve, and refl ect upon their meaning (which is 
important during this phase of the coaching process). When one interacts with one’s 
goals or possessions, one’s identity is developed and cultivated because these goals 
or possessions, which are experienced as symbols of the self, provide space and 
pleasure (Pierce et al.  2003 ,  2009 ) and help the client to experience autonomy, 
which is one of the goals of coaching (Hosking  2015 ). The client will experience the 
goals as meaningful and will connect with them only if the client, with the support 
of the coach, is able to internalise them as a defi nition of the self (Pierce et al.  2009 ). 
The client may feel a sense of psychological ownership towards the goal to the 
extent that it appeals to and affi rms their values and self-identity which will in a 
multicultural context differ from one another since according to Pierce et al. ( 2003 ) 
especially the expression of self-identity to others, will most probably be more 
 signifi cant in collectivistic cultures (because people care about how others perceive 
them). 

 In order for the coach to assist the client in generating different options and 
identifying advantages and disadvantages associated with all the options (Yves 
 2008 ), the client must have knowledge of the target or object, in this instance, the 
goal they would like to achieve. Once the client has attained the necessary knowl-
edge of the goal to be achieved, the goal will become ‘theirs’. Active participation 
with the target/object or goal is needed to gain knowledge of it (Pierce et al.  2003 ); 
therefore, it is important that the coach and the client spend some time on attaining 
this knowledge because only then will the client develop a sense of ownership 
towards the goal.   
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    Phase 5: Wrap-Up 

 Most of the client’s learning and awareness will take place during this phase because 
this is the time when dreams will be translated into reality (Koortzen and Oosthuizen 
 2010 ). The different options identifi ed in the Options phase need to be weighed up 
in terms of short-term and long-term costs and benefi ts, and then be broken down 
into specifi c action steps. It is important to emphasise once again that the client 
should come up with their own decisions (Lai and McDowall  2014 ). Once the 
appropriate actions have been selected, the coach and the client must decide on a 
plan of action to bridge the gap between where the client is at the moment and 
where they want to be. In this phase the coach should obtain the client’s commit-
ment to take action and establish a time frame for achieving selected goals 
(Dembkowski and Eldridge  2003 ). The coach and the client also need to identify 
how they will go about overcoming obstacles and obtain clarity about the support 
the coach will provide. The coach must ensure that the client knows exactly what 
action steps will be taken, and these actions should be quite specifi c, measurable 
and time-bound (Alexander  2010 ). 

 Specifi c questions could be asked to ensure that the client will know when each 
action has been achieved, for instance, ‘What are the implications of taking this 
action?, ‘How realistic and practical is it?’, and ‘Is there anything that will stop you 
from doing it?’. 

   The Role of Psychological Ownership in Phase 5 

 By allowing the client to come up with their own decisions, they will be provided 
with the autonomy to achieve higher levels of control, which will increase the 
likelihood that feelings of ownership towards the goal will emerge (Pierce et al. 
 2003 ). As earlier stated, the purpose of coaching is to help people discovering their 
own autonomy, their own voice (Hosking  2015 ). This could however differ from 
different cultures since according to Peterson ( 2007 ) seeking independence and 
autonomy is more of an individualistic perspective. The client needs to be very clear 
about the action steps, because only if they have suffi cient information about the 
goals they want to achieve and the steps they are going to take (Lai and McDowall 
 2014 ), and have considered the pros and cons of each step, will they develop 
 psychological ownership of these goals. It is further important that the client invest 
some time and energy during this phase thinking about the practicality and implica-
tions of the actions to be taken as this will increase the possibility that the action 
steps will cause the self to become one with the actions and that feelings of owner-
ship will develop (Peterson  2007 ). If the client experiences a sense of psychological 
ownership of the action steps to be followed to achieve the goals, they might 
experience responsibility directed not only towards themselves but also towards the 
organization (Pierce et al.  2009 ).     
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5     Psychological Ownership and Coaching in a Multicultural 
Context 

 The cultural aspects of a social context according to Pierce et al. ( 2003 ) will have a 
signifi cant infl uence on the phenomenon of psychological ownership. Culture, 
which is refl ected in customs, norms, traditions and beliefs in society (Hofstede 
 1980 ), shapes the individual’s self-concept and values with regard to control, self- 
expression, self-identity, property, and ownership. 

 Pierce et al. ( 2003 ) propose that culture will have an infl uence on all the elements 
of the framework of psychological ownership: on the construct itself, the motives, 
the “routes”, targets, individuals, and the process. Although possessive feelings are 
universal, it is possible that individuals from different cultural groups assign differ-
ent meaning to possessions in terms of viewing them as part of their extended selves. 
Possessions may play a more signifi cant role in the self-defi nition in some cultures 
than in others. Therefore, Pierce et al. ( 2003 ) suggest that feelings of ownership 
may be present in different cultures to a different extent. 

 There could be a difference in cultures with respect to the salience of the various 
ownership motives (roots). According to Hofstede ( 1980 ), the “effi cacy and 
effectance” motive for example might be more prominent than the “having a place” 
motive in individualistic rather than in collectivistic cultures. The “identity” motive, 
especially the expression of self-identity to others, will most probably be more 
 signifi cant in collectivistic cultures (because people care about how others perceive 
them). 

 Pierce et al. ( 2003 ) also suggest cross-cultural differences with regard to the 
“routes” to psychological ownership. There will be a shift from the “control” and 
“investment of self” route to the “getting to intimately know” route if a person 
moves from a more deterministic and “doing” cultural orientation to a more fatalistic 
and “being” orientation. 

 According to Pierce et al. ( 2003 ), both the kind of target and the expression of 
feelings of ownership towards that target will vary greatly according to the culture 
and country in which the individual operates, and the locus of the self-concept in 
that society. Individualistic societies would place more emphasis on personal 
successes and achievements (Triandis  2004 ), and would focus ownership more 
on their material possessions and work that addresses these achievements. Other 
cultures are more collectivistic and place high value on the community, family and 
relationships (Triandis  2004 ); individuals from these cultures will probably develop 
feelings of ownership primarily towards social targets like the community and 
family. 

 According to Pierce et al. ( 2003 ), the level at which the feeling for psychological 
ownership resides, defi ned as individual versus collective, is a very important aspect 
of the construct. They theorise that in individualistic cultures (e.g. the US and 
Australia), the feeling of ownership will tend to be experienced at the individual 
level. In contrast, the more the self-concept is tied to the collective entity (as in 
collectivistic cultures like those of China and Japan), the more psychological 
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ownership will be defi ned as a shared, collective feeling. There is very limited 
empirical evidence in support of such propositions. However, although Hartley 
( 2015 ) did not fi nd in her study conducted in the multicultural context of South 
Africa, that either an individualistic or collectivistic cultural approach has a signifi -
cant infl uence on psychological ownership, small differences were found. For 
example, Hartley ( 2015 ) found that individualists are higher than collectivists on the 
effective motive as well as on their level accountability. 

 In a multi-cultural context such as in South Africa it is on the one hand of critical 
importance that a coaches’ assumption about culture should never interfere with 
their coaching of an individual. This means that regardless of whether that 
individual was shaped by culture, education, family background, life experience or 
any other factors, it remains the coach’s responsibility and challenge to know the 
person/client they are working with. On the other hand, if a coach broadens their 
understanding of culture, it will better assist them in identifying and understanding 
human behaviour and the meaning thereof (Peterson  2007 ). A good cultural-coach 
will realise that people look at the world through different lenses and therefore it is 
important that they familiarize themselves with the different cultural dimensions 
and distinctions. 

 Although understanding of a culture may help in understanding group behaviour, 
it doesn’t necessary help in predicting individual behaviour since not all individuals 
fi t the particular cultural style. Pierce et al. ( 2003 ) also emphasise the fact individuals 
differs regarding the strength of their motives of psychological ownership both 
across individuals and within individuals in time. Therefore this emphasises the fact 
that the coach should be aware of the different ways in which individuals may vary 
and what is meaningful to them. It is important that the coach always demonstrate a 
non-judgmental, accepting attitude in determining clients’ primary values and 
 motivations (Peterson  2007 ). A cross-cultural coach should never allow their own 
preferences to result in negative evaluations of what the client value. In order to 
coach across cultures it is of the utmost importance that a relationship of trust and 
understanding should be established between the coach and the client and that the 
coach will connect with the client regardless of culture (Renner  2007 ).  

6     Chapter Summary 

 Most employees need a purpose in life, to discover personal meaning, to achieve 
goals, to understand not only themselves but also where in an organization they fi t 
in, to feel that they belong in their organization and have a ‘home’ that provides 
them with comfort and security (Pierce et al.  2001 ,  2003 ,  2009 ). There could 
be several reasons why clients might approach a coach but in general they enter the 
coaching process because they want to learn and develop goals, increase their per-
formance within their organization, or refl ect upon their own behaviour (De Haan 
and Nieβ  2015 ). Clients would thus approach a coach to assist them to focus and to 
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grow; to motivate and support them in achieving their goals in their personal and/or 
professional life (Linder-Pelz and Hall  2008 ; Yves  2008 ). 

 Psychological ownership can help employees defi ne who they are and shape 
their emotions and subsequently much of their behaviours (Pierce et al.  2003 ). 
Because psychological ownership infl uences people’s behaviour, it can play a major 
role during the coaching process, specifi cally if the GROW model of coaching is 
applied. The reason is because the focus of the GROW model is to establish if the 
client needs to change their behaviour or acquire new skills to be successful 
(Alexander  2010 ). 

 For the coach to assist the client in changing their behaviour so that they can 
achieve their goal, the coach needs to ensure that the client feels that they have 
 control over their goal. The client will probably take control of a topic and it might 
become ‘home’ to them only if they experience achievement of their goal as 
 meaningful, and if achieving the goal provides them with a purpose and feeling of 
security (Pierce et al.  2001 ,  2003 ). As a result of taking control of their goal, the 
client might experience feelings of competence and personal effi cacy, and the psy-
chological experience of ownership will most probably emerge. Clients can have 
control only if they have suffi cient knowledge of and clarity about what they want 
to achieve (Peterson  2007 ). Furthermore, suffi cient knowledge can only be attained 
if the  client spends enough time, energy and effort to ensure understanding of the 
goal they want to achieve, as a result of which the self will become ‘one’ with their 
goal. Clients will most probably also become ‘one’ with the goal if they can identify 
with their goal (Hosking  2015 ). Only if the client, with the support of the coach, is 
able to internalise their goal as a defi nition of the self, might the client experience 
the goal as meaningful and might they connect with the goal. Being able to achieve 
their goal set might ensure the happiness and fulfi lment of clients and will they most 
probably fl ourish (Yves  2008 ). 

 Although psychological ownership was predominantly discussed from the cli-
ent’s perspective, with indications of how the coach can help the client, the psycho-
logical ownership of the coach on his/her role in all of the aspects are of equal 
importance. The coach can also come to feel psychological ownership during the 
coaching process through the ‘routes’ of psychological ownership by controlling 
the object (client), knowing the object (client) and by investing in the object (client). 
By manipulating or rather guiding the client during the process by asking the right 
questions (Stober and Grant  2006 ) the coach can feel that they control the coaching 
process and therefore might develop feelings of psychological ownership towards 
the client. The effective management of the relationship between the coach and the 
client is vital during coaching (Yves  2008 ). To enhance this relationship it is there-
fore important that the coach and particularly a cross-cultural coach broader their 
understanding of culture since this will enable them to identify the different dimen-
sions of human behaviour and to explore the meaning thereof (Peterson  2007 ). The 
more knowledge or information the coach gathers about the client, the more inti-
mate the connection will become between the coach and the client (Pierce et al. 
 2003 ). Through this attachment with the client the coach might become to experi-
ence feelings of psychological ownership. By investing the self in the target (client) 
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through spending time and energy with the client, making effort to understand the 
client and particularly learn about their culture the coach might develop feelings of 
psychological ownership towards the object which in this case is the client. 

 From this discussion it is clear that not only the client, but the coach as well can 
develop feelings of psychological ownership during the coaching process that might 
enhance their perceptions of meaningfulness and self-determination (for the client 
due to the achievement of their goals or learning that has taken place and for the 
coach due to the fact that they has achieve in assisting the client in fi nding meaning 
and achieving their goals).  

7     Practical Implications of the Role of Psychological 
Ownership in the Coaching Process 

 In order to be successful and to survive in the twenty-fi rst century world of work, it 
is ideal that all employees on all levels in an organization have a clear view of their 
personal goals, and these goals should be aligned with those of the organization. 
This alignment will only take place if the goals appeal to the employees and they 
feel they can identify with them. 

 The GROW model offers a useful structure for a coach to ensure the following: 
that a client comes to feel that they can identify with a goal; that the client develops 
psychological ownership as a result of controlling the way they will achieve the 
goal; that the client knows the goal through close association with it; and that it 
provides the client the opportunity to immerse themself and thereby shape and 
 create their goal or target of ownership. Having control and infl uence over the goal 
might lead to the experience of feelings of competence, personal effi cacy, and 
 psychological ownership (Pierce et al.  2003 ,  2009 ). Psychological ownership may 
enhance the client’s perception of meaningfulness and self-determination during the 
coaching process, which might ensure the improvement, development and growth 
of the client, leading to not only an enhancement of the quality of their lives, but 
also to a strengthening of their commitment to remain in the organization and to 
perform well. 

 During coaching the coach should always keep in mind that individuals have 
their own expectations and requirements of the coaching process and the relation-
ship with their coach. Cultural differences will even increase the challenge. The 
coaching process will most probably be better anticipated and handled if a coach 
increases their knowledge of cultural differences. However, in the words by Peterson 
( 2007 , p. 270) “regardless of the amount of cultural knowledge a coach has, the best 
coaches will always be those who coach with an open attitude of curiosity and inter-
est, who meet people where they are, who accept them for what they are, and who 
project a genuine desire to be helpful to each person on their own terms.”  
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8     Concluding Remarks 

 This chapter contributes to the body of knowledge about the role that psychological 
ownership can play in the coaching process since this relationship has not yet been 
explored. Management, human resource practitioners and coaches can benefi t from 
recognizing the importance that psychological ownership can play during the coach-
ing process because employees who experience psychological ownership develop 
feelings of responsibility towards their targets of ownership, which, in this case, are 
their goals they want to achieve. They furthermore improve not only the quality of 
their own lives, but might also improve the performance of their organizations.     
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      Coaching and Consulting for Authentic 
Leadership: A Theoretical Foundation 
for an Evidence-Based Process Model                     

       Steven     Breger    

    Abstract     This chapter explores how theory and evidence-based practice converge 
to establish a theoretically-grounded understanding of a model used for authentic- 
leadership coaching and consulting. The  Authentic - intention Model  (AiM) is a 
model that is used within the context of promoting, developing and managing 
values- based, authentic-leadership behaviour. It is used to facilitate a shift in rela-
tional dynamics for the coaching client (coachee): from displaying a nonconscious, 
unacknowledged and unarticulated reactive behaviour (possibly perceived as being 
an ‘untrustworthy’  Agenda  by others), toward a consciously articulated and inten-
tional  Dialogue  (potentially perceived as being ‘trustworthy’ by others). The overall 
evidence-based outcome of applying this model has culminated in coachees reduc-
ing their relational anxiety, and being empowered to adopt a neutral meta-position 
within the context of their leadership roles. The coachees are ultimately able to 
transform their reactive  Agenda  into a relational  Dialogue . The theories discussed 
in this chapter provide evidence that the aforementioned is associated with authentic- 
leadership behaviour. Importantly, the AiM is used as the conceptual framework 
with which to articulate this exposition.  

  Keywords     Intention   •   Authentic leadership   •   Coaching psychology   •   Values-based 
leadership    •   Mindfulness   •   Trustworthiness  

     My life is a story of the self-realization of the unconscious. Everything in the unconscious 
seeks outward manifestation, and the personality too desires to evolve out of its uncon-
scious conditions and to experience itself as a whole. I cannot employ the language of sci-
ence to trace this process of growth in myself, for I cannot experience myself as a scientifi c 
problem. From C.G. Jung’s ( 1961 )  Memories, Dreams, Refl ections  

 The purpose of this chapter is to demonstrate that the relevant theories and the 
evidence- based practice of consulting and coaching psychology can converge to 
provide credence to the form, function and spirit of authentic, intentional 
leadership. 
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 This chapter explores how the relevant theories, in combination with evidence- 
based practice, are used to articulate an  authentic - leadership  model. This model is 
used within the context of diagnosing, developing, managing and optimising inten-
tional, conscious, and values-based authentic-leadership behaviour. 

 In order to explain and articulate the  Authentic - intention Model  (AiM), the fol-
lowing four theoretical domains, or domain groupings will be discussed: (1) 
Authentic-Leadership theory, (2) Self-Determination theory, (3) Approach- 
Avoidance Motivation and Trust theories, and (4) Mindfulness and Triple-Loop 
Learning theories. Each of these provides the combined theoretical and conceptual 
psychological foundation that represents the AiM model. 

1     Overarching Assumptions of the AiM 

 The AiM has been founded and applied, based on the following assumptions:

    (a)     Intentional leadership , for the purpose of this chapter, means the same as 
 authentic leadership  (and vice versa).   

   (b)    Being intentional is synonymous with being neutral, present and mindful—i.e., 
doing and saying something in full awareness and on purpose (for a reason).   

   (c)    Intentional (authentic) leadership is essential to generating an inspiring organi-
zational vision, and engaging individuals and teams to operationalise the 
intended outcome.   

   (d)    Human beings cannot not have an intention: We  always  act on purpose, in 
order to fulfi ll our need(s). Consciously or nonconsciously, humans are inher-
ently intentional beings.   

   (e)    We are, prior to optimizing our awareness through coaching (and also through 
our life experiences), prone to being less aware, and therefore behaving less 
authentically. The authenticity of our behaviour may ideally be accelerated and 
optimised in accordance with the coachee acquiring the ability to recognise, 
acknowledge and name their underlying intentions. Coaching is therefore pri-
marily a vehicle through which the coach facilitates a process whereby the 
coachee accumulates self awareness (intrapersonal), and awareness of self in 
relation to others (interpersonal). This ideally leads to a realisation and learn-
ing that results in the intended (coaching-focussed) behavioural shifts for the 
coachee. The coachee should, therefore, ideally transition from being in a reac-
tive, nonconscious  avoid / away  inauthentic leader mode, to being able to con-
sciously and intentionally create an  approach / toward  authentic-leadership 
mode.   

   (f)    Humans are evolutionarily driven by the need to survive (which is essentially a 
protective/coping fi ght-fl ight-freeze ‘threat-fear’ mechanism), and thus we 
instinctively scrutinise for underlying (authentic/inauthentic) intentions in 
 others. Relationships are therefore built when we are capable of trusting others 
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(to a greater or lesser degree). But, our survival instinct generates doubt or 
 dissonance, before we can achieve optimal relational trust. Humans have the 
unique ability to say one thing but mean another—hence our need to discern, 
so that we may protect and defend ourselves from potential threats.   

   (g)    When humans are in a reactive or  avoid/away  mode (i.e., when we fear, avoid 
or protect ourselves), we are probably less aware of our own underlying inten-
tions than we are of and attuned to the underlying intentions of others. In other 
words, we seek potential ulterior motives in others.   

   (h)    Our intentions reveal themselves, over time, through a consistent (cyclical) 
pattern of behavioural dynamics. These dynamics are initiated by deep-seated 
reactive triggers, which—if they remain unrecognized, unacknowledged, and 
unresolved—may result in blind-spot, nonconscious, reactive and inauthentic 
relational behaviour. It is important that these dynamics be addressed with the 
coachee, within their leader-manager coaching context.   

   (i)    Change is threatening and humans resist it: We are creatures of habit; releasing 
‘old’ and adopting ‘new’ habits induces fear, anxiety, stress, and doubt within 
us. When prolonged, this condition is likely to damage our personal and rela-
tional well-being.   

   (j)    Our verbal content (our language and word choice), our physical movements, 
and our vocal tone are social cues of our intentions.   

   (k)    An individual’s intentions will be infl uenced by his or her values, attitudes, 
beliefs, assumptions, and generalizations.   

   (l)    Recognizing, acknowledging and explicitly articulating our underlying inten-
tions has the effect of neutralizing our  Agenda,  or the interpersonal effect of 
our outward expression or reaction, in the moment. This process of explicit 
articulation allows individuals the time and space to self-regulate and to curb 
their emotional reactivity, in a given situation.   

   (m)    An explicitly articulated underlying intention (with accompanying neutral 
 Agenda ) is perceived by others as being more trustworthy, which is essential 
for being regarded as an ‘authentic leader’. An example of this would be when 
a leader-manager (coachee) says: ‘I believe you would feel more comfortable 
knowing the context, or where I am coming from, when I give you the follow-
ing feedback….’      

2     The Methodological Approach to Developing the AiM 

 During the various coaching projects and individual face-to-face coaching sessions, 
a primarily phenomenological, constructionist and  a posteriori  paradigm was 
applied, in order to conceptualize and develop the AiM. This process is ongoing, 
and articulating the theoretical underpinnings is but a single component of this 
model-building process. 
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 The approaches used encompassed, predominantly, depth psychology, humanis-
tic, person-centred, and solution-focused coaching. 

 There are multiple theories that were consulted throughout the process of devel-
oping this model—these include: authentic leadership; social-cognitive neurosci-
ence; systems psychodynamics; self-determination and goal-focused theories; 
evolutionary brain; approach-avoidance motivation; social-role dynamics, narra-
tive; mindfulness; emotional intelligence and action-learning theories. 

 The following models have also been consulted in the establishment of the AiM, 
and as part of the overall coaching process [discussed in some detail later]: the 
Authentic Leadership Questionnaire (ALQ; Gardner et al.  2006 ); the Self- 
Determination Theory model (Deci and Ryan  2000 ); Approach-Avoidance model, 
being an integral part of the AiM (Elliot  2006 ); the Ego-State [Parent-Adult-Child 
Transactional Analysis model] (Berne  1964 ); and the Triple-Loop Learning and 
Presencing (generative) models (Brown and Ryan  2003 ; Kabat-Zinn  2003 ; Scharmer 
 2000 ; Senge  1990 )—particularly with regard to aiding the coachees in acquiring a 
mental model for the understanding and practice of mindfulness, self-regulation, 
and self-refl ection.  

3     Understanding Intention, Within Context 

 It is important to understand how the words  intention  and  Agenda  are applied in this 
chapter. 

 The intended meaning of the word  intention , in this case, refers to a longer-term 
desired end-state, which is less accessible to immediate conscious, cognitive 
engagement, explanation, or articulation. The intended meaning of the word  Agenda  
refers to one of the four behavioural-dynamic attitudes, as applied within the AiM, 
which is discussed later in this chapter. 

 The general dictionary defi nitions of  intention  refer to levels of conscious, exec-
utive (neocortex) functioning, such as ‘determined’, ‘aimed’, ‘planned’, ‘purpose-’ 
and ‘goal-oriented’ thoughts and actions. Perhaps a more all-encompassing label, 
for the purpose of this chapter, would be  underlying intention . 

 Human beings cannot always articulate or explain the underlying reasons for our 
behaviours, particularly when we are in a reactive, fi ght-fl ight-freeze mental, emo-
tional, and physiological state. It is therefore asserted that an individual’s underly-
ing intentions may be both conscious (accessible) and nonconscious (underlying, 
and therefore less accessible) to the individual; much of this would also depend on 
the specifi c contexts in which the individual’s behaviours occur. 

 Underlying intentions, for the purpose of understanding the AiM, encompass an 
individual’s belief system (i.e., their role-identities, values, beliefs, prejudices/
biases, assumptions, and generalizations). This incorporates socio-cultural infl u-
ences through which individuals perceive and make choices and decisions within 
their world. The assertion is that underlying intentions serve to energize and drive 
an individual’s value-belief system in a particular direction, toward a particular 
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desired outcome, and frame their intrapersonal and interpersonal (social) interac-
tions within each of their given contexts. 

 The AiM is applied, in part, to assist coachees to bring their (nonconscious) under-
lying intentions to the level of conscious awareness, acknowledgement, and explicit 
(rather than implicit) articulation. By rendering underlying intentions explicit, 
through the act of cognition and verbal articulation (language), this ideally opti-
mises an individual’s abilities to self-regulate, to make choices and decisions, and to 
follow an optimized course of action. 

 It is asserted that human beings’ underlying intentions are evolutionarily linked to, 
and contingent on, how trustworthy we perceive others to be, and how trustworthy oth-
ers perceive us to be (Elliot 2006; Rousseau, et al. 1998). Our interpersonal relation-
ships are powered by the deep-seated primal need to avoid potential threats and to 
survive (whether conscious or nonconscious). Therefore, assuming that we are continu-
ously in survival mode, we could never  not  have an intention (theoretically speaking). 

 One of the overarching premises of this chapter, therefore, is that this underlying 
intention does not involve rational, neocortical decision-making, but rather ema-
nates from the reactive paleomamallian emotional brain, as per MacLean’s ( 1990 ) 
evolutionary Triune Brain theory. Contrary to the dictionary defi nitions mentioned 
previously, underlying intention is not (as discussed within the context of this chap-
ter) a wholly conscious action, motive, decision, desire, or commitment toward any 
particular shorter-term end goal. Within this context, the intended meaning of under-
lying intention is closer to being a longer-term, unfocused, non-specifi c—and there-
fore an as-yet-to-be-cognitively-engaged-with (nonconscious)—desired outcome. 

 This chapter is built on the premise that all behaviour must be fuelled by either a 
conscious or an underlying (nonconscious) intention. In other words, being unaware 
or nonconscious does not infer that an individual’s behaviour is, in any way, 
unintentional.  

4     The Objectives and Context of the Coaching Interventions 

4.1     The Objectives 

 The landscape for this authentic leadership-through-coaching-and-consulting chap-
ter has been multi-contextual, in that the AiM has been applied, for each coachee, 
across their professional (work/organizational) and personal (home/life) contexts. 
Within the leadership-coaching environment, Grant ( 2012 ) asserts that our higher- 
order  meaning and purpose values  are often neglected in favour of our lower-order 
 deadline - driven goals —as expounded by his goal-hierarchy-framework concept of 
values. Grant’s position, in this regard, is supported by the coachees’ objectives that 
they brought to the coaching process, which is elaborated on below. 

 The applied coaching philosophy and approach in this chapter therefore focuses 
on values-based, developmental coaching interventions. The individual coachee’s 
higher-order values—i.e., their abstract meaning-oriented and purpose-oriented 
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goals (e.g., “to be a more mindful and inclusive leader”), as well as the lower-order 
concrete or specifi c action-oriented goals (e.g., “to complete a project on time and 
below budget”)—are factored into their reasons for being there, and their all- 
encompassing coaching objectives. 

 The assertion within this chapter is that authentic leadership can be optimized 
through the use of the following approach to leadership development: The overarch-
ing objective across the coaching process is for the coach to support each coachee 
to shift or transform the coachee’s nonconscious and implicit underlying intention 
into a conscious and explicit intention—thereby, also shifting ‘direction’ from an 
 avoid / away  mode to an  approach / toward  mode. 

 From the coaching-intervention approach, as detailed below, it is asserted—from 
the coaching psychologist’s subjective, evidence-based, and phenomenological 
experience—that personal change, paradigm shifts and transformations can occur 
for coachees only when they have achieved an intentional and conscious 
 approach / toward  emotional or psychological state. An  avoid / away  mode means that 
the coachee is more than likely still in a reactive and defensive/self-protective mode. 
While some coachees may be able to consciously recognize and articulate their 
underlying intention(s) while in this reactive state, they are usually not yet ready (or 
willing) to make the requisite shift from the  avoid / away  to the  approach / toward  
mode. This shift appears to occur only once there is a conscious recognition, 
acknowledgement and cognitive reframing (self-regulation) of the particular habit-
ual (reactive) mode of action. This serves to shift the coachee’s emotional state from 
an  avoid / away  to an  approach / toward  mode. This particular terminology is expanded 
upon in the main  Authentic - intention Model  ( AiM ) section of this chapter.  

4.2     Coaching-Intervention Process 

 The context of the coaching-project intervention included the following consulta-
tion and coaching phases:

    (i)     Pre -  and mid - coaching project stakeholder consultations  with the coach, 
coachee, and his or her direct report (senior manager):

    (a)    The initial meeting occured prior to each project inception, in order to 
gather information with regard to facilitating the proposed coaching objec-
tives (from both coachee’s and manager’s perspectives), and for overall 
system consultation and case conceptualization (Lane and Corrie  2009 ); to 
determine the mandate; to initiate the coaching contract and to delineate 
the confi dentiality boundaries; to prime expectations; and, to engage both 
of the client stakeholders.   

   (b)    The second meeting occured mid-way through the overall coaching proj-
ect, for the purpose of refl ection: for re-engaging, re-focussing and the re- 
aligning of the initial coaching objectives.    
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      (ii)     The coaching sessions  (coach and coachee), included elements of coaching- 
tool and mental-model explication and training—combined with ongoing 
refl ection and feedback.   

   (iii)     Continual inter - coaching - session engagement , between the coachee and senior 
manager—and feeding back of the salient issues to the coach during the coach-
ing sessions.   

   (iv)     Post - coaching project communication and two - way feedback  with the coachee 
and senior manager—in order to confi rm that the relevant changes occurred, 
on visible and tangible behavioural levels.    

The AiM was applied longitudinally and iteratively over 12 h (±6 months) of bi- 
monthly coaching sessions—usually 1 or 1.5 h per session, per individual coachee, 
at middle, senior, and executive leader-manager levels. 

 The coach (via intra-session empathic attendance and post-session refl ective 
presencing) applied thematic, intention, and narrative-analysis coding—thereby 
establishing each coachee’s primary and secondary intention themes and patterns. 
While this process was coded in accordance with the AiM model, the question of 
the coach’s subjectivity and resulting reliability of this process would require fur-
ther research.  

4.3     Diversity in Context 

 This chapter is based on the study of nine individual coachees (six females, three 
males), with a range of ages, ethnicities, qualifi cations, work experience, industry- 
sector and organizational levels. During their respective coaching interventions, all 
worked in corporate organizations as either executive managers, senior managers, 
middle managers, line managers, or specialists in their fi eld. The defi nition and 
expectation of the label ‘leader-manager’ addresses the above factors. 

 The coachees represented multiple ethnicities that included black, white, Indian, 
and Chinese South Africans. All were profi cient in English, although this was the 
second language for four of the nine coachees. All coaching sessions were con-
ducted in English. 

 The coachees’ objectives for coaching were similar, to some degree, in that they 
all wished to address relational boundaries, interpersonal authenticity and assertive-
ness, and diffi cult-conversation issues that overlapped with both their job and home 
roles. Certain coachees were transitioning between job levels and roles (i.e., being 
promoted and having to manage their former peers). For others, it was a career tran-
sition, to the next career and life stage. All, however, benefi tted from their new- 
found intrapersonal awareness and insight. Their ability and skill in explicitly 
articulating their underlying intentions, and the congruence achieved between their 
own and others’ expectations of their role(s) and role boundaries, were self- 
validating and self-empowering. 

 They each reported that the AiM, and, in particular, the knowledge of their roles in 
relation to the  avoid / away  and  approach / toward  dimension, proved to be extremely 
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benefi cial and signifi cant—particularly with regard to their respective coaching 
 objectives. According to their feedback, it provided them with an intuitive tool that 
helped them to focus and exercise their mindfulness, when exposed again to their 
usually-stressful work and home contexts. There was a consistency, in that all coachees 
felt empowered—rather than feeling trapped without options—and developed an 
assertiveness or a ‘courageous authenticity’, within each of their contextual roles.    

5     The Authentic-intention Model (AiM) 

5.1     The Purpose and Function of the AiM 

 Within the context of authentic leadership, the AiM serves as a coaching model that 
is used to optimize conscious, mindful behaviour, empathic awareness, and insight-
ful observations. In both personal and work-related contexts, this model is also used 
to generate an emotional connection to a valued vision that has resonance and 
meaning for the respective coachees. 

 One of the purposes of this coaching model is to empower leader-manager 
coachees to enhance their facility for authentic interpersonal interactions through 
both generative and cognitive thinking, rather than being limited to using only cog-
nitive (and often reactive) decision-making methods. Coachees would ideally tran-
sition from having, or being perceived as having, a nonconscious or ‘untrustworthy’ 
 Agenda , to being empowered to demonstrate what would then be perceived as their 
having integrity and trustworthiness—i.e., through their conscious, intentional, and 
thereby authentic, leadership behaviour. 

 At its highest level, the AiM functions to guide coachees, both cognitively 
(through logic and reason) and viscerally (somatically, through the body), to be 
present to relational and behavioural dynamics; to recognize and to explicitly articu-
late their heretofore nonconscious intentions, role identities, beliefs, biases, assump-
tions and generalisations; and to understand social-role expectations—within their 
context of intra- and interpersonal relationships. 

 More specifi cally, this model could ideally be applied in various ways, as part of 
the overall (team or individual) coaching process: As a diagnostic tool (to determine 
the levels and intensities of the coachee’s  approach  ‘towardness’ and  avoidance  
‘awayness’); as a self-mastery and developmental tool; and, as an intra- and 
interpersonal- relationship management tool. The functionality of this approach is to 
elicit a tangible shift in relational dynamics—i.e., from the coachee’s displaying of 
nonconscious, unacknowledged, and unarticulated reactive behaviour (possibly 
 perceived by others as being an ‘untrustworthy’ intention), to the coachee’s display-
ing of consciously articulated and intentional dialogue (possibly perceived by oth-
ers as having a neutral  Agenda,  and therefore a ‘trustworthy’ intention). 

 As mentioned previously, the model has been designed using a grounded-theory- 
type (i.e., emergence of concepts from the data),  a posteriori  (from the latter), 
 phenomenological, and constructionist research approach. A meta-theoretical litera-
ture review of behavioural dynamics and the psychology of intentions has also been 
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used throughout. The model requires, from the consultant-coach and the coachees, 
continual and iterative refl ecting and presencing (mindfulness, cognitive engage-
ment), empathic awareness (somatic, visceral engagement), and insightful synthesis. 

 The AiM ideally serves as a dynamic coaching model for facilitating on-going 
conscious behaviour within specifi c behavioural contexts. The model combines a 
semi-linear coaching  process  model with a more  dynamic  coaching model. It is a 
 process  model in that it facilitates a structured process of recognition of personal 
meaning, motivation, and value for the coachee. This supports the coachee to 
become mindful of what they are moving  away  from—in order to become mindful 
of what they want to move  toward— rather than remaining stuck in an habitually 
reactive, fear-based mode of  away  behaviour. The AiM is also a  dynamic  coaching 
model in that it acknowledges dispositional traits (e.g., mindfulness, and approach- 
avoidance tendencies), and developmental aspects (e.g., the ability to learn through 
an iterative action-refl ection process of becoming increasingly mindful to the think-
ing, feeling, and behavioural components of the model). 

 In addition, the AiM provides a  mental  model for explaining (recognising and 
labelling) the ‘intangible’ behavioural dynamics, so that coachees are able to access 
and explicitly articulate their previously nonconscious underlying intentions—
thereby assisting them to overcome their  awayness , or avoidance of particular con-
textual situations. 

 The above requires that the coach be able to facilitate the coachee’s shift (across 
the overall coaching intervention), from being nonconsciously ‘incompetent’ 
(unaware) to becoming consciously ‘competent’ (aware) of his or her ability to be 
mindful of specifi c personal, underlying intentions—encompassing values, atti-
tudes, beliefs, assumptions, biases and generalisations. 

 To summarise, the functional outcomes of using the AiM are as follows:

    1.    To assist the coach and the coachee to access and to develop the coachee’s ability 
to recognize and to acknowledge his or her underlying (nonconscious) inten-
tions; and to transform previously unrecognized and unacknowledged intentions 
into those that are explicit, rather than remaining implicit; and   

   2.    To raise the coach’s and coachee’s conscious-competence, through coaching, 
which culminates in explicitly articulated acknowledgements—which tend to 
result in lowered relational anxiety as well as optimised internalised self- 
regulation and personal empowerment (i.e., autonomy, relatedness, and compe-
tence) for the coachee (Ryan  2009 ).      

5.2     The Structure and Process of the Authentic-intention Model 

 The AiM is based on the premise that our intentions are evolutionarily linked to how 
we protect and defend ourselves, and how we perceive our safety in relation to oth-
ers. In other words, we perceive others as being potential threats, and as being 
untrustworthy (Elliot  2006 ; Rousseau et al.  1998 ). At its core, the model is used to 
elicit an individual coachee’s own language descriptions for their context-specifi c 
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role identity/identities, values, beliefs, assumptions biases and generalisations. 
Through this explicit articulation, the coachee makes conscious their underlying 
(previously nonconscious) intentions. 

 The AiM (see Fig.  1 ) comprises fi ve components: (1) the  context  [the work/life/
social socio-economic-political contextual variables]; (2) two sets of  intention  
dimensions or modes: (i)  approach / toward  and  avoid / away  [i.e., the direction of an 
action/reaction]; and, (ii)  implicit emotional , and  explicit emotional - behavioural  
[i.e., where the action/reaction is experienced either subjectively and internally 
(implicitly), or objectively and externally (explicitly)]; (3) four behavioural- 
dynamic  attitudes  [ Cooker ,  Bliss ,  Agenda ,  Dialogue  (explained in detail, below)]; 
(4) the  language  bridge —which is the point at which the articulation takes place for 
the interplay of the context, role identity, and social expectations/beliefs—thereby 
facilitating verbal access to the coachee’s values, attitudes, beliefs, assumptions 
biases/prejudices, and the generalisations that energise their  Agenda ; and, (5) the 
 authentic - intention  centre, which is the point at which the coachee who is using the 
AiM would be  Agenda -neutral, mindful, and present to all of the above, and, in 
particular, to the notion that he or she always has a choice—to either remain in 
 Agenda  attitude mode, or to choose to adopt the  Dialogue  attitude. 

   Each of the fi ve AiM components is explained in further detail:

    1.     Context  is an important component of the AiM in that it sets the stage on which 
the coachee’s various roles are played out (e.g., work, home, or social roles). The 
AiM should therefore be applied with due consideration to the coachee’s system- 
or context-specifi c role(s). For example, a given context might be linked to a 
particular role and the associated social-role expectations.   

  Fig. 1    The Authentic-intention Model (AiM)       
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   2.    The two  intention dimensions  are: (i) the  approach / toward  (reward-response) 
dimension, and the  avoid / away  (threat-response) dimension; and (ii) the  implicit 
emotional  and  explicit emotional - behavioural  dimensions.  Implicit emotional  is 
what is thought and felt by the person (internally/subjectively), and is invisible 
to others, within a relational situation; and  explicit emotional - behavioural  is 
what is thought, felt and seen by the self and by others (externally/objectively), 
within a relational situation. 

 The above dimensions are not psychometrically scaled at this point and are, at 
present, taken at face value. They are viscerally (empathically) interpreted and 
confi rmed by the coachee and the coach. Further research would benefi t this aspect.   

   3.    The intersection of these two dimensions creates four behavioural-dynamic  atti-
tudes  or spaces:

    (i)     Cooker  [avoid/away and  implicit emotional ; disconnected (i.e., feels unset-
tled) and reactive/unintentional]: On a continuum, this attitude could range 
from being a mild, unexpressed irritation or frustration, to being an unex-
pressed inner rage. This can be seen as a degree of threat-response that evokes 
overall cognitive, emotional, and physiological dissonance and displeasure.   

   (ii)     Bliss  [approach/toward and  implicit emotional ; either connected (i.e., feels 
settled) or disconnected, but largely inactive (disinclined to take action)]: This 
attitude could range from being an inner contentment and joy, to fantasis-
ing (escaping) and thus not being present. This can be seen as a degree of 
reward-response that evokes cognitive, emotional, and physiological pleasure.   

   (iii)     Agenda  [avoid/away and  explicit   emotional-behavioural ; disconnected and 
reactive]: This attitude is an outwardly expressed reactive response, and 
could encompass being passive, aggressive, and passive-aggressive. This is 
experienced (relationally) as a degree of threat-response and evokes cogni-
tive, emotional and physiological dissonance, discomfort and displeasure.   

   (iv)     Dialogue  [approach/toward and  explicit   emotional-behavioural ; connected 
and pro-active]: This attitude requires a consciously intentional self- 
regulated (managed) approach by the individual coachee, within each rela-
tional context. This requires that the coachee displays the ability to regulate 
and manage his or her ‘pushed buttons’ and ‘knee-jerk’ reactions, in an 
adult-to-adult as opposed to a parent-to-child or child-to-parent ego state 
behavioural mode (Berne  1964 ).    

      4.     Language  is essential to the AiM, in that it is used to bridge (by explicitly articu-
lating the underlying role identities and belief structures) the internalized (sub-
jective, nonconscious) reactive and un-self-regulated  implicit emotional  response 
zone with the externalized (objective, conscious) self-regulatable  explicit 
emotional -  behavioural  response zone. Lieberman et al. (2007), in their neuro-
cognitive study of emotional-affect labelling, found that explicitly putting feel-
ings into words had the effect of slowing down limbic brain activity and calming 
emotional affect.  

  Role identities  refers to who (which role) the coachee is being or ‘enacting’, 
in a given space and time, within their specifi c work or life context. The Berne 
( 1964 ) ego-state behavioural model provides a valuable tool for coachees to rec-
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ognise and acknowledge, both conceptually and behaviourally, the consequences 
(affects and effects) that their ego-state role has on others’ context-specifi c 
social-role expectations. 

 Following on from this is the  languaging  of the belief system that is associ-
ated with each  role identity —in particular, the languaging of the social expecta-
tions and norms as well as the incumbent rules and regulations that are linked to 
each role. 

 As an example, the ‘should/should not’ and the ‘must/must not’ ( avoid / away ) 
language patterns that coachees present during coaching sessions are directly 
indicative of their belief system around their own authorisation (or de- 
authorisation) to take ownership of specifi c actions. It is important for the 
coachee to become aware of these belief systems and language patterns, in that 
they provide access to their nonconscious and often self-censored behaviours, 
which are often linked to specifi c or multiple work and life roles. Given this, 
coaches could apply the AiM to facilitate their coachees’ awareness toward shift-
ing the direction of their languaging from a nonconscious  avoid / away  to a con-
scious  approach / toward  direction.   

   5.    The  authentic - intention  centre is the  Agenda -neutral, mindful and presence 
‘hub’ of the AiM. It would not be possible to navigate or to apply the model 
without being present to the AiM components and the related behavioural 
dynamics (this aspect is discussed in further detail in the  Mindfulness and Triple - 
 Loop Learning  section, below).     

 In summary, it is the coaching psychologist’s task to facilitate the process that 
will ideally enable coachees (and their senior leader-managers) to recognize, 
acknowledge and to articulate the disconnects and the connects between their invis-
ible  implicit   emotional  and their visible  explicit emotional - behavioural  actions. The 
coach would achieve this by supporting coachees to explicitly articulate their under-
lying intentions that are manifest in outwardly expressed, reactive  Agenda  s .   

6     Mapping the Underlying Theories onto the AiM 

 There are four key domains that are introduced, below, that are intended to provide 
the theoretical, conceptual and psychological foundation for the AiM: (1)  Authentic 
Leadership theory  (Avolio and Gardner  2005 ; Gardner et al.  2006 ; Harter  2002 ; 
Susing et al.  2011 ; Wood et al.  2008 ); (2)  Self - Determination theory  (Deci and Ryan 
 2000 ; Ryan  2009 ); (3)  Approach - Avoidance Motivation and Trust theories  (Elliot 
 2006 ; Dirks and Ferrin  2002 ; Rousseau et al.  1998 ); and, (4)  Mindfulness and 
Triple - Loop Learning theories  (Brown and Ryan  2003 ; Kabat-Zinn  2003 ; Romme 
and Van Witteloostuijn  1999 ; Scharmer  2000 ). 

 It is important to note that this is not a defi nitive list; however, it encompasses the 
theoretical grounding—through having engaged with leader-manager coachees, 
using the AiM, over the years. Each of the abovementioned four key domains are 
discussed in detail, below. 
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6.1     Authentic Leadership 

 Authenticity, in this chapter, is discussed within the context of authentic leadership 
development, using coaching as an intervention. 

 The concept of  authenticity  is articulated, from its Greek philosophy roots, as “to 
thine own self be true” (Harter  2002, p. 382 ). 

 However, the aim of authentic leadership is not only to be true to oneself, but also 
to be authentic in one’s relationship with others. Leadership cannot take place in a 
vacuum because it is essentially relational (Avolio and Gardner  2005 ). Thus, a core 
prerequisite of authentic leadership development, within the organizational context, 
is to grow the knowledge, skills, and attitudes that are required to establish authen-
tic, trustworthy relationships. 

 To better understand authentic leadership, it is useful to explore the construct of 
authenticity in greater depth. In her highly informative chapter on authenticity, 
Harter ( 2002 ) states that “authenticity involves owning one’s personal experiences, 
be they thoughts, emotions, needs, wants, preferences, or beliefs” (p. 382). 

 Harter ( 2002 ) establishes various perspectives on authenticity, one of them being 
the developmental perspective. Relational authenticity begins in early childhood, 
particularly via the spoken acknowledgments and validations we receive from our 
parents and/or signifi cant caregivers. We learn to either accept our true self, or we 
become alienated from our true self by developing a false self, in order to obtain the 
approval that we seek from our caregivers. To obtain validation, we learn to comply 
with our caregivers’ conditions and expectations. 

 These expectations are usually determined by societal and cultural norms, and 
manifest through our caregivers’ interpretations and validations (i.e., an 
 approach / towards  response) or disapprovals (i.e., an  avoid / away  response) of our 
emotions. We are either taught to value our own individuality unconditionally, and 
thus we develop a true self, or we realize that complying with our caregivers is more 
valuable for us, in that we can avoid their disapproval, so we adapt to this condition-
ality by developing a false self, or a compromised self. 

 Harter ( 2002 ) explains that amongst adolescents, higher levels of reported true- 
self behaviour are correlated with their having received unconditional support and 
validation from parents and peers. Higher levels of reported false-self behaviour are, 
however, correlated with their receiving (or being ‘awarded’) support and validation 
on conditional terms, with the boundaries of these conditions being set up externally 
by parents/caregivers and peers. In humanist or Rogerian terms (Rogers  1951 , in 
Harter  2002 ), true-self behavioural competence can be thus be facilitated through 
our (the coach’s/clinician’s) employment of empathic listening with unconditional 
positive regard. In AiM terms, this would constitute an  approach / toward  attitude or 
response. 

 Similarly, Horney ( 1950 ) (in Harter  2002 ) referred to the cause of neuroses as 
emanating from the alienation of our real self from our imagined or ideal self; that 
is, the ideal self being based on our underlying intention to seek approval by acting- 
reacting as we believe we ‘ought to’—according to socio-cultural rules and expecta-
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tions that are external to our personal values, beliefs, thoughts and feelings. In AiM 
terms, this would constitute an  avoid / away  attitude or response. 

 This is supported by Riesman ( 1950 ) (in Harter  2002 ) who found that inner- 
directed and self-determining individuals (with an internal locus of control) were 
more true or authentic to themselves, while those individuals who were outer- 
directed (with an external locus of control), and who gave in to societal expecta-
tions, were less authentic. 

 Finally, to emphasise the importance of the relational nature of authenticity, 
Harter ( 2002 ) explains that the formation of our true self is an ongoing process that 
occurs within relational situations and contexts, through  mutually empathic  interac-
tions. She asserts that “genuine empathic exchange and relatedness bring clarity and 
authenticity to the self” (p. 389). Being mutually empathic refers to our ability, 
within a relational context, to achieve a balance between being self-focused and 
other-focused—and this is reportedly linked to providing optimal mutual validation, 
which leads to greater authenticity and well-being in the form of self-esteem and 
cheerfulness (Miller  1986 , in Harter  2002 ). In AiM terms, being mutually empathic 
would constitute having an  approach / toward  relational attitude or response. 

    Defi nitions of Authentic Leadership 

 Walumbwa et al. ( 2008 ) defi ne authentic leadership as “a pattern of leader behav-
iour that draws upon and promotes both positive psychological capacities and a 
positive ethical climate, to foster greater self-awareness, an internalized moral per-
spective, balanced processing of information, and relational transparency on the 
part of leaders working with followers, fostering positive self-development” (p. 94). 

 Harter ( 2002 ) states that authenticity is “owning one’s personal experiences, be 
they thoughts, emotions, needs, preferences, or beliefs, processes captured by the 
injunction to ‘know oneself’” (p. 382). 

 Wood et al. ( 2008 ), in their personality theory of authenticity, provide the follow-
ing elements within their Authenticity Scale: (i)  Authentic Living  (being true to 
oneself and living in accordance with one’s values and beliefs); (ii)  Accepting 
External Infl uence  (the extent to which one accepts the infl uence of others, and the 
belief that one has to conform to other’s expectations); and, (iii)  Self - Alienation  (the 
mismatch between conscious awareness and actual experience). 

 According to Harter ( 2002 ) and Wood et al. ( 2008 ), people are more authentic 
when they perceive themselves as being accepted unconditionally, by others. Wood 
et al. ( 2008 ) found that authenticity is correlated with self-esteem, and that authen-
ticity appears to be one of the strongest predictors of both subjective and psycho-
logical well-being. In addition, authentic people tended to be more extraverted, 
agreeable, conscientious, open, and less neurotic—with reference to the fi ve-factor 
model of personality (Goldberg  1993 ). 

  Authentic leadership development  “involves ongoing processes whereby leaders 
and followers gain self-awareness and establish open, transparent, trusting and gen-
uine relationships, which in part may be shaped and impacted by planned 
 interventions such as training” (Avolio and Gardner  2005 , p. 322). Also, leadership 
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cannot exist in a vacuum: In order that an organization fulfi lls its vision and strategic 
objectives, it is just as important that it develops authentic followers in parallel with 
the development of its authentic leaders. 

 Gardner et al. ( 2006 ), defi ning authenticity from an  authentic leadership theory  
perspective, discuss four fundamental components of authenticity, as per their 
Authentic Leadership Questionnaire (ALQ). These leadership factors and the 
related characteristics are: (i)  Self - Awareness  (how one derives and makes meaning 
of the world; understanding one’s own strengths and weaknesses); (ii)  Internalised 
Moral Perspective  (an internalised and integrated form of self-regulation that is 
guided by internal standards and values, rather than external pressures); (iii) 
 Balanced Processing  (objectively analysing all relevant data before deciding or 
reacting); and, (iv)  Relational Transparency  (presenting one’s authentic self to oth-
ers; the ability to be vulnerable). 

 Within this chapter, authenticity is referred to and is applied within the context 
of authentic leadership development, and, specifi cally, via coaching for authentic 
leadership. In particular, and with reference to the AiM coaching model, this encom-
passes the notion and understanding of  authentic intention . Therefore, for the pur-
pose of this chapter, a working defi nition would be articulated as follows: 

  Authentic intention  is the point at which coachees ideally become  Agenda - 
neutral, mindful, and present to their  avoidance / away   Agenda attitude  (refer to 
Figure 1). It is here that coachees would recognise that they possess the option to 
choose to self regulate—by explicitly articulating and re-framing their previously 
unarticulated (and possibly nonconscious) beliefs, in order to achieve an 
 approach / toward Dialogue  attitude.  

    Authenticity and Well-Being in Coaching 

 There is much convergence in Susing et al.’s ( 2011 ) paper with the other research 
fi ndings discussed in this section—particularly with regard to the evidence-based 
coaching constructs of well-being and optimised functioning. In particular—and 
explicitly acknowledging the relevance and centrality of authenticity within coach-
ing—they discuss Wood et al.’s ( 2008 ) Authenticity Scale, which they confi rm rep-
resents a direct measure of authenticity. These reported outcomes include: subjective 
and psychological well-being; self-esteem and life satisfaction; individuals who are 
seen as being authentic tend to be perceived as being credible leaders; also, social 
skills (relationships) and personal performance correlate signifi cantly with authen-
ticity and can be predicted via authenticity measures. 

 Susing et al. ( 2011 ) also refer to the following researchers, in terms of their 
respective fi ndings of the attributes of  authenticity , as related to the psychology of 
the coaching process: Self-awareness and self-regulation are fundamental to achiev-
ing authenticity and are correlated with psychological well-being (Gardner et al. 
 2005 ). Self-awareness provides coachees with a process tool that they can use to 
both recognize and to change their own behaviour (Allan and Whybrow  2007 ). 
 Self- regulation is essential for the coachee’s self-directed (but coach-facilitated) 
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learning, as incorporated within the Association for Coaching’s defi nition of coach-
ing (AC  2015 ), which is quoted in Grant ( 2012 , p. 148). And also, authentic behav-
iour is seen as arising from an internal locus of control, while inauthentic behaviour 
has an external locus of control that is triggered from a source external to the 
coachee (Ryan and Deci  2004 ). 

 Susing et al. ( 2011 ) also make reference to Sheldon and Elliot’s ( 1998 ,  1999 ) 
Self-Concordance Model—the theory being that a high concordance between 
a coachee’s goals and core values is correlated with his or her sustained effort and 
higher levels of well-being. This particular aspect of congruence, in relation to 
applying the AiM for coaching, is discussed in further detail, below.  

    Authentic Leadership, Related to Coaching and the AiM 

 It is asserted that when entering into a (leadership-development) coaching relation-
ship, the coaching journey would ideally begin with the coach supporting the 
coachee to take ownership of the coachee’s role in, and shared responsibility of, 
their personal and interpersonal (relational) experiences. 

 It is also asserted that  being  (i.e., intrapersonal awareness, self refl ection) is 
mostly transformational and is inherently linked to intrinsic motivation. Conversely, 
 doing  (i.e., interpersonal awareness, activity) is mostly transactional and is inher-
ently linked to extrinsic motivation. It is incumbent on coachees (via the coaching 
process) to become intrinsically motivated, in order to establish and clarify their 
identities, to connect emotionally to their visions, values and goals, and to believe 
in their  being  the role of the authentic leader. 

 In accordance with the abovementioned defi nitions, understanding and outcomes 
of authentic behaviour, with the underlying assumptions of the AiM model, and 
from evidence-based coaching-practitioner experience, coaching for authentic lead-
ership encompasses the following attributes (amongst others): The expectation (of 
our peers, colleagues, families and friends) that we be congruent – that is, to congru-
ently live and to model our espoused values, attitudes, beliefs, behaviours and mor-
als (ethics). In this regard, it appears that authentic leaders – whose intrinsic and 
espoused leadership values, attitudes, beliefs, behaviours and morals are congru-
ent – are being inherently ‘transformational’. Given the above, the understanding is 
that authentic leaders are required to know and to regulate (transform) themselves 
fi rst, in order that their followers may begin to know and to regulate (transform) 
themselves, thereby becoming authentic followers. Given this, the capacity and the 
skills for continuous self-awareness and self-regulation (that is, to know and to reg-
ulate oneself) are essential to being an authentic leader. 

 It is also important to note that authenticity is not a short-term, superfi cial, opera-
tional action, activity or goal (that is external/distal to ourselves, in time and space), 
so we cannot ‘do’ or achieve authenticity. Authenticity, and values-based authentic 
leadership, is a longer-term, deeper, aspirational and integral part of our identity and 
of our deeply-held values – which are ideally congruent with our life’s philosophy 
and valued end-state – which has personal meaning to which we are emotionally 
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connected (Gardner et al.  2005 ). These qualities and attitudes are ideally consistent 
and evident across our multiple work and life roles; it is who we are  being  (inter-
nally/proximally), moment by moment, within each of our roles. 

 If we consider  self - awareness  and  self - regulation  in relation to the AiM process, 
the coachee’s ability to demonstrate these two qualities is necessary in order to: (i) 
recognize when they are in  avoid / away  mode, and (ii) recognize and access, via 
 languaging , the AiM’s  implicit emotional  intention (the  Cooker  attitude), before it 
is able to reach the  explicit emotional - behavioural  (the  Agenda  attitude). Paying 
attention to this, while in the  authentic-intention  centre, and by explicitly labelling/
naming the emotion, it has been shown, in a neurocognitive study of emotional-
affect labelling (i.e., putting feelings into words), to slow down and to calm limbic 
brain activity and the emotional affect (Lieberman et al.  2007 ). This is directly 
linked to our ability to self- regulate and to control ourselves.

  The awareness component refers to having awareness of, and trust in, one’s motives, feel-
ings, desires, and self-relevant cognitions. It includes, but is not limited to, being aware of 
one’s strengths and weaknesses, trait characteristics, and emotions. (Kernis  2003 , p. 13) 

   Therefore, without  self - awareness  and  self - regulation , our relational dynamics 
would border on (varying degrees of) emotional loss of control, which is usually 
followed by a lowering of both credibility and relational trust for the leader- manager 
role. 

  Self - Determination Theory  ( SDT ) considers both the goal content (the ‘what’, or 
the outcome) as well as the regulatory processes that we undertake (the ‘why’) in 
order to achieve our goals as we attempt to satisfy our basic psychological need for 
 competence ,  autonomy  and  relatedness  – to be able to self-determine and assert our 
free will. 

 If these needs are thwarted or compromised, this could “lead to specifi able pat-
terns of behaviours, regulations, goals, and affects that do not represent the optimal 
development and well-being that would occur in supportive environments but which 
would have had some adaptive value under adverse conditions” (Deci and Ryan  2000 , 
p. 254). These authors also found that needs that are not satisfi ed – i.e., needs that 
remain deprived or thwarted – can be linked to various forms of psychopathology.  

    Defi nition of Self-Determination Theory 

 Self-Determination Theory is a composite of fi ve mini goal theories (Ryan  2009 ): 
Cognitive Evaluation Theory (CET), Organismic Integration Theory (OIT), 
Causality Orientations Theory (COT), Basic Psychological Needs Theory (BPNT), 
and Goal Contents Theory (GCT). SDT asserts that human motivation is grounded 
in our innate and universal psychological need for and tendency toward achieving 
 competence ,  autonomy , and  relatedness  – and satisfying these three needs is instru-
mental to our development and well-being. However, Deci and Ryan ( 2000 ) clarify 
that these needs are not the only or all-encompassing determinants of our 
behaviour. 
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 Extrinsic rewards and punishments – which on some level control, regulate and 
compromise our will, our integrity, and our need for  autonomy  (i.e., our ability to 
self-organize and self-regulate our own actions; our internal locus of control) – tend 
to undermine rather than optimise our well- being. Ryan ( 2009 ) refers to, external 
regulation as being “the least autonomous form of extrinsic motivation and inte-
grated regulation the most autonomous (para. 7).” This relates to the above discus-
sion on authenticity, with regard to authenticity being linked to an internal, rather 
than to an external, locus of control.  

    Self Determination, Related to Coaching and the AiM 

 Given the above, the following is asserted: When human beings are in  Agenda -
attitude mode, i.e.,  avoid / away  (e.g., reactive, aggressive, and/or passive-aggressive) 
and our behaviour is externalised (in AiM terms), this evokes a confl ict-infl ating atti-
tude for all relational parties, which compromises  competence ,  autonomy  and  rela-
tional  need attainment. This, in effect, entrenches a compounded defensive, protective, 
determined, infl exible and reactive position within each of the individuals involved. 

 Conversely, being in  Dialogue -attitude mode, i.e.,  approach / toward  (e.g., pro- 
active, assertive, with a ‘neutralised  Agenda ’), and our behaviour is being exter-
nalised (in AiM terms), this evokes a confl ict-defl ating attitude for the individuals 
involved, which contributes to the attainment and fulfi lment of  competence ,  auton-
omy  and  relational  needs. 

 This, in accordance with the SDT of motivation, is positively linked to and is 
likely to increase our intrinsic motivation, and thus optimise our sense of  autonomy , 
our  competence , our  relational  need attainment, and thus our overall well-being. 

 It is, therefore, incumbent on each of us, within our respective organizational, 
team and interpersonal contexts, to have the ability to create and/or manage our 
relational socio-cultural conditions, in real time. Support for each other’s autonomy 
leads to enhanced quality of relational interaction (Deci et al.  2006 ). 

 It is worth noting that, according to Ryan ( 2009 ), SDT emphasizes the role of 
 mindfulness  in self-regulation and wellness, due to the fi nding that autonomy is 
facilitated by refl ective awareness (discussed in Sect.  6.4 , below).   

6.2     Approach-Avoidance Motivation and Trust 

 In the conceptualisation and application of the AiM, it is asserted that the underly-
ing theoretical constructs of  approach - avoidance motivation  (Elliot  2006 ) and  trust  
(Rousseau et al.  1998 ) are linked by a common evolutionary or survival component. 
Human behaviour constitutes movement (i.e., it is energised) in one of two ways: 
either  toward  a ‘reward’ stimulus, or  away  from a ‘threat’ stimulus. 
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    Defi nitions of Approach-Avoidance Motivation and Trust 

  Approach - Avoidance Motivation : Elliot ( 2006 ) defi nes  approach motivation  as “the 
energization of behaviour by, or the direction of behaviour toward, positive stimuli 
(objects, events, possibilities)”, and avoidance motivation as “the energization of 
behaviour by, or the direction of behaviour away from, negative stimuli (objects, 
events, possibilities).” (p. 111) 

 Elliot ( 2006 ) goes on to explain that the core premise of  approach - avoidance 
motivation  is that it is a core (primal) and consistent phenomenon across all life 
forms, and it is essential to optimal environmental and contextual adaptation and 
survival. “Both approach and avoidance motivation are part of our evolutionary 
heritage, and we certainly cannot survive, either physically or psychologically, 
without both types…, and avoidance motivation is undoubtedly adaptive in some 
instances” (Elliot  2006 , p. 114). 

 The core element of Elliot’s ( 2006 ) research – and a central premise for the 
AiM – is his assertion that human beings “automatically evaluate most, if not all, 
encountered stimuli on a positive-negative dimension…, and that these evaluations 
instantaneously evoke approach and avoidance behavioural predispositions 
(p. 113).” This, in particular, ties up with the previously mentioned  AiM assump-
tions , ‘ f ’  and  ‘ g ’. 

 Elliot ( 2006 ) states that “avoidance motivation is designed to facilitate surviving, 
whereas approach motivation is designed to facilitate thriving” (p. 115). We are 
evolutionarily programmed to move  away  effi ciently, in order to ensure survival, so 
we tend to distrust others instinctively, in order to protect ourselves against possible 
danger. Thus, the building of trust (moving  toward ) is a more cumbersome and a 
less effi cient process, and we approach interpersonal relationships with caution. 
Further investigation relating the above to personality differences would be 
valuable. 

  Avoid  or  away  (incorporating fi ght, fl ight and freeze responses, according to the 
AiM) can then be associated with the following: the negative, threat, fear, pain, dis-
sonance/discomfort, avoidance of being vulnerable, exclusion, and being closed to 
the unknown (amongst others). Conversely,  approach  or  toward  can be associated 
with the following: the positive, reward, love, inclusion, being open to being vulner-
able, being open to discomfort/dissonance as well as to the unknown (amongst oth-
ers). Given the above, while  avoid / away  is largely an unconscious knee-jerk or 
reactive ‘irrational’ paleomamallian/emotional brain reaction (MacLean  1990 ), 
 approach / toward  seems closer to being a conscious ‘rational’ neocortical decision- 
making process. 

 It must, however, be emphasized that  approach-avoid  is not a simplistic cause-
and- effect or a one-way process: Humans are complex and we have the capacity to 
consciously decide to choose to  approach  – but perhaps this can occur only once we 
consciously recognize and acknowledge that we are experiencing  avoidance  mode. 
In order to achieve this decision-making state, it is necessary for humans to con-
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sciously self-regulate and to develop their ability to shift their state from emotional- 
reactivity to cognitive-intentionality. 

 An  approach - avoid  paradox exists, however, in that we have the ability to 
approach when we actually desire or intend to avoid, and also to avoid when we 
intend to approach. In other words,  approach / toward  goals may arise as a result of 
underlying  avoid / away  motivation, e.g., from the fear of rejection or failure (Elliot 
and Church  1997 ). Elliot ( 2006 ) states that this “allows individuals with aversive 
dispositional tendencies to cope with them in an adaptive manner by channelling 
them toward appetitive possibilities” (p. 114). Also, we have a tendency toward 
going into survival mode, regardless of whether there is a threat or danger; which 
invariably leads to lost opportunities for growth and development. However, if we 
overuse  avoid / away  motivation, this could lead to our inadvertently sabotaging our 
plans and desires, which could then negatively impact on our well-being (Elliot 
 2006 ). 

  Trust : Rousseau et al. ( 1998 ) defi ne trust as “a psychological state comprising 
the intention to accept vulnerability based upon positive expectations of the inten-
tions or behaviour of another” (p. 395). 

 Dirks and Ferrin ( 2002 ) also subscribe to this defi nition in their meta-analytic 
study of trust in leadership. Specifi cally, they discuss overall trust as encompassing 
a combination of two dimensions or forms of trust: (1)  Cognitive : expressed through 
an individual’s belief/expectation in their leader-manager’s (the referent’s) reliabil-
ity, honesty, fairness, predictability and integrity, amongst others – i.e., the refer-
ent’s character or trustworthiness; and (2)  Affective : expressed via an individual’s  
belief/perception of their referent’s intention to care and show concern for the indi-
vidual’s welfare – i.e., referring to the socio-emotional, rather than just the eco-
nomical or transactional, quality of their relationship. 

 Given this, it is asserted that the above defi nitions and the explanation of the 
cognitive and affective dimensions of trust, which make reference to the expecta-
tions and perceptions of an individual, link directly to the initial explanation that we 
instinctively and immediately pay attention to the  underlying intentions  of others, 
within our relational contexts. 

  A note on Cognitive Dissonance : Egan et al. ( 2007 ) write about our evolutionary 
link to cognitive dissonance. If our trust is compromised (if we perceive the under-
lying intentions and actions of another as being inconsistent with our perceptions 
and expectations), then this establishes within us a state of psychological anxiety 
and discomfort, or cognitive dissonance. Our immediate reaction to this inconsis-
tency would be to move  away , in order to reduce this discomfort. We achieve this by 
either changing our actions and cognitions, or by rationalising and inserting new 
cognitions (Festinger and Carlsmith  1959 ). This is signifi cant for coaching with the 
AiM, as discussed below. 

 Taken on face value, the  approach - avoidance motivation  and  cognitive disso-
nance  theories appear to be complementary and mutually supportive.  
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    Approach-Avoidance Motivation and Trust, Related to Coaching 
and the AiM 

 Within the context of coaching, the predominance of the  avoid / away  motivation 
within coachees appears to be the common-denominator coachee characteristic, and 
also the underlying reason (the driver) for the request for a coaching intervention. 
Many coaching sessions’ overriding objective is for the coach to facilitate a shift in 
the coachee’s framework, from an  avoid / away  motivation to an  approach / toward  
motivation. 

 The salient aspects of the above defi nitions, for the AiM, are the coachee’s 
behavioural intention and willingness to trust, i.e., to be vulnerable, in concert with 
his or her ‘positive’ expectations and perceptions of the underlying intentions and 
actions of others. If a positive expectation of others is thwarted (due to an unex-
pected or ‘negative’ reaction from the other), then the former intention and willing-
ness to be vulnerable will be compromised or reversed (via an  avoid / away  
fi ght-fl ight-freeze, coping, defense or survival response). This also relates to SDT in 
that our functioning and well-being are compromised when our fundamental needs 
for  competence ,  self - determination (autonomy) , and  relatedness  are not met (Deci 
and Ryan  2000 ). 

 With regard to approach-avoidance motivation and its relation to the  languaging  
aspect of the AiM (discussed in Sect. 5.2, above): The AiM is used to guide the 
coaching process with regard to the  re- framing of a coachee’s language patterns 
(incorporating their belief systems, assumptions and behaviours). The objective, 
within a coaching session, is to re-route the coachee’s languaging from an noncon-
scious (often de-authorised and disempowered)  avoid / away  direction, to a con-
scious (self-authorised and empowered)  approach / toward  direction.   

6.3      Mindfulness and Triple-Loop Learning 

 As mentioned previously, according to SDT, individual autonomy (self-regulation 
and well-being) is enabled in accordance with our capacity for  refl ective awareness  
and  mindfulness  (Ryan  2009 ). However, whenever our awareness is diminished our 
capacity for self-regulating our own actions, and thus our functioning and overall 
well-being, is compromised (Deci and Ryan  2000 ). 

    Defi nitions of Mindfulness and Triple-Loop Learning 

  Mindfulness : Kabat-Zinn ( 2003 ) provides an operational working defi nition of 
mindfulness as being “the awareness that emerges through paying attention on pur-
pose, in the present moment, and nonjudgmentally to the unfolding of experience 
moment by moment” (p. 145). 
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 Brown and Ryan ( 2003 ) defi ne mindfulness as an attribute of consciousness, “the 
state of being attentive to and aware of what is taking place in the present” (p. 822). 
They go on to differentiate between the  awareness  and  attention  components of 
consciousness: awareness being the background of consciousness, and attention 
being the process of focusing conscious awareness. Awareness and attention are 
interconnected, in that “attention continually pulls ‘fi gures’ out of the ‘ground’ of 
awareness, holding them focally for varying lengths of time” (Brown and Ryan 
 2003 , p. 822). 

  Triple - loop learning : Peschl ( 2007 ) describes triple-loop learning as such: 
“While classical learning strategies focus on changes in the domain of knowledge 
and the intellect, the triple-loop approach also includes changes on the existential 
level and in the domain of the ‘will/heart’” (p. 138). Romme and Van Witteloostuijn 
( 1999 ) explain the systemic levels of organizational learning, leading up to 
 triple- loop learning, as follows:

  “Single loop learning refers to making simple adaptions and taking corrective actions, 
whereas double loop learning involves reframing, that is, learning to see things in totally 
new ways. Finally, triple loop learning entails members developing new processes or meth-
odologies for arriving at such re-framings” (p. 439).   

 One of the bridges that connects mindfulness and triple-loop learning is articu-
lated through Scharmer’s ( 2000 ) research on  presencing . For him, leadership 
requires that we demonstrate the ability to shift the place from which we (and the 
system) operate. He refers to Types I and II learning: Type I is learning through 
 refl ection  and re- enactment of past experiences (which, within the ‘new economy’, 
is no longer effective on its own); and Type II is learning by sensing and embodying 
( presencing ) “from a reality that is not yet embodied in manifest experience” of the 
current leadership structures (Scharmer  2000 , p. 6). From this, he asks: “What theo-
ries, methods, and tools will help leaders switch from the surface levels of cognition 
to the deeper sources of knowing (sensing and presencing)?” (p. 21). His models 
provide, within an organizational context, a process and tools that address this need 
for presencing ourselves and, in particular, to sense, to acknowledge and to embody 
our underlying intentions, our shared vision and purpose, and our collective will. 

 Scharmer ( 2000 ) uses various tools in his process of  presencing  that become use-
ful with regard to understanding the mechanics of the AiM. In particular, he refers 
to our need to shift the locus of control and focus within two domains: (1) our (indi-
vidual/intra-personal)  listening , and (2) our (collective/interpersonal)  languaging . 

 Firstly, this requires that we deepen our  listening  (our attention and cognition) 
through four sequential stages: (i)  downloading  (focus is internal [ seeing myself  
through my own eyes], I reconfi rm my existing mental models and expectations/
assumptions); (ii)  seeing  (focus is external [ seeing you  through my eyes], I attend to 
all that is new or different to my existing mental models and expectations); (iii) 
 sensing  (focus is empathic, on your internal viewpoint [ seeing you through your 
eyes ], dialogue happens at this level, when I humanize and, briefl y, become you); 
and then, (iv)  presencing  (the focus on ‘me-you’ and our ‘internal-external’ bound-
aries is collapsed; we attend to that which is beyond the intra- and interpersonal, 
beyond our existing mental models and assumptions, toward that which is yet to 
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emerge and to become). Or, as Scharmer ( 2000 ) puts it, “passing over the threshold 
of emptiness: letting go and surrendering to what wants to emerge” (p. 33). 

 Secondly, according to Scharmer ( 2000 ), we are required to shift our fi eld of 
 language  (our modes of conversation) through the following four fi elds, in order to 
transform the place where the conversation comes from: (i)  talking nice  (being 
polite; as per the  downloading , above, repeating old rules by making use of existing 
models); (ii)  talking tough  (debating, advocating our own views and adapting the 
rules, the language, that helps to say what we are thinking – make explicit that 
which is implicit – i.e., regarding the real issues); (iii)  refl ective dialogue  (inquiring 
about and questioning the underlying assumptions of that which we advocate, act-
ing then refl ecting; intuiting the rules; being open to the possibility of unseen/
unknown realities that could emerge); and, (iv)  generative dialogue  (presencing, 
action and refl ection are one; generating new rules; being empty of and releasing all 
our knowing, assumptions and expectations [the ‘I’, ‘you’ dynamic becomes ‘we’]; 
being present to what is and what could be; and also giving power to that which is 
in the process of emerging, through the act of articulation). 

 It is at this fourth level of presencing and generative dialogue that we approach 
the concept and articulation of the AiM’s  authentic - intention  centre – the neutral, 
mindful and presence ‘hub’ of the coaching model. If one were to draw parallels, 
Csikszentmihalyi’s ( 1997 ) theory of  Flow  could possibly also be viewed in the same 
light (within the context of using the AiM within a coaching conversation); how-
ever, further research would be required to confi rm this assertion.  

    Mindfulness and Triple-Loop Learning, Related to Coaching and the AiM 

 In relation to the previously mentioned  AiM assumptions  (in particular,  assumption 
‘g’ ), it would be imperative that authentic, intentional leader-managers be continu-
ously mindful and present so as to recognize and manage the multiple behavioural 
dynamics (particularly covert tensions) that are present within their day-to-day 
interpersonal interactions. 

 It is therefore incumbent on these leader-managers to process and refl ect on each 
of these awareness opportunities, so as to intentionally and consciously deepen their 
learning – i.e., to shift this awareness from a (cognitive) conscious-competence 
level to the more integrated (visceral/kinaesthetic) unconscious-competence and 
habitual (triple-loop learning) level. 

 In this regard, the AiM provides a structured mental model to be used by the 
coach and coachee, to check or ‘plot’ the coachee’s two  intention dimensions , as 
explained previously: (i) the  approach / toward  and  avoid / away  dimension [the 
direction in which he or she is moving as each incident occurs (which may occur 
physically/viscerally, mentally and/or emotionally)], and (ii) the  implicit emotional  
and  explicit emotional-behavioural  dimension [ implicit emotional  is what is thought 
and felt by the self (internal/subjective), but is invisible to others, within a relational 
situation; and  explicit emotional-behavioural  is what is thought, felt and seen/heard 
by the self and by others (external/objective), within a relational situation]. 
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 The importance of mindfulness of one’s physical body, thoughts and emotions, 
contained within a specifi c contextual space and time, appears to be self-evident in 
this regard. It is therefore asserted that applying the model in this manner, over time, 
focuses, deepens and reinforces the coachee’s ability and skill to become intention-
ally present, mindful, and  Agenda -neutral — with reference to the AiM’s  authentic-
intention  centre. To illustrate, this would occur when individuals’ growing presence 
to and mindfulness of their habitual reactions to specifi c and meaningful relational 
dynamics empowers them to intentionally (on purpose) neutralise or set aside their 
previously nonconscious, reactive  Agendas .    

7     Discussion 

 This chapter explores how theory and evidence-based practice converge to establish 
a theoretically-grounded understanding of authentic, intentional leadership – using 
the Authentic-intention Model (AiM). The AiM is a coaching model that is used 
within the context of authentic-leadership consulting and coaching, in order to diag-
nose, develop, manage and optimise values- based, authentic-leadership behaviour. 
It is used by coaches, in particular, to facilitate awareness of, and shifts in, relational 
dynamics (when coaching or facilitating individuals or teams). That is, from their 
displaying a nonconscious, unacknowledged and unarticulated reactive behaviour 
or  Agenda , toward their displaying a consciously articulated, intentional and rela-
tional  Dialogue . The objective is for leader-managers (coachees) to establish 
authentic, trustworthy, values-based, meaningful, and thus engaged and inspiring 
working relationships, at all levels within their organization. 

 Four theoretical domain groupings have been discussed to explain and articulate 
the AiM: (1) Authentic Leadership theory, (2) Self-Determination theory, (3) 
Approach-Avoidance Motivation and Trust theories, and (4) Mindfulness and 
Triple-Loop Learning theories. Each of these contributed in part to the conceptual, 
theoretical and evidence-based psychological foundation that, combined, ideally 
represent the essence of the AiM coaching model. 

 These particular theoretical domains were chosen in order to ascertain whether 
the evidence-based research elements of the researcher’s understanding and experi-
ence correlated with the proposed theoretical foundation for the AiM. The feedback 
from, and benefi ts derived by, the coachees and their particular leader- managers, 
thus far, bear testament to the respective and combined fi ndings of overall well-
being. It was also necessary to understand how the AiM could best be articulated, in 
synthesis with the various theoretical constructs. 

 More specifi cally, the outcomes of applying this model, from an evidence-based 
research perspective, have culminated in the coachees reporting that they have a 
mental model and process that helps them to be conscious of their  approach / toward  
and  avoid / away  intentions during context-specifi c critical incidences. Coachees, 
regardless of their diverse backgrounds, reported that this helps them to reduce their 
relational anxiety, and they believe and feel more empowered to adopt a mindful 
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meta-position in their interaction with others. This newfound awareness and realiza-
tion, that they have a choice, appears to boost their sense of autonomy and their 
awareness of their own capacity for self-regulation. They feel more comfortable 
(are in integrity with themselves) with being assertive and embracing, rather than 
avoiding, ‘diffi cult conversations’ with others. They also perceive themselves, and 
believe their co-workers to perceive them, to be more credible in their respective 
leadership roles. The coachees reported that the AiM provided them with a mental 
model and framework for being intentionally present, mindful, and for understand-
ing how to be  Agenda -neutral. 

 Coachees also felt that, as a result of being more mindful of their underlying 
intentions, their awareness of themselves either moving  away  or  toward  in a given 
situation helps to connect them to the beliefs that support their underlying values. 
This heightened presence and mindfulness slows down their  away  reactivity, giving 
them the space and time to choose (to self-regulate and to neutralise) an alternative 
course of action, which indirectly and inherently provides the ideal forum or critical 
incident for modelling authentic behaviour (i.e., to re-connect and re-align with 
their [now consciously] intended value and belief system, and to be authentic in 
terms of ‘walking the walk’). 

 The assertion, therefore, is that the trustworthiness of individual leaders can be 
established and optimised via their intentionality toward consistently recognising, 
acknowledging and engaging with their mindful, present and Agenda-neutral 
moments. In order to be deemed authentic, it is necessary that leader-managers 
engage their co- workers meaningfully and intentionally, by being able to explicitly 
articulate their previously underlying nonconscious intentions, so as to inspire their 
team toward achieving their, and their organization’s, strategic visions and goals.  

8     Conclusion and Future Research 

 In accordance with the author’s evidence-based fi ndings, and given the abovemen-
tioned authenticity, self-determination, approach-avoidance motivation, and mind-
fulness theories, the AiM ideally addresses and enhances coachees’ overall 
work-related well-being. It provides a mental model and framework with which 
coaches are able to observe and assess the approach-avoid status of their coachees’ 
underlying intentions — via their verbal and non-verbal languaging [verbal content 
(topic, word choice), emotion (tone), and physicality (body language)]. Coaches are 
then able to choose and phrase their coaching questions accordingly, in the moment, 
with theoretically-grounded purpose and intentionality. 

 One of the questions remaining is whether, after the coaching intervention, the 
individual coachees are willing and inspired enough to sustain the application of the 
model and the focused mindfulness that they have achieved. As reported by the 
coachees who returned for further coaching, additional coaching sessions are gener-
ally required in order to re-presence the coachee to their current situation, to ascer-
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tain the behavioural-dynamic shifts that have taken place in the interim, and to 
re-align accordingly, using the principles of the AiM. 

 This chapter represents a theoretical exploration and interpretation based on 
evidence-based application and experience using this model, with various coachees 
and over a period of time. Further research would ideally be required to establish the 
psychometric scales and properties needed to quantify and to verify the assumptions 
and said theories. It would also be useful to use this model to research intra- and 
inter-team dynamics, in addition to the individual application. The possibility of 
exploring this model across an organizational-culture context may also prove 
valuable. 

 From a diversity perspective, the coachees’ perceptions of intentionality, across 
their specifi c cultures, appears to be consistent. Humans react in the same way when 
exposed to the same stimulus. However, this is context-specifi c, in that our contexts 
(e.g., work or home), and in particular, the situational/social-role expectation within 
each of these contexts, is an important factor to consider. We are expected to be 
‘professional’ at work and informal at home, therefore the roles and role-dynamics 
may differ – further research would be required. 

 This chapter looks at leadership in corporate organizations specifi cally – which 
in all likelihood has some overlap and differences with the social expectations and 
dynamics of community or tribal leadership. Whether there is a consistent defi ni-
tion, meaning, understanding, perception and expectation of inter-contextual lead-
ers may also be worthy of further research. 

 Recognizing, acknowledging and articulating our underlying intentions takes 
vision and the will to see the deeper meaning, in order to align our individual values 
to the ‘bigger picture’ takes an abundance attitude, which requires personal courage 
and mindful, present and  Agenda -neutral intentionality.     
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    Abstract     Appreciative Inquiry (AI) was developed as a participative action 
research approach to organization development and change. It may, however, be 
argued that even though every Appreciative Inquiry addresses a particular change 
agenda it may also be regarded as a form of coaching. Those participating in an AI 
are inevitably coached towards inculcating this transformational process into their 
lives/work, often in an oblique manner. Nevertheless, because of Appreciative 
Inquiry’s dialogic nature (as opposed to being diagnostic) embedded in social con-
structionism coaches, committed to working conversationally, have been able to 
apply AI with great success. It is, not only because of its emphasis on the relational 
and conversational, but also because of being unconditionally positive, that 
Appreciative Inquiry can be constructively applied in a multicultural context. This 
chapter is presented in the format of a conversation between the two authors. Apart 
from its origins and underlying principles two compelling case studies are 
presented.  
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1       Introduction 

 In essence, Appreciative Inquiry is about conversations for transformation (cf. 
Bushe and Kassam  2005 ). We, the authors, have therefore decided to present this 
chapter in the form of an inquiry. Chantelle Blandin de Chalain is a business 
 consultant and busy with her Masters in Industrial/Organizational Psychology who 
wanted to know more about Appreciative Inquiry as a coaching method. She 
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approached Freddie Crous, a professor of Industrial Psychology, who uses 
Appreciative Inquiry extensively for teaching, research, consulting and coaching. 

 Appreciative Inquiry was initially developed as a positive action research 
approach to organization development and change (Cooperrider et al.  2003 ), but 
now is applied in a range of contexts inside and outside of the organizational con-
text. It may, however, be argued that even though every Appreciative Inquiry 
addresses a particular change agenda, in general it can be regarded as a form of 
coaching. Those participating in an Appreciative Inquiry are inevitably, by default, 
coached towards inculcating this transformational process into their lives and work. 
Nevertheless, in particular because of Appreciative Inquiry’s dialogic (Bushe and 
Marshak  2009 ), discourse-centered (Grant and Mershak  2011 ) nature (as opposed 
to being diagnostic) which is embedded in social constructionism (Gergen  2009 ), 
those coaches who are committed to working conversationally, have been able to 
adopt and apply the approach with great effect. 

 Given its emphasis on the relational and conversational, and the fact that it is 
unconditionally positive (Ludema et al.  2001 ). Appreciative Inquiry can be con-
structively applied in a multicultural context: differences are appreciated and inclu-
sivity is encouraged. To make sense of this approach and its application as a method 
for coaching lived experiences, the rest of the chapter will be mainly about the 
application of Appreciative Inquiry in both a diverse community and as a coaching 
method in an organisational context. An electronic conversation between the two 
authors is presented. By making use of this approach the interviewee was given 
ample time to consider his answers and to substantiate them with references, should 
the interviewer want to further explore the underlying theory.

    CB : Appreciative Inquiry is a very abstract concept. What does it mean?  
   FC : Cooperrider and Whitney ( 2005  p.7) answered this question by defi ning both 

words as  action  verbs:  
   Ap - pre ’ ci - ate , v., 1. Valuing; the act of recognising the best in people or the world 

around us; affi rming past and present strengths, successes and potentials; to per-
ceive those things that give life (health, vitality, excellence) to living systems. 2. 
To increase in value – for example, the economy has appreciated in value. 
Synonyms: value, prize, esteem, and honour.  

   In - quire ’, v., 1. The act of exploration and discovery. (2) To ask questions; to be 
open to seeing new potentials and possibilities. Synonyms: discover, search, sys-
tematically explore, and study.  

   CB : Why the emphasis on action?  
   FC : Appreciative Inquiry was developed as a challenge and a positive alternative to 

the traditional action research approach to organization development and change 
(Crous  2008 ).  

   CB : Please remind me what the traditional action research model essentially is 
about.  

   FC : The traditional model suggests that without the identifi cation and diagnosis of 
a particular problem and feedback about it, no change is possible (Crous  2008 ).  

   CB : Intuitively this makes sense to me. In what way is Appreciative Inquiry 
different?  
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   FC : To recognize the profoundness of Appreciative Inquiry as an alternative way of 
approaching (organization) development and change, the story of its originator 
needs to be told. Watkins et al. ( 2011 ) describe how, in 1980, with the traditional 
action research model for organization development as roadmap, a 24-year-old 
doctoral student, David Cooperrider, from the Weatherhead School of 
Management at Case Western Reserve University, was asked by the board of the 
Cleveland Clinic to research what was wrong with the human side of this hospi-
tal. He was eager to do the study as he wanted to assist in helping to make one of 
the world’s best hospitals function even better. However, Cooperrider soon 
became discouraged. What he found was that focusing on problems and giving 
feedback about those problems to the hospital staff was energy depleting, both 
the respondents and for him as the researcher. Cooperrider soon discovered that 
the approach he was following was counter-productive in that it created discom-
fort and ultimately resistance amongst those to whom he applied the problem- 
centered method. He became aware that the more problems were highlighted, the 
more dispirited and discouraged the hospital workers became, and this, in turn, 
gave way to blaming and defensive behaviour (Crous  2008 ).  

   CB : Did Cooperrider abandon the project?  
   FC : No. He refused to give up, because something had caught his eye which excited 

him: healthy practices in that very same hospital, such as high levels of coopera-
tion, innovation and organizational effectiveness (Watkins et al.  2011 ). Given the 
nature of his problem-centered question: “What is wrong with the human side of 
the Cleveland Clinic?”, these observations sadly fell outside the scope of his 
research, which seemed to emphasise to him the limitations of the traditional 
action research model. As far as Cooperrider was concerned, the model weak-
ened the capacity of both researchers and practitioners to produce generative 
theory (cf. Gergen  1982 ,  2009 ) that would inspire imagination, commitment, and 
enthusiastic dialogue – factors without which fundamental organizational change 
would be diffi cult to accomplish. As people inquire about what is wrong with 
their organizations, i.e., thereby amplifying inter-organisational weakness and 
differences, they spawn vocabularies of defi cits. Ironically, those vocabularies 
may aggravate the very conditions they are hoping to ameliorate. Cooperrider 
came to the conclusion that, given the disheartening experience of working with 
the classical action research model, he simply could not continue with his work. 
Yet still he refused to throw in the towel. He subsequently took the bold step of 
moving away from a root cause analysis of failure, to an analysis of the root 
causes of success. Later, in his report to the hospital board, he would refer to his 
approach as an  Appreciative Inquiry  (Watkins et al.  2011 ). 

 Cooperrider’s thinking was challenged by the work of Ken Gergen, arguably the 
world’s foremost scholar on social constructionism. Gergen’s ( 1982 ) work chal-
lenged Cooperrider not to accept the problem-solving approach to change as the 
only ‘truth’, but rather to challenge it. In a later work, Ken Gergen and his wife 
Mary (Gergen and Gergen  2004 , p.12), in turn refl ected on problems by stating 
that “problems don’t exist in the world for all to see; rather we construct worlds 
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of ‘the good’ and deem those events that stand in the way of achieving what we 
value as ‘a problem’. Could all that we construct as ‘problems’ not be recon-
structed as ‘opportunities’? By the same token as we speak together, we could 
also bring new worlds into being?” 

 One of the most important insights which Cooperrider arrived at, was that “human 
systems move in the direction of what they [humans] persistently ask questions 
about” (Haslebo and Haslebo ( 2012  p. 206). Thus, questions about problems 
invariably steer the conversation in the direction of what is problematic. Questions 
about strengths, high points, innovations and possibilities, on the other hand, 
tend to direct the conversation towards positive ideas and practices (Haslebo and 
Haslebo  2012 ).   

    CB : How did Cooperrider and the practitioners who began applying his thinking, go 
about implementing this insight?  

   FC : They developed a structured process (cf. Cooperrider et al.  2003a ,  b ): Before 
commencing with the Appreciative Inquiry process, a topic is chosen and framed 
or defi ned in affi rmative terms. This may be referred to as the  Defi ne  phase. The 
fi rst phase of the actual Appreciative Inquiry is referred to as the  Discovery  
phase, where the aim is to discover the system’s (i.e., individual’s, team’s, 
group’s, organization’s, community’s) key strengths by appreciating the ‘best of 
what is in the system’. Core to this phase is the use of unconditional positive 
questions (aligned to the affi rmative topic) for (a) conducting interviews in pairs, 
(b) extracting themes from the stories shared in small groups, and (c) democrati-
cally voting for, selecting and capturing those themes that represent the ‘positive 
core’ of the system. Inspired and grounded by this core of strengths, the  Dream  
phase is about envisioning ‘what might be’. In small groups a preferred future is 
co-constructed and captured, and may even be enacted. To help realize this 
dream, a  Design  phase is introduced. In small groups, provocative propositions 
or possibility statements are designed or formulated in healthy terms – this, to 
construct an architecture which will give way to the  Delivery  of the dream, the 
fi nal phase of any Appreciative Inquiry. This phase is also sometimes referred to 
as the  Destiny  or  Do  stage, as actions are identifi ed and put into motion.  

   CB : The fact that each phase starts with a ‘D’ makes it easy to remember. Have you 
ever applied this process in a multicultural context?  

   FC : I have. It all started with a call from a friend, Rita Kellerman.

  “Did you hear what has happened to Gerrie’s wife?” 
 “No”, I said. 
 “She was killed a few days ago by one of their workers during a labour dispute.” 

      Gerrie 1  was the owner of the local pub situated on the main road in Stanford, a 
quant village in the Overberg area of South Africa’s Southern Cape. Outside the 
front door is an old traffi c light – a green light usually indicates that the pub is open 

1   Not his real name. 
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for business. But following this fateful day, Gerrie switched off the green light for 
the last time. 

 The village, which is normally peaceful and bucolic, became tense as racial ten-
sions fl ared up. Some townswomen got together, knowing that action had to be 
taken.

  “We need something restorative for our town,” one of them remarked to Rita, who was a 
holiday resident at that time. 

 “I know of somebody who might be able to help us,” Rita replied. “I know he uses a 
method for positive change, called Appreciative Inquiry.” 

   That is how my name entered the equation. I agreed to facilitate at a gathering of 
townsfolk, and the upcoming public holiday, 1 May (Worker’s Day), was selected. 

 A local organizing committee was formed to start preparing for the Appreciative 
Inquiry by securing a venue. The Dutch Reformed Church hall (across the road 
from Gerrie’s pub) seemed a suitable location. Business-owners were approached to 
sponsor the food and drinks for the day. Posters were printed and put up throughout 
the community, inviting every resident of Stanford and surroundings to attend. For 
days a volunteer drove a bakkie (utility vehicle), with a loudspeaker attached to its 
roof, around the residential areas, inviting everyone to the upcoming event. 

 I began preparing for the day by drafting a protocol. Despite being mindful of the 
fact that a life had been taken, I nevertheless wanted the Appreciative Inquiry to be 
a life-giving experience (cf. Cooperrider et al.  2003a ,  b ). I chose to frame the affi r-
mative topic as “A life worth living in Stanford”, a play on the title of the book  A life 
worth living , edited by Csikszenthihalyi and Csikszenthihalyi ( 2006 ). The theme 
was made inclusive for the various language groups in the community, and to this 
end Afrikaans and Xhosa translations were also used:’ n Lewe van waarde in 
Stanford  and  Ubomi bam ndithanda ukubuphila eStanford . 

 For guidelines on the unconditional positive questions which I crafted, I searched 
Case Western Reserve University’s  appreciative inquiry commons  website (  www.
appreciativeinquirty.cwru.edu    ), an open search website abundant with rich informa-
tion, samples and case studies about the approach. Thereafter, I emailed the fi nal 
document to the local organizing committee for translation into Afrikaans and 
Xhosa, before making printouts. 

 On my arrival at the church hall on the designated day I was greeted by Nelva, a 
former student, who handed out the protocols and took down the names of the 
participants. 

 Upon peeking into the hall I was somewhat concerned about the sight that greeted 
me: there were white people (mostly senior citizens) and a few people of colour, but 
no black people. When I shared my concern with a woman next to me, her response 
was: “What did you expect, this is a  Dutch Reformed Church hall ! Black people will 
never come here.”

    CB : So why was the venue such an issue?  
   FC : Well, the Dutch Reformed Church once was the ‘spiritual home’ of the all- 

white Nationalist Party, which had been responsible for institutionalising 
apartheid.  

Appreciative Inquiry Coaching in a Multi-cultural Context

http://www.appreciativeinquirty.cwru.edu/
http://www.appreciativeinquirty.cwru.edu/


176

   CB : So did you have to change location?  
   FC : No. A member of the local organizing committee indicated that the issue of the 

venue had indeed been discussed with representatives from the black commu-
nity; they had agreed to the choice of the church hall, since it was the largest 
venue in the village. It transpired that the black attendees’ transport had arrived 
late. Soon the hall was packed with people of various ages, races, classes, and 
languages. In total, 180 people attended.  

   CB : With speakers of different languages in attendance, did this represent a chal-
lenging in terms of facilitating the Appreciative Inquiry?  

   FC : The issue of language almost derailed the process. The protocol had been writ-
ten in three languages (Afrikaans, English, and Xhosa), but I had assumed that 
all participants would be able to converse in basic English. I was wrong. A large 
number of people spoke only Afrikaans; some only spoke Xhosa, and many 
English- speakers did not speak or even understand Afrikaans or Xhosa. It 
appeared to be an insurmountable obstacle.  

   CB : So how did you overcome this barrier?  
   FC : The day was saved by a young, black journalist from a regional newspaper who 

was fl uent in all three languages. In the end I facilitated the Appreciative Inquiry 
process in Afrikaans and in English; he translated whatever I said into Xhosa. 
Some policemen who attended were multilingual, and they joined the process by 
acting as translators.  

   CB : I would be interested to hear what questions you crafted for the Discovery 
phase of the Appreciative Inquiry.  

   FC : The specifi c questions for the conversations in pairs were the following:

    1.    Describe a peak experience you’ve had with friends, family or anybody else 
from the Stanford community that makes you think, “Yes! This is why I 
choose to live in Stanford.”/ Omskryf enige hoogtepunt waarvan jou vriende , 
 familie of mede - inwoner van Stanford deel was ,  wat jou laat voel : “ Ja !  Dis 
hoekom ek verkies om in Stanford te woon .”/Chaza into enkulu osele ukhe 
weyenza nabahlobo bakho, isisalwana okanye naye nawuphi na umntu apha 
eStanford ekwenza uthi “Henke! Yhigo lento ndakhetha ukuzohlala apha.”   

   2.    What makes Stanford unique, i.e., without it our town would just not be the 
same?   

   3.    Given your unique strengths, how could you contribute to our community?   
   4.    Tell me about a time when you or somebody you know courageously chose to 

collaborate and the results were profoundly positive.   
   5.    What wishes do you have to make Stanford an even greater town to live in?    

     For a more diverse experience, each participant was asked to interview someone 
from another racial/language group. Thereafter they had to change roles: the initial 
interviewer became the interviewee. The participants were asked to listen atten-
tively to one another and to capture the essence of each answer which a particular 
question provoked. Thereafter, each participant had to share in a small group what 
s/he considered to be the most compelling story or quote obtained from the person 
interviewed. I reminded the participants that this was an ideal opportunity to enact 
 ubuntu  (cf. Tutu  2010 ), i.e., to show respect and dignity in retelling the story of the 
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  Fig. 1    Discovering what makes life worth living in Stanford       

person they had interviewed, to a larger audience. The aim was for the interviewee 
to be recognized or acknowledged as a person, thanks to the interviewer telling his/
her story (Figs.  1  and  2 ).

   The rest of the small group had to collectively decide on a theme for each story. 
This was captured by a scribe (a volunteer) on fl ip chart paper. Thereafter the papers 
were posted next to each other along the length of the church hall wall. The partici-
pants subsequently voted for those themes which, in their view, best expressed why 
Stanford was a great place to live in.

    CB : I would be interested to hear which themes were the most popular!  
   FC : The themes that drew the most energy were the following (the number of votes 

which each drew appears in brackets):

 Caring  (21) 
 Overcoming fear  (46) 
 Collaborating to solve problems  (36) 
 Colour-blind sport  (32) 
 Respect for tradition  (22) 
 Beauty of Stanford  (101) 
 Sharing skills  (105) 
 Teach each other about community  (42) 
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      These themes were taken to represent the positive core of the inhabitants of Stanford. 
 For the Dream phase, participants had to consider and discuss (in small groups) 

the following question:

   Imagine our townsfolk full of support for each other . 
  What will Stanford look like ? ( What are the main activities that will make Stanford a 

fl ourishing community ? 

   To express their dream for their village, a young man who works in the Stanford 
post offi ce, but who is also active in community development, asked for volunteers 
to join him on-stage, from where he would lead the group in song and dance. Soon 
he had everyone in the hall dancing and singing. 

 We then broke for our sponsored lunch, which inadvertently became something 
of an amusing event. The mourners in a funeral procession, which happened to pass 
by, joined us for a quick bite before proceeding on their way. Luckily there was 
more than enough food for all.

    CB : So after breaking bread together, how did you start on the Design phase?  
   FC : We did not have much time left, so I opted to integrate the Design and Delivery 

phases. Each participant was given a large white pebble and requested to write 
on it with a black marker. Mindful of and inspired by their collective positive 
core and their dream for Stanford, I asked them to make a personal commitment 
to their village, which would make life worth living for all the inhabitants. Each 

  Fig. 2    Interviews in pairs       
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of these written commitments revealed that the participants were dedicated to 
working together to ensure that all Stanford’s inhabitants would live safely, in 
peace and harmony, by caring for one another, developing their community and 
sustaining the environment. (The pebbles were later stacked in a public space as 
a reminder of the signifi cance of that day.) 

 The fl oor was declared open for those who wished to share their commitments with 
the group.  

   CB : Which commitment touched you most?  
   FC : I recall a retired tradesman standing up and offering young black people with-

out employment the opportunity to be trained by him. That made me realize that 
if a single individual’s offer came to fruition, the day would have been 
worthwhile.  

   CB : So the Stanford Appreciative Inquiry was a success?  
   FC : I would think so. It helped to alleviate racial/interpersonal tensions. However, 

the local organizing committee, inspired by their experience of the Appreciative 
Inquiry, wanted to take some kind of action that would truly benefi t Stanford as 
a whole, along with all its communities. What I gathered was that, with the help 
of an architect from the Netherlands, they envisioned a green project aimed at 
making the village more self-sustainable. 

 It did not get off the ground, though.  
   CB : What was most signifi cant for you about this experience?  
   FC : It was a profoundly moving and humbling experience. The appreciative aware-

ness that developed as the day progressed, and which gave way to a cooperative 
awareness, enabled the different groups to transcend their cultural differences, to 
create a sense of unity (cf. Cooperrider and Sekerka  2003 ). 

 I’ve also come to realize that no matter what the change agenda of an Appreciative 
Inquiry is, the appreciative inquirer invariably becomes an appreciative inquiry 
coach by facilitating the internalization of the process. In effect, it becomes a 
way of being for some of those who participated in the inquiry.  

   CB : I appreciate your sharing this amazing experience with me. Now, to move on to 
coaching: Does one refer to Appreciative Coaching or Appreciative Inquiry 
Coaching?  

   FC : Both terms are used. My advice would be to keep in mind that this kind of 
coaching is rooted in the Appreciative  Inquiry  approach and philosophy.  

   CB : What are the underlying principles of Appreciative Inquiry Coaching?  
   FC : When coaching, I am mindful of the core principles of Appreciative Inquiry 

(Cooperrider et al.  2003a ,  b ; Whitney and Trosten-Bloom  2003 ). In the context 
of coaching, the  constructionist  principle suggests that knowledge is generated 
during the coaching conversation. It is the outcome of the relationship which 
develops between the coach and the coachee. More specifi cally, as the conversa-
tion between the coach and coachee progresses, new knowledge is co-created. 
Language is as vital in helping coachees to ‘recreate’ themselves. For Appreciative 
Inquiry Coaching, the constructionist principle is central to all aspects of its 
practice (Orem et al.  2007 ). The aforementioned authors emphasize that three 
fundamental assumptions of Appreciative Inquiry are connected to this principle: 
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(1) every system (in this case, the coachee) has something that works well or 
works right, and as such gives it ‘life’ (Cooperrider et al.  2003a ,  b ). It is through 
appreciative questions that the coachee discovers what makes him/her alive, suc-
cessful and effective. Discovering these strengths may be the starting point for 
creating positive change; (2) the (emotional) language used, creates reality. The 
coach may, therefore, by asking certain questions, steer the conversation in either 
a positive or a negative direction. This suggests that (3) whatever is focused on 
will become (the coachee’s) reality. Whitney et al. ( 2002 ) remind us that people 
tend to move in the direction of the images they hold of the future. These images 
are informed by the conversations people have with others (and themselves), as 
well as the stories they tell. Conversations and stories, in turn, are informed by 
the questions which people ask. Therefore, the questions we ask can be deemed 
 fateful , in that they have a profound impact.  

   CB : How does one apply the other Appreciative Inquiry principles to coaching?  
   FC : The principle of  simultaneity  reminds me that the aim of the coaching ses-

sion is, in essence, not to diagnose and then ‘fi x’ the coachee by means of 
interventions. Rather, the appreciative coaching conversation  is  the interven-
tion. From Cooperrider et al. ( 2003a ,  b ) one may infer that the seeds of change 
are embedded in the conversation. The coach articulates the questions which 
give way to what is ‘discovered’ (the data). The exploration and discussion of 
this ‘data’ open up the possibility to imagine and construct a desirable future 
(Orem et al.  2007 ).    

 For me, the third principle, the  poetic , relates to the notion of poetic activism 
(Gergen  2009 ), suggesting that the appreciative coaching conversation should be 
generative, challenge the coach (and coachee) to spark the conversation, establish 
alternative ways of understanding and create new images of possibility. Helping the 
client to share stories of when they are or were at their best may be more powerful 
in the process of achieving positive change, than focusing on the challenge they are 
struggling with. The coachee is invited to re-story, re-author and reframe his/her 
past and present, and even re-imagine their own future. 

 So, the coachee discovers that s/he has the freedom to choose how to interpret or 
write their life story. The idea of freedom links to one of the emergent principles of 
Appreciative Inquiry (Gordin  2008 ; Whitney and Trosten-Bloom  2003 ), namely 
that of  free choice , which suggests that the coachees recognizing that they are free 
to choose how to view and enact their life, is liberating. Free choice liberates power. 
When coachees discover their personal power and strengths, they are free to choose 
how to craft their job (Wrzesniewski  2003 ) or life in such a way that they can align 
their strengths to action possibilities and opportunities resulting in optimal experi-
ences and performance. 

 The poetic principle is related to two more emergent principles, namely  enact-
ment  and  wholeness . In terms of the enactment principle, once coachees know what 
they want, they are encouraged to try out behaviour that is aligned with this new 
personal knowledge. The challenge for each coachee is, in the words of Gandhi, to 
“be (enact) the change we want to see”. This enactment principle has its origins in 
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William James’ ‘ as if ’ principle, which entails that ‘if you want a quality, [you 
should] act  as if  you already have it’ (cf. Wiseman  2012 ). 

 According to the emerging wholeness principle, wholeness brings out the best in 
people (Orem et al.  2007 ). Coachees become ‘whole’ as they discover, through the 
coaching conversation, that their lives can be viewed from new and different angles, 
which presents a richer picture of each individual. Coachees become whole when 
they grasp that they are part of a bigger ‘whole’ or an interconnected web of rela-
tionships which are embedded in a context of ever-expanding patterns. 

 Another core principle to be considered is the  anticipatory  principle. Cooperrider 
( 1999 ) wrote a chapter ‘Positive image, positive action’, suggesting that the respec-
tive coachees’ image of their future guides their present actions. I take heed of the 
reminder by Orem et al. ( 2007 , p.74) that “[a]ppreciative coaches are especially 
attuned to nurturing their clients’ positive expectations and encouraging them to 
anticipate and be proactive about the future”. 

 The fi nal core principle to be considered is the  positive . This principle suggests 
that the Appreciative Inquiry Coaching conversation should be steered by uncondi-
tional positive questions (cf. Ludema et al.  2001 ), since positivity not only acts as 
an antidote against negativity (Cooperrider et al.  2003 ), but also  broadens  people’s 
through-action repertoires and  builds  enduring personal and social resources from 
which the coachee will be able to draw on in future (Fredrickson  2003 ).

    CB : Please tell me about a time when you had to facilitate an Appreciative Inquiry 
Coaching session in a multicultural context.  

   FC : Before doing so, I want to take you back many years to when, in the prime of 
my life, I was faced with a life-threatening disease. I went into chronic renal 
failure, and since my kidneys stopped functioning I had to receive dialysis 4 h a 
day, three times a week, just to stay alive. After 8 months of incessant hospital 
visits my brother, Dawie, was declared fi t to donate a kidney to me. For this 
unconditional act of love I will be grateful to him as long as I live. During a 
 conversation before we left the hospital, the attending nephrologist mentioned 
that the transplanted kidney was functioning so well that I might eventually out-
live my brother.    

 However, because of our tissue being only 50 % compatible, I have to take immu-
nosuppressives for the rest of my life, to guard against organ rejection. This kind of 
therapy has severe side-effects, one of which is the development of cancerous 
tumors. The specialist tried to comfort me by saying I would most probably not die 
from a kidney-related disease, but from a tumor. “Don’t worry,” he said. “This won’t 
happen soon, perhaps 30 years from now.” 

 During my time on dialysis I was strangely elated, experiencing an intense 
appreciation for life and being grateful for being alive. I chose not to lie down, but 
to sit  upright  when being dialysed. Gradually, as I was able to return to work and 
get on with my life post-transplant, these positive emotions waned. So when 
(believe it or not!) I was diagnosed with a cancerous tumour 3 years (not the pre-
dicted 30 years) after the transplant, I promised myself I would never take life for 
granted again. As a reminder, I decided to develop a visual brand which would 
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  Fig. 3    A metaphor logo 
representing optimal living       

refl ect an ‘UP’ or positive state of mind. The book  Metaphors we live by  (Lakoff 
and Johnson  1980 ) led me to realise that UP is the embodied root metaphor for 
everything that is positive in life (Crous  2007 ). Informed by this realisation I con-
ceptualized a logo/metaphor by which to live optimally (see Fig.  3 ). The UP font 
design is the product of a graphic design, whereas the fi gure superimposed onto the 
word UP is my own work.

    This design has been quantitatively and qualitatively validated for use as an asso-
ciative projective technique for positivity (Meiring,  2010 ; Osher  2014 ), but also as 
a technique for enacting positivity (Langa,  2009 ). 

 From an evolutionary perspective, assuming an upright posture may be regarded 
as the key development in human evolution. Therefore, having to rise up – to origi-
nate (Latin:  oriri  = to rise) – beginning to walk tall (being bipedal) is arguably the 
most basic, but also the most profound human act (Lieberman  2013 ). Moreover, 
from an embodied cognition perspective (Lakoff and Johnson  1980 ,  1999 ), this 
physical act has been psychologically internalized – the physical became the scaf-
fold for the psychological – as the mind has become spatially oriented to frame 
(crudely, yet potently) whatever is healthy, strong, and good (i.e., positive) as UP, 
and everything that is unhealthy, weak, and bad as DOWN. UP may therefore be 
regarded as the root metaphor for everything that is positive (Crous  2007 ). As such, 
it may be postulated that the coachee’s most basic (unconscious) need or expecta-
tion is to be coached towards UPness – to originate towards optimal living and 
work. But how is UPness sustained? The youthful image of the fi gure may provide 
an answer, as it incorporates an evolutionary development subsequent to humans 
having become bipedal, namely neoteny (juvenilization, i.e., the retention of youth-
fulness) (Gould  1980 ). In general, developmental biologists agree that humans 
retain certain physical juvenile traits into later adulthood, i.e., as a species we never 
truly grow up, despite growing older. It has been suggested that this phenomenon 
has been internalised psychologically (Crous  2007 ). Youthful attitudes and behav-
iours such as playfulness, curiosity, and especially relational traits such as affection, 
sociality and cooperation, are retained. These traits suggest that at a fundamental 
level, humans retain the ability to renew themselves, they are able to deal with 
change, and they stay open to and are appreciative of others, meaning neoteny gen-
erates UPness. 
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 The UP metaphor/logo proved to be of great help once when I had to coach for 
optimal experience and performance in a multicultural context. Bushe and Kassam 
( 2005 ) suggest that for an Appreciate Inquiry to be transformational, it needs to 
work with a metaphor. 

 I was approached by the CEO of a company which supplies heavy machinery to 
the mining sector. Despite being fi nancially strong, the organization was plagued by 
high levels of negativity. His request was for me to assist the entire workforce (in 
excess of 100 employees, largely representative of the multi-cultural make-up of the 
South African population) in changing their negativity into a culture of positivity. 

 By using the logo we branded (or defi ned) the organization as an ‘UP’ company. I 
facilitated multiple appreciative inquiries across the organization, to investigate what 
it means to perform ‘UP’ as a leader, manager or worker. This was followed up with a 
number of individual ‘UP’ Appreciative Inquiry coaching sessions, where I guided 
coachees through the Appreciative Inquiry process. Individual coachees were asked to 
defi ne what UP meant for them, with a view to discovering their UP qualities and how 
to employ them not only for their own benefi t, but also the organization. They were 
invited to dream of an UP future with opportunities and possibilities; to design a per-
sonal UP value propositions for themselves, followed by the opportunity to design UP 
action plans. Finally, they had to make commitments, offerings and requests for sup-
port in such a way that would allow them to perform in an UP manner. (Not every 
coachee went through all the phases. For some the design phase was adequate; for 
others it was an iterative process moving forwards and backwards between the 
phases). It was as if individuals were able to transcend those differences (cultural and 
otherwise) that were experienced as divisive, moving towards a common UP future.

    CB : How did you align UP with the Appreciative Inquiry principles?  
   FC : Guided by the constructionist principle, the coaching conversations were struc-

tured around UP as a metaphor for guiding stories and knowledge about optimal 
experiences and performance at work. Even those coachees whose mother tongue 
is not English were able to grasp the essence of UP. In terms of simultaneity, 
conversing about and playing with the notion of UP brought a lightness and posi-
tivity to the conversations, immediately sparking new ideas and actions to be 
considered. The CEO himself discovered that he lacked positivity in his interac-
tions with employees, that he was quick to identify their mistakes or to point 
them out. He subsequently decided that, rather than constantly aiming to catch 
employees out when they err, he would catch them in the act of performing UP 
behaviours, and would show them appreciation for it. In line with the poetic 
principle, UP as metaphor allowed for a wide range of interpretations and gener-
ated a number of fresh insights and instances of meaning making throughout the 
coaching process, freeing coachees to construct dreams and actions which are 
aligned to their strengths and aspirations (the free choice principle). By branding 
UP throughout the organization, coachees came to realize that they were part of 
something bigger (wholeness principle). Yet, individual coachees were able see 
the possibility of themselves becoming UP leaders, managers or workers, and 
having an UP impact on others. Imagining a preferred UP future for themselves 
visibly infl uenced the coaches in that it grew their optimism and confi dence (the 
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anticipatory principle). Coachees were subsequently able to enact UP during 
every one of the Appreciative Inquiry coaching phases (enactment principle), 
and as far as the positive principle is concerned, UP = positivity!  

   CB : Did this specifi c approach to Appreciative Inquiry coaching contribute on a 
cross-cultural level?  

   FC : As the root metaphor for positivity, the UP-logo, in an unconscious way (cf. 
Lakoff and Johnson  1999 ) oriented the employees (irrespective of their differ-
ences) towards more constructive behaviour. For them, the logo became the com-
mon symbol for optimal experience and performance. During the time of the 
Appreciative Inquiry initiative, the coachees were able to transcend their differ-
ences, to the point where they collaboratively found ways to work together 
towards establishing an UP culture in their organization. What made this initia-
tive unique was that despite the individual coaching being one of a number of 
Appreciative Inquiry interventions, it afforded me the opportunity to work appre-
ciatively on a group and an individual level, where I was able to observe the 
organization adopting a culture of greater inclusivity.    

 Both case studies presented were provocative, mainly because of the affi rmative 
topic choices for the respective Appreciative Inquiries. For the fi rst one the topic of 
a tragedy that almost tore a multi-cultural community apart was reframed as an 
invitation towards co-creating a life worth living in their beautiful village. For the 
second case, a metaphor-logo was chosen suggesting to workers, coming from dif-
ferent backgrounds, the possibility of co-creating a thriving organizational culture. 
As Whitney et al. ( 2002 ) indicated, the topic choice is fateful because it provides the 
scope for the questions to be crafted, which will inform the conversations and sto-
ries, which in turn will inform images of the future. Human systems – individuals 
and organizations – move in the direction of the images they hold of the future.     
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    Abstract     The purpose of this chapter is to motivate the utilization of Jungian depth 
psychology as an approach towards coaching through (a) positioning archetypal 
psychology as a paradigm, (b) providing an overview of archetypal psychological 
constructs, and (c) to indicate how archetypal coaching can be utilized for aiding the 
coachee in dealing with irrationality and to facilitate personal growth. Archetypal 
psychology, as coaching approach, works at its best when dealing with irrational 
behaviour and reactions, and also for personal growth. Archetypal psychology pro-
vides an approach to stimulate true growth and awareness. This approach can be 
used for individual coaching and adds specifi c insights for group coaching by 
approaching the group as an “individual” with a personality, a shadow and possible 
neuroses. One of the main aims of coaching, is to facilitate sustained behavior 
change. An archetypal approach addresses behavioural problems at its roots. By 
changing the root cause of problematic behavior, chances of bringing about sus-
tained behavior change are better than when only looking at the behavior without 
considering its unconscious drivers. This chapter will position archetypal psychol-
ogy within the tradition of coaching, (as opposed to its clinical applications) through 
comparisons with traditional coaching approaches. Flowing from this, the chapter 
will highlight the profi le of the coach likely to utilize archetypal psychology as a 
paradigm for coaching. The main constructs relating to Jungian archetypal psychol-
ogy, such as the unconscious, complexes, archetypes, persona, shadow, anima/ani-
mus and individuation will be discussed as it relates to the coaching process to assist 
the coachee in dealing with irrational behaviour and to foster personal growth. 
Archetypal psychology provides unique methods and models for assisting coachees 
to deal with irrational behaviour, such as anger outbursts, shyness/withdrawal, and 
confl ict avoidance as well as methods to change reactions and habits, such as fear of 
presentations or even to aid the coachee to stop smoking. Methods to managing 
irrational beliefs and behaviour will be discussed. Finally, we postulate the use of 
Jung’s three-stage model (nurturing stage, adaptating stage and integrating stage) of 
individuation as a mechanism to aid in personal growth. Specifi c coaching  strategies 
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to facilitate change will be presented and discussed. The chapter will conclude with 
applying these concepts in transcultural coaching.  

  Keywords     Archetypal psychology   •   Personal growth   •   Irrationality   •   Jungian 
coaching   •   Individuation   •   Higher levels of awareness  

1       Introduction 

 It might seem strange to even consider an archetypal approach in coaching. Just the 
words “archetypal” and “depth psychology” already brings images to mind of clini-
cal therapy for treatment of childhood wounds, whereas coaching is usually seen as 
more action oriented partnering with clients to address issues such as leadership, 
emotional intelligence, change and confl ict management, which is usually seen as 
having nothing to do with the unconscious or archetypes. Or does it? Very often 
even highly intelligent people are unable to change behavior patterns, even if they 
want to and grasp the negative consequences of their behaviour. They know that 
they should change, but are unable to. Archetypal psychology, as coaching approach, 
works at its best when dealing with irrational behaviours and reactions, and also for 
personal growth. Archetypal psychology provides an approach to stimulate true 
growth and awareness. This approach can be used for individual coaching and adds 
specifi c insights for group coaching by approaching the group as an “individual” 
with a personality, a shadow and possible neuroses. This approach draws on the 
deep and rich history of depth-psychology for the benefi t of the coachee. 

 The question inevitably arises: Is archetypal psychology applicable at all in a 
coaching situation? Should it not remain in the domain of clinical therapy? In gen-
eral, coaching is more focused on growth than therapy and coaches are often more 
skilled at dealing with spiritual issues such as meaning of life than therapists or 
counselors (Schuster  2013 ). Both coaching and therapy sometimes ignore uncon-
scious aspects. Jung ( 1959 ) originated archetypal psychology. He was the fi rst to 
move from therapy for “sickness” to therapy for growth. Because this psychology 
is aimed at enhancing wellness, success and meaning, it has similar goals to coach-
ing and is thus a useful approach. 

 In many paradigms, the development of people is based on the assumption that 
people learn from experience. People learn as they make mistakes and experience 
hardships (McCauley et al.  1998 ). For example, the most important developmental 
intervention for a young fl edging corporate leader is seen as serious responsibility 
early in his/her career. Through making mistakes, he/she should learn and not repeat 
the same mistakes. A sad reality of life is that people, even very intelligent people, 
sometimes repeat the same mistakes again and again. To illustrate, consider how 
diffi cult it is to break a bad habit. At a conscious level, one know of no single ratio-
nal reason to continue with a bad habit, but still it is very diffi cult to break. Think of 
habits such as smoking, traffi c rage and procrastination. Addiction is, of course 
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even more diffi cult. Even addictions where no chemical dependency is involved, 
such as gambling and pornography addictions are extremely diffi cult to break. The 
reason why it is so diffi cult for a human being to break a habit could be explained 
by the power of the unconscious mind. 

 The unconscious mind works with different principles than the conscious mind. 
Whereas the conscious mind functions on linear, cause-effect principles and logic, 
the unconscious mind functions mainly with associations. Think of the impact of 
watching a sad scene in a movie on television. Logically, the person who watches 
the movie knows that he/she is watching electronic signal transmitted to his/her 
television set, which his/her television set receives, confi gures the signal into images 
and sounds depicting a fi ctitious story, acted by actors whom he/she is unlikely to 
know. Yet, people allow the movie to touch them and they may react emotionally to 
the scene because the scene resonates with something in their own emotional his-
tory. An aware, well-integrated person’s conscious, cognitive mind can impact the 
unconscious and emotional minds. His/her thinking will guide his/her feelings. An 
unaware person may be either totally cut off from his/her emotions, or may be inap-
propriate in the expression of emotions. Think of the tough, patriarchal father who 
seems to be without emotions, yet may be only able to cry and not be able to utter 
any words at his daughter’s wedding. 

 Archetypal coaching aims at creating awareness to ultimately, by creating a 
healthy dialogue between the conscious and unconscious minds, increase the 
coachee’s ability to positively harness his/her emotions. Beck ( 2012 ) uses the term 
“therapeutically informed coaching” to indicate coaching that takes cognizance of 
the unconscious mind. Whereas more traditional types of coaching would work to 
align thoughts, motives and behavior, as well as check effectiveness of actions in 
attaining goals (Schuster  2013 ), the archetypal approach work on root causes, gain-
ing greater awareness and shift the way of thinking of the coachee. Though the 
central construct of this chapter is archetypes, as described by Carl Jung, the contri-
bution of his predecessors, such as Freud and the more recent contributions of the 
post-Jungians are also be utilized as it applies to coaching.  

2     Main Constructs of Archetypal Psychology 

 Coaching is often described as more “Jungian” than “Freudian”, meaning that 
Jung’s view of the unconscious is followed more often than Freud’s (Schuster 
 2013 ). Freud viewed the unconscious as containing repressed personal traumas and 
unresolved personal confl icts. Jung took the construct further and stated that the 
unconscious also has a collective aspect, aspects all human beings share. He 
believed that the unconscious also contains creative energy and that the energy 
should be balanced. Though coaches often shy away from dealing with personal 
repressed issues, these often impact on behavior. If a manager shows poor emo-
tional intelligence, it could easily be driven by personal complexes. His/her actions 
are not driven by external realities, but by internal unresolved issues. Coaches 
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should thus not ignore the personal unconscious, though the focus here is more on 
the collective unconscious, represented by archetypes. 

 An example would be the very old idea of the need for a strong leader to rise up 
when a group is suppressed and in trouble. The belief is that a single, strong leader 
would be able to deliver the tribe from its problems. If one think of the hope board 
members have that a single CEO could deliver a company from its problems, it 
accounts for the remuneration boards are prepared to pay a “savior” CEO (and also, 
of cause the ease with which they fi re a CEO if the company does not perform, i.e., 
he/she was not a savior). 

 The main constructs of Jungian depth psychology, such as the unconscious, 
complexes, archetypes, persona, shadow, anima/animus and individuation will be 
discussed next, as it relates to the coaching process to assist the coachee in dealing 
with irrational behaviour and to foster personal growth. 

2.1     Unconscious 

 The unconscious or the unconscious mind refers to that part of the person which is 
hidden and unknown to the person him/herself. The unconscious is less in contact 
with the outer world, especially if there is not a healthy dialogue between the uncon-
scious and the conscious minds; the person is then called “unaware”. In archetypal 
coaching “unaware” does not refer to being unaware of the external world and its 
demands, but being unaware of the internal world and its needs. The unconscious 
creates patterns of adaptation as it sees fi t at the time to protect the person. The 
unconscious always strives to act in the best interest of the person, but because it is 
less attuned to the outside world, often does not realize that defense patterns have 
become outdated and even dysfunctional. The unconscious is powerful and could 
maintain dysfunctional patterns despite evidence that they have become dysfunc-
tional. Archetypal coaching concerns itself with making the person conscious of 
these patterns and then changing these patterns to more aware, functional reactions 
and behaviours. 

 A person’s unconscious is divided into the personal unconscious and the collec-
tive unconscious. The personal unconscious contains individual unconscious mate-
rial; aspects such as complexes. The personal unconscious is fed by the collective 
unconscious, which contains universal aspects, such as archetypes.  

2.2     Complex and Archetype 

 The complex contains personal repressed material, such as the traumas that the 
person has experienced. Complexes thus contain unresolved personal issues, which 
cause the person to regress to earlier life stages (Freud  1950 ). If the coach ignores 
personal complexes, he/she might fi nd that the coachee “inexplicably” does not 
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utilize the insights gained during coaching sessions, but reverts back to previous 
behaviours. Archetypes refer to patterns of instinctual behaviour (Jung  1959 ). These 
patterns are innate and universal to all human beings. Whilst the complex contains 
personal repressed material, the archetype contains collective repressed material. 
Archetypes emerge as patterns of behaviour, of which the person him/herself is 
unconscious. He/she will come up with many reasons and excuses to justify his/her 
archetypal behavior. 

 Complexes and archetypes are closely linked and often diffi cult to differentiate. 
Archetypes are usually activated by external events and often manifest through a 
complex. For example, often with changes in organizations, archetypes are acti-
vated and some employees’ reactions are inappropriate in terms of the change. The 
complex that could be activated by moving offi ce could be a fear complex: fear that 
routines and known interactions might be lost after the change. It could at an arche-
typal level activate various possible archetypes: the archetype of the orphan, where 
the person feels thrown out of his/her known world and experience emotions of 
being abandoned. The person might then use the (inappropriate) language of the 
orphan and might say in coaching: “I have always given this organization my every-
thing (I have been a good child) and now they just throw me out of my offi ce 
(rejected by projected mother qualities of the organization)” or “I just do not even 
want to go to work anymore (loss of meaning, feeling rejected/unappreciated/dis-
empowered)”. If the coach recognizes the archetypal feeling tone of what the 
coachee says, he/she can also use appropriate language, acknowledge the emotions 
activated by the event and guide the coachee to gain insight and react appropriately 
in a mature manner. The coach could, for the above example, use the language of 
the orphan to get the coachee to understand the immaturity of his/her reaction.  

2.3     Self and Ego 

 The ego can be described as a person’s conscious mind (Jung  1959 ). The ego is his/
her connection to the outer world. When a person becomes “ego-infl ated”, he/she 
thinks that the conscious mind, being in the external world, is all there is. He/she 
then ignores the richness of their unconscious mind. The self encompasses the 
whole person, both conscious and unconscious minds. The self thus includes the 
ego. The self is the center of the whole person, including the archetypal system of 
the unconscious. The self strives towards wholeness and integration of the personal-
ity. The self also has an ordering function (Kalsched  1996 ); it integrates the arche-
typal contents to create meaning. If a person does not have a healthy dialogue 
between his/her ego and self, the person might become ego-driven and his/her life 
will lack meaning. The self needs the ego to remain in contact with the external 
world; otherwise incorrect beliefs of the unconscious mind about the outside world 
are not tested against objective reality. 

 In coaching, the coach can assist the coachee to establish a healthy dialogue 
between the conscious and unconscious minds. Many leaders in organizations are 
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ego-infl ated and not attuned to their unconscious minds. Though they may achieve 
outer success, real meaning is often absent. If such a person is, for instance, faced 
with losing his/her job, his/her world crumbles because of the belief that the outer 
world is all there is. In such a case, the coach can assist the coachee to become more 
of his/her full self, not just the ego. The coach can assist the coachee to realize that 
he/she is more than his/her role and function in an organization.  

2.4     Persona 

 The persona can be described as the image of how the ego projects itself to the outer 
world. The persona is often described as a mask. A real mask hides part of a per-
son’s face, but the mask also reveals some of who the person is with its shape and 
colours. The persona, like a real mask, hides some aspects of the person, but also 
reveals part of the person as the person chooses to show him/herself to the world. 
The persona is often formed and shaped by how a person believes he/she is expected 
to be by others. 

 If a person is very unaware and did not experience personal growth, he/she might 
believe that how he/she portrays him/herself to the outside world is all that he/she 
is; that the persona is the only or most important aspect of him/herself. Such a per-
son is without much depth and facets. Handy ( 1995 ) described someone who is only 
what he/she portraits to the world as an empty raincoat. An empty raincoat in this 
sense symbolizes the emptiness of a person who became his/her mask, without the 
depths of other aspects of internal life.  

2.5     Shadow 

 Shadow is the fi rst, most accessible layer of the unconscious. Jung ( 1959 ) said that, 
unlike the deeper layers, it is possible to access shadow issues with some introspec-
tion. The shadow contains aspects of the person that he/she fi nds unacceptable in 
him/herself. Shadow is thus the opposite of ego. Because these aspects are not 
accepted, the person denies their existence and represses them into the unconscious 
mind. A person would usually be overly sensitive regarding such aspects. These 
aspects might be very obvious to others, but unknown to the person him/herself. As 
a result, one often gets “secrets”, which others will openly discuss, except when the 
person is present. A leader might, for instance believe that he/she is very patient and 
might state that his/her strength is being patient. Team members might experience 
the leader as extremely impatient, and might discuss the leader’s impatience 
amongst themselves, but no one will dare pointing it out to him/her, as he/she is 
likely not to accept the feedback and hold a grudge against the person who dared to 
point it out. The leader might even invite feedback, but team members often know 
that it is not wise to point out some shadow issues. An anonymous 360° feedback 
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instrument sometimes serves the purpose to force a leader to confront his/her 
shadow aspects. 

 People often project their shadow issues onto others; a person who lacks self- 
confi dence, might gossip about a confi dent person and call the person arrogant and 
self-centered. Shadow projections often involve same sex projections. That which a 
person does not own in him/herself yet, becomes diffi cult to tolerate in others. 
People see others not as they really are, but as the person him/herself is. 

 Groups can also have shadows. Just like an individual has parts in him/herself 
that he/she does not accept, so does the group. The process through which the group 
projects its shadow side is called “scapegoating” (Coleman  1999 ). In early societ-
ies, such as described in the Christian Old Testament Bible, there were rituals to 
“cleanse” the people. At the time, the scapegoat was a literal goat. The goat was per 
defi nition completely innocent. The goat then carried the sins of the people and was 
sent off into the desert or even slaughtered. The projecting of sins onto the scape-
goat made people feel innocent and united them in the act of slaughtering the inno-
cent goat. This primitive, unaware process still plays itself out as soon as a group 
forms. One can see this phenomena in its most archetypal pure form amongst pri-
mary school children: otherwise perfectly well behaved children could brutally 
mock and ridicule a child who is different. The difference becomes criminalized 
and judged. The difference, be it to be fatter, slimmer, have red hair, have freckles, 
be good (or bad) at mathematics, becomes the bases to differentiate the child and 
becomes the excuse to scapegoat the child. All the others agree that the difference 
is “bad” and therefore, they feel cleansed and innocent if they pick on the scapegoat, 
and because all agree, it builds the team’s cohesion. The scapegoat cannot protest or 
argue, the power of the group dynamics would not tolerate giving the scapegoat a 
fair chance. Though scapegoating, as described so far, seems like a primitive or 
childish act, it is however, alive and well in organizations amongst supposedly 
sophisticated people who one would think should know better. There is a growing 
incidence and focus on “bullying” (Agervold  2007 ), which is often a form of scape-
goating. In many organizations, there is a tendency amongst colleagues to openly 
make devaluing remarks about some departments, often the Human Resources, 
Information Technology or Marketing department, which all but the scapegoats 
agree on. The primitive projection of shadow, i.e. scapegoating, is a reality in 
today’s organizational life. 

 Team coaching is becoming a common practice in many organizations. Team 
coaching provides opportunities to create awareness of the devastating power of 
scapegoating. The best way to counter, or at least limit scapegoating, is to create 
awareness of how it functions. A team unaware to the extent that scapegoating is 
rife, is unlikely to reach maturity in other aspects. Because the coach is not part of 
the team, he/she often is one of the only people empowered to challenge the team 
with its shadow side. Individual coaching can assist the person who is scapegoated 
to gain insight into the process and he/she often fi nds it of use to have confi rmed that 
he/she truly is innocent and is devalued by being scapegoated.  
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2.6     Anima/Animus 

 The anima was fi rst used to describe the suppressed, unconscious feminine aspects 
of men and the term animus referred to the suppressed, unconscious masculine 
aspects of women (Jung  1959 ). Post-Jungians used the term anima to refer to the 
repressed, unconscious feminine aspects in both men and women and the animus as 
the repressed, unconscious masculine aspects in both men and women (Samuels 
 1985 ). Having said that, men still have more anima issues than women and women 
more animus issues than men. The anima/animus is seen as deeper in the uncon-
scious than the shadow, and thus more diffi cult to access and to integrate. A man 
with an unintegrated anima will focus only on goal achievement and results. He will 
usually fi nd it very diffi cult, and thus avoid, dealing with relationship issues and 
ambiguity, when the answers are not clear-cut. Such a man often neglects his family 
and himself. His repressed feminine side might manifest in inappropriate, often 
destructive ways of relating to women in his search for his inner feminine side. In 
the business world, such a man might be seen as overly tough, unable to care for 
people and unable to build a productive team. A woman with an unintegrated ani-
mus will often not be goal directed and unable to organize her life and focus on 
achieving results. She might appear disorganized and unable to take independent 
action. Such women often allow abusive relationships to continue, because she 
lacks the willpower and assertiveness to take decisive action. 

 Anima/animus awareness is diffi cult to address during coaching. It usually mani-
fests as compulsiveness, and usually with a person of the opposite sex. It might also 
manifest as projections, also usually onto members of the opposite sex; whereas 
shadow projections are usually onto members of the same sex. Women in senior 
positions in organizations are often characterized by a lack of anima: because most 
organizations value animus-driven behaviour, women often see it as better for their 
careers (and survival) to leave their feminine sides behind when they enter the orga-
nization. The tragic consequence is that organizations lose out on women’s unique 
contributions, such as truly building teams, building relationships, as well as caring 
about people and the environment. Because the anima/animus is “deep” in the 
unconscious mind, accessing it is not easy. The coachee will usually have good 
reasons, actually excuses, for the irrational behavior rooted in the anima/animus.  

2.7     Individuation 

 The aim of individuation is personal growth. Though the construct “individuation” 
is at a superfi cial level similar to Rogers ( 1961 ) and Maslow’s (as cited in Schott 
 1992 ) much better known construct “self-actualization”, it is a totally different con-
struct. Individuation is about growth, like self-actualization, but there the similarity 
ends. Individuation emphasizes the interaction of the various aspects of the person-
ality. Individuation is about establishing a healthy dialogue between the conscious 
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and unconscious minds and also between the various elements (ego, self, shadow 
and anima/animus) of the unconscious mind. Individuation also emphasizes the 
individual’s responsibility towards his/her community. The individual is thus 
encouraged to grow and develop to his/her fullest potential  whilst remaining mean-
ingfully connected  (Jung  1948 ). This aspect of individuation not only resonates well 
with Africa’s “Ubuntu” principle but also lays the foundation for a different way of 
leadership development. For the coach utilizing archetypal psychology, individua-
tion of the coachee will be the ideal goal of coaching. 

 The process of individuation is not a neat, linear process. It is a continuous 
movement of temporary identifi cation with unconscious images in order to make 
them conscious and then dis-identifying with the image and refl ect on the image 
(Stein  1998 ). In this way the person obtains psychological distance from the arche-
typal images and will thus not get caught in archetypal patterns. In coaching, the 
coach can facilitate this process and thus integrate archetypal material. 

 According to Stein ( 2006 ), it is possible to differentiate between three stages of 
individuation: 

  Stage 1: Nurturing Stage     During this stage, the base for lasting relationships, 
self-esteem and self-confi dence are emphasized. During this stage, the person must 
experience being accepted as he/she is and allowed to take risks in a safe environ-
ment. If this stage is not completed successfully, the person will not be able to grow, 
because he/she will be fi xated on immature activities. Behaviour such as self- 
sabotage, exaggerated fear of failure, inability to build relationships and high need 
for acceptance and approval are indicators to the coach that this stage was not com-
pleted successfully.  

  Stage 2: Adapting Stage     During this stage, the person takes on the challenges of 
the world. He/she learns to take care of him/herself and leaves the nurturing protec-
tion of the real or substitute mother. The person becomes independent and self- 
suffi cient. The person is bound to experience some anxiety, because he/she is 
entering unknown territory. If the anxiety is introduced in moderate amounts and 
the person experiences mastering of challenges, his/her self-confi dence grows and 
the anxiety decreases. During this stage, the person comes to terms with mainly 
“shadow” issues. Du Toit ( 2011 ) found that many managers are stuck in this stage: 
they are forever looking for new challenges and often cannot even imagine moving 
to the next stage. If a person keeps exerting large amounts of energy to attain goals, 
it could lead to burnout and being less effective, particularly if the person is func-
tioning on a senior managerial level. 

 The leader who has not completed the developmental tasks of this stage success-
fully, could be identifi ed by an inability to disconnect from his/her team. This may 
be seen in an inability to evaluate performance objectively and unawareness of 
groupthink. He/she may also be ego-infl ated to the extent that he/she may see him/
herself as a super strong hero, even above laws and rules. This leader may also have 
many “blind spots”, which are issues other people are aware of but the leader  him/
herself is completely unaware of. This leader may treat people in an inhumane way 
and be over-anxious about his/her performance.  
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  Stage 3: Integrating Stage     During this stage of individuation, the search for 
meaning comes to the fore. The person becomes centered and whole. He/she has a 
long term perspective and is able to see trends and predict future events, systems 
thinking starts to develop (Kets de Vries  2006 ). During this stage, the anima and 
animus becomes more integrated with the self. 

 Indications for the coach that the developmental tasks of this stage are not mas-
tered are: over-involvement in detail; intolerance for ambiguity and complexity; 
inability to cope with chaos; lack of meaningfulness in his/her life; feels fragmented 
and tries to control everything.  

 Though these three stages can be differentiated and follow each other more or 
less as described, there are obviously overlaps and temporary regression to earlier 
stages. Full individuation can also never be achieved. These stages take place in a 
cyclical way (Du Toit  2011 ) and in a lifetime a person could go through these stages 
many times, every time achieving a higher level of individuation. 

 The coach could guide a person through these stages and could thus accelerate 
the maturation of the person. If the coachee is a manager, the coachee could also 
shift the perspective of the coachee to see the individuation of his/her team mem-
bers as one of his/her prime tasks as a manager.   

3     Utilization of Archetypal Psychology in Coaching 

 A coach utilizing archetypal psychology should have some understanding of causes 
of behaviour, and have some training in archetypal psychology. The coach with an 
understanding of archetypal psychology should also be able to have some insight 
into the coaching process itself; e.g., he/she should be more aware of transference 
and projection between him/herself and the coachee. If the coach him/herself is 
unaware of the dynamics of the coaching process itself, he/she could easily misun-
derstand these processes, which are unconscious for the coachee as well. Depth 
psychology provides unique methods and models for assisting coachees to deal with 
irrational behaviour, such as anger outbursts, shyness/withdrawal, and confl ict 
avoidance as well as methods to change reactions and habits, such as fear of presen-
tations or even to aid the coachee to stop bad habits, such as smoking. 

 The coach with an understanding of archetypal psychology has insight into 
unconscious processes and could thus harness the coachee’s strengths. For example, 
Schuster ( 2013 ) states that coaches often equates low confi dence, low self-esteem 
and shyness with introversion. If the coach’s point of departure is that “introver-
sion” is the problem, the interventions will be very different than when the coach 
understands the strengths of being an introvert. 

 One of the main competencies of an organizational coach, is the ability to facili-
tate sustained behavior change in the work context (Brotman et al.  1998 ). To bring 
desired change, the habitual self-defeating scripts must be identifi ed (Koortzen and 
Oosthuizen  2010 ). These “scripts” refer to destructive patterns of behaviour which 
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the coachee are unaware of and/or unable to break, even if he/she is aware of it and 
even when told repeatedly that these behaviours could cause derailment. Insight 
into the problem is usually only the starting point and not enough to bring change. 
For example, a person who wants to stop smoking knows all the facts: he/she knows 
the health, fi nancial and social advantages to stopping, wants to stop, sees a clear 
picture of him/herself as a non-smoker, but still fi nd it extremely hard not to con-
tinue the very simple pattern of smoking. To break more complex patterns, such as 
shyness, or loosing ones temper is much more complex, often with strong uncon-
scious forces maintaining the pattern. 

 The origin of these patterns is usually personal repressed experiences. These 
personal experiences which form the roots of these patterns are often grounded in 
collective, archetypal sources. Freud said that the personal unconscious is like a pit, 
with the repressed traumas and experiences are seen as below the surface, in the 
unconscious (Freud  1950 ) (unconscious material is often symbolically described as 
the depths below the surface of water). Jung agreed with the view of the personal 
unconscious, but added that all the personal unconscious minds are linked; which he 
described as an underground river linking all the individual pits. The same source 
thus feeds personal unconscious minds (Jung  1959 ). These similar archetypal con-
tents can be seen in the universal images people share, such as the idea of a witch, 
a wise old man, a clown or a divine child. The counter-productive behaviour pat-
terns that people are trapped in oftentimes have such archetypal themes; these pat-
terns thus could be like rituals. An example of such an archetypal pattern could be 
a leader who cannot move away from an autocratic managerial style. He/she might 
seem like the old king in a fairy tale who cannot change his ways and his kingdom 
suffers famine due to his inability to adapt. Many managers’ team members suffer 
and cannot grow and develop (seem to live in a desolate land of starvation) due to 
the manager’s inability to change. The coach can thus use the imagery of fairy tales 
to assist the coachee to gain insight into his/her counter-productive behaviour 
patterns. 

 In the archetypal approach, “awareness” is heavily emphasized. This awareness 
goes beyond just understanding behaviour and the negative impact of the behav-
iour. The coachee needs to understand his/her own emotional reality. During trauma 
and crises, a person sometimes makes promises to him/herself which make perfect 
sense at the time. For example, if a person gets cheated on by someone he/she 
deeply loves, the person might promise him/herself never to fall in love again, in 
order to never get hurt again. Often, these decisions lead to entrenched behaviour 
patterns which are never re-evaluated. Because these decisions were often taken 
after a traumatic event, they may be linked to an unconscious complex, which we 
know can be rooted in archetypal material. These “decisions” thus play a pivotal 
part in archetypal patterns. These patterns become unconscious and the person may 
defend the consequential behaviour as if it was a core value. Therefore the decision 
that initially was intended to protect the person, later can have a limiting and nega-
tive effect. The coach needs to make the coachee aware of out-dated decisions and 
the necessity of refl ection and renewal. For example, if a person is treated very 
unfairly in his family of origin and by others, he might decide to never in his life 
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treat anyone unfairly. Suppose then the person becomes an artisan and in his work 
fairness is the main “value” that guides his decisions, it might serve him well. Even 
if the person is promoted to the position of foreman, he might still be successful if 
he strives to be fair with his direct reports and the people he renders a service to. 
Suppose this person then gets promoted to a managerial position and still strives to 
be in the fi rst place fair, he is likely to be unable to respond to the complexity and 
nuances of situations and thus fail as a manager. This is obviously not to say that a 
manager should be blatantly unfair, but other principles, such as effi ciency and 
urgency, should foremost guide his decisions rather than fairness. He will often 
believe that his coach and manager do not fully understand the situation, even when 
he is told that his career might be derailed if he does not change. The coach assists 
the person to become aware of outdated archetypal patterns and replace them with 
more helpful beliefs and behaviours without sacrifi cing core values. 

 When the coach follows an archetypal approach, the coach is unlikely to take on 
the role of an all-knowing expert who is the coach because of his/her superior 
knowledge. The coach takes on the stance of “not knowing” and explores options 
with the coachee. The coach would not strive to be a role model for the coachee, as 
the coachee is encouraged to discover his/her own ideal self, not copy any role 
model. The following cartoon illustrates this point (Fig.  1 ).

   More awareness does not necessarily lead directly to more happiness. “Blissfully 
unaware” people can sometimes be happy. The more aware person does have 
insight into his/her own reactions and is thus more capable of regulating his/her 
reactions in the long run. True personal growth, individuation, needs a high level of 
awareness. For the coach who follows the archetypal approach, creating higher lev-
els of awareness in the coachee will be a key coaching objective.  

4     Intercultural Coaching 

 Many coaches are coaching across cultural boundaries, which cause its own chal-
lenges. Coetzee ( 2012 ) found that the inter-cultural awareness levels of coaches 
vary greatly; she also found coaches who were unaware of their own unawareness 
of their cultural biases. No integrated models for dealing with inter-cultural differ-
ences are currently used by coaches. Existing models, and theory on inter-cultural 
coaching, are practice based and a theoretical; robust empirical research is lacking 
(Hamlin et al.  2007 ). Though culture is important, Lowman ( 2007 ) points out that 
culture sometimes is relevant and sometimes not. Though culture is important, it 
does not account for not explain individual differences. Some of the models applied 
in the coaching world will be discussed next, also for their possible applicability 
from an archetypal perspective. As stated, the inter-cultural coaching theory needs 
further research, an integrated inter-cultural coaching from an archetypal, or depth 
psychology, perspective does not exist yet. 
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 Hofstede ( 1980 ,  2001 ) identifi ed fi ve dimensions which describe cultural differ-
ences between countries and between organizations. The dimensions are:

•    Power distance: the degree of perceived inequality between members  
•   Collectivity/individuality: the emphasis being on the individual member or on 

the membership of the group  
•   Masculinity/femininity: if masculinity is emphasized, formal structures, goals 

achievement and internal competition is usually encouraged, whereas femininity 
refers to emphasis on the “softer”, people side and aspects such as caring, inclu-
sivity and team cohesion are emphasized.  

•   Uncertainty avoidance refers to the extent to which members are threatened by 
the unknown and avoid uncertainty.    

  Fig. 1    The fi rst step toward enlightenment is disillusionment (Twohy  2008 )       
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 These dimensions have face validity and appear easy to use. They have been 
widely accepted and have made their way into coaching sessions. Many coaches use 
these dimensions in preparing coachees for inter-cultural assignments, but also to 
understand differences between individuals. For the coach with an archetypal 
approach, these dimensions in themselves could be unconscious archetypal pat-
terns. Awareness of these patterns can in itself challenge a coachee’s unconscious 
assumptions. The archetypal coach is likely to utilize the dimensions themselves 
slightly different than other coaches: The coachee’s reaction to (and need for) power 
distance is likely to be explored, rather than to just accept and adapt to it as a cul-
tural phenomena. The archetypal coach would approach collectivism/individualism 
not as “either or”, but view he individuation of the individual as developing in his/
her own unique way, whilst remaining meaningfully connected to the collective. 
The masculinity/femininity resonates with the archetypal constructs anima/animus. 
The exploration and integration of these are seen as diffi cult, but an integral part of 
the individuation process. Regarding the dimension uncertainty avoidance, the 
archetypal approach would seek to understand the underlying factors which might 
lead to excessive avoidance of uncertainty or the taking of uncalculated risks. 

 Apart from Hofstede’s ( 1980 ,  2001 ) dimensions, other intercultural models and 
theories also made their way into the coaching arena. Schein ( 1969 ) differentiated 
three levels of a culture. He likened a culture to an iceberg: On the surface, the cul-
ture manifest in artifacts and behaviours. Below the surface, the artifacts and behav-
iours are infl uenced by attitudes and at a deeper level, the attitudes are infl uenced 
and shaped by fundamental assumptions and beliefs. Schein’s model resonates well 
with the archetypal approach: change and understanding of inter-cultural issues 
need to be addressed “below the surface”, in other words, on an unconscious level, 
and not only on a behavioural level. Archetypal coaches also know that metaphoric 
iceberg, just like real iceberg, sometimes tip over and shadow issues surface at 
unexpected and inconvenient times. The coach who ignores unconscious issues, 
might be taken by surprise and not understand the surfacing of unconscious mate-
rial, which is usually hidden. 

 Gilbert and Cartwright ( 2008 ) described a culture in terms of a fi eld of infl uence 
in which the individual functions. The individual is thus infl uenced by the culture, 
usually at an unconscious level. The individual might follow the prescriptions of the 
culture without being aware of it. The archetypal approach is about creating aware-
ness of this “fi eld of infl uence” to enable the individual to make conscious choices. 
By being aware of cultural infl uences on others, a better understanding of the inter- 
cultural differences becomes possible. 

 The archetypal approach, with its emphasis on awareness, could assist coaches 
to be open to their own biases and intercultural misunderstandings. Some of the 
basic premises of coaching, such as that the goal of coaching should be to increase 
the coachee’s internal locus of control, coach the person to be more assertive or 
towards more independent decision making, comes from a Western worldview. 
These goals might be in confl ict with the culture in which the coachee functions. If 
the coach is aware of his/her own assumptions, it becomes possible to have greater 
inter-cultural sensitivity and respect the coachee’s fi eld of infl uence. 
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 Drawing from the results of global research on inter-cultural coaching, Abbott 
et al. ( 2013 ) talks about cultural intelligence (CQ), which refers to being intelligent 
about inter-cultural differences. They also mention that a global mindset is required 
of coachees that functions in global organizations. They identifi ed a set of psycho-
logical, intellectual and social competencies required. The cognitive functioning 
includes global business savvy and the ability to deal with complexity; the psycho-
logical competence refers to passion for diversity, thirst for adventure and self- 
assurance whilst the social competencies are intercultural empathy, inter-personal 
impact and diplomacy. 

 The archetypal approach to inter-cultural coaching can be summarized by an 
inscription in the Ntarama church in Rwanda, where hundreds of people were mas-
sacred in 1 day during the 1994 genocide. Loosely translated, the inscription reads: 
“If you knew yourself and you knew me, you would not have killed me”. The coach 
who does not know him/herself and does not have true empathy for the other per-
son, can never truly understand inter-cultural differences nor truly respect the “oth-
erness” of the coachee from a different culture (Fig.  2 ).

  Fig. 2    Inscription in a church in Rwanda where hundreds of refugees were killed in 1 day during 
the 1994 genocide. The inscription loosely translated means: “If you knew yourself and you knew 
me, you would not have killed me”       
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5        In Closing 

 This chapter endeavored to position archetypal psychology as a possible approach 
in coaching. Its advantages and some basic principles were highlighted. It needs to 
be stressed that it is not an easy approach and defi nitely not a “quick fi x”. The coach 
that utilizes this approach needs a through grounding in depth psychology, particu-
larly in Jung’s analytical psychology.     
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Introducing a New Coaching Framework                     
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    Abstract     Coaching in organizations has become a prominent tool to address 
 challenges experienced by individuals and teams. Different approaches in coaching 
are used, such as individual, team or business coaching. Certain approaches to 
coaching, such as psychological coaching, aim to increase optimal functioning, 
wellbeing and mental health for personal growth and development. The effect of 
psychological coaching in organizations has been empirically researched and dis-
cussed in the literature. In today’s organizations, coaching is a well-established 
domain in theory and practice. However, studies show that transcultural (In this 
chapter the authors refer to the concept of “transculturality” due to the fact that the 
coaching framework presented is based on a “transcultural” approach. 
“Transculturality” refers to a world view which is based on the notion of hybridity 
and blurring spheres of cultures which are interconnected, mixed and integrative 
(Welsch W. Kultur aus transkultureller Perspektive. In Treichel D, Mayer C-H (eds) 
Lehrbuch Kultur. Lehr- und Lernmaterialien zur Vermittlung kultureller 
Kompetenzen. Münster, Waxmann, pp 149–157, 2011). In transcultural settings, 
culture is viewed as a dynamic and “active factior” (Welsch W. Transculturality – 
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the puzzling form of cultures today. In Featherstone M, Lash S (eds) Spaces of 
culture: city, nation, world. Sage, London, pp 194–213, 1999, 2003) that is inclu-
sive and the opposite of exclusive, homogene and fi xed.) organizational contexts 
require particular systemic and transcultural perspectives to adequately address the 
challenges of individuals, teams and the organizations within their local and global 
contexts. Yet these systemic and transcultural approaches have hardly been explored 
in coaching transcultural organizations. The aim of this chapter is to show that 
systemic thinking and transcultural approaches in coaching psychology can pro-
vide a sound theoretical base and practical intervention method for psychological 
coaching within globalized and transcultural organizational contexts. A new coach-
ing framework is introduced that is based on three phases: the input, the process 
and the output. Within these phases systemic and transcultural approaches and 
aspects are discussed, the profi le of a coach is presented, and practices and inter-
ventions are explored. Recommendations are made for theory and practice.  

  Keywords     Systemic thinking   •   Trans-cultural psychology   •   Coaching model  

1        Introduction 

 For organizations, the question of developing healthy, non-toxic work environments 
has gained interest (Rothmann and Cilliers  2007 ). It has been pointed out that psy-
chological attributes – which include individuals’ ability to adapt and deal proac-
tively with work challenges in global, transcultural and highly dynamic work 
contexts – have a signifi cant impact on individuals’ development (Savickas  2011 ). 
Coaching has become a prominent tool (Fig.  1 ) to develop these psychological attri-
butes in individuals, teams and organizations, aiming at increasing mental health 
and wellbeing within organizations and transculturally, bridging potential cultural 
divides (Mayer and Boness  2013a ).

   There is an ongoing discourse in theory and practice on the question of theoreti-
cal approaches and practical interventions that contribute to positive and healthy 
organizational development, stress reduction, individual growth and organizational 
effectiveness (Biron et al.  2014 ). Coaching, as a strategy to develop individuals and 
organizations from a positive psychological perspective has only recently attracted 
interest (Biron et al.  2014 ; Mayer  2011 ). At the same time, it has been pointed out 
that coaching need to focus on intercultural settings, culture-sensitive coaching 
practices and interventions to increase its contribution to individual and organiza-
tional development (Nazarkiewicz and Krämer  2012 ). 

 Focusing on the question of what keeps people healthy in global-oriented and 
transcultural organizations, recent research has highlighted that particular systemic 
(Schwemmle and Schwemmle  2012 ) and transcultural approaches in coaching psy-
chology (Von Schlippe et al.  2003 ) in organizations can support individual and 
organizational development across cultures on a theoretical, as well as on a practical 
base (Mayer  2011 ). 
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 The aim of this chapter is to introduce a specifi c phase-based coaching frame-
work which has been developed particularly for transcultural organizational set-
tings. The coaching framework is based on theoretical systemic thinking approaches 
(Bateson  1985 ,  1987 ; Luhmann  2000 ; Maturana  1998 ; Maturana and Varela  1990 ), 
as well as theories of transculturality (Lloyd and Härtel  2003 ). The content of this 
chapter is based on a critical review of the relevant literature that led to the develop-
ment of the coaching framework which includes the input (theoretical approaches), 
the process (competences, approaches, the profi le of the coach, and interventions) 
and the output (competence), which is to develop optimally functioning individuals 
within healthy organizations through the four systemic layers of the individual, the 
team, the organization and the environment.  

2     The Frame: Coaching Psychology Within the Positive 
Psychology Paradigm 

 Coaching has become a prominent intervention in organizations and organizational 
staff development, not only to develop managerial wisdom, but also to cope with a 
dynamic and complex work environment (Bennett and Bush  2009 ). 

 The concept of coaching originated in the 1940s (Lowman  2002 ) and has been 
described as a specifi c form of consultancy (Deutscher Bundesverband für Coaching 
 2014 ) that has an impact on leadership behaviour and the ability to inspire and infl u-
ence followers (Kampa-Kokesch  2002 ). Williams ( 2003 , p. 38) notes that coaching 
has its fundamental roots in Maslow’s ( 1968 ) work, “providing the framework for 
modern life coaching as it is practiced today.” Since Maslow ( 1968 ) recognized that 
humans are naturally health-seeking, that they pursue self-actualization, creativity, 
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curiosity and playfulness – particularly as soon as obstacles to personal growth are 
removed or resolved – Maslow’s basic assumptions built the foundation of contem-
porary coaching concepts. 

 During the past decade, the literature on coaching has expanded, focusing on 
coaching in organizations (Rosinski  2011 ), managerial coaching (Levinsky  2000 ; 
Mayer  2011 ; Mayer and Boness  2013a ; Rückert  2001 ); and coaching in therapeutic 
settings (Besser-Siegmund and Siegmund  2003 ; Mayer  2012 ). Peltier ( 2001 , p. xv), 
differentiates between mainly two forms of organizational coaching, namely “exec-
utive coaching” and “management coaching”. In both forms, the coach supports the 
individual in uncovering the unconscious and exploring conscious psychological 
processes on a cognitive level, whilst producing awareness of hidden defence mech-
anisms that may be hindering the individual from reaching goals and which may be 
producing undesirable results (Peltier  2001 ). The concept of executive coaching has 
only recently been explored more in depth and has been defi ned as an integration of 
various coaching models (Kampa-Kokesch and Anderson  2001 ) which may poten-
tially enhance developmental change (Laske  1999 ) as well as individual and organi-
zational performance (Olivero et al.  1997 ). However, certain coaching approaches 
such as business or strategy coaching aim at enhancing individual behaviour or/and 
organizational processes (Bluckert  2005 ). 

 Coaching practices in organizations range from executive coaching (Hillary 
 2003 ) to neuro-semantic coaching (Hall and Duval  2004 ) and from solution-focused 
coaching to coaching for self-actualization purposes. However, it seems to be com-
mon sense that recent coaching models are based on interdisciplinary approaches 
that often strive for solution-orientation (Greene and Grant  2003 ), an increase in 
self-awareness, the development of self-esteem and intrapersonal self- understanding, 
as well as the improvement of intra- and interpersonal communication practices 
(Mayer  2011 ). Consequently, executive and managerial coaching in organizations is 
founded on “a formal, ongoing relationship between an individual or team with 
managerial authority and responsibility in an organization; and a consultant who 
possesses knowledge of behaviour change and organizational functioning” (Mayer 
 2011 , p. 113). 

 Techniques that are used in coaching processes vary according to the focus of the 
coaching process, the coaching approach, the socio-cultural context and the person-
ality and preferences of the coach and the coachee. According to Rückert ( 2001 ), 
coaching techniques often include practices such as working with success factors, 
relaxation techniques, developing constructive new behaviour patterns through 
brainstorming, techniques used in change management processes, time manage-
ment, optimization of personal expression, work attitudes, body work techniques, 
the exploration of communication, as well as mental restructuring techniques. 

 Across these coaching approaches and contexts of coaching psychology, coaching 
has increasingly been researched from a positive psychology research perspective to 
improve the facilitation of optimal functioning (Kauffman and Scoular  2004 ; Linley 
 2004 ) as well as health and wellbeing (Mayer  2011 ). It is assumed that the positive 
psychology paradigm (Lopez and Snyder  2003 ) that is applied in coaching processes 
increases health and wellbeing in organizations (Mayer  2011 ), learned resourceful-
ness (Rosenbaum  1990 ), as well as emotional intelligence (Goleman  1995 ). 
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 Coaching processes have been found to be helpful in strengthening health and 
well-being within individuals and organizations and have been shown to reduce 
stress (Krause and Mayer  2012 ; Mayer and Boness  2013b ). According to Rosinski 
( 2011 , p. 49), characteristics of coaching include the “belief in a vast human poten-
tial and the value of striving to unleash that potential”, as well as in the ability of 
individuals to be resourceful and capable of (re-) activating personal resources. 
Besides these basic and fundamental characteristics, the aims of coaching can be 
multifarious and the reasons for individuals, groups, teams or organizations to 
undergo coaching processes are manifold. However, coaching basically seeks to 
support individuals in improving themselves to reach their goals. Therefore, coach-
ing usually aims at developing individuals to attain personal success and clearly 
defi ned achievements, whilst strengthening their mental health and wellbeing. 
According to Rückert ( 2001 ), coaching in the professional context is used to defi ne 
goals, to achieve these goals, to develop solutions, make adequate decisions, 
increase motivation and develop skills and competences. Beyond these individual 
and team development aspects, coaching also aims at “facilitating organizational 
development” in terms of organic organizational growth (Rosinski  2011 , p. 51). 
Bluckert ( 2005 ) highlights that coaching in organizations includes business and 
strategy development on the one hand and psychology and human behaviour devel-
opment and process improvement on the other hand. 

 Coaching processes in organizations have to deal with individual, social and cul-
tural complexities, as well as with issues around hierarchies, decision-making, vary-
ing individual, team and organizational interests and development potential, in 
addition to cultural diversity issues (Mayer and Vanderheiden  2014 ). It is argued in 
this chapter that systemic and transcultural approaches in coaching can help to deal 
with these demands and provide applicable ideas to understand these complexities 
and simplify and split them into themes or trends in order to deal with the issues 
adequately and that more effective action can be taken. Therefore, theoretical 
approaches to systemic thinking and transculturality in organizations will be intro-
duced in the following section.  

3     Input 

 Figure  2  provides an overview of the factors that are considered in input phase I: How 
the individual, team, organization and fi nally the environment are being infl uenced 
by systemic premises, as advocated by Ludewig, Maturana, Luhmann and Bateson.

3.1       Input I: The Premises of Systemic Thinking 

 A basic characteristic of a system is the interconnectedness and the relations of ele-
ments, subsystems and processes. These relations are primarily determined by the 
assumption that the whole is greater than the sum of its parts and that holistic 
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approaches can lead to adequate solutions. The term “system” defi nes the totality of 
elements and their inter-relationship (Von Bertalanffy  1968 , p. 55). These elements 
interact and communicate with each other and thereby create a sense-making and 
purposeful unit, the system (Meer  2008 ). A system demarcates its boundaries 
through rules and regulations, through its organization and structure. 

 As organizations are defi ned as complex adaptive systems, coaching that is based 
on systemic thinking is an appropriate approach to meet organizational challenges. 
Biological (Maturana  1998 ; Maturana and Varela  1990 ) and sociological (Luhmann 
 2001 ) assumptions have led towards an increase in systemic thinking in coaching 
processes and have infl uenced system theories (Ludewig  2005 ). 

 Maturana ( 1998 ), as one of the fi rst scientists to study systems in depth, empha-
sizes that the functional and operational, closed nervous systems of human beings 
do not differentiate between internal and external triggers, perceptions and illu-
sions. These nervous systems are viewed as being reproductive, autopoietic and 
autonomous. Thus, the concept of observation is essential in systemic thinking. For 
Maturana ( 1998 ) “observing” means to differentiate. If there is no possibility of dif-
ferentiating, there is no cognitive (re-)cognition. That means that there is no 
 construction of reality. Luhmann ( 2001 ), who uses Maturana’s scientifi c fi ndings, 
applies them to social systems. He highlights that social systems are based on com-
munication and that communication contributes to the reduction of certain systemic 
complexities whilst creating new forms of complexities which are easier for a 

  Fig. 2    Systemic premises to system’s reality       
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human being to understand and to manage. Communicated complexities are at the 
same time more meaningful to human beings than other complexities, such as the 
impenetrability, incalculability and unpredictability of systems which will be dis-
cussed in Sect.  3.2 . One possibility, according to Luhmann’s ( 2001 ) communication 
is the anthropological approach towards reducing the double contingency of impen-
etrability and incalculability. The problem of the incomputability of systems needs 
to be approached in a human way. One possibility, according to Luhmann ( 2001 ), 
could be to use systemic thinking approaches to reduce the complexities of reality 
and to make them comprehensible for the observer and the observed. 

 Ludewig ( 2005 ) emphasizes that systemic thinking is a kind of thinking culture 
(“Denk-Kultur”). This thinking culture responds to the question of how individuals 
construct their realities within social systems, which premises they prefer and which 
possibilities they see to question these premises (Ludewig  2005 ; Von Schlippe and 
Schweitzer  2003 ). Systemic thinking aims at accentuating the focus of a problem in 
a new way, to present a specifi c methodology to work with high complexities and to 
change from a problem-centred approach towards a solution-centred approach (De 
Shazer  2004 ). 

 Thereby, systemic thinking is always based on the world of experience of the 
individual – the observer and/or the observed – and therefore is always defi ned as 
subjective (Bateson  1987 ). In contrast to the sociological systems theory of 
Luhmann ( 2000 ), Ruesch and Bateson ( 1995 , p. 305) view the acting individual as 
an element of the system: the social system is built out of “participating individuals” 
who negotiate the system’s reality. However, according to Ruesch and Bateson 
( 1995 ), communication happens on four different layers: on the intrapersonal level 
(what is going on within one person), the interpersonal level (what is going on 
between two or more persons), the level of group processes (interactions between 
many people) and the level of cultural processes (interactions between large groups, 
cultural groups and/or in society as a whole). According to Bateson ( 1987 ), it is the 
“difference that makes a difference”, whereby the difference is part of the observer’s 
construction of reality and not an objective fact. That means that within the system 
the processes observed are always a construction of the person who interacts and the 
person who observes. 

 This form of systemic thinking is related to the basic principle of the ethical 
imperative of Von Foerster ( 1995 ) who advises that actions should always aim at 
increasing the quantum of possibilities. Actions are defi ned as meaningful if they 
expand the possibilities of choice. Accordingly, actions such as right-wrong judge-
ments, or actions that are prohibited due to individual or societal taboos, might limit 
the possibilities and are therefore rejected in systemic thinking. Furthermore, sys-
temic thinking approaches are shaped by the concept of all-partiality. This means 
that all elements of a system need to be empathetically accepted before change can 
be introduced and high levels of subjective well-being can be reached (Mayer  2011 ). 

 In the following section, the basic assumptions of systemic thinking in coaching 
processes will be addressed.  
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3.2      Input II: Basic Assumptions of Systemic Thinking 
in Coaching Processes 

 Systems are characterised by impenetrability, incalculability and unpredictability 
(Kirchmayr-Kreczi  2001 ) and are therefore described as a “black box”, meaning 
that “the only conceivable way of unveiling a black box, is to play with it” (Thorn 
 1984 , p. 298). In systemic thinking it is assumed that one can never say how, for 
example, a coaching intervention will play out within its elements and its subsys-
tems. The impenetrable streams of problems – defi ned in the way that a coach, for 
example, will never be able to impenetrate the system in its entire complexity –, 
decision-making processes and solutions that exist in systems usually lead to unpre-
dictable decisions (March and Olsen  1976 ). This impenetrability and incalculability 
of systems can, according to Becker et al. ( 1988 ), only be addressed through “revi-
sions of rationality”. Therefore, to provide for the great and unpredictable complex-
ity within organizations, systemic coaching needs to address, with adequately 
complex interventions, the development of multiple and various decision-making 
approaches on the basis of systemic premises and assumptions such as circularity. 
March and Olsen ( 1976 ) highlight the concept of the “rationality of arbitrariness”, 
such as circularity, solution-orientation (Bamberger  2001 ; De Shazer  2004 ), 
resource-orientation and growth-orientation to explore the system’s complexity, 
without preferring a certain way of addressing themes and topics in systemic coach-
ing. Through systemic coaching, rationalised myths, power-related infl uences and 
individual as well as organizational aims are addressed and questioned to explore 
the interplay of actors and actions and – if needed – to reconstruct it. Further sys-
temic concepts include the orientation towards narrations, phenomenology, symbol-
ism and experiences (Bartussek  2007 ; Wienands  2003 ). 

 In systemic coaching, circularity is one of the main concepts used, based on the 
assumption that human behaviour, feelings and thoughts are part of a socially and 
psychologically constructed reality. Selvini-Palazzoli et al. ( 1981 ) work with the 
reconstruction and questioning of personal, subjective and socially reconstructed 
realities. By using this approach, the coach is not seen as an expert (Scheinecker 
 2007 ). It is rather the coachee who is defi ned as the expert for his own solutions 
(Bamberger  2001 ). By responding to circular questions, thoughts and statements of 
the coach, the coachee increases awareness of his/her own processes and becomes 
an expert to deal with him-/herself and his/her own challenges (Simon and Rech- 
Simon  2007 ). 

 At the moment there are few empirical research fi ndings that refer to the effi -
ciency and effectiveness of systemic coaching approaches in transcultural and 
global organizations (Cottrell and Boston  2002 ). Systemic coaching in a  transcultural 
context always needs to be highly context-specifi c and experiences on a practical as 
well as on a theoretical and/or empirical level cannot just be transmitted into other 
systems (Brunner  2002 , p. 239). Systemic transcultural coaching requires manifold 
resources to be implemented, specifi c organizational and coaching analysis and the 
creation of system-specifi c approaches to deal with the challenges. 
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 Generally, systemic coaching is founded on a solution-focused approach, consid-
ering the assumption that “Problem talk creates problems, solution talk creates solu-
tions” (Von Schlippe and Schweizer  2003 , p. 35). The focus on solutions and how 
solutions can be supported (Bamberger  2001 ) leads to more solutions, whilst the 
focus on problems can easily lead to a problem trance and an increase in problems. 
According to De Shazer ( 1989 ), the focus on solutions and constructive actions 
establishes cooperation and trust between the coach and the coachee. The main task 
of the coach is then to be an observer and supporter of the constructive solutions the 
coachee implements (De Shazer  2004 ). Scheinecker ( 2007 ) indicates that solutions 
are stimulated through the analysis and perception of differences, the search for 
resources, future-orientation, acknowledgement and respect, as well as cooperative 
actions and the retention of respect towards the coachee. 

 Solution-orientation is highly interconnected with the resource focus in systemic 
coaching. Flückinger and Wüsten ( 2008 ) defi ne resources as “something that can be 
used for support or help”. According to the Farlex dictionary ( 2010 ) resourceful indi-
viduals can usually cope with challenging situations and know that they have the 
ability to deal with diffi cult situations effectively. In systemic coaching processes, 
the coachee focuses on his/her resources and thereby increases personal growth, 
wellbeing and a coherent identity (Mayer  2007 ) through the focus on resources, feel-
ings, thoughts and behaviour change towards a positive life approach and individual 
growth (Satir  2001 ). According to Satir et al. ( 2007 ), the core aims of an internal 
individual development process need to include the promotion of the self-worth of a 
personality, honest and direct communication and an increased self- esteem that is 
stimulated through non-violent, respectful and positive relationships. Systemic 
approaches can support the coachee during the coaching process to further improve 
his/her communication skills, to achieve personal growth and encouragement towards 
building congruent communication patterns within daily interactions (Satir  2004 ). 

 Figure  3  provides a diagrammatic perspective of the basic assumptions of sys-
temic thinking in coaching processes.

   In using these systemic approaches, one important consideration is to always see 
the system as a whole (Luhmann  2000 ). This is particularly important when the 
complexity of the individual or the organizational system is interfused with various 
cultural and transcultural aspects which need to be acknowledged and respected as a 
part of the whole (Mayer  2011 ). Recent studies in organizations prove that systemic 
thinking approaches are effective and meaningful when it comes to systemic coach-
ing practices (Neuvians  2011 ; Tuckermann  2012 ), also in transcultural contexts. But 
how are culture and transcultural aspects viewed in coaching psychology?  

3.3     Input III: Transcultural Aspects in Coaching Psychology 

 Transcultural approaches in coaching psychology aim at understanding systems, 
such as individuals, groups and organizations, across cultures and improving trans-
cultural competences. Culture is viewed as learnable, dynamic and changeable. It is 
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defi ned as a general, complex system that has an impact on the perceptions, thoughts, 
feelings and actions of human beings (Bhugra and Becker  2005 ). Culture therefore 
provides the framework for evaluating (systemic) relationships, value concepts and 
the positioning of the self within its systemic framework (Mayer and Viviers  2014a ). 
It determines a kind of social order within a system (Durant  1981 ) and constructs a 
pattern of meaning and systems which is, according to Geertz ( 1987 ), drawn from 
ideologies, religion, sciences and arts to provide orientation to individuals within 
broader systems, such as groups, organizations or the society. However, Welsch 
( 2011 ) emphasises that culture is a construction of the interplay of individual, social 
and societal concepts, thoughts, perceptions, meaning-making, emotions and world 
views (Eckersley  2007 ) which is dynamically reconstructed within the interplay of 
all of its systems’ actors and their concepts. Culture is seen as contributing to the 
acceleration, simplifi cation and improvement of transcultural competence and 
learning within social groups or societies (Herbrand  2002 ). 

 Recently, research has focused on coaching across cultures (Radice von Wogau 
et al.  2004 ; Fischer and Grothe  2007 ; Grothe and Straub  2008 ; Radice von Wogau 
 2004 ; Von Schlippe et al.  2003 ), cross-cultural psychology (e.g. Berry et al.  2008 ) 
and therapy with migrants (Radice von Wogau et al.  2004 ). Research on culture and 
coaching has mainly focused on the diffi culties of coaching migrants, the various 
constructions of realities and cultures, experiences of marginalization and the 
 development of intercultural competences in coaches in European contexts (Radice 
von Wogau et al.  2004 ). Other authors emphasize primarily the challenges coaches 
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  Fig. 3    Basic assumptions of systemic thinking in coaching processes       
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experience in multicultural or transcultural contexts (Von Schlippe et al.  2003 ), such 
as the joining process, the management of certain topics (e.g. fl ight, addiction, 
migration) or bicultural couples. With regard to cultural aspects, Rosinski ( 2011 ) 
emphasises that cultural concepts and cultural dimensions such as high-context ver-
sus low-context, direct versus indirect, effective versus neutral and formal versus 
informal (Rosinski  2011 , p. 153), and psychological models, such as the Johari win-
dow (Rosinski  2011 , p. 145) can be used to refer to transcultural aspects in coaching 
processes (Fig.  4 ).

   Steixner ( 2009 , p. 83) emphasises that coaching across cultures “identifi es and 
develops transcultural competence as a key to success in the international and glo-
balised work environment”. Transcultural coaching appears to be a key develop-
mental intervention which increases transcultural, social, strategic and professional 
competences. It is considered an important integrative tool (Steixner  2009 , p. 84). 
Steixner ( 2009 , p. 86) asserts that transcultural coaching should contribute to devel-
oping transcultural competences, refl ecting cultural identity aspects and identifi ca-
tion with cultural differences, as well as transcultural learning processes. Coaching 
in transcultural and global organizations thus needs to focus on the general and 
specifi c culture competences of the selected cultural context which are present 
within the system. Transcultural coaching should employ person-centredness, as 
well as practical approaches to the organization and to work, to focus on developing 
the ability to increase “self-management” (e.g. self-consciousness, trust and stress 
resilience), “difference management” (e.g. openness, interest and tolerance) and 
“integration management” (e.g. fl exibility, ambiguity tolerance and complexity 
reduction) (Steixner  2009 , p. 95).   

  Fig. 4    Transcultural aspects in organizational coaching settings       

 

Systemic Thinking and Transcultural Approaches in Coaching Psychology…



216

4     The Process 

4.1     The Process: Systemic Transcultural Competences 
and Approaches in Transcultural Systemic Coaching 

 Practical coaching approaches (e.g. Rosinski  2011 ) often focus on personal devel-
opment within the cultural and organizational framework by using specifi c transcul-
tural communication models and checklists which refer to cultural dimensions 
(national and organizational), cultural differences, ethnocentric and ethno-relative 
approaches to cultural issues, and cultural orientation frameworks (Hofstede  1985 ; 
Rosinski  2011 ). 

 Transcultural coaching should explicitly acknowledge the issue of culture as its 
scope of application (Rathje  2007 ). It involves topics which emerge directly from 
the transcultural intra- and/or inter-organizational interaction within or between 
organizations, or an organization’s elements, and the environment. Core areas of 
transcultural coaching in organizations include (Rathje  2007 , p. 802; Wiegner and 
Rathje  2009 , p. 132) human resource management, external business communica-
tion, internal business communication, support of internationalization processes 
and organizational development. 

 Von Schlippe and Schweitzer ( 2003 ) who developed a “travel guide” to multicul-
tural systemic practices, emphasise that coaches need to pay attention to the topics 
of culture, migration, systemic constellations and language during coaching pro-
cesses. To address these topics, transcultural competences on the part of coaches are 
needed (Grothe and Straub  2008 ). These competences include sensitivity towards 
the cultural system by using a systemic transcultural competence approach 
(Lanfranchi et al.  2004 ). 

 Part of systemic transcultural competence is gaining in-depth knowledge of the 
coachees’ language competencies, similarities and differences in the meaning of 
words, body image, expectations of the coaching process, the management of ste-
reotypes and prejudices – and the refl ections of coachees (Geiger  2001 ), the over-
coming of language barriers and building of relationships, trust and joining across 
cultures (Eberding  2004 ). The migration history, concepts of culture and gender and 
the development of the coach and the coachee are also important aspects of the 
coaching process (Radice von Wogau  2004 ). However, Hegemann ( 2004 ) also 
emphasises other topics to consider in coaching processes, such as health and sick-
ness, social roles, familial life cycles, cultural traditions, life realities, the concept of 
all-partiality, and trust-building processes. If these are not considered in transcul-
tural coaching practices, cultural differences and linguistic discordance may 
increase misunderstandings (Flores  2005 ), non-compliance and fear, and lead to a 
limited rapport between the coach and the coachee (Ramirez  2003 ). 

 Von Schlippe and Schweitzer ( 2003 ) highlight seven consecutive sets of aspects/
phases which have to be observed by coaches who fi nd themselves in systemic 
coaching practices in transcultural contexts: (1) Joining and affective approaches, 
expectations, stereotypes and the role of the translator (2) Empathy, engagement 
and challenges (3) First contact, genogram reframing, questions and sculptures, 
acknowledging and self-care (4) Cultural rituals, stories, idioms and treasures of 
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cultures (5) The view of the observer, live supervision and the refl ecting team (6) 
Crises, taboos, secrets and courage; and (7) The farewell. These phases can only be 
considered when both coaches and coachees communicate in a “culturally adequate 
and effective manner” (Grothe and Straub  2008 , p. 60). Empathy (Gudykunst  2005 ; 
Martin and Hammer  1989 ), bilingualism (e.g. Redmond  2000 ) and transcultural 
experience (Martin  1987 ) appear to be of particular importance to transcultural 
communication. 

 Figure  5  is a depiction of systemic transcultural competences that a coach should 
acquire and strive for in the pursuit to become an effective transcultural coach.

  Fig. 5    Systemic transcultural competences and approaches in transcultural systemic coaching       
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   In view of the described challenges of transcultural coaching processes, the 
transcultural systemic coach needs to have a certain profi le to deal with transcultur-
ality in organizations in a system-oriented manner.  

4.2     The Process: The Profi le of a Transcultural Systemic 
Coach 

 The coach in systemic coaching is seen as an observer who is part of the construc-
tion of the reality (Von Foerster  1995 ) – therefore the reality is always the reality of 
the observer (Von Glaserfeld  1987 ). In coaching processes, the reality is invariably 
defi ned by the interplay of the constructions of the observer and the observed, and 
the negotiation and interplay of the worlds of the observer and the observed. 

 Because of these basic systemic assumptions, the establishment of the relation-
ship of the coach and the coachee is of primary importance for the coaching process 
(Grothe and Straub  2008 ). Aspects such as self-disclosure and self-revelation on 
both sides are signifi cant to establishing the relationship. Shared experiences during 
the coaching process increase (mutual) acceptance (Grothe and Straub  2008 ), the 
interest of the coachees and the opportunities for self-expression. The physical and 
social setting of the counselling premises, the “quick-into action” and “enactment 
assistance” (real, visible and prompt help from the coach) and, fi nally, the consider-
ation of gender and language also have facilitating roles. 

 The coach’s skills primarily consist of a specifi c communication style that 
includes communication techniques, such as active listening. Cilliers ( 2000 ) points 
out that these techniques should be connected with a client-centred coaching 
approach based on Carl Roger’s operationalized ways of active listening, whilst 
communicating the core dimensions of empathy, respect, honesty and openness, as 
well as realness. Both – the communication techniques as well as human core 
dimensions – lead to a positive relationship between the coach and the coachee and 
to an experimental encounter of the other (Sanford  2002 ). Therefore, the coach has 
to display transcultural competences and be fl exible and spontaneous in order to 
assess the moment-to-moment reality that prescribes the appropriate role of a coach. 
The coach needs to apply his/her various roles as a diagnostician or prescriber, a 
content expert and a process coach to be effective and successful (Schein  2000 ). At 
the same time, the cultural background of the coach should be considered and 
refl ected constantly in the transcultural coaching processes, as his/her background 
will infl uence the coaching process, the interactions and the value systems created 
within the coaching system. Therefore, the coach must be able to self-refl ect on his/
her actions and thoughts constantly. Transcultural competences can help to under-
stand and manage transcultural coaching situations and give meaning to the com-
munication or interaction displayed by the coach and the coachee. Lloyd and Härtel 
( 2003 ) emphasize that transcultural competences are needed to realize the potential 
synergies in communication across cultures. Transcultural competences generally 
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include “empathy, fl exibility, cross-cultural awareness, and managing stress”, while 
some other defi nitions highlight respect and attitudes, technical skills, foreign lan-
guage profi ciency, knowledge and comprehension, desired external outcomes (such 
as effective and appropriate communication and behaviour), desired internal out-
comes (such as an informed frame-of-reference shift), fl exibility, and having an 
ethnorelative view (Deardorf  2012 ). Lustig and Koester ( 2003 ) emphasize that 
transcultural competences are rather the ability to cope with intercultural situations. 
Lloyd and Härtel ( 2003 ) complement these perspectives on transcultural compe-
tences by pointing out that the following aspects form part of transcultural compe-
tences: dissimilarity openness, emotion management skills, transcultural 
communication competences, tolerance for ambiguity, cultural understanding, 
information processing skills, confl ict management and self-management skills. 
Deardorf ( 2004 , p. 13) mentions that all defi nitions include “more than knowledge 
of other cultures, since knowledge alone is not enough to constitute intercultural 
competence. Intercultural competence also involves the development of one’s skills 
and attitudes in successfully interacting with persons of diverse backgrounds.” 

 The optimal profi le of the coach in transcultural contexts would include a high 
level of the described transcultural competences, as well as language competences 
and a well-developed ability to refl ect on the perceptions, concepts, feelings and 
behaviour of the self and others in interactions. Coaches in transcultural settings 
should therefore have various language competencies and be able to use certain 
communication techniques, transcultural skills and a coachee-centred approach. 
Coaches should also be abreast of the various systemic intervention practices which 
can be used and adapted across cultures and adhere to professional ethical consider-
ations at all times. Selected interventions will be presented in the following 
section. 

 Figure  6  shows the concepts that are integrated in the profi le of a systemic trans-
cultural coach.

4.3        The Process: Practices and Interventions in Systemic 
Transcultural Coaching Processes 

 According to Ludewig ( 2005 ), systemic practices are defi ned as the application of 
systemic thinking in the professional interactions of individuals to manage, clarify, 
resolve and transform their personal, social and organizational realities and prob-
lems (Ludewig  2005 , p. 16). The theory and practice of systemic interventions are 
based on three concepts (Ludewig  2005 , p. 17): the effect of personal normative 
constructs on the human being; the biological autonomy of the individual (Maturana 
 1998 ); and the understanding of communication as an open, at any time changeable, 
socio-systemic process (Luhmann  2001 ). 

 Systemic practices include specifi c interventions and tools in coaching pro-
cesses, such as communication techniques, including active listening, reframing or 
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circular questioning, positive connotation techniques, paradox interventions, but 
also humorous or provocative communication techniques (Groth  1999 ; Kolbeck and 
Nicolai  1996 ; Simon and Rech-Simon  2007 ; Von Schlippe and Schweitzer  2010 ). 
With regard to questioning, circular questions aim to explore the relationships of the 
coachee with individuals or groups in his/her environment. It also aims to explore 
hierarchical constructs and differences in relationships and thereby contributes to 
understanding the world of the coachee. One specifi c form of question that asks 
about the impact of miracles in the life of the coachee (De Shazer  2004 ) introduces 
a reframing of the perceptions of the coachee of the world and his/her understanding 
of relationships in the world. It focuses on the future change that might be the aim 
or a subaim of the coaching process and strives to introduce new developments 
within the coachee. Through the miracle question, the reframing happens, shifting 
the situation of the coachee into another light – into the light of positive psychology 
constructs and also the salutogenic paradigm. 

 By means of these various interventions, the coach tries to build hypotheses 
(according to Selvini-Palazzoli et al.  1981 ) about the coachee’s life, topics of 
thoughts and topics of interests, values, behavioural patterns etc, to increase 
 comprehensibility, to question traditional patterns of behaviour and to create some-
thing new through the interaction of the coachee and the coach. In addition to this, 

  Fig. 6    The profi le of a transcultural systemic coach       
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methodological interventions in systemic coaching also include working with geno-
grams, organograms and system constellations. These interventions focus on the 
construction of the relationships and the systems an individual lives and works in, 
and are informative of the connections and interrelationships which are part of the 
solutions to the problems. Many of the interventions that resulted from systemic 
coaching processes have been empirically tested (Schweitzer and Grünwald  2003 ) 
and their effi ciency has been described (Von Sydow et al.  2007 ). 

 Systemic interventions aim to explore new and alternative views, expand percep-
tions and action possibilities, introduce new behavioural options and problem- 
solving approaches, clarify relationships, change behavioural patterns, and to refrain 
from making certain topics taboo (Clement  2009 ; Stierlin  1988 ). Since systemic 
interventions work with the exchange of rules and regulations which are viewed by 
the coachee as normal or as the norm, the coach opens new ways of communicating 
and of understanding the messages of another person (Bateson  1985 ). This can be 
particularly helpful in transcultural communication situations where there might be 
differences in assumptions about the norm that is valid within a certain situation. 
According to Bateson ( 1985 ), the increased consciousness and the change of rules 
and regulations lead to a deepened understanding of experiences, as well as of indi-
viduals and their positioning within systems. Bateson’s ( 1985 ) ideas of communi-
cating then leads to the breaking up of the constructed simplifi cation mechanisms of 
daily communication routines which have been built up through cause-and-effect 
thinking. Systemic coaching approaches can support the understanding of system- 
specifi c information, thought styles or culture-specifi c behaviour which are based 
on the constructed history of the system, and give insight into the hierarchies that 
are prominent limitations or factual constraints. This system-specifi c information 
can be particularly well explored in systemic interventions, such as systemic con-
stellation work (Mayer and Viviers  2014a ,  b ). Constellation work, as a systemic 
intervention method, has been applied in various cultural settings in Germany, the 
US (Cohen  2004 ) and Australia (Rogers  2010 ), as well as in African contexts (Mahr 
 2004 ; Meyburgh  2009 ). However, the method has hardly been empirically researched 
as a transcultural intervention method, although it has been emphasized that con-
stellation work has the potential to be successfully introduced in various cultural 
settings when working with individuals and groups across cultures (Mayer and 
Viviers  2014b ).   

5     The Output 

 The output phase of the framework refers to the ultimate goal for any coaching 
intervention, namely to achieve the set purpose of the coaching intervention. As 
coaching entails the enrichment of an individual, team, organization or environment 
through growth facilitation and developmental initiatives, optimal human function-
ing (Walsch  2014 ), growing human potential (Whitmore  2010 ), or mastery (Vella 
and Perlman  2014 ) can be strived for. The output phase of this proposed coaching 
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framework therefore strives for attaining fi nal optimal functioning but relies on the 
effective handling by both the coach and the coachee of the preceding input and 
process phases. The output phase therefore refl ects the successful achievement of 
goals set as initial aims at the commencement of the coaching contract. (Also refer 
back to Fig.  1  that provides a diagrammatic depiction of coaching as a developmen-
tal model.)  

6     Introducing a Systemic and Transcultural Coaching 
Framework 

 A systemic and transcultural coaching framework needs to take all of the above- 
mentioned approaches and aspects into account, whilst seeing them as being 
dynamic and in a dynamic relationship with the various systemic layers of the orga-
nizational system, such as the individual, the team, the organization and the envi-
ronment. It is also important to keep in mind that this framework is phrased within 
the positive psychology paradigm and that the individual elements of the framework 
relate to this paradigm. 

 The coaching framework introduced in this chapter consists of three phases – the 
input, the process and the output phases which all deal with the various systemic 
layers during all of three phases of coaching. Figure  7  shows that these phases form 
a natural fl ow and allow transition from one element to the next. The direction of the 

  Fig. 7    The phases in coaching       
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fl ow is clockwise, with elements contributing to each other to shape and contextu-
alise the next phase.

   The input phase consists of two approaches: (1) The systemic thinking approach, 
and (2) The transcultural approach. 

 The systemic thinking approach is fed fi rstly by the basic assumptions of sys-
temic thinking as explained in the theory (see Fig.  3 ). In collaboration and in inter-
action with the assumptions are the premises of systemic thinking as advocated by 
Ludewig, Maturana, Luhmann and Bateson (see Fig.  2 ). Together these assump-
tions and premises sculpture the foundation of the systemic approach. 

 The transcultural approach relies on the transcultural aspects as captured in Fig. 
 4  and refers to aspects such as the dynamic layers of transcultural coaching pro-
cesses, dynamic transcultural concepts, and transcultural competences. Together, 
the perspectives of the systemic thinking approach and the transcultural approach 
form the input phase of the framework, which leads to the process phase. 

 The process phase has three elements and refl ects the different integrated view-
points of the input phase, in other words, of the systemic and transcultural 
approaches. It allows for a dynamic integration of the systemic and transcultural 
approaches so as to achieve systemic transcultural competences (see Fig.  5 ). These 
competences embody the profi le of a transcultural coach (Fig.  6 ) who would pro-
mote transcultural coaching practices and interventions. The “shaping” of a trans-
cultural coach in the process phase can be viewed as the establishment of a coach 
with new enhanced skills – someone who takes cognisance of the systemic and 
transcultural perspectives in coaching practices and interventions. This phase natu-
rally fl ows into and results in the outcome phase. 

 The outcome phase refl ects the contribution of the advanced skills of the sys-
temic transcultural coach. In the introduction of this chapter, the goal and purpose 
of coaching was explained. Whatever purpose coaching might have for an individ-
ual, team, organization, or on the environmental level (see Fig.  2 ), the ultimate goal 
of coaching remains to provide a tool for the facilitation of optimal functioning. A 
competent systemic transcultural coach can therefore facilitate growth, develop-
ment and optimal functioning for individuals or teams in organizational contexts, 
and also expand his/her impact to facilitate the optimal functioning of an organiza-
tion as such. Such multiple inputs can eventually have a positive impact on the 
environment, which can facilitate optimal functioning in the broader human 
context. 

 Figure  8  provides an integrated, contextualised view of the systematic layers that 
constitute the three coaching phases in the framework.

   The input phase refers to those intangible aspects (systemic thinking; assump-
tions and thinking approaches; transcultural aspects) that need to be considered/kept 
in mind to allow for the process phase (systemic transcultural competence leading 
to a specifi c transcultural profi le that enables impactful practices and interventions) 
to be effectively sculptured. These input and process phases fi nally culminate in the 
output phase that refl ects the achievement of the primary goal, namely optimal func-
tioning within various contexts.  
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7     Conclusions, Implications and Recommendations 
for Theory and Practice 

 This chapter aimed to introduce systemic and transcultural perspectives in coaching 
psychology by presenting grounded theoretical approaches, a profi le of a transcul-
tural systemic coach, and practical intervention methods for coaching in organiza-
tions. Based on the discussed perspectives, a transcultural systemic coaching 
framework is proposed – one which includes the specifi cs of systemic approaches 
and transcultural contexts to cope with the challenges of contemporary 
organizations. 

 Systemic and transcultural approaches should be recognized concepts in (trans-
cultural) coaching psychology which reaches beyond causal-lineal approaches and 
interventions. Doing so makes it possible to respond adequately to organizational, 
global and transcultural complexities, whilst allowing optimal functioning of the 
individual, the team, the organization and the environment. The systemic and trans-
cultural coaching framework takes systemic and transcultural aspects in coaching 
psychology into account and implement these across the various layers of the orga-
nizational system. 

 On a practical level, coaches should be trained in systemic, non-causal and non- 
linear thinking approaches in coaching processes in order for them to be able to 

Environment

Organisation

Team

Individual

Output

Effective systemic 
transcultural 
coaching as a tool for 
facilitating optimal 
functioning (Fig. 1) 

Premises of 
systemic thinking 

(Fig. 2)

Basic systemic
assumptions & 

thinking approaches 
(Fig. 3)

Transcultural 
aspects (Fig. 4)

Positive psychology frame of coaching model

Input

Process

Systemic 
trans-

cultural 
compe-
tence

Practices & 
interven-tions 

in 
transcultural 

systemic 
coaching

Profile of 
transcultural 

systemic 
coach

  Fig. 8    The transcultural systemic coaching framework       

 

C.-H. Mayer and R. Viviers



225

perceive and recognize the complexity of systems’ phenomena and to support sys-
temic problem-solving interventions. This is particularly important as research 
shows that non-systemic approaches are used in 90 % of coaching in organizations 
(Groth and Wimmer  2004 ). These might not be adequate to respond to the growing 
individual, organizational and global complexity in transcultural contexts.  

8     Chapter Summary 

 This chapter introduced the theoretical approaches of systemic thinking and trans-
culturality within the positive psychology framework of coaching psychology. It 
also sketched the profi le of a systemic and transcultural coach, and proposed inter-
vention methods such as constellation work which contribute to the transcultural 
systemic coaching framework presented. 

 In this chapter, it is argued that systemic thinking and transcultural approaches 
can support the effectiveness of coaching by providing tools and interventions to 
grasp complex issues, themes and relationships and their interlinkages across vari-
ous systems and layers in individuals and organizations. The framework introduced 
suggests three phases in coaching, namely the input, process and output phase to 
deal with the expected complexity of coaching psychology processes to increase 
optimal functioning and mental health and well-being on various systems layers.     
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      The Coach as a Container in the Team 
Coaching Process                     

       Gail     Wrogemann    

    Abstract     The objective of this chapter is to illustrate the essential nature of the role 
of the team coach in holding and containing an interactional learning space for 
teams in transformation, such that in-depth and sustainable change can take place. 
In organizations, the container mechanism is held by different groups – sometimes 
a management group – and in a learning space it could be held by the coach, consul-
tant, or facilitator. The structure of the methodology is in itself a container. A con-
tainer refers to a capacity or structure which can hold anxieties and uncomfortable 
feelings while they are considered or processed, or while other essential work is 
done. The containing role the coach takes up is a conscious one and has direct impli-
cations for the ability of teams to change in ways that improve performance. This 
research explores the role of coach, as container, using projective identifi cation as a 
key communications process, from the perspective of an eclectic depth-psychology 
approach. Using three case studies from various different cultural contexts, this con-
taining process is highlighted and analysed from a systems psychodynamic approach 
and a somatic systemic theoretical perspective. Psychological strategies, approaches, 
techniques and coaching practice guidelines are described in their application in 
these teams and their complex organizational settings. Patterns and themes across 
these wider systems are identifi ed. Issues of safety, splitting, belonging and con-
science, and power and authority were identifi ed. The construct of projective iden-
tifi cation is illustrated as one of the primary containing mechanisms used.  

  Keywords     Somatic systemic approach   •   Constellations   •   Container mechanism   • 
  Systems psychodynamics   •   Object relations theory   •   Good enough coach   • 
  Complexity   •   Systems transformation  

        G.   Wrogemann     (*)   
  Industrial Psychologist, Team and Systems Coach, 
Systems Consultant ,   Johannesburg ,  South Africa   
 e-mail: gcwrogemann@mweb.co.za  

mailto:gcwrogemann@mweb.co.za


234

1       Theoretical Background 

 Theoretical perspectives of this study includes the perspectives and principles from 
somatic systemic approaches and constellations thinking, systems psychodynamics 
including Wilfred Bion’s study of group relations, Melanie Klein’s object relations 
theory and open systems theory. A brief overview of each follows, as related to 
organizational development and the mechanisms of containment. These three depth 
perspectives and the open systems perspective are considered as a robust enough 
foundation to allow for research and reporting in these multicultural contexts. 

1.1     A Somatic Systemic Approach 

 This approach has developed over time from various theories and therapeutic mod-
els for example, Gestalt theory, Milton Erikson’s work, Virginia Satir, Eric Berne, 
Murray Bowen and Family Systems theory, Boszormenyi-Nagy and contextual 
therapy, psychodrama methodologies, transgenerational theory, Taoist philosophy, 
and existential phenomenology. This theoretical basis and methodology encom-
passes an approach that can be useful for understanding interactions and interrela-
tionships between parts of a system (Horn and Brick  2005 ). The constellations 
methodology grew specifi cally in family systems work, and refl ects on interactions 
between family members, across immediate family units and across generations. 
The methodology and principles can also be used to understand other systems – 
business, social, community, family business systems – precisely because it simpli-
fi es the inherent complexity and because the principles observed in family systems 
can to some extent be seen in other systems (Horn and Brick  2005 ). 

 One aspect of this approach is taken from constellations work, a primary premise 
of which centres around the idea of conscience. According to Hellinger ( 1998 ) con-
science can be described as a felt sense of belonging to a particular system; “as a 
perceptual organ for systemic balance that helps us to know whether or not we’re in 
harmony with our reference system.” (Hellinger  1998 , p. 207). Therefore, a somati-
cally orientated methodology such as constellations is profoundly suited to the 
emergence and observation of the dynamics of conscience. Schneider ( 2007 ) indi-
cates that in this way we can observe some of the related constellations principles of 
belonging, exchange and order in action. The containment process and projective 
identifi cation as an often unconscious communications process was effectively 
highlighted through use of a somatic methodology.  

1.2     The Systems Psychodynamic Perspective 

 From a systems psychodynamic perspective, the application of psychoanalytic con-
structs to formal organizations allows insight beyond general psychological con-
structs to more organizationally relevant issues. Concepts such as authority, work 
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roles, autonomy, dependency, and identity issues that arise in the workplace can be 
considered in depth. This approach describes the impact of conscious and uncon-
scious behaviour of the individual, group or organizations, and how infl uences of 
early infancy - relationships and psychosocial mechanisms – can be seen in group 
relationships in the workplace (Cilliers and Koortzen  2002 ; Stapley  2006 ). Ruppert 
( 2008 ) indicates that persistent confl ict between co-workers or management and 
staff is likely to refl ect earlier patterns of personal bonding from the family of ori-
gin. Thus unresolved family dynamics, needs and confl icts can play out at work. 
Wilfred Bion (Stokes  1994 ) considered how these dynamics played out and whether 
they were constructive or not. Bion’s idea of sophisticated and basic assumption 
groups refers to on-task and off-task behaviour. Off task or anti-task behaviours are 
defences against the anxieties of confl ict arising from unresolved internal dynamics. 
Anti-task behaviours are attempts to get needs met. A focus in this perspective, is 
thus on the basic assumptions of anti-task behaviour of dependency, fi ght/fl ight, 
pairing, one-ness vs. me-ness (Cilliers and Koortzen  1997 ). The containment of 
these anxieties and anti-task behavioural defences can be taken up by a group in an 
organization – whether they be an appropriate group or not. Containment could be 
reciprocal between two work groups within an organisation (Cooper and Dartington 
 2004 ); the “…container allows the intra-psychic and interpersonal tension and 
uncertainty to be continually processed  through the medium of relationships .” 
(p. 149).  

1.3     Melanie Klein’s Object Relations Perspective 

 Melanie Klein’s object relations work provides insight here. Her work has contrib-
uted to understanding early processes of “… dividing feelings into differentiated 
elements called splitting.” (Halton  1994 , p. 13). By splitting emotions, children gain 
relief from internal and painful confl icts of love and hate for a caretaker, the mother 
for example. With the realization that the mother is actually one person both to be 
loved and hated, there is a remorse (and subsequent reparation) about the damage 
that the child might have caused. If the guilt about the hating is overwelming, repar-
ative activities will be inhibited and the child will attempt to contain this for 
him or herself by splitting and projecting the painful feelings onto another. This 
projection is sometimes done via fairy tales such as the sly fox, or the jealous sister 
(Halton,  1994 ). If though, the remorse can be managed, and the reparation is enough, 
the child will integrate the ‘good’ and the ‘bad’ parts. The process of integrating 
split off parts can be allowed to occur via effective containment mechanisms.  
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1.4     Open Systems Theory 

 The premises of open systems theory (Von Bertalanffy  1972 ), is a valuable consid-
eration in gaining understanding of the complexity of systems. Some of these are: 
the survival of a system depends on continuous interaction within itself and the 
environment, survival requires growth, a change in one part of the system requires 
a change in another part, parts are interdependent on each other, systems strives for 
balance, the whole is more than the sum of the parts, boundaries are permeable and 
need to be managed, the system comprises sub-systems which interact, and this 
system is by defi nition a subsystem of a broader system. According to Konigswieser 
and Hillebrand ( 2005 ), this biological application of systems theory has subse-
quently been broadened by contributions from other fi elds such as the social sci-
ences, psychology and information theory. This development has contributed to 
theories of complexity and specifi cally complex adaptive systems and the use of the 
system itself to learn and grow (Tomaschek and Strobel  2010 ). 

 Roberts ( 1994a ) indicates that a number of open systems can operate as part of 
complex organisms, whilst each performs its specialist functions. This thinking was 
applied to organizations by Rice and Miller at the Tavistock Institute of Human 
Relations – their model puts forward a framework for studying the relationships 
between parts of the organizations and the whole, and also across different organi-
zations and their environments. Since organizational systems and teams are of 
increasing complexity (Lawton-Smith  2011 ), the potential for increasing anxieties 
and defences, specifi cally projective identifi cation, arises. 

 These four perspectives together provide useful foundations with which to under-
stand the role of coach as container, and specifi cally the conscious use of a projective 
identifi cation process in the communications process between a client and coach. 
A somatic systems and constellations approach allows us to investigate the process 
of belonging and systems of conscience in teams and how allegiances and loyalties 
can prevent teams moving through transformation. These ideas give insight into con-
fl icts of conscience which can manifest in cycling behaviour, frustrations and con-
fl icts which can be experienced in teams, but also possibly in the wider organizations, 
as entrenched and immovable. The systems psychodynamic approach allows a use-
ful diagnostic process to refl ect on constructs such as team identity, authority and 
authorisation, and highlights recognition of task and anti-task behaviours which 
could be outcomes of mentioned confl icts of conscience and loyalties. For example, 
team identity could become stagnant due to the conscience of that team in relation to 
another. Melanie Klein’s work is a key perspective allowing deep understanding of 
the projective identifi cation communication process between coach and teams. This 
approach is helpful when considering the extent of safety and containment needed 
whilst working through signifi cant transformation processes. Open systems theory 
introduces key principles of interdependencies of parts in relation to wholes, and the 
organic and complex nature of systems of individuals, teams, organizations and 
communities. Critically, the nature and depth of these perspectives allow application 
to multicultural contexts. In fact, they are most suited to allow the coach to work with 
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the dynamics of the systems without bias, (at least being aware of bias) and beyond 
the limitations of the right and wrong of cultural boundaries. 

 This complexity and the dynamic interactions across systems, make the process 
of conscious containment an essential one in any organizational transformation or 
development process. The containment is a structure which ‘holds’ the uncertainty, 
fears, unknowing and anxieties in the development or change of a team identity or 
self-reference structures.   

2     The Idea of Containment 

 The depth-psychological perspectives introduced above allow comprehensive 
exploration into the essential role a container mechanism plays in systems resolu-
tion in a systems transformation process. In these cases, resolution is on a systemic 
level, meaning it is powerful enough to affect change in other parts of the system. A 
discussion of the mechanism of the container follows. 

2.1     The Coach as a Container 

 A point to note: The term ‘coach’ is used here to reference the role of coaching 
psychologist and as a psychologist in the consultancy to organizational develop-
ment. The Somatic systemic approach, constellations work, as well as the Systems 
Psychodynamic approach refers to the person managing group processes as facilita-
tor and consultant respectively. Hence when referring to the literature – these terms 
are used. According to Hawkins and Smith ( 2006 ), an organizational development 
consultant may be taking up the role of coach, mentor or facilitator depending on 
what is needed for the transition. Thus in the actual work processes described, the 
role of coach is referred to, however at times the role of consultant was taken up in 
the designing of various processes and negotiating project scope with clients. 

 The role of coach in containing, could be given more attention in team optimiza-
tion processes. There are many variables that need consideration if the coach, as 
container, is able to work effectively for the system. Importantly conditions need to 
be considered as to what will allow the client group or team to feel safe enough to 
enable a transformative process (Schneider  2007 ). The sense of certainty of safety, 
in part, is what will allow the defences to loosen (Lee  2010 ) and a shift to take place. 
In this respect, the coach has to align completely to the client’s pace, and not prog-
ress further than the client is able, but not to hold back such that no opportunities for 
transformation emerge (Ulsamer  2003 ). 

 A relationship is built between the organization, the team and the coach 
or coaches, and thus the container mechanism and defences such as projection could 
emerge almost immediately. As such teams would tend to look to the coach with 
both hope and fear. A conscious hope that the underlying diffi culty would be brought 
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to the surface and resolved, and also a fear, perhaps unconscious, of precisely that 
which might emerge (Halton  1994 ). These confl icting and possibly unconscious 
responses from clients need to be internally managed by the coach. 

 Basic business issues need to be considered, thus other aspects of containing 
include the selection of the coach, contracting, accurate assessment of needs and 
emotional capacities of individuals and groups, and clearly outlining the business 
context, as well as the business and coaching contract. Recognition of the coach’s 
own valence, and thus taking part in supervision are also key processes. This level 
of work cannot be undertaken without adequate self-care, growth and supervi-
sion (Roberts  1994c ). 

 Another consideration for the coach who works systemically, and as an effective 
container is, according to Konigswieser and Hillebrand ( 2005 ) the need to be able 
to be  not  objective – as coaches or consultants become part of the system as soon as 
they observe or try to understand or initiate change within the system. Knowing that 
confl icts and resistance are symptoms that can lead to wisdom and the opportunity 
for development, is an important idea to keep in mind. “Things are the way they 
are.” (Konigswieser and Hillebrand  2005 , p. 40). The identifi cation of the ‘bad’ in 
the ‘good’ and the ‘good’ in the ‘bad’ leads a coach to not idealize or denigrate the 
experience (Stapely  2006 ). In this way, such an approach can be applied across 
multiple cultural contexts, since the therapeutic posture (Hellinger  1998 ), is one 
where the coach steps outside reliance on current personal culturally specifi c views. 

 From a purely constellations perspective, the coach’s role in understanding rela-
tionship systems takes on further and deeper considerations. According to Hellinger 
( 1998 ) all relationship systems are part of wider contexts, of larger wholes. “When 
you see people in their larger contexts, your perceptions of freedom of choice, per-
sonal responsibility, and good and evil change.” (Hellinger  1998 , p. 211). If you 
want to work systemically, the author indicates that the facilitator (coach) must fi nd 
a position beyond moral judgement and beyond a position of moral superiority. This 
is an essential stance in the ability to work in multi-cultural settings – an awareness 
of moral stance and judgement of the coach that could affect the safety of the con-
tainer mechanism.  

2.2     Projective Identifi cation as a Communications Process 
in the Containing Process 

 The process of projective identifi cation is a key component in the communication 
process between coach and client, according to Moylan ( 1994 ). Roberts and 
Brunning ( 2008 ) indicate that this is a crucial source of information about the dis-
turbance in the system and importantly, a communication about fears and requests 
for protection from someone perceived as stronger. According to (Cilliers  2005 , 
p. 25; Dimitrov  2008 ) projective identifi cation is an interaction whereby unwanted 
feelings and experiences are split off and projected onto others, individuals or 
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groups, who then identify with these projections (Roberts  1994b ). These individuals 
or groups, who could be blamed or scapegoated, may have a valence for receiving 
and carrying these specifi c projections. They thus contain the unwanted or uncom-
fortable feelings on behalf of the system. In an organisation, a team or individual 
might deny that a confl ict or an unresolved dynamic exists, and attempt to contain 
the anxiety generated by rejecting it and recognising it in an other (projection). If 
this person (team or group) begins to believe this about themselves, and identify 
with the projection (projective identifi cation), this could have consequences for 
their perceptions of themselves and their capabilities (Cilliers and Koortzen  2002 ). 

 This process is part of natural communication structures and human experience. 
Molyan ( 1994 ) indicates that for babies the only way they can communicate their 
distress is to cry. Adults tend to become agitated when a baby is crying and this 
alerts them to the distress of the baby because they feel it too. She calls this com-
munication process  projective identifi cation  in that “… the baby projects the feel-
ings it cannot manage onto the mother, so that – through feeling them herself – she 
can process them on the baby’s behalf.” (p. 52). In the same way, when an individ-
ual, group or organization does not have the emotional literacy skill to interpret and 
understand for themselves what is happening in the system, or if the anxiety is too 
high – either way the dynamics could be unconscious – this can default to the coach 
to contain. Further, as Roberts and Brunning ( 2008 ) indicate, different organiza-
tional groups could take up this projective identifi cation communications process 
and it can become so much a part of their role, that they themselves or others are not 
consciously aware of this. 

 The role of the coach as a container is thus an active one, and includes commu-
nication processes such as projective identifi cation. This process thus involves con-
stantly formulating hypotheses about the dynamics of a particular situation, testing 
assumptions, re-evaluating assumptions, being aware of what is surfacing and 
how dynamics might surface, and taking on board what is required for a good solu-
tion (Ruppert  2008 ). 

 The focus of this research was on assessing the containing mechanism used 
by the coach, which was the communication process of projective identifi ca-
tion. Further, this was used in such a way that effective team integration and trans-
formation could initiate and sustain within a wider systems and multicultural 
context. Some background to the idea of containing is important to note.  

2.3     Children and Containing 

 According to Roberts and Brunning ( 2008 ) babies and children learn to manage 
anxieties in interaction with caretakers who attend to their needs at age appropriate 
times and ways. This gives a sense of security and of being understood. Anxiety is 
projected onto the caretaker (container) who is hopefully able to manage this con-
structively. Jaques ( 1953 ) refers to how individual members use institutions as 
mechanisms of defence against anxiety. The implications of these early experiences 
and interpretations are thus carried into organizational life.  
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2.4     Organizations and the Container 

 In organizations, the containing mechanism could be held by different groups or 
teams – sometimes a management group or a particular department, and in a learn-
ing space it could be held by the coach, consultant, or facilitator. 

 In the organization, the ideal is that management would be able to create a good 
enough container such that both conscious and unconscious anxieties are contained 
enough so employees can think and act effectively. This means that anxieties are 
contained suffi ciently and the primary task of the organizations can be continued. 
The outcome of the management group holding this container effectively is that 
staff would not attempt to contain anxieties inappropriately though other groups or 
via counterproductive defence mechanisms, according to Roberts and Brunning 
( 2008 ). 

 Thus, projections can be constructive or destructive to the system (and task), and 
they can be conscious or unconscious. Containing anxiety can therefore be a pro-
cess of using projection (and projective identifi cation) in a useful and effective way. 

 The containing role could be held by a group that is expected to do so. However, 
this might be felt to be unsafe (by either party) and then the containing could be 
picked up by another group. If a group that is expected to take up the role of con-
tainer is not able to do so for whatever reason, this could lead to blame or scapegoat-
ing as a result of the unfulfi lled expectations (Lee  2010 ). Individuals or groups 
might be resentful because then they have to do tasks they perceive should be done 
by others. This could lead to a reaction of shame, as a group might be trying to 
contain themselves without support, and then blaming themselves for being inade-
quate. Such a process can lead to splitting and the emergence of other defence 
mechanisms (Roberts and Brunning  2008 ). A marketing department for example, 
could take up the role of communication and then fi nd themselves responsible for 
areas of internal communications. Or if a management team is not experienced as 
competent, containment might be sought from another group, perhaps from custom-
ers. The results of attempts of not fi nding appropriate containers could lead to inef-
fective coping mechanisms, in this example collusion of the staff and customer 
against the management. 

 Who holds the role of container and how, has implications for on task behaviour, 
work fl ow and constructive relationships, and an ability to manage the demands of 
changing environments.  

2.5     Organizations and ‘ineffective’ Containing 

 Considering family systems (specifi cally from a constellations perspective), if a 
child has not learnt how to rely on others, they might not have learnt how to take, 
create, or recognize a safe enough or good enough container for themselves (Roberts 
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and Brunning  2008 ). Thus as adults, they could attempt to partner with authority 
groups or individuals that are ultimately ineffective containers and who undermine 
the primary task of an organization. Thus the attempt to create or seek a container 
can lead to selecting inappropriate individuals or groups, and then coping with anxi-
ety by blaming those who will not (either appropriately or not) take up this role. 
Alternative attempts are in creating an organization-in-the-mind picture (in con-
junction with others) that will contain the anxiety. Often this internal image is not 
helpful and is itself based on upsetting experiences or confl icts, and requires various 
defences to be in full operation. However, as indicated above, this is not necessarily 
considered wrong, but can be a useful way of containing diffi cult experiences at a 
particular time, perhaps for a transitional time. Dimitrov ( 2008  p. 30) indicates that 
“By attending to these unconscious dynamics, the organizational psychodynamics 
seeks to provide a sense of containment for individual and organizational anxieties 
and defences so that a determination about which pressures to consider is [construc-
tively] related to the primary task and not to unconscious defences or fantasies.” In 
this way, containment can be held by the culture or the organization-in-the-mind.   

3     Research Design 

3.1     Research Approach 

 This research is within a qualitative research paradigm – the approach was investi-
gative, exploratory and to some extent explanatory.  

3.2     Research Strategy 

 The research design and strategy included the selection and analysis of data from 
the three cases, with the team as units of analysis. The focus was on how the coach 
as container for the communication process of projective identifi cation within these 
three different contexts, allowed a process of systems transformation to initiate and 
sustain within these teams. These fi ndings have been integrated into a research 
hypothesis and then used as a basis for further recommended research and 
application. 

 The three case studies were taken from three different clients, and were subjec-
tively selected for the research according to the following criteria: the depth of 
change these teams were experiencing, common themes and dynamics experienced 
across the teams, process and depth of information collected, application to the 
research question, and the application of the methodology.  
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3.3     Research Method 

    Research Setting 

 At about the halfway point through the change programme and process, the coaches 
had planned to run a large group process (somatic systemically based) with some of 
the stakeholders involved. The objective of this process was to surface and resolve 
some core issues that were still deeply held in these systems. In all three cases, the 
teams who attended were from the management and staff levels of the organizations. 

 The coaches had considered what needed to be in place so that a process such as 
this would be effective. The relationship in the teams, and between the coaches and 
the teams, was assessed and considered as stable with enough trust that had been 
created for the teams to work in this way. The teams had been exposed to personal 
mastery and leadership development training, and team coaching, and were apply-
ing the skills effectively. An appropriate level of safety, an essential component of 
the containing mechanism, had been developed within the teams, and between the 
teams and the coaches, such that effective and transformative work could be done. 
The necessary conditions that needed to be in place for a further step in group 
awareness, and thus transformation were at an acceptable level.  

    Researcher Roles 

 Two coaches were involved in the team coaching processes. Thereafter one of the 
coaches spent time bringing the data together for further analysis for this research 
in the light of the research question.  

    Sampling 

 The depth of information gathered from these clients was considered suffi cient for 
the purpose of this study and these three cases were considered to have the richest 
data to illustrate the coach as container. Johnson and Waterfi eld ( 2004 ) indicate that 
samples need to be suffi cient to generate depth rather than breadth, and may there-
fore comprise only a small number of participants. Purposive sampling and conve-
nient sampling were thus employed to include the information-rich cases that would 
incorporate data relevant to the research question. The three case studies were from 
a cluster of three township schools, a telecommunications organization, and a com-
munity organization.  

    Data Collection Method and Recording of Data 

 Data collection was done from detailed notes made by the coach immediately after 
the interventions, and by the assistant coach during the process. Comprehensive 
notes were also taken by both coaches during discussions and sessions over the time 
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of the entire transformation process. Notes from each were compared and aug-
mented. Comprehensive notes were also taken during debrief and discussion ses-
sions held after these sessions. Data came from observations of the teams and their 
interactions before, during and after sessions, from individual sessions and conver-
sations, as well as from the planning and strategy group discussions conducted in 
preparation for the specifi c interventions.  

    Data Analysis 

 The framework for both the data collection and analysis was from the position of a 
psycho-social approach to research. This implies the use of a cluster of points of 
data collection which are all aimed at researching beneath the surface dynamics 
(Clarke and Hoggett  2009 ) and that are essential in realizing and resolving. This 
approach emphasizes the value of the subjectivity of the researcher and the useful-
ness of a synthesis of methods that include psychoanalytic tools of interpretation. 
The application of simple and double hermeneutics was employed to deepen the 
understanding of the experiences of the client but also of the reciprocal reactions 
and unconscious communications between client and in this case the coaches 
(Clarke and Hoggett  2009 ). This includes the idea that the unconscious plays a “sig-
nifi cant part in the generation of research data and the construction of the research 
environment.” (Clarke and Hoggett  2009 , p. 4). The data was analysed according to 
a theme of integration and according to processes of condensation and abstraction 
of data to meaningful units (Graneheim and Lundman  2004 ). 

 Data was analysed post interventions, however much of the analysis became part 
of the intervention itself – part of the client and consultant developmental learning 
process. According to Clarke and Hoggett ( 2009 ) some researchers indicate that in 
this way the researcher’s (and client’s) here and now experience of defences make 
the data analysis subjective. The aspect of triple hermeneutics (linked to the concept 
of valency) was very much considered as this is precisely the process of the evolu-
tionary learning nature of the containers as discussed. Consultations with subject 
matter experts was a core component of the analysis as well as a series of supervi-
sion sessions for both coaches, separately and together, after which data was consid-
ered, assessed and analysed.  

    Strategies Employed to Ensure Quality of Data 

 Data was analysed after extensive discussions with clients, subsequent to reports 
submitted and discussions within the coaching partnerships. This then took some 
measure against the potential for ‘wild analysis’ that Clarke and Hoggett ( 2009 ) 
warn against. Thorough analysis was done with experts to assess these case studies 
within the fi elds of systems psychodynamics and somatic systemic work. Further, 
the experience of the coach as psychologist, specialist in the above two approaches 
and extensive supervision time spent analysing and interpreting the data in the 
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context of client and self, added to the quality of data. This was essential in recog-
nizing and articulating the projective identifi cation process and what was taken up 
by the coaches. 

 Respondent validation which assists to establish dependability of data (Johnson 
and Waterfi eld  2004 ) was gained via collaborative agreement on interpretation and 
relevance of dynamics highlighted as well as the resolution process of dynamics for 
the teams concerned. This collaboration was part of the assessment of the impact for 
the teams on engagement processes with their wider systems, and an important key 
to the resolutions mentioned. 

 The ethical considerations of working this way in a corporate setting were care-
fully considered and discussed with the clients. They needed to be aware of the 
depth of information that would be surfaced and how they would work with and 
relate to colleagues after working with some vulnerability during these processes. A 
key point here was that no one individual was focused on as the problem, or as per-
petuating a particular dynamic. All the themes that emerged were worked with from 
a team perspective only. Individual learning was encouraged but rather as a separate 
and internal process, and not in the team format. Confi dentiality within the team 
processes was spoken about and agreed. Informed consent was gained in the use of 
the fi eld notes for research studies. As Newman et al. ( 2002 ) indicate, cognisance 
needs to be taken of the complexity of the organizational settings and how the out-
comes of the interventions could be reported on. This was noted and discussed with 
the contracting partners within the organizations.    

4     Findings 

 The fi ndings are reported according to three dominant themes that emerged from the 
interventions, with a subsequent discussion exploring these themes further. The 
research focus is to explore the role of the coach, as container, using projective 
identifi cation as a key communication process, from the perspective of an eclectic 
depth- psychology approach. The following three themes organized into ‘fi ndings’ 
and then a discussion, refl ect the growth and developmental process of these teams – 
moving from splitting and projecting uncomfortable experiences, and the coaches 
containing these experiences via projective identifi cation, to the process of the 
teams integrating these experiences and dynamics. 

4.1     Theme 1: Recognition and Management of Anxiety 
and the Process by Which the Teams Were Currently 
Containing Themselves 

 The fi ndings across all three organizations, indicated the numerous fragmentations 
and splits – between old and young, those talking about the future and those talking 
about the past, staff and management groups, inferiority and superiority, leadership 
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and followership. Groups and individuals had split off and disowned unacceptable 
parts of themselves and their departments and had projected these onto other depart-
ments who then at times, strongly identifi ed with these. The anxieties that these 
teams were experiencing were managed by the defensive process of splitting. 

 In one team, there were many questions about the impact and systemic cause of 
the traumatic events that had taken place and were still taking place in the organiza-
tion. This was refl ected in the splits, some of which surfaced during the interven-
tion, and could be identifi ed across departments. In this particular department the 
roles and themes of leadership, authority, obstruction, solution, clarity, theft and 
fraud were segmented and held by different teams. This particular team felt that 
certain subordinates were not stepping into their authority, and were constantly ask-
ing for help on an array of issues that should have been done independently. The 
leadership felt frustrated, though, about not being able to assist as much as they 
wanted. However, they did not think it was appropriate to help as much as was 
requested. The subordinates kept asking, and they felt guilty for not assisting. The 
process was investigated with one of the team members as a starting point. This 
revealed the transference of aspects of a relationship between this team member and 
father – and the guilt experienced in relation to the father – to the relationship 
between the client and subordinate. This dynamic was commonly experienced by 
other members of the team. 

 In another organization, the group process had two parts – a group process to 
refl ect education during the apartheid years, and a second group process to refl ect 
post-apartheid education, as it pertained to these township-based schools. One of 
the pivotal processes occurred in the fi rst group process, where the representative 
for the theme of superiority looked around at all the other representatives, and then 
looked at the coach, and said in a loud but hushed whisper, “What would happen if 
they knew how fragile I am.” The impact was electric – people froze and stared at 
the representative in amazement and fury. This process highlighted a key split of 
inferiority and superiority. 

 The containment from the coach for all three clients was specifi cally called on in 
the emergence of previously unnamed anxieties managed by defences of splitting, 
displacement and scapegoating, via the projective identifi cation process. In some 
ways, most did not know what was bothering them or their system, they were just 
aware of the confl icts around them and the betrayals they were experiencing. 
Initially, they were not necessarily open to hear solutions; they just wanted the prob-
lems to go away.  

4.2     Theme 2: The Effective Use of Projective Identifi cation 

 With regards to this theme, taking up the role of coach took on specifi c signifi cance 
particularly given that work was being done within wider social structures (as 
related to one team situation) in which the organizations itself had become a con-
tainer for social anxiety. Such a situation creates a layer of complexity that needs to 
be consciously managed (Obholzer  1994 ; Cilliers and Terblanche  2010 ). Many 
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times during the process there were deeper levels of realizations that “we, as coaches, 
can’t fi x it” – and that unconsciously we were trying and trying too hard – then also 
expecting (and hoping) that after the intervention, many more things will be better 
than reasonable to expect. Many times we took on the role of the ‘nice’ consultants 
who understood and were ‘tough’ enough to manage whatever was thrown at us. 

 The teams went through a variety of processes in relation to the coaches – from 
open arms welcoming, to complaining and attacking, to criticizing and blaming 
aspects of the process, to deeply working and committing themselves wholeheart-
edly. After many sessions, the coaches walked away feeling angry, drained, at loss, 
taken advantage of, and feeling unfairly treated. 

 Recognition of the coach’s valence for wanting a good and successful outcome, 
needing to achieve and make the project work, and the awareness of wanting, to 
some extent, to take the hardship away, was essential and relevant to the transforma-
tions the organizations subsequently experienced. Once these recognitions were 
arrived at, the projections could be more clearly identifi ed, and thus more con-
sciously held. It was at such points either during discussions, sharing of insights or 
specifi cally during some of the group process methodologies, that these themes 
became recognisable by and tangible to the clients.  

4.3     Theme 3: Owning the Projection 

 In one process, when the representative for superiority said “What if they knew how 
fragile I was.” – this comment was made to the coach. On hearing this, and in the 
discussion afterwards, the team realized that they were also the strong ones. They saw 
the ‘weak’ side of superiority and the ‘strong’ side of inferiority, (and how they had 
projected these onto other groups – superiority onto the department of education and 
inferiority, and an associated incapability, onto the children). Thus, the insight was in 
realizing how, through their identifi cation with themselves as inferior, they had aligned 
to other township schools to belong to these so-labelled underperforming schools. 

 In another case study, the belonging was sought in relation to the father. The guilt 
experienced in moving away from the father, is projected onto the relationship with 
the staff. Since it seemed as if the father was emotionally unavailable and perceived 
in need of support, the process of maturing and moving away from the father, 
 created overwhelming guilt. However, the guilt experienced in the maturing process 
is a healthy guilt, and in fact is the price of growth (Hellinger  2006 ). However the 
connection with the father was experienced as tenuous, thus the guilt was experi-
enced as part of a further exclusion from the father. The resolution of the dynamic 
entailed an awareness of the longing for connection and belonging to the father and 
a related taking up of adequate internal authority. 

 In all three studies, the process of projective identifi cation, whereby the coaches 
‘held’ these anxieties on behalf of the groups, was a constructive communication 
process. It created safety in the group process, and allowed the groups to relieve the 
pressing anxieties enough to refl ect and consciously consider how they wanted to 
change, and further to understand the fears and consequences of integration.   
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5     Discussion 

 The following discussion unpacks the above fi ndings with regard to the container 
and the process of projective identifi cation in the context of this research. The focus 
was on highlighting the container mechanism of the coach, in order for effective 
team integration and then transformation to initiate and sustain within a wider sys-
tems multicultural context. 

5.1     Theme 1: Recognition and Management of Anxiety: 
The Process by Which the Teams Were Currently 
Containing Themselves 

 According to a case study in Roberts ( 1994d ), the process of splitting can lead to 
groups not taking responsibility for parts of a task deemed to belong to other groups. 
In that study, this led to certain groups being weighed down by having to be more 
rigid about certain areas of operation. This was the situation in these teams as well. 
As an example, staff in one team, had projected respect and good management of 
interpersonal relations onto management, and then did not take responsibility for 
sorting out even the smallest interpersonal confl icts. Young staff members projected 
the traditions and ‘older’ ways of doing things onto the older staff members, and 
then did not take responsibility for integrating past successes and experience into 
current behaviours. Older staff took this up quite strongly and did come across as 
always looking back, bringing up past incidences, and not planning, strategizing or 
having any excitement or interest in future planning and goals. In another team, the 
staff seemingly refused to take up any leadership authority on tasks, even those that 
were within their expected delivery. This clear splitting process refl ected the extent 
of the anxieties within these systems. 

 Obholzer ( 1994 ) refers to three layers of anxiety that need to be understood in a 
change process – fi rst by the consultant and second by the client. Firstly, personal 
and primitive anxiety, secondly anxiety arising from the nature of work, and thirdly, 
the anxiety stemming from the containing function of institutions. The emergence 
of these layers of anxiety will occur during the intervention process. Knowledge and 
consideration of these is what the consultant, in this case the coach, needs to con-
tain. The role of the coach in this regard could be articulated in the following way: 
someone who initiates a process of collaboration with a client (individual, team or 
organization) to raise awareness of unconscious processes, to clarify primary task 
and authority structures, to support the client to learn through refl ective exploratory 
discussions in order for effective transformation to be initiated and sustained. Once 
the coaches began to create such a relationship and interchange, the sustainability of 
change and transformation in these systems emerged. In fact, one of the key trans-
formation points occurred in one team soon after the coaches, stepped fully into the 
‘inferiority’ of the system – and introduced a section of the day with a very real and 
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personal check in of an area of life where the experience was of inferiority, threat 
and anxiety. The team’s recognition of themselves in the coaches – was a key prompt 
for their stepping into the ‘opposite’ role of superiority, and thus a process of inte-
gration of the two polarities was begun. 

 Moylan ( 1994 ) indicates that the defence of projection and projective identifi ca-
tion is indicative of the diffi culties with which some groups need to cope and a way 
to avoid the emotional pain by identifying with the projection from others. In this 
way the source of the problem is not located, creative solutions not found and think-
ing remains confused. In these cases the coach took up this process of projective 
identifi cation in order for the team to remove it from their psyche so as to then be 
able to consider it, and subsequently integrate the splits. This was a critical compo-
nent in the process and an effective use of projective identifi cation as a communica-
tion process with the teams and thus an avenue of healing and transformation.  

5.2     Theme 2: The Effective Use of Projective Identifi cation 

 The valence of the coaches seemed to be in stepping into, and using, the basic 
assumption of fi ght, and also pairing (as there were mostly two coaches on site). 
Halton ( 1994 ) refers to this as the sophisticated use of the basic assumptions men-
tality, where Bion’s basic assumptions are used in a constructive and effective way. 
It was as if the coaches re-awakened the fi ght and hope in the teams, so that they 
could refl ect and then take effective action. 

 A situation to be alert to is one where over the time of a team process the effec-
tive use of the basic assumptions by the coaches is undermined. In such a case, the 
dependence of teams on the coaches could continue. A coach might have a valence 
to step into and  continue  to stay in a container role, even if this is not expected or 
effective (Rioch  1975 ). Since this valence is sometimes based on an unconscious 
need of the coach, the process can create an unhealthy dependency. The valence of 
individuals or groups (in this case a coach) to pick up particular containing pro-
cesses, such as always managing structure in meetings, could be an attempt to con-
tain their own anxiety, and for a time this might be useful for the group. This is an 
example of the sophisticated use of a basic assumption (Stokes  1994 ). 

 As part of the process of effective containing (in order to allow transition and 
transformation), the idea of a ‘good enough’ coach needs to be considered. Taking 
up the process of projective identifi cation includes taking up to some extent, the 
doubts, fears, hopes, and expectations of the system. In order for the coach to stay 
at once involved and objective, there needs to be a key part of the self, that which 
stays untouched by the fear of failure, and the hope of success. This is the knowing 
of being ‘good enough’; staying in a space of complete focus and knowing (of no 
doubt) and allowing the process to unfold. This concept of ‘good enough’ can be 
seen in many roles, especially those of containment (as discussed here) – from the 
‘good enough’ mother, the ‘good enough’ leader, and the ‘good enough’ department 
(Obholzer  1994 ). 
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 This can be diffi cult to remain present to. Speck ( 1994 , p. 99) describes how car-
ers are “…expected to be available and nice at all times, remaining calm, pleasant, 
able to receive and contain anything ‘dumped’ on to him.” Yet this cannot be the 
case. In many of the team processes, the projections were powerful, and the coaches 
felt these clearly as anger, guilt and an experienced internal persecution. 

 An aspect of the learning was the realization of being good enough, a good 
enough coach, in holding this container for the process of healing in the teams. “Out 
of the working through of the depressive position, there is a further strengthening of 
the capacity to accept and tolerate confl ict and ambivalence. One’s work need no 
longer be experienced as perfect… inevitable imperfection is no longer felt as bitter 
persecuting failure. Out of this mature resignation comes … true serenity, serenity 
which transcends imperfection by accepting it’ (Jaques in Speck  1994 , p. 100). 

 An observed dynamic was the client teams’ containing of themselves by alternat-
ing between feelings of guilt at their exclusions of the coaches (and projections) and 
then feeling the need to make reparation. This seemed like a continual see-saw, 
which the coaches experienced many times in relation to the teams. It was in recog-
nizing and unpacking this that the coaches clarifi ed what the experience was and 
could hypothesise about this experience. Only once this clarity emerged, part of the 
process could be managed. Then the teams started to more clearly understand their 
process. Thus the anxiety was contained and essentially not mimicked as a defen-
sive strategy, similarly described by Lee ( 2010 ). Another defensive strategy of the 
coach could also be in trying too hard, or feeling pity for the client. Not only does 
this reduce the effectiveness of the coach, and the container, this also strengthens the 
client’s own feeling of self-pity (Ulsamer  2003 ). This could mean the container is 
not safe and thus the client avoids reality, refocuses on the problem issues, and 
refuses to take up their own authority. The danger is that the coach can leave with 
the feeling of all powerful and ‘bigger’ than the client. A good internal sentence for 
the coach, in this case, could be “I am not that good.” 

 There is thus no moral stance about the right or wrong way that the teams 
‘should’ have done things (Hellinger  1998 ). The coaches allowed the safety of the 
container to encourage and support the transformation to continue. Hence such a 
containing process is a key component to be applied across many different contexts, 
groups and situations. In this regard the coaches needed to, and were able to, work 
beyond a localised context or restricted view of personal and current group cultural 
contexts. 

 Hellinger ( 1998 ) indicates that as a consultant he can risk a lot when he knows 
that what he says will be evaluated against the client’s own experience – then he 
knows that this is a partnership in investigating experience. If clients are thus cen-
tred, he knows that there will be less chance that they will alienate themselves, using 
defence mechanisms, from the learning. In this way, coaches need to be in a process 
of projective identifi cation, clearly using the valance for the process and trusting the 
client to work through their transformation. However, this was not without its risks 
of being seduced by the systems’ apparent need of the coach and the role.  
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5.3     Theme 3: Owning the Projection 

 Consultants cannot provide the teams or individuals with the belonging they need 
(Obholzer  1994 ), and thus the identifi cation and containing must end. The places 
where the teams belong are to their own organizations, to other collaborating teams, 
to families and communities. Perhaps in seeking own belonging (a possible valence) 
the coaches could have been lured into an attempt to make the consultant space the 
fi nal step in this seeking process, as if the consultancy space is the space that the 
clients’ are seeking. This repeating theme (of seeking belonging) can be a particu-
larly alluring one to attempt to solve, as many of the children in the schools (of the 
one case study) are desperately seeking safe places of belonging, either physical or 
emotional, as many of their parents or primary caretakers are absent. 

 The transformation process allowed a new identity to be created that included 
constructive aspects of superiority – not in a judgemental and destructive way – but 
more so in the way of self-confi dence and choice. The fact that the representative of 
superiority suddenly looked uncertain as she spoke was in itself a recognition of the 
‘shadow’ side of the superiority. This indicated the ‘weak’ side of the superiority, as 
much as the shadow of their inferiority could indicate strength and lead them to their 
power. The resolution of this was seen a few times in interaction with this team – in 
their behaviour. The team had thus moved into a more integrative, depressive posi-
tion, from a paranoid-schizoid position of superiority and inferiority, of privilege 
and disregard, of authorization and de-authorization, to been able to make clear 
choices rather than experiencing processes as being forced onto them. 

 Using the constellations thinking as a framework, and the experiencing of the 
constellations methodology, meant that new identities could be considered. In all 
three case studies, this process required an internal shift in perspective. In case one - 
away from a feeling of inferiority and being grouped with (or belonging with an 
other). In case two – the shift was from attempting to alleviate the guilt of moving 
away from the father and then not taking up adequate authority with their teams, and 
in case three – from staying in the known (and unintegrated) roles of young and old. 
This means an internal movement away from innocence to the ‘guilt’ of the new, 
and thus an opportunity to create a new identity. 

 Organizations are complex and dynamic social systems which are formed by 
highly complex interdependencies made up of information fl ow (and material fl ow) 
and social phenomena of power, ideology, confl icts and relations. They are created 
by people in interaction, in communication. Thus transformation can occur when 
individuals and teams – clients and coaches – gain a higher awareness of these com-
plex interactions (Tomaschek and Strobel  2010 ), and consciously and actively enter 
this communication space. In this way, interactions can be understood and engaged 
to allow transformation to take place.   
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6     Conclusions, Limitations and Recommendations 

6.1     Conclusions 

 The understanding and effective use of the container mechanism has great value in 
systems transformation. This study focused on projective identifi cation as a com-
munications process between coach and client, which formed part of the containing 
mechanism. This process allowed the anxieties of the clients to be ‘held’ such that 
an integration and resolution of the causes of these anxieties could be achieved. 

 From a family systems and constellations perspective, it is understood that chil-
dren rely on a container, a caretaker, and containing process, (upbringing), in order 
to hold anxieties and to create a sense of security while the child grows and changes. 
Learning about this containment process is carried into life and into organizational 
life. Psychodynamic theory gives an understanding of how anxieties are effectively 
or ineffectively contained in the organizations, and how ineffective containment can 
lead to anti-task behaviour. Open systems theory explains how this anti-task behav-
iour and splitting process could manifest across connected systems. This dynamic 
of attempting to fi nd appropriate containers for anxieties could itself play out across 
systems in a parallel process. The organizations or management team is normally an 
appropriate container, however at times this containing function is rejected by that 
group or containing is found elsewhere. This might ultimately be constructive for a 
period of time. Family constellations give good insight into the containing process, 
and how at times, the child attempts to be the container as opposed to taking the 
caretaker as container. This has implications in the playing out of the valence in 
picking up appropriately or inappropriately (or rejecting) a containing role in an 
organizations. The somatic systemic and constellations thinking and methodology 
was used as an effective container for holding the anxieties and discomfort in teams 
whilst they processed and integrated projections of split-off aspects of themselves. 
Finally, the coach is an essential component of this containment mechanism, as the 
safe receptacle of anxieties and emotions from the teams such that these can be 
thought about, reconsidered, felt and fi nally owned. The stance and approach from 
the coach and principles underlying the process allow wide application to different 
contexts, cultures, groups and group psychological structures. 

 In all three cases, the container provided by the coach (and methodologies) 
allowed deep transformation to take place. For one client (team), a pivotal compo-
nent was in taking back their rejected power (refl ected as superiority) and giving 
back their introjected powerlessness (refl ected as inferiority). The process also 
allowed them to understand their current team identity based on allegiance to infe-
riority. For another client, the methodology created a time line within which they 
could refl ect on the many diffi culties and successes that they had lived through and 
the splits could be observed more objectively and outside of self. The objective 
refl ection of this allowed a deep level of integration to take place in the team psyche. 
For the third client, the learning was in being able to refl ect on the parallels between 
a family system and a work system, and the underlying emotion (guilt) which kept 
ineffectual workplace relational dynamics in place. The coach held a coaching 
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 process and structure within which these uncomfortable emotion and relational 
dynamics could be resolved. 

 Working with teams in processes of deep transformation requires many param-
eters to be in place. An aware, healthy and strong container is one such parameter – 
and the author proposes that the coach or consultant is a container as is the 
methodology or particular tool of learning. Then the defi nition of a good enough 
container needs attention. This requires an assessment of the interactions and recip-
rocal dynamics taking place within the client systems, between the client and coach 
systems, and in the ability of the coach and methodology to ‘hold’ a continual com-
munication process such that defences are recognized and anxieties reduced. 

 In these three cases, the depth of change was recognised by the effective actions 
that were taken after the processes were run. Client one planned some effective 
management strategies and took charge of processes with other organizations which 
they had not done before. Their attitude and engagement with many other stake-
holders exponentially improved and allowed greater collaboration with many 
related teams. This particular team showed a signifi cant change in their ability to 
engage with groups they had considered ‘superior’ to them. They also engaged with 
the coaches in their roles as consultant more constructively. They had engaged with 
the role of coach in the group process and then had transferred this learning to the 
consultant. Client two had some remarkable successes of collaboration, construc-
tive debate (versus destructive confl icts) and were at ease with each other. Client 
three reported immediate improvement in the dynamics and relationship interac-
tions in their departments as well as with external stakeholders. 

 The methodologies and underlying perspectives, and the systems psychodynam-
ics approach are well placed to provide the kind of insight needed to refl ect on the 
extent of defences and anxieties experienced.  

6.2     Limitations 

 Limitations of the research could include the subjective nature of the sampling of 
the clients, the fairly limited peer input into data analysis and the somewhat subjec-
tive nature of the interpretation. 

 Not all client situations are suited to this level of work. At times, more linear and 
mechanistic approaches are suitable, are more in the client’s reference point 
and would be more effective in achieving the results being sought.  

6.3     Recommendations 

 The continual training and openness to learning of consultants and coaches is key if 
they wish to enter this fi eld. The process of good enough containment requires self- 
awareness, training and experience. Using a defence such as projective 
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identifi cation adequately, requires use of an active process of taking up projections, 
recognizing them, recognizing the valence for them, defi ning them for the clients 
(as appropriate) and allowing the clients to subsequently project these feelings to 
the appropriate container. The tendency for coaches is to not let go, at which time, 
change in the system with that coach or consultant stalls. Either the system will 
revert to its initial position, or they might have realised enough to continue. 

 Building relationships with clients as partnerships could also be considered a 
container in a change process. Perhaps more focus needs to be made here, so that 
neither client nor coach resorts to defences in response to learning, but work together 
using emerging defences as learning and change opportunities. If we consider a 
symptom as the emergent wisdom in a growth process, attention on this is critical. 

 Further research could be done around the application of both the somatic sys-
temic approaches, constellations thinking and methodolgies, and systems psycho-
dynamic perspectives – particularly in change management and organizational 
development processes. These approaches might give these types of interventions 
even greater oportunity for success. 

 Some guiding questions that were held in the minds of the coaches, both before 
and during the intervention process, were: How were the teams containing them-
selves, and who held the anxiety of the system? How and why did this feel safe? 
What was the outcome of this containment process? What would assist the group to 
feel safe enough to enter the change space and what would good-enough coaching 
look like for them in order for this to occur? These were useful guiding anchors for 
the coaches within the actual group processes.      

  Acknowledgements   Acknowledgements are due to our clients who worked with us and were 
open to signifi cant change, as well as my business partners and fellow coaches.  
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      Relationship Among Emotional Intelligence, 
SOAR, and Team-Based Collaboration: 
Implications for a Strengths, Opportunities, 
Aspirations, and Results (SOAR) Based 
Approach to Coaching Psychology                     

       Matthew     L.     Cole      and     Jacqueline     M.     Stavros    

    Abstract     The aim of this chapter is to provide a theoretical overview of SOAR, a 
strengths-based framework with a whole-system (stakeholder) approach to strategy 
that focuses on strengths, opportunities, aspirations, and results, and to consider 
implications for its use within coaching psychology research and practice. We fi rst 
present the results of an empirical study in which SOAR was found to mediate the 
relationship between emotional intelligence (EI) and team-based collaboration 
among team leaders but not team members. In fi nding that SOAR differentially 
mediated the EI-collaboration relationship in team leaders rather than team mem-
bers, we suggest that SOAR may help a coach create a reservoir of positivity to 
support new ideas, innovations, and the best in people to emerge and thrive. We 
discuss how a SOAR-based coaching process may facilitate a coach’s ability to 
promote performance enhancement through a results-oriented approach focusing on 
the coachee’s strengths, opportunities, and aspirations.  

  Keywords     Coaching psychology   •   Emotional intelligence   •   Collaboration   •   SOAR   
•   Teams   •   Leadership   •   Mediation analysis  

1       Introduction 

 Organizations in the twenty-fi rst century are increasingly turning to work teams to 
meet the competitive challenges of the global marketplace (Zaccaro et al.  2001 ). 
With globalization, multicultural teams made up of diverse team members from dif-
ferent national backgrounds and cultures are becoming the norm (Brett et al.  2006 ; 
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Earley and Mosakowski  2000 ; Moukarzel and Steelman  2015 ). Organizational 
supervisors and managers are looking for ways to increase the effectiveness of 
their work teams, and a fundamental characteristic of teams that impacts their 
effectiveness in meeting target goals and objectives is team-based collaboration 
(Romero et al.  2009 ). 

 Team leaders play a critical role in facilitating the development of collaborative 
relationships among team members (Gratton and Erickson  2007 ; Sarin and 
McDermott  2003 ). Where leaders were once seen to control, plan, and inspect the 
overall running of a team, leadership roles are now seen to also motivate and inspire 
others, to foster positive attitudes among team members, and to create a sense of 
contribution, importance, and collaboration among team members (Palmer et al. 
 2001 ). This leadership role helps team members transcend their self-interests and 
collaborate via communication, compromise, and integration (Joshi et al.  2009 ). 

 Behind every leader is a successful coach (Hawkins  2014 ), and while coaching 
is one of the most effective leadership styles, it is also one of the most overlooked 
(Goleman  2000 ). An essential ingredient for high-impact coaching is emotional 
intelligence (EI), i.e., ability to recognize and manage the emotions of self and oth-
ers (Neale et al.  2009 ). Awareness and management of emotions in self and others 
are essential EI abilities that are also the foundation for specifi c capabilities of lead-
ership (Goleman  1998 ,  2000 ; Xavier  2005 ). Research by McClelland ( 1998 ) found 
that leaders with strengths in these EI abilities were far more effective than those 
who lacked such strengths. In a team setting, the leader acts as the team’s emotional 
guide, and emotionally intelligent leadership inspires and stimulates passion and 
enthusiasm in team members while helping them to remain motivated and commit-
ted to the team’s goals and objectives (Goleman et al.  2002 ). Effective team leaders 
are said to “…prime good feelings in those they lead. They create emotional 
resonance – a reservoir of positivity that frees the best in people” (Goleman et al. 
 2009 , p. 9). This reservoir of positivity demands bringing EI to bear and is the 
essence of positive abundance which is at the core of positive psychology. 

 Positive psychology is a fi eld of research and applied psychology that aims to use 
scientifi c psychological research to enhance the conditions and experiences that cre-
ate well-being and happiness for individuals, teams, and organizations (Law  2013 ; 
Linley  2008 ; Seligman  2003 ,  2011 ). Research over the last 10 years suggests that 
positive psychology is important because focusing on well-being and happiness 
leads to optimal functioning, development, and performance (Biswas-Diener  2010 ). 
According to Seligman ( 2011 ), “Well-being theory has fi ve measurable elements 
(PERMA): positive emotions (of which happiness and life satisfaction are all 
aspects), engagement, relationships, meaning, and achievement” (p. 24). Positive 
psychology assumes that individuals have the capacity for personal growth by 
developing strengths and building on positive emotions (Van Zyl and Stander  2013 ). 
Positive psychology is important for coaching teams because it cultivates positive 
relationships and interactions in the team (Leung et al.  2014 ). 

 Growing out of the theory and practice of appreciative inquiry (AI) and positive 
psychology is SOAR (strengths, opportunities, aspirations, and results). SOAR is a 
generative and strengths-based framework for strategic thinking, planning, and 
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leading that allows a team “to construct its future through collaboration, shared 
understanding, and a commitment to action” (Stavros and Hinrichs  2009 , p. 1). At 
the heart of the SOAR framework is an inclusive approach that encourages team 
members to frame strategy from a strengths-based perspective utilizing the team’s 
unique strengths, assets, networks, resources, and capabilities (Cooperrider et al.  2008 ). 

 The purpose of this chapter is to consider a SOAR framework for coaching psy-
chology. We begin with a theoretical overview of SOAR, reviewing its development 
from the theory and practice of both AI and positive psychology. Next, we present 
the results obtained from empirical research we conducted in which SOAR was 
found to be the mechanism of action by which EI has a positive impact on team- 
based collaboration. Specifi cally, we investigated SOAR as a mediator of the posi-
tive impact that awareness and management of emotions has on team-based 
collaboration in a sample of team leaders versus team members. In fi nding that 
SOAR differentially mediated the EI-collaboration relationship in team leaders 
rather than team members we suggest that a SOAR framework for coaching psy-
chology may facilitate a coach’s ability to promote performance enhancement 
through a results-oriented approach focusing on the coachee’s strengths, opportuni-
ties, and aspirations.  

2     The SOAR Framework 

 An effective team is a group of people who collaborate in support of a common 
vision and aspirations (Katzenbach  1998 ). Collaboration is especially important for 
team effectiveness when collaborative strategies are inclusive and draw upon the 
collective expertise of diverse team members (Shaw and Lindsay  2008 ). A collab-
orative strategy that provides a framework for members of a team, group, or department 
to approach strategic thinking, planning, and leading from a profoundly positive and 
inclusive approach is SOAR (Stavros and Cole  2013 ; Stavros and Hinrichs  2009 ). 

 SOAR is a “strengths-based framework with a participatory approach to strategic 
analysis, strategy development, and organizational change” (Stavros and Saint 
 2010 , p. 380). SOAR integrates AI with a strategic planning framework to create a 
transformational process that inspires organizations and stakeholders of the organi-
zation to engage in results-oriented strategic planning efforts (Stavros et al.  2003 ). 
AI “is a collaborative search for the best in people, their organizations, and the 
world around them. It involves the discovery of what gives life to a living system 
when it is most effective, alive, and constructively capable in economic, ecological, 
and human terms. AI involves the art and practice of asking unconditional positive 
questions that strengthen a system’s capacity to apprehend, anticipate, and heighten 
its potential,” (Cooperrider et al.  2008 , p. 3). SOAR integrates positive psychology 
through its focus on positive deviance, the tendency to move toward positive energy 
and away from negative energy, and embracing values of appreciation, collabora-
tion, virtuousness, vitality, and meaningfulness (Cameron et al.  2003 ; Cameron and 
Spreitzer  2012 ). SOAR builds on AI and positive psychology to create a strategic 
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framework that enables discovery of the team’s collective positive characteristics by 
appreciating the value of each team member. 

 As shown in Fig.  1 , the SOAR framework transforms alternative approaches to 
strategic thinking to emphasize  S trengths,  O pportunities,  A spirations, and  R esults 
(Stavros and Hinrichs  2009 ). Applied to a team, SOAR-based strategic thinking 
enables issues to be framed from a solution-oriented perspective that is generative 
and focused on individual and team strengths, opportunities, aspirations, and desired 
results to build a positive future (Stavros and Wooten  2012 ). As a framework for 
strategic thinking and planning, SOAR describes the elements and activities that 
team members and team leaders should follow in their collaborative strategic think-
ing and planning (Stavros et al.  2007 ).

2.1       Linking the SOAR Framework with Emotional Intelligence 
and Team-Based Collaboration 

 The SOAR framework is inherently team-oriented and collaborative and seeks to 
involve all individuals having a perspective and stake in the teams’ performance. 
Teams that adopt SOAR will begin with an inquiry into what works well for the 
team and its members followed by inclusive discussions of individual and team 
strengths, opportunities for growth, aspirations, and desired results. With open 

  Fig. 1    The SOAR framework (Adopted from Stavros et al.  2007 )       
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discussions of strengths, opportunities, aspirations, and results teams are better able 
to design strategies and methods to meet team objectives, defi ne performance met-
rics aligned with team goals and objectives, and discover new and profi table oppor-
tunities. The SOAR approach to teamwork promotes individual and team freedom 
to imagine an innovative and creative future that is dynamic and enabling of positive 
outcomes. It is important to recognize the distinction of SOAR as its focus remains 
to identify and build on strengths and opportunities, rather than weaknesses and 
threats. The core SOAR questions are:

    S trengths: What are our best capabilities?  
   O pportunities: What are the three best opportunities that leverage our strengths?  
   A spirations: What do we care deeply about? Who should we become? Why?  
   R esults: How do we know we are succeeding?    

 When applied to teams, SOAR may facilitate a collaborative process of dialogue 
and positive information exchange that may lead the team to consider what and 
where the team wishes to be in the future when the team is at its best. Table  1  depicts 
the specifi c activities within the SOAR framework that act as enablers for successful 
team performance (Stavros et al.  2003 ).

   Since SOAR depends on the interaction of team members dialoguing in the stra-
tegic process, it may be appropriate to suggest that team members be emotionally 
intelligent in their exchange of ideas. Emotional intelligence (EI) represents a set of 
competencies for identifying, processing, and managing emotions (Zeidner et al. 
 2008 ). These EI competencies include perceiving emotions, accessing and 
 generating emotions so as to assist thought, understanding emotions and emotional 
knowledge, and refl ectively regulating emotions so as to promote emotional and 
intellectual growth (Mayer et al.  2004 ). Mayer and Salovey ( 1997 ) consider four EI 
competencies as particularly important for diverse and multicultural teams: aware-
ness of one’s own emotions (self-awareness), awareness of the emotions of others 
(other- awareness), management of one’s own emotions (self-management), and 
management of the emotions of others (other-management). Furthermore, EI is 
generally considered to be a value added competency to various aspects of individual 
and team-based performance, namely collaboration (Jordan and Troth  2004 ). 

   Table 1    Strategic inquiry-appreciative intent: Inspiration to SOAR   

 Planning processes  SOAR elements  SOAR activities 

 Strategic inquiry  Strengths  What are we doing well? 
 What are our greatest assets? 

 Opportunities  What are the best possible market opportunities? 
 How do we best partner with others? 

 Appreciative intent  Aspirations  To what do we aspire? 
 What is our preferred future? 

 Results  What are the measurable results? 
 What do we want to be known for? 
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 Modern business cultures refl ect accelerated changes in globalization character-
ized by an increasingly diverse and multicultural workforce. Many organizations 
today are making use of work teams as a basic structural unit, and the effects of 
cultural diversity on team performance have understandably received attention 
(Pieterse et al.  2013 ; Simons et al.  1999 ). Research on teamwork suggests that a 
collaborative team culture encourages team members to work together towards 
accomplishing team-based tasks (Romero et al.  2009 ). Linking EI with SOAR, team 
members are invited to share their perceptions, ideas, goals, and vision for the 
future, and the key EI competencies of emotional self-awareness, self-management, 
other-awareness, and other-management may benefi t from SOAR-based thinking. 
Specifi cally, EI and SOAR may be particularly helpful for supporting collaborative 
environments in teams because team members are essentially given the permission 
to share and express their emotions rather than suppress them, and once positive 
emotions are shared, they begin to reverberate in a contagious way through the team 
leading to increased team performance (Cameron  2013 ). For teams, a shared set of 
values, vision, mission (purpose), and respect for each other’s roles is necessary to 
achieve collaborative results, and the manifestations of EI, SOAR, and team-based 
collaboration are exemplifi ed in self-refl ection, mutual understanding, and a consid-
eration for the collaborative team as a whole. As team members exchange ideas, 
aspirations, and desired results, they share a vision for the future with energy, vitality, 
and commitment (Stavros and Hinrichs  2009 ). 

 When individuals in a team have diffi culty functioning in a collaborative envi-
ronment or need support to increase their EI competencies, team leaders can have a 
strong impact on team performance by infl uencing the emotional climate of the 
team (Hawkins  2014 ). Team leadership is intrinsically an emotional process, and 
research suggests that team leaders with high EI obtain results from others that are 
beyond expectations while developing and using talents crucial for team effective-
ness (Chen et al.  1998 ). Effective leaders steer their own feelings, acknowledge the 
feelings of others concerning their work culture, and intervene effectively to enhance 
morale. 

 When used by team leaders to infl uence a team’s emotional climate, the SOAR 
framework has the potential to build strong and dynamic relationships among team 
members as they begin to understand the importance of working collaboratively to 
develop strategy, measurable objectives, and methods to achieve a visionary future 
based on strengths, opportunities, aspirations, and results. To consider the implica-
tions of the SOAR framework for coaching, we conducted empirical research that 
investigated the associations among EI, SOAR and team-based collaboration in a 
sample of team leaders and team members. We found that SOAR differentially 
mediated the EI-collaboration relationship in team leaders rather than team mem-
bers. We discuss how a SOAR framework for coaching psychology may create a 
reservoir of positivity, generative action, new ideas, innovations, and the best in 
people to emerge (Bushe  2007 ,  2013 ; Goleman et al.  2009 ; Stavros  2013 ), thereby 
facilitating strong performance in the coachee via the coach’s ability to inspire 
strengths, opportunities, aspirations, and results (Mosteo et al.  2016 ).   
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3     Research Study of SOAR as a Mediator 
of Team-Based Collaboration 

3.1     Research Design 

 A sample of 308 professionals either actively working in teams or who had recent 
experience working in teams completed a self-report survey that measured EI, 
SOAR, and team-based collaboration. Approximately 49 % of the sample was 
female, 52 % was between the ages of 45 and 64, 75 % was white, and 70 % had a 
graduate degree (master’s or doctoral). Participants were asked to identify their role 
when working in teams, and 56.8 % of the sample identifi ed themselves as serving 
a team leadership role ( n  = 175), whereas 35.1 % of the sample identifi ed themselves 
as a team member ( n  = 108). In accordance with U.S. federal requirements, approval 
to conduct research with human participants was obtained from The Lawrence 
Technological University Institutional Review Board (IRB). 

 EI was measured by the 16-item “WEIP-S” (Work Group Emotional Intelligence 
Profi le-Short Form; Jordan and Lawrence  2009 ) to establish areas of respondent 
competency in four EI abilities helpful for understanding how EI works in teams 
(Mayer and Salovey  1997 ): SA = Self-Awareness; SM = Self-Management; OA = 
Other-Awareness; OM = Other-Management. SOAR was measured by the 12-item 
SOAR Profi le (Cole and Stavros  2013 ,  2014 ), a self-report index of SOAR-based 
strategic thinking as measured by four elements: ST = Strengths; OP = Opportunities; 
AS = Aspirations; RE = Results. Team-based collaboration was measured by the 
9-item Team Collaboration Questionnaire, an original measure of collaborative 
activity among teams, adapted from Aram and Morgan ( 1976 ), and Rahim ( 1983a , 
 b ) that measured three factors: IN = Integrating; CP = Compromising; CM = 
Communication. Participants rated both the EI and the Collaboration items using a 
7-point Likert scale (1 = strongly disagree, 7 = strongly agree); SOAR items were 
scored using a 10-point Likert scale (1 = never, 10 = always). 

 Figure  2  presents the study model in which EI as the independent variable (IV) 
is predicted to impact the dependent variable (DV), team-based collaboration. In 
consideration of a variable that could mediate the indirect effects of EI on collabora-
tion, SOAR was tested in the model as a mediator (MED). To investigate the 
 differential relationship among EI, SOAR and collaboration in team leaders versus 
team members, team role was tested in the model as a moderator (MOD) of the 
EI-collaboration relationship, and the differential mediation of the EI-collaboration 
relationship by SOAR was tested as a function of team role. According to Baron and 
Kenny ( 1986 ), mediating variables speak to how or why effects occur between the 
IV and the DV, whereas moderating variables address when or under what condi-
tions the relationship between the IV and the DV is more likely to occur. Team role 
as a moderator of the relationship between EI and collaboration was tested accord-
ing to simple slopes analysis (Aiken and West  1991 ; Dawson  2014 ). To test if SOAR 
mediated the relationship between EI and collaboration, a mediation path model 
using structural equation modeling (SEM) with bootstrapped confi dence intervals 
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(5000 bootstrapping samples) estimated the indirect effect of SOAR on the relation-
ship between EI and collaboration in team leaders versus team members (Cheung 
and Lau  2008 ; Preacher and Hayes  2008 ). Minitab version 17 was used for descrip-
tive and inferential quantitative statistical analysis and M plus  version 7 was used for 
SEM.

3.2        Results 

 The psychometric properties of the WEIP-S, the SOAR Profi les, and the Team 
Collaboration Questionnaire were evaluated using Cronbach’s alpha estimates of 
internal consistency reliability, and confi rmatory factor analysis (CFA) estimate of 
construct validity. Alphas for each study variable in all participants, in team leaders, 
and in team members, are presented in Tables  2 ,  3 , and  4 , respectively; all values 
were acceptable, and ranged from 0.721 to 0.927. Tests of model fi t for the CFA in 
all participants, team leaders, and team members were supportive of construct valid-
ity according to chi-square/df ratio less than 2, RMSEA <0.08, CFI >0.900, and all 
factor loadings signifi cant at  p  < 0.05 (data not shown).

  Fig. 2    Study model: SOAR as a mediator of the relationship between emotional intelligence and 
team-based collaboration as function of team role (leaders vs. members).  IV  independent variable, 
 MED  mediating variable,  DV  dependent variable. See Table 2 for abbreviations of study variables       
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     The intercorrelations between the study variables in the full sample, in team 
leaders, and in team members are presented in Tables  2 ,  3 , and  4 , respectively. 
Table  5  presents the mean and standard deviation of the study variables, along with 
results of independent samples  t  tests testing differences in mean scores between 
team leaders and team members. Results found higher mean scores in team leaders 
vs. team members across all study variables, with signifi cantly higher scores in team 
leaders compared to team members for the EI variable and its factors other- 
awareness and other-management and for the communication factor of team-based 
collaboration.

   As shown in Fig.  3 , team role moderated the EI-collaboration relationship when 
EI was low. Figures 4–7 show the results of mediation path models using SEM (1, 
2, and 3 asterisks refl ect signifi cant paths in the model at the 0.05, 0.01, and 0.001 
levels of statistical signifi cance, respectively). Figures  4  and  5  show that while EI 
was found to be a signifi cant predictor of team-based collaboration in both team 
leaders and team members, a signifi cant indirect effect of EI to collaboration through 
SOAR was found only in team leaders. Figures  6  and  7  show that the opportunities 
and results elements of the SOAR framework functioned as multiple mediators of 
team-based collaboration in team leaders rather than team members. Taken together, 
results suggest that team leaders compared to team members have higher team- 
based collaboration when EI is low, with SOAR helping to explain how EI impacts 
team-based collaboration in team leaders rather than team members. The implica-
tions of these results for team coaching are discussed.

   Table 5    Mean and SD of study variables in all participants, team leaders, and team members   

 Var 

 All participants  Team leaders  Team members 

 M  SD  M  SD  M  SD 

 EI  5.32 *   0.79  5.43  0.71  5.19  0.83 
 SA  4.76  1.36  4.78  1.29  4.72  1.43 
 SM  5.95  0.84  6.00  0.73  5.94  0.90 
 OA  5.10 **   1.11  5.28  1.06  4.87  1.13 
 OM  5.47 **   0.99  5.66  0.89  5.23  1.03 
 SOAR  7.85  1.03  7.92  0.94  7.72  1.16 
 ST  7.86  1.24  7.90  1.21  7.78  1.30 
 OP  8.40  1.25  8.51  1.06  8.20  1.51 
 AS  6.99  1.67  7.03  1.54  6.91  1.84 
 RE  8.13  1.37  8.20  1.30  8.02  1.48 
 COL  5.86  0.73  5.92  0.67  5.76  0.83 
 IN  6.19  0.86  6.26  0.76  6.06  1.01 
 CP  5.36  1.12  5.41  1.11  5.33  1.13 
 CM  6.03 *   0.77  6.11  0.67  5.89  0.91 

  See Table 2 for abbreviations.  *  p  < 0.05  **  p  < 0.01 signifi cant difference between team leaders and 
team members according to independent samples  t  test (two-tailed)  
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4             Discussion 

 Successful coaching in the modern international and multicultural business climate 
is beginning to appreciate strength-based approaches that focus on diversity and 
things that the coachee does well (Mosteo et al.  2016 ; Rosinski  2003 ). Such an 
approach enables fl exibility and fl uidity in the coaching process and helps the coach 
appreciate the diversity of strengths that characterizes the coachee. The application 
of strengths to coaching psychology has received considerable attention in support 
of the application of coaching psychology to nurture an individual’s natural abili-
ties, well-being, and performance resulting in benefi t for individuals, teams, and 
organizations (Linley and Harrington  2006 ; Palmer and Whybrow  2005 ). Individuals 
working in teams who are coached by a coach who appreciates the collective 
strengths and capabilities of all team members may fl ourish and achieve extraordi-
narily positive performance (Cameron  2013 ). Furthermore, coaches should be com-
petent in facilitating group learning processes and in teaching skills to help coachees 
develop dynamic collaborative relationships based on awareness and management 
of emotions in themselves and others (Stout-Rostron  2014 ).  

  Fig. 3    Test of team role as a moderator of the EI-collaboration relationship       
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5     Implications for Practice and Recommendations 

 Our research on the relationship among EI, SOAR and team-based collaboration 
has at least three implications for the use of a generative approach for team coaching 
that stresses strengths, opportunities, aspirations, and results. Firstly, SOAR has 
been developed from the theory and practice of AI and positive psychology. The AI 
approach focuses on the positive aspects of the team and how to seek solutions. 

  Fig. 4    Test of SOAR as a mediator of the EI-collaboration relationship in team leaders       

  Fig. 5    Test of SOAR as a mediator of the EI-collaboration relationship in team members       
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The AI approach encourages the team to “envision a different way of functioning 
from its current patterns and create new values and beliefs that enable the team to 
plot a new course” (Dyer and Dyer  2010 , p. 339). Since positive psychology stresses 
optimism and a focus on strengths (like AI), coaches who use the SOAR framework 
will be well-positioned to create an optimistic and strengths-based climate for the 
coachee, regardless of whether or not the coachee is working in teams. For example, 
a coach would seek to create a climate in which the coachee has clarity about his/
her unique role and benefi t to themselves, the team, the organization, etc. The ben-
efi t of such a climate is that the coachee might be highly motivated and more likely 
to be successful — as measured by time to complete task, team member satisfac-
tion, organizational profi t, etc. (Driver  2011 ). Regarding team member satisfaction 
in particular, team coaching that stresses strengths rather than weaknesses 

  Fig. 6    Test of strengths, opportunities, aspirations, and results as multiple mediators of the 
EI-collaboration relationship in team leaders       
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signifi cantly reduces team members’ susceptibility to depression as the team members 
direct their attention towards positive emotions rather than a cycle of negative 
thinking (Seligman and Csikszentmihalyi  2000 ; Seligman et al.  2005 ). 

 This implication of SOAR to coaching involves AI’s contribution to SOAR as an 
alternative to the traditional problem-solving approach of fi nding what is ‘wrong’ 
with an issue. As such, SOAR generates solutions to either correct existing prob-
lems or enhance things that are not working as effi ciently as they could through AI’s 
emphasis on seeking what is ‘right’ with an issue and using that as a force for 
change (Passmore and Hain  2005 ). The AI characteristics of SOAR applied to 
coaching, for example, would involve movement toward what the coachee is doing 
right, thereby providing a structure for creating a desired future characterized by 
fl ourishing and success (Watkins and Cooperrider  2000 ). 

  Fig. 7    Test of strengths, opportunities, aspirations, and results as multiple mediators of the 
EI-collaboration relationship in team members       
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 Secondly, the four elements of the SOAR framework provide coaches with an 
architecture for engaging the coachee in a strategic thinking and dialogue process to 
help shape strategy and strategic processes. Figure  8  below exemplifi es how the 
SOAR elements of strengths, opportunities, aspirations, and results may facilitate 
the coaching process. For example, the coachee is fi rst invited to have an open con-
versation about his/her current environmental climate (“What is working well for 
you?”), current ideas for creative solutions or innovations (“What can we possibly 
create together?”), and current possibilities that would benefi t from creative solu-
tions or innovations (“What does this possibility look like?”). Next, the coachee is 
guided to engage in a collaborative and inclusive conversation on any individual, 
team, and/or organizational strengths as they relate to possibilities for solutions or 
innovations (“What are our strengths as they relate to this possibility?”), opportuni-
ties that would benefi t from solutions or innovations (“What opportunities appear 
?”), aspirations of a future the coachee desires (“Who will we be – the vision – 
where are we going?”), and measurable results indicating progress towards a goal or 
objective that the coachee wants to complete (“What are we trying to achieve?”). 
The SOAR coaching framework would conclude with appraisal of the coachee’s 
behavior (“Who are we – what purpose do we serve – what value do we add?”), and 
a plan for the next strategic dialogue (“What actions will you commit to? What 
resources are needed?”).

  Fig. 8    SOAR framework for coaching psychology       
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   Thirdly, results of our research on the interrelationships among EI, SOAR, and 
team-based collaboration in team leaders versus team members illustrate that the 
SOAR framework is important for how awareness and management of emotions of 
oneself and others promotes a whole system and inclusive approach to collabora-
tion. Use of the SOAR profi le, for example, would offer coaches the opportunity to 
help themselves and their clients gain self-awareness and other awareness about 
their natural capacity for SOAR-based strategic thinking, planning, and leading 
(Cole and Stavros  2013 ,  2014 ). Regarding awareness of emotions, truly masterful 
coaches routinely engage in examining their own empathic stance, their range of 
feelings, etc., and this self-awareness creates the possibility of powerful break-
through moments connecting coach with client (Law  2013 ). 

 In a team context, awareness of emotions is important for the team coach because 
helping team members acquire the ability to “step into the shoes” of another person 
on the team long enough to perceive situations from their perspective is essential for 
appreciating different cultural perspectives with respect to work norms, gender dif-
ferences, differences in decision making styles, and other sources of diversity that 
characterize today’s multicultural teams. Other-awareness encourages the emer-
gence of a shared team identity which supports team-based collaboration (Lisak and 
Erez  2015 ). Other-awareness is also important for the coach, especially with regards 
to strengths, since individuals often take their strengths for granted. 

 Results of our study suggest that the aspirations and results elements of SOAR 
were found to be the signifi cant multiple mediators of team-based collaboration in 
team leaders. If applied to coaching, these results suggest that coaches may be able 
to facilitate positive collaborative engagement among coachees by encouraging 
aspirational visioning of a positive future, and by asking coachees to defi ne measur-
able results for individual, team, and/or organizational success. Furthermore, 
coaches should aim to manage emotions in coachees by using the SOAR framework 
to explore strengths-based opportunities and possibilities, clarify aspirational goals 
and measurable results, and develop the capacity for SOAR-based leadership to 
emerge. 

 Emergent leadership has received interest over the past 10–15 years due to the 
increase in self-managing work teams and the consequent need for leadership to 
emerge from within teams, alleviating the need for external team leaders (Pescosolido 
 2002 ). Use of the SOAR framework for team coaching, in particular, has the poten-
tial to develop emergent leaders who are managers of the team’s emotional state. 
Research suggests that emergent leaders who are successful at infl uencing team 
member behaviour and team performance have the ability to manage the team’s 
emotional state through communication, empathy, modeling of appropriate emo-
tional responses, and the creation of shared understanding and trust among team 
members (Lisak and Erez  2015 ; Wolff et al.  2002 ). Additionally, application of the 
SOAR framework for team coaching may help emergent leaders in teams under-
stand how they are infl uencing overall team processes in addition to each individual 
team member through SOAR’s whole system perspective. 

 Finally, in addition to supporting awareness and management of SOAR-based 
capacity, the SOAR Profi le may also help coaches and their clients understand their 
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natural capacity for embracing a whole systems and inclusive approach to SOAR- 
based strategy and strategic thinking, planning, and leading (Stavros et al.  2007 ). 
This has implications for coaching psychology in a team or organizational context 
since team members who think strategically from a SOAR-based perspective are 
more likely to inquire into the team’s/organization’s positive strategic core. SOAR’s 
positive approach embraces team and organizational diversity and leads to group 
changes based on images of the best possible future as articulated and visualized by 
the team and organization members (Cooperrider et al.  2008 ). When positive factors 
are given attention, individual and team performance tends to fl ourish (Fredrickson 
 2010 ). Kim Cameron’s ( 2012 ) work in positive leadership suggests that this focus 
on positive outcomes leads to “thriving at work, interpersonal fl ourishing, virtuous 
behaviors, positive emotions, and energizing networks” (p. 2).  

6     Conclusion 

 The aim of this chapter was to provide an overview of the potential effi cacy of using 
the SOAR framework for coaching psychology. We began the chapter with a 
description of SOAR as a strengths-based framework for strategic thinking, plan-
ning, and leading that was developed from the theory and practice of AI and positive 
psychology. We then provided results of an empirical study in which SOAR differ-
entially mediated the relationship between emotional intelligence and team-based 
collaboration in team leaders rather than team members. The contribution of the 
SOAR framework to coaching psychology is that SOAR has the potential to pro-
mote the positive effects of coaching through a whole system and inclusive approach 
based on strengths, opportunities, aspirations, and results.     
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      Strength Coaching as an Enabler of Positive 
Athlete Outcomes in a Multi-cultural Sport 
Environment                     

       Frederick     Wilhelm     Stander    

    Abstract     The purpose of this chapter is to introduce the reader to a practical 
strengths based coaching model that can effectively be applied within the context of 
sport. The chapter is divided into four broad sections. Firstly, an overview of litera-
ture is provided pertaining to strength based coaching in sport, contextualised within 
the framework of Positive Psychology. Secondly, a practical model is proposed for 
application, drawing from an established model developed by Van Zyl and Stander 
(The strength based coaching model. In White J, Motching R, Lux M (eds) Theory 
and practice of the person-centered approach – interconnections beyond psychotherapy. 
Springer, New York, 2013). Thirdly, the applicability of this model within a multi-
cultural sport environment is put forward. Finally, the author shares a practical case 
study, drawing from own professional experience, to illustrate the model.  

  Keywords     Sport psychology   •   Strengths-based coaching   •   Strengths   •   Coaching  

1        Introduction 

1.1     The Strength Based Approach in Positive Psychology 

 With the introduction of Positive Psychology, a new approach has emerged in both 
academic literature and practice whereby the virtues, potentialities and areas of 
strengths of individuals have been recognized and developed through intervention 
(Linley et al.  2006 ; Seligman and Csikszentmihalyi  2000 ). This offers a supplemen-
tary view on the development of human potential and functioning that has, in the 
realm of the traditional Psychology at least, long been inclined to identify areas of 
defi ciency, fl aw or even abnormality as a fi rst step towards bettering and rectifying 
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these areas (Cravens et al.  2010 ). Buckingham and Clifton ( 2001 ) were part of early 
efforts to capture in description which has since become known as the Strength 
Based Approach (SBA). Compton ( 2005 ) has described this approach, emanating 
directly from the Positive Psychology, simply as an effort towards understanding 
what people excel at and then developing those areas. Linley and Harrington ( 2006 ) 
describes a “strength” as an inherent capacity of an individual, originating from a 
particular way of thinking, acting or feeling, unique to an individual; that energizes – 
and assists that person to perform at an optimum level and more readily achieve 
goals. Kaiser and White ( 2009 ) view the SBA as essential in realising the optimum 
potential of human beings.  

1.2     Strength Based Coaching 

 The application of a SBA in coaching has been described by Linley and Harrington 
( 2006 ) as an approach whereby the focus is on “human potential and positive client 
attributes as the foundation stones of any success. While it is recognized that the 
identifi cation and understanding of problems and obstacles can be important, this is 
counterbalanced with an equal, if not greater recognition that the identifi cation of, 
and playing to, clients’ strengths is the goal that should guide both assessment and 
intervention” (p. 42). Strength based coaching refers to the identifi cation, application 
and optimization of strengths through facilitative intervention aimed at enhancing 
well-being and increasing performance (Van Zyl and Stander  2013 ). In industry and 
academia, a SBA in coaching has been associated with various positive outcomes. 
MacKie ( 2014 ) established strength based coaching of executives in a large non-
profi t organization enhanced the extent of transformational leadership behaviours 
displayed by these leaders. The approach has been associated with the enhanced 
professional development of female entrepreneurs in Europe (Stavropoulou and 
Protopapa  2013 ). Govindji and Linley ( 2007 ) found correlation between strength 
based coaching and psychological well-being of graduate students.  

1.3     Strength Based Coaching in Sport 

 Interestingly, whereas SBA in coaching in industry is still relatively new as an 
approach, it has long been serving the sporting community in assisting athletes to 
achieve levels of optimum performance (Linley and Harrington  2006 ). In fact, it is 
reported that strength based coaching as method can be largely attributed to the 
practice of Psychology in sport (Noble et al.  2000 ). This is because the athletic 
environment is concerned with optimal human functioning in a perpetual pursuit to 
gain a competitive advantage and perform at the highest possible level. Coaches and 
administrators are consistently looking towards creation of platforms for better per-
formance and enable the development of athletes’ strengths through psychological 
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intervention as a means to achieve such performance (Sarkar and Fletcher  2013 ). 
This is in stark contrast to traditional training and development approaches that 
focus only on the defi ciencies of people and address those shortcomings (Clifton 
and Harter  2003 ). 

 To highlight the potential value of a SBA in sport, the author conducted a study 
amongst 235 multicultural (individuals from various backgrounds pertaining to 
race, language and ethnicity) South African student football – and rugby players to 
investigate the role of a strength based developmental team climate and individual 
pro-active orientation towards strength development; both constructs measured 
through the Strength Use and Defi cit Improvement Questionnaire ( SUDIQ : Van 
Woerkom et al.  in press ), to predict personal and sport related outcomes of the 
 participants. Personal outcomes included self-effi cacy, measured through the gener-
alised self-effi cacy scale (Judge et al.  1998 ); as well as fl ourishing, comprising of 
emotional -, social- and psychological well-being and measured through the Mental 
Health Continuum Short Form ( MHC - SF ; Keyes  2009 ); here postulated as a one- 
factor construct. Sport related outcomes included athlete fl ow, known popularly as 
“being in the zone”, measured through the Flow State Scale-2 ( FSS - 2 ; Jackson and 
Eklund  2002 ); as well as athlete engagement, measured through the Athlete 
Engagement Questionnaire ( AEQ ; Lonsdale et al.  2007 ). Structural equation 
modelling methods were applied by utilising the Mplus 7.2 programme (Muthén 
and Muthén  2014 ). Results are presented in Table  1  below.

   The results above support for the use of a SBA in the context of developing 
athletes to achieve favourable personal and sport related outcomes. This was done 
amongst a multi-cultural sample of student athletes participating in South Africa’s 
two premier sports, football and rugby; both team sports. Firstly, the effect of team 
strength use (TSU) was investigated. TSU has been described by Van Woerkom 
et al. ( in press ) as an approach where an organization (sport team) utilises policies, 
procedures and approaches that acknowledge and play to the strengths of its 
 members. Stander and Mostert ( 2013 ) describe TSU as a culture of strength use that 

   Table 1    Team – and proactive individual strength use as a source of personal – and sport related 
outcomes   

 Regression relationships  β  S.E.   P   Result 

  Team strength use (TSU)  
 TSU → self-effi cacy  0.07  0.09  0.447  Not signifi cant 
 TSU → fl ourishing  0.37  0.07  0.000  Signifi cant 
 TSU → fl ow  0.31  0.08  0.000  Signifi cant 
 TSU → athlete Engagement  0.07  0.07  0.348  Not signifi cant 
  Proactive individual strength use (ISU)  
 ISU → self-effi cacy  0.42  0.08  0.000  Signifi cant 
 ISU → fl ourishing  0.20  0.07  0.003  Signifi cant 
 ISU → fl ow  0.41  0.08  0.000  Signifi cant 
 ISU → athlete engagement  0.64  0.07  0.000  Signifi cant 

  All two-tailed  p -values ≤0.01 
  β  Beta coeffi cient,  S.E.  Standard error,  p  Two-tailed statistical signifi cance  
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is perceived by an organization’s members, in this case the players on the team. 
TSU is considered a job resource that assists individuals in attaining goals (Jackson 
et al.  2006 ; Karatepe  2009 ; Rothmann et al.  2006 ; Saks  2006 ; Stander et al.  2014 ). 
In the study above, TSU predicted fl ourishing of athletes, on a personal level, as 
well as athlete fl ow from the perspective of the athlete’s sport specifi cally. Following 
this, the effect of proactive individual strength use (ISU) was explored. ISU is 
described by Stander et al. ( 2014 ) as an individual’s inherent inclination to proac-
tively develop his/her areas of strengths to attain goals. It represents a personal 
predisposition whereby the individual is willing to actively capitalize on his/her 
virtues and seek ways to develop these virtues. The results outlined above revealed 
that ISU predicted both favourable personal – (self-effi cacy and fl ourishing) as well 
as sport related (fl ow and athlete engagement) outcomes. 

 From the perspective of coaching specifi cally, the results proved intriguing. 
Coaching is a facilitative process aimed at the development of the individual (Van 
Zyl and Stander  2013 ). It therefore would be targeted through addressing such 
individual’s capacity for self-development through ISU within a SBA. On the other 
hand TSU represents a broader culture or team environment conducive towards 
strength use of its members. In the context of this study, ISU, which would be a key 
end result of an individual strength based coaching approach, was suggested as a 
predictor of more positive personal and sport related outcomes than TSU,  supporting 
the premise that strength based coaching has and can be applied with value in the 

   Table 2    Studies in sport linking SBA coaching through mental skills training and individual 
developmental intervention to positive athlete outcomes   

 Author(s)  Key points 

 Gordon ( 2012 )  Individual and small group coaching of strengths to enhance mental toughness 
and performance of Sri Lankan national cricket players 

 Gordon and 
Gucciardi 
( 2011 ) 

 Adopting strength based coaching approach to enhance levels of displayed 
mental toughness of professional cricket players 

 Golby and 
Sheard ( 2004 ) 

 Advocates for individualized psychological skills training towards hardiness 
levels of professional rugby league players as a way to ameliorate sport 
performance 

 Durand-Bush 
and Salmela 
( 2002 ) 

 Strength based coaching through mental skill training approach where positive 
self-talk, imagery of athlete unique skill set before competition and elaborate 
cognitive processes to understand the competitive environment and how the 
individual athlete can be most effective in such environment correlated to peak 
performance of Olympic and/or World Championship athletes 

 Gould et al. 
( 2002 ) 

 Coaching and enhancing the psychological virtues of the individual athlete as 
a means of ensuring elite athletes can achieve Olympic success during 
competition 

 Dale ( 2000 )  Coaching towards reinforcing the positive results obtained through excessive 
preparatory training as a means of achieving greater focus and subsequent 
performance amongst elite decathlon athletes 

 Stander et al. 
( in press ) 

 Suggests individual strength based coaching as developmental intervention 
based on correlations established between SBA, fl ow and athlete engagement 
of student football- and rugby players 
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athletic environment. A number of studies within the domain of sport have established 
positive outcomes by adapting a SBA to coaching through mental skills training 
and individual developmental intervention. A summary of some of these studies are 
presented above (Table  2 ).

2         A Strength Based Coaching Model for Sport 

 A gap in the literature exists concerning the development of a methodical strength 
based coaching model that can fruitfully be applied within the sport context. This is 
despite the availability of extensive literature that has linked strength based coach-
ing to positive outcomes amongst athletes. Establishing a model for strength based 
coaching will assist practitioners to have a frame of reference for the processes 
required to conduct a strength based coaching approach in sport, and will stimulate 
academic investigation for scrutiny and in-depth understanding of such processes. 

 A number of authors have proposed SBA in structured format pertaining to 
coaching of athletes. Examples include Gordon and Gucciardi ( 2011 ), who have 
outlined a valuable approach to appreciative coaching questions called the AI 
(Appreciative Inquiry) 4-D Cycle. This cycle explains a process of appreciative 
inquiry through strength based coaching questions categorized in four phases. 
Firstly, the athlete is guided in a process of “discovery”. This entails examining the 
attitude and predisposition of the athlete at that time. Examples of questions during 
this stage include “Describe what you consider self-belief to be”. The goal is to 
formulate a framework of what the envisioned strength based construct means in an 
ideal state from the perspective of the athlete. Secondly, the coach enters into a 
phase known as “dream”. The athlete is encouraged to think about what this ideal 
state means to him/her on a practical level. A question could be “When you woke 
up your self-belief was just as you described above. How would you know?” – and 
“What would be different than before in your life?”. Following the dream phase, 
the coach enters the “design” phase of the process. During this phase, the coach 
facilitates a progression where the athlete must develop an action plan to achieve the 
ideal state identifi ed and elaborated upon during the fi rst two phases of the process. 
A question can be “How will you act differently to make the dream a reality?”. 
Finally, a phase of “Delivery” is entered into with the athlete. Here, behaviours are 
examined that the athlete can immediately exhibit in order to achieve the ideal state 
outlined. A question in this instance could be “What are the behavioural changes 
you must make to help you get what you want?”. By immediately incorporating 
these behaviours, the athlete starts to actively embody the ideal state described 
above. This model has been proved effective in a number of studies amongst profes-
sional cricketers. 

 In another study, Behncke ( 2004 ) proposes a fi ve stage model for incorporating 
a SBA in coaching. Firstly, a particular issue must be identifi ed that the athlete 
needs to work on. Secondly, the athlete must make a fi rm commitment to positively 
address that issue. The third step relates to execution, whereby, as with Gordon and 
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Gucciardi’s ( 2011 ) phase of delivery, positive behaviours must be exhibited by 
the athlete to achieve a desired end result. Fourthly, the environment must be 
considered and the athlete must utilize his/her strengths to actively manage with and 
fl ourish in the reality of his/her environment. Finally, generalization of strengths 
and new behaviours must occur. The athlete must internalize the process and make 
it part of his/her daily functioning in the sporting environment. 

 Although both the approaches outlined above provides a logical and useful 
 structure, it is important to consolidate SBA in a coaching model that can effectively 
deliver results; particularly in the sport environment. To this end, the strength-based 
coaching model of Van Zyl and Stander ( 2013 ) provides a great platform. This 
model, developed through a meta-theoretical literature review, adopts an eco- systemic 
view of human nature, incorporating positive psychology, psycho- existentialism 
and the person-centred approach to achieve what Seligman ( 2011 ) has referred to as 
sustainable positive change of behaviour. It is these sustainable positive behaviours 
that are required for an athlete to (a) achieve longitudinal success in his/her sport 
endeavours (b) be able to perform consistently at an optimum level and (c) progress 
successfully from one competitive level to the next. From this perspective, an  outline 
of the model of Van Zyl and Stander ( 2013 ) is offered below, focusing specifi cally 
on the athlete within the sporting environment. This model can be applied to both 
individual – and team sports. 

2.1     Phase 1: Clarifying Expectations and Establishing 
Rapport 

 Van Zyl and Stander ( 2013 ) describe this phase as one in which absolute clarity on 
the purpose of coaching must be obtained between the coach and coachee, case in 
question the athlete. These authors elaborate by stating that this phase is known for 
the establishment of rapport; where the line manager (the actual operational sport 
coach within the domain of the athlete) must be involved in the process. Biswas- 
Diener ( 2010 ) describes this involvement as critical to lay the foundation for the 
entire coaching process. Gucciardi and Gordon ( 2009 ) argue that the athlete must be 
actively engaged and that a clear framework must be discussed. Van Zyl and Stander 
( 2013 ) propose the SOLER model of Egan ( 2007 ) to achieve this rapport. This 
model recommend fi ve practical techniques to engage the coachee into the coaching 
process, namely facing the coachee squarely, displaying body language that can be 
considered open and inviting, leaning towards the coachee to display interest, ensur-
ing eye-contact is made and relaxing as to ensure a comforting climate is created for 
the coaching process. It must be said that this fi rst phase is particularly important in 
the realm of sport; an environment that is highly structured on goal pursuits from 
athletes, albeit to promote such athlete from one level of competition to the next, or 
mastering a specifi c skill that will enhance the athletic competence of the participant. 
It is particularly true of elite athletes, where this process of clarifying expectations 
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and establishing rapport will form part of their imagery process as a path towards 
envisioning the desired end-result (Mahoney and Avener  1977 ). 

 During this phase the coach must guide the athlete to explore such questions as:

•    Why are we here?  
•   What do we hope to achieve?  
•   How will we go about this process?  
•   Do we know exactly what our end-result will look like?    

 The purpose of these questions is to obtain clarity in the outcomes sought through 
the process. The athlete must also be set at ease during this phase and be educated 
on the positive inclination and strength based focus of the coaching to follow. Many 
athletes still consider psychological process, coaching – or any developmental 
 performance intervention as an indication of mental ill health, fl aw or weakness on 
their part (Acharya  2010 ). Gee ( 2010 , p. 386) has stated that “the unfamiliar and 
often esoteric nature of sport psychology appears to be impeding a large number of 
athletes from soliciting these important services”. This can also be true of coaching 
in the realm of sport and hence it is very important to establish rapport with the 
athlete en route to an understanding by such athlete that the coaching process 
is aimed at a positive personal development goal or an increased performance or 
competence achievement. Also, with the goal directedness of athletes in mind, it 
will be useful to clearly document the coaching process as to harness a complete 
understanding over the structure of the coaching with the athlete. Here, a logbook 
can serve as a useful practical tool, or structuring coaching sessions in a manner that 
will assist the athlete with obtaining routine, such as having coaching sessions 
on the same time every week, or after specifi c events in the training regime of the 
athlete. This will assist the coach and coachee to regularly revisit expectations (Van 
Zyl and Stander  2013 ).  

2.2     Phase 2: Identifying and Marrying Conscious 
and Unconscious Strengths 

 Once expectations have been clarifi ed and rapport established, it is important to 
investigate the unique strengths of the athlete. This can be related to the discovery 
phase of Gordon and Gucciardi ( 2011 ), because often athletes will be oblivious to 
their unique potentialities, aspects that assist them to (a) more readily achieve their 
athletic goals, (b) derive greater purpose and enjoyment from their sport and (c) 
contribute more to their team in the case of team sport. The process of identifi cation 
must be conducted through two distinct processes. 

 Firstly, purposeful appreciative inquiry must be conducted with the athlete 
through a dynamic process of conversation. Kihl et al. ( 2010 ) outline the impor-
tance of this process as stakeholder construction, as the athlete must be guided on a 
route of self-discovery by the coach. Important consideration must be given here to 
the unique circumstances of the athlete and this must be investigated on a practical 
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level. From an individual perspective, the athlete can be probed on past experiences 
in his/ her sport where the athlete’s unique strengths assisted him/ her to success-
fully reach a goal. This can be related to a competency based evaluation as proposed 
in the original model of Van Zyl and Stander ( 2013 ). For example, through the 
inquiry process, the coach may establish that, in past successes, it was the athlete’s 
steady resolve and ability to persevere that led to such athlete being successful. This 
represents an important competency of the successful athlete and can now be further 
developed through the coaching process. Whitney and Trosten-Bloom ( 2003 ) state 
this appreciative inquiry process focuses on the individual’s strengths as opposed to 
his/her shortcomings. Further, from a team perspective, the unique strengths and 
offerings of the athlete must also be explored. Often in team sport, informal roles 
are crucial to achieve success (Cope et al.  2011 ). Consider for example the national 
rugby team of South Africa, the Springboks, in their quest to claim the Rugby World 
Cup in France in 2007. It has been widely documented that a critical part of 
this team’s success during this tournament was due to clarity on the unique roles 
(strengths) of every team member. For example, a large portion of the squad was 
senior players and thus had the ability to calm the team and provide leadership 
 during critical stages of the competition, both on and off the fi eld. These unique 
roles and strengths are as important as functional roles and a good understanding 
of them is a sign of a mature team (Cope et al.  2011 ). During the strength based 
coaching process these roles must be explored with the athlete. 

 Secondly, after appreciative inquiry, psychometric evaluation can assist in the 
exploration phase of the athlete’s strengths. According to Bachkirova ( 2011 ) this is 
important to gather an objective account of the virtues and potentialities of the 
athlete. A number of strength identifi cation measures are available to the coach, 
such as the Values in Action (VIA) questionnaire (Peterson and Seligman  2004 ), the 
Clifton StrengthFinder 2.0 (Rath  2002 ) and the Realise 2 (Linley et al.  2010 ). It is 
accepted here that the coach is a registered professional and have the required 
accreditation to conduct the chosen measure. By conducting the two processes 
highlighted above, a good understanding and rationale comparison of the conscious 
and unconscious strengths of the athlete can be conducted. This will assist to incor-
porate these strengths with the competency arsenal of the athlete (Seligman  2011 ).  

2.3     Phase 3: Identifying Coaching Themes 

 Behncke ( 2004 ) states that absolute clarity must be obtained in the core issue that 
the athlete wishes to address. This is the starting block for the athlete. Here it is 
important to distinguish between functional- and developmental themes. For exam-
ple, consider a golfer. Through the information obtained in phase 2 of the coaching 
model, it may have emerged that this particular golfer possesses the strength of 
courage. This strength can assist such golfer from a functional perspective, i.e. being 
willing to execute risky and diffi cult shots on the course; but also from a personal 
developmental context, where this virtue can assist this individual to pursue diffi cult 
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and challenging tasks in the process of self-growth. The challenge of this phase 
of the coaching model is to effectively identify themes and group them into the 
categories outlined above. This will become the themes of focus during the coach-
ing process. It evolves the coachee’s understanding of his/her strengths towards a 
mental space where he/she can actually develop strategies to utilize these strengths 
effectively to address the core issues identifi ed during this phase of the process 
(Seligman  2011 ). A good practical tool in this phase can be the design of a develop-
mental booklet, or personal development plan (Bachkirova  2011 ), wherein the 
coaching themes are clearly articulated and which the coach and athlete can utilise 
as a guide in the developmental process.  

2.4     Phase 4: Encouraging, Deriving Meaning, Self-Effi cacy 
and Installing Hope 

 A successful sporting environment is characterized by a positive climate of encour-
agement (Turnnidge et al.  2014 ). This is also true of the climate for the strength 
based coaching process with the individual athlete. This phase is critical in ensuring 
the athlete makes the transition from awareness towards action planning. Van Zyl 
and Stander ( 2013 ) comment that this phase is the driver of the development of inher-
ent potential of the coachee; and that the coach must actively encourage the athlete 
to utilize his/her strengths so as to derive meaning from the athletic activity and to 
reach sporting goals. This relates to the identifi cation of behaviours that will embody 
the strengths of the athlete and thus becomes a vehicle for the athlete to realize goals 
(Lyubomirsky  2011 ). The focus here is behaviours, specifi cally because this can sup-
port thought-action repertoires of positive reinforcement as advocated for through 
the broaden-and-built theory of Frederickson ( 2002 ). When the past utilization of 
strength behaviours and subsequent athletic successes of the athlete is identifi ed, 
confi dence can be derived that this causality can be repeated and the self-effi cacy of 
the athlete will be bolstered. Self-effi cacy refers to the athlete’s inherent belief that 
he/she can successfully reach a goal or navigate a challenge (Luszczynska et al. 
 2005 ). Barker et al. ( 2013 , p. 228) have pronounced self-effi cacy as “one of the most 
important psychological variables associated with sport performance”. Finally 
during this phase, a process must be undergone where the coach attempts to, with the 
athlete, cultivate hope by investigating past events of achieved goals in an effort to 
raise optimism that such feats can be repeated in future (Seligman  2011 ).  

2.5     Phase 5: Framing Solutions 

 Van Zyl and Stander ( 2013 ) specify this phase as the one during which goals must 
be set with the athlete and propose the model of Doran ( 1981 ) as a good guideline 
for such goal development. This model ascertains that goals must be specifi c, 
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measurable, attainable, realistic and time-bound. In the model of Gordon and 
Gucciardi ( 2011 ), this is referred to as the “design” phase. In the context of sport, 
clear, unambiguous goals are critical towards the athlete’s ability to be successful 
(Locke and Latham  1985 ). Therefore, goals must be articulated in a way that is easy 
to understand and will facilitate a clear understanding with the athlete; providing a 
frame of reference for the developmental process. Goals should also be ambitious 
and should stretch the athlete (Locke and Latham  1985 ). This is particularly true if 
one of the outcomes sought from the coaching process is increased performance. 
This phase of the strength based coaching model provides the coach and coachee 
with the opportunity to consolidate and explore how the identifi ed strengths of 
earlier parts of the model can now be married with the set goals. It informs a clear 
action plan that the athlete can implement. Van Zyl and Stander ( 2013 ) remark that 
it may be required to also consider the developmental areas of the athlete during this 
phase of the coaching process so as to ensure that these areas of defi cit do not derail 
the athlete and subsequently the strength based development process.  

2.6     Phase 6: Building Strengths and Competencies 

 From the perspective of sport, this phase of the model can be viewed as the interven-
tion activation phase. It is the phase that must assist the athlete to identify and start 
enabling working mechanisms that will allow the strengths and potentialities vested 
within to come alive and lead to positive outcomes (Lyubomirsky  2011 ). With 
regards to this, Meichenbaum ( 1985 ) has proposed a valuable practical model. The 
model is built on three stages, namely the educational stage, the acquisition stage 
and the practice stage. Viewing the strength based model of coaching, education 
must really be achieved through phase 2 and phase 3 of the model, which entails 
exploration of the strengths of the athletes and linking this to coaching themes. The 
acquisition stage encapsulates phases 4 and 5 of the strength based model, where a 
process of broaden-and-build (Frederickson  2002 ) and positively inclined thought- 
action repertoires; as well as ambitious and positively stated desired outcomes will 
set the athlete up to enter the positive state of mind. 

 The third stage of Meichenbaum’s model, however, is of particular interest to 
assist the athlete in building strengths and competencies. The practice stage implies 
that the athlete should execute practical steps to build on strengths. This is particu-
larly useful if increased performance was a desired outcome established; because, 
in the context of sport, a great platform is available for practising strengths. The 
author off course refers to the sport training ground here. The training ground must 
be used as a resource to practice the strengths of the athlete. Drawing from the 
earlier example of the golfer with the character strength of courage, interventions 
must be sought that can assist such golfer to “practice” this strength on the training 
pitch in order for it to be effectively translated into competition. For example, the 
courageous golfer can draw from his virtue on the training ground by deliberately 
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practising trick- and diffi cult shots; and placing himself in simulated scenarios 
where he would need to execute on his character strength of courage. In a competi-
tive environment, this strength will then come more naturally to the athlete, and will 
assist him to be more effective and use such strength to his advantage. It allows the 
mental processes of the strength based coaching model to form a systemic method-
ology and hence should promote performance excellence (Holliday et al.  2008 ). 
Beauchamp et al. ( 2012 ) have incorporated Meichenbaum’s practice stage success-
fully as part of a psychological skills programme to enhance performance outcomes 
of Canadian Olympic Short-Track speed skaters and encourage the use of an  activity 
log-book to capture the proposed interventions of the phase. During this phase of 
the strength based coaching model it is critical to follow an approach of uncondi-
tional positive regard towards the coachee (Van Zyl and Stander  2013 ). The coach 
should not enforce any interventions onto the athlete, but rather facilitate with him/
her interventions with which the athlete is comfortable and which are preferred 
by such athlete.  

2.7     Phase 7: Empowerment 

 Seligman ( 2011 ) states that empowerment is informed by the needs of the coachee 
as well as the environmental context in which such coachee resides. The empower-
ment phase calls for a mind-set geared towards teamwork, trust and collaboration 
between coach and athlete (Beauchamp et al.  2012 ). The empowerment phase 
expands on building strengths and competencies and is a deliberate effort to inter-
nalize these as personal resources to the athlete. From the perspective of the well- 
established model of the job demands-resources (JD-R) theory, personal resources 
include those inherent capitals that assist the individual to negotiate the challenges 
of his/her environment to achieve desired personal, work-related, or in the case of 
athletes, sport outcomes (Van den Heuvel et al.  2010 ). The empowerment phase is 
therefore an important one on the path of ensuring the strength based coaching 
process delivers sustainable results for the athlete. Thus, the golfer alluded to earlier 
will institutionalize his virtue of courage into every aspect of his relating to, func-
tioning in and successfully operating of his game. This is vital according to Spreitzer 
( 1995 ); as empowerment entails meaning, competence and control of the individual 
over his/her environment.  

2.8     Phase 8: Reframing 

 The phase of reframing is focused on changing, enhancing and internalizing behav-
ioural patterns (Van Zyl and Stander  2013 ). Mistakes must be viewed as learning 
opportunities (Hawkins and Smith  2007 ). As in line with the positive psychology, 
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however, the strength based model implies focusing on potentialities rather on 
dwelling over such mistakes (Wood et al.  2011 ). The athlete must draw on the 
strengths that are now clear to him/her, internalize such strengths and now aim to 
translate such into behaviours. These behaviours must be aimed towards achieving 
gradually more diffi cult and pressing goals; systemically taking up a greater chal-
lenge and drawing from the strengths to make the step up to greater levels of success 
(Van Zyl and Stander  2013 ). On a practical level, the athlete can utilize this for 
functional competence; fi rst during a training session, then towards a competitive 
scenario such as a game, then towards events of higher importance such as competi-
tion fi nals and ultimately towards a space where this athlete can utilise his/her 
strengths for sustained successes such as in tournaments and across seasons. This 
will assist in laying the foundation for the next phase, which is building resilience.  

2.9     Phase 9: Building Sustainable Resilience 

 The strength based coaching model lays the foundation for sustainable resilience 
through what is known as the broaden-and-build theory of Frederickson ( 2002 ). 
This theory implies that the experience of positive emotions, facilitated through the 
positive framework of utilizing strengths, will expand the perspective and repertoire 
of thoughts and behaviours of the athlete, in turn building personal resources and 
ultimately transforming that athlete into a state of sustainable well-being. This is 
illustrated through the fi gure below (Fig.  1 ).

   The below process (Fig.  1 ) must be facilitated by the coach with the athlete. It 
can be done by optimizing experiences, both positive and negative, drawing learn-
ing from mistakes and optimizing strengths to achieve desired results (Van Zyl and 
Stander  2013 ).  

  Fig. 1    How the strength based coaching model facilitates sustainable resilience through the prem-
ise of the broaden-and-build theory (Frederickson  2002 )       
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2.10     Phase 10: Evaluating and Re-contracting 
the Relationship 

 This phase is concerned with evaluating the effectiveness of the process and to ask 
critical questions around whether the expectations that were set out during phase 1 
of the model were met. It is also important to prepare the athlete that the coaching 
process is drawing to a close (Van Zyl and Stander  2013 ). The actual sport coach of 
the athlete must also be engaged during this phase as an evaluation is made over the 
success of the coaching process. This must also be incorporated throughout the 
coaching process. If there is a need for further coaching, this must be negotiated 
between the coach and coachee. 

 The strength based coaching model is depicted below (Fig.  2 ).

3         Coaching in a Multi-cultural Sports Environment 

 The domain of sport is one that is particularly diverse. Doherty and Chelladurai 
( 2008 ) state that cultural differences of participants in sport are profound; and that 
sport represents a context where such diversity provides a platform to utilize such 

  Fig. 2    The strength based coaching model (Van Zyl and Stander  2013 )       
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diversity effectively, for example towards constructive confl ict and creativity. Sport 
also has the ability to act as a powerful mobilizer for social redress, development 
and growth, transforming cultural diversity from a barrier to something of great 
value (Cornellisen et al.  2011 ). It has the ability to illuminate social ills and acts as 
a unifying force particularly because of its generic and universal appeal; both from 
the perspective of consumption of and participation in sport (Parry  2006 ). This is 
particularly true in South Africa, where sport has played a powerful role in eradicating 
racial and cultural divide between people (Cornellisen  2007 ). Consider for example 
the social value of such events as the 1995 IRB Rugby World Cup and the 2010 
FIFA World Cup, both global tournaments that were hosted on South African soil. 
It is the universal appeal of sport that draws multicultural and diverse participants 
and hence sport has been identifi ed as a strategic asset by government to build social 
cohesion (Department of Sport and Recreation  2011 ). 

 Because of the multi-cultural nature of sport and sport participation, the coach 
must be well equipped to deal with and be effective within this diverse environment. 
To assist the coach who wishes to apply the strength based coaching model with 
athletes, the work of Cooper et al. ( 2008 ) serves as a valuable resource in a multi- 
cultural environment. These authors have identifi ed seven key themes that are of 
importance when consulting or coaching in a multi-cultural context. Four of these 
themes are directly related to the strength based coaching model and hence elabo-
rated upon below: 

3.1     Theme 1: Culture, Race and Ethnicity Matters 

 According to Cooper et al. ( 2008 ) culture, race and ethnic differences are very much 
a reality and dynamic of the coaching process and as such must be acknowledged 
from the onset of the engagement. Further, it is the responsibility of the coach to 
raise this with the coachee (Cooper et al.  2008 ). In the experience of the author, 
these multi-cultural factors must certainly be tabled and discussed between coach 
and athlete as it can be an invaluable tool to unlock the value of the strength based 
approach in particular. Consider for example the use of music in the coaching pro-
cess, a tool that has long formed part of the psychological performance context of 
athletes and has been deliberately positioned alongside the strength based approach 
(Terry and Karageorghis  2006 ). Clearly, a generic approach to music will not 
suffi ce. The unique culture and reality of the athlete must be explored. Also, 
strengths and the perception of strengths may be different from one cultural group 
to another. The coach must acknowledge this, be sensitive thereto and explore the 
potential value thereof with the athlete in a manner that is natural and authentic.  
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3.2     Theme 2: Use of Language Between the Coach 
and Coachee May Be a Challenge or an Issue When 
Diversity Is Greater 

 Within the context of South Africa, where 11 offi cial languages exist, this is a 
particularly relevant challenge that can hinder the strength based coaching process 
if not negotiated from the onset. Language barriers may lead to breaks in communi-
cation (Foxcroft  2004 ). In South Africa, it is quite often the case that both the coach 
and the coachee will communicate in a language that is not of their mother tongue. 
The challenge here is to decide on the method of communication early in the 
strength based coaching model, during the phase of clarifying expectations and 
establishing rapport. This communication must also seek clarity on language that 
are to be used during practical interventions of the coaching process, such as the 
activity – or log book (Van Zyl and Stander  2013 ).  

3.3     Theme 3: It Is Best to Bring Up Differences of Culture, 
Race, and Ethnicity Directly and into the Open 

 As argued to by Cooper et al. ( 2008 ), acknowledgement of differences is a critical 
fi rst step of setting up the coaching relationship. It is important to understand that 
the strength based coaching process that is embarked upon with the athlete repre-
sents a deeply personal journey and is an outcome-driven but also a self-exploratory 
intervention (Van Zyl and Stander  2013 ). Hence it is important to speak frankly 
about differences of culture, race and ethnicity at the onset of the coaching process, 
as to ensure these differences do not become derailing later on. It may take longer 
to foster trust between the coach and coachee when cultural differences exist, but 
this must not discourage the coach to invest proper effort in establishing proper 
 rapport with the athlete (Cooper et al.  2008 ).  

3.4     Theme 4: Combining an Emic (Universal), Etic (Group), 
and Unique (Person) Approach to Coaching Is 
Recommended 

 This is particularly relevant to sport, where athletes operate within contexts and 
have unique roles, either within their functional environment or, as in the case of 
team sport, their sport team (Cope et al.  2011 ). From the perspective of the strength 
based coaching model, it is important to follow the generic approach of establishing 
strengths, but this must be investigated with regards to the unique context of the 
athlete’s environment and with special attention to the unique athlete at hand, albeit 
his/her culture, ethnicity or language. This ensures that the strength based coaching 
process is robust and unlocks the value it intends to.   
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4     Case Study 

 As a means of illustrating the above model, the author provides a practical frame of 
reference with the coaching of a young football striker of a professional club youth 
academy. A summarized overview of the process is provided. Only one coaching 
theme is outlined for illustrative purposes. 

  Bongani  1  is a talented football striker from rural Eastern Cape who secured a 
contract at a major football club in one of the country ’ s metropolises ,  far from his 
place of birth. He was scouted at one of the local youth tournaments in his home 
town. He is currently based at the club ’ s academy headquarters and being devel-
oped to become a successful senior professional player. Coaching forms part of this 
process. The coach follows a structured process with Bongani. Firstly ,  rapport is 
established and the scene is set. The possible value of coaching and the develop-
mental nature of the process are outlined. Bongani is probed on what he wishes to 
achieve in his football career and this is drawn to the immediate setting of the 
coaching process ,  where clear goals are set. Incorporating the work of  Cooper et al. 
( 2008 ),  the diversity between coach and coachee is put on the table openly. Bongani 
is comfortable in English and indicates that he is willing to engage with the coach 
in the coaching process. He indicates that he is proud of his Xhosa heritage and the 
coach acknowledges this as something that will be important to incorporate into the 
context of the coaching sessions. Goals are set and the purpose of the coaching 
emerges as being improving his functional football competence as a striker. Upon 
exploration of Bongani ’ s strengths through facilitative conversation ,  it emerges that 
he has strong inherent leadership capabilities. Bongani indicates that ,  whilst grow-
ing up in his local community in the Eastern Cape ,  he has always held leadership 
positions ,  albeit in school ,  the sport teams he was part of or as part of his group of 
friends. He highlights that  “ it has always been important to me to be a leader. I like 
it when people trust me to take charge ”.  Drawing on Bongani ’ s comments ,  as well 
as from the evidence of his community leadership positions held ,  leadership is iden-
tifi ed as a strength and coaching theme and brought into the realm of his functional 
role as a football striker. Through the coaching process ,  this is re - enforced. When 
Bongani ’ s team requires him to take a penalty shot and put points on the score-
board ,  this is an illustration of their trust in his ability. It is an acknowledgement 
that he is the right man for the job ,  and enables his strength of leadership and will-
ingness to take responsibility. Through the coaching process ,  as Bongani success-
fully delivers penalty kicks and goals for his team ,  the idea of leadership is further 
explored. It emerges that this trust of his team mates ,  coupled with his subsequent 
delivery of performance ,  greatly bolsters Bongani ’ s confi dence. This is investigated 
properly and discussed between coach and coachee. The coach now enters into a 
process of empowerment ,  seeking meaningful ways to develop Bongani ’ s leadership 
qualities. Conversations are directed towards exploring how leadership can be 
developed ,  and how it looks like in everyday live ,  also in Bongani ’ s context as part 

1   Not real name of athlete. 
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of a football academy ,  dealing with friends and other players. The coach explores 
such themes as authentic leadership with Bongani and how this can assist him to 
develop as person and footballer. A process of reframing in entered into as a means 
of identifying real behaviours that can enable Bongani ’ s strength and ensure sus-
tainable results are achieved. Bongani must be aware of his strength of willingness 
for leadership ,  and behaviours must reinforce this. He is however guided in this 
process by the coach ,  who explores with him the need for being authentic and 
responsible as a leader. A long term developmental relationship is negotiated 
between coach and coachee. The club ’ s endorsement of such relationship is sought .  

5     Conclusion 

 The aim of this chapter was to put forward a strength based coaching model that 
could effectively be utilized within the context of sport. The chapter provided a brief 
overview of the potential value of following a SBA within the athletic environment, 
alluding to studies that supported the notion that this approach can lead to positive 
outcomes. A number of studies were tabled. Following the establishment of poten-
tial value, and by considering systemic approaches that have been utilized for the 
purpose of psychological skills training in sport through coaching, the strength 
based coaching model of Van Zyl and Stander ( 2013 ) was adapted for specifi c appli-
cation in the athletic environment. The adapted model was supplemented with four 
key themes that was put forward as a way of ensuring this model holds applicability 
within a multi-cultural context, of which sport and the athletic environment is often 
characterised by. Finally, the author put forward a case study, drawing from experience, 
to illustrate a coaching theme as part of the model. The model can now be applied 
fruitfully by practitioners within the domain of coaching within sport, particularly 
from the perspective of mental skills training, psychological performance condi-
tioning or personal development. In the context of research, the model also lays the 
foundation for further methodical scrutiny, particularly in view of the different 
phases of the model that contribute to a synergistic whole. This will further assist 
practitioners in understanding the SBA in coaching and applying it with systemic 
vigour to achieve desired results with the athletes they coach.     
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      Utilizing Symbolic Expressions, Art, Myths, 
Dreams and Fantasies in Coaching                     

       Daniel     Hercules     du     Toit    

    Abstract     The purpose of this chapter is to discuss the use, function and impact of 
symbolic expressions, such as art, myths, dreams and fantasies, within the coaching 
process from a Jungian psychology perspective. The chapter will be presented in 
three sections: (a) the function of art as a symbolic expression of the psyche, (b) 
utilizing the coachee’s personal expressions during coaching and (c) utilizing the 
work of other artists and other medium, like fi lm, to gain insight into the coachee’s 
psychodynamic processes. Art as symbolic expression of inner processes will be 
introduced as, in its many forms, art aids in making inner processes “visible” and 
therefore “manageable”. Though art can be used from many approaches, the 
Analytical Psychology approach will be followed in this chapter. Two forms of 
artistic expressions can be utilized during the coaching process. First, the coachee’s 
 own  artistic creations/expressions could also be used to aid the coachee in delving 
into his/her psyche for personal growth or understanding presented issues. The 
coachee’s own artistic creations could be utilized in the coaching process to gain 
insight into his/her own psyche, as well as problems and issues. The use of draw-
ings, writing, sculpturing, composing and scrap booking as forms of self-expression 
will be discussed, as well as how these could be utilized in coaching. Second, utiliz-
ing art created by  other artists  in its many forms: paintings, music, myths, fairy 
tales, fi lms, poems and stories, could be used to aid coachees to gain insight into 
their own psychodynamic processes. The most widely utilized art forms accompa-
nied by examples will be discussed.  
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1       Introduction 

 In this chapter, the use of art in coaching will be discussed. Though art in coaching 
can be utilized from different theoretical approaches, the archetypal approach, as 
was explained in the previous chapter, is followed here. This chapter serves to illus-
trate the principles explained in the chapter on the archetypal approach in coaching. 
Because archetypal patterns are unconscious and diffi cult to articulate, they can best 
be understood and communicated through metaphors. The expression of these met-
aphors through various mediums will be discussed in this chapter. 

 This chapter is divided into two sections: the fi rst section describes the use of 
artifacts created by coachees themselves. The second section deals with the utiliza-
tion of existing art forms during coaching.  

2     Creating Art During Coaching 

 Coachees tell their stories in many ways. Their “stories” represent the issues and 
challenges of their lives. By asking them about their dreams, particularly repeated 
dreams, and by listening carefully to their fantasies, the coach could already gain 
some insight into their unconscious lives. Dreams are usually in symbolic form and 
its meaning is hidden from the dreamer. Discussing dreams can bring clarity to 
unconscious issues. In coaching, dealing with unconscious issues, is usually referred 
to as “awareness” or “mindfulness”. It is also important to take fantasies that 
coachees mention serious. In their fantasies often are the keys to necessary changes. 
For example, an over-worked director of companies stated to his coach that he 
wants to resign and start a little coffee shop in a small seaside town. On the surface, 
this sounds like an impractical, irrational fantasy which should be ignored. When 
discussing the root needs this fantasy expressed, it was not to really resign and start 
a coffee shop, but to have more relaxed human contact and to have a somewhat less 
complicated life. These needs could be addressed and some serious challenges in 
his life got resolved. 

 Apart from utilizing spontaneous manifestations of the unconscious mind, such 
as in dreams and fantasies, the coach could also in a more structured way gain 
access to the coachees’ unconscious mind. The coach could encourage them to tell 
the stories of their lives. They are often able to tell their stories more comprehen-
sively in symbolic expression than in words. By creating an artifact, the coachee 
creates a symbolic expression of a certain experience or psychological state. The 
symbolic expression serves the function to gain insight into the issue. Insight and 
awareness is the fi rst step towards bringing change. Jung talked about “healing 
images” (Jung  1948 ). For example, if a coachee draws a mountain, he/she can, in 
drawing the mountain, already start gaining insight by taking a more holistic, sys-
temic view on current challenges in his/her life, as if from a mountain top. Apart 
from the insight it brings, creating a symbolic image could in itself already bring 
healing. 
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 The way the coach deals with the artifact that a coachee created, is by utilizing it 
to enter into a discussion, and the skilled coach could even enter into a dialogue 
with the artifact; the coach could ask questions such as:

•    What is the artifact telling you?  
•   What question/s could you ask the artifact?    

 The coach will thus mainly ask probing questions to understand the artifact, and 
thus the coachee. It is important that the coach shows respect for the coachee’s cre-
ation. The worst the coach could do is to kill the creation with ruthless 
interpretation. 

 Having said that, to utilize artistic creations in coaching, the coach must have 
some idea about the archetypal symbolic meaning of images, colours, tone and 
form. Though an image has a unique personal meaning that is specifi c to the person 
who created it, images often have archetypal roots. The coach needs to have some 
understanding of archetypal symbols. Sometimes the image needs to be seen as a 
symbolic representation, but sometimes it simply is what the coachee created, a 
depiction of a situation without a “deeper” meaning. 

 Art created by artists differ from art created by coachees. Though there are simi-
larities, the processes and aims are very different. Art, as created by artists, and that 
created by coachees, are both personal expressions and the two “disciplines” infl u-
ences and inform one another. The fi ne artist, for example, doing a painting, will 
often not replicate an existing image, but will draw from archetypal images in his/
her unconscious mind. Even when the fi ne artist paints a tree, he/she paints the tree 
as he/she sees it, not as the tree really is. The fi ne artist applies the principles of his/
her profession in deciding on shading, brush strokes, composition and colour. In 
coaching, the coachee follows his/her intuition throughout the creative process and 
usually does not have or need an understanding of the requirements to create a 
“good” work of art. Both can thus express something which grew from within them-
selves, and at best, neither strive to produce “pretty pictures”. For the fi ne artist, 
critique of the creation is usually an accepted part of the process. Creations during 
the coaching process are never subjected to critique; they are respectfully utilized to 
gain a deeper understanding of the coachee and the coachee is encouraged to enter 
into a dialogue with his/her creation. 

 Creating art as technique is sometimes confused with projective techniques. 
Creating art is an expression of inner confl icts, complexes and often unconscious 
challenges. It is a relatively pure, totally individual expression. Such a creation dif-
fers from projective techniques in that with projective techniques, the coachee 
would be shown a piece of art and asked to say what he/she sees or may be asked 
standardized questions on the work of art. The way the coachee then explains what 
he/she sees is what he/she is projecting of themselves onto the work of art. Creating 
art is a process whereby the coachee tells his/her own story in his/her own unique 
way with unconscious elements coming into the open. Creating art is thus a per-
sonal symbolic expression and not a projective technique. 
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 Next, the various different ways to utilize art will be discussed. These different 
ways are sometime used in combination or are offered as alternatives to coachees, 
acknowledging the individual differences in coachees’ preferences. 

2.1     Drawings and Painting 

 To utilize drawings or paintings, the coach encourages the coachee to create a draw-
ing or quick painting to express the challenges or diffi culties under discussion. The 
question arises: why would one ask the coachee to draw a picture of the issue rather 
than just describe it in words? Roger Whittaker’s song of the 1960s might have a 
partial answer to this question; the song starts with the line: “If a picture paints a 
thousand words…” (The Kipling Society  2014 ). If one considers this for a second: 
a picture could never be fully described by even many thousands of words. A pic-
ture goes beyond what words could ever describe. 

 The coach using drawings and paintings need to provide some art supplies. It is 
preferable to have a variety of supplies to cater for individual preferences of 
coachees. Acrylic paint and brushes works well, but soft pastels, oil pastels, crayons 
and charcoal should preferably also be offered, as well as various sizes paper. The 
coach should give a brief demonstration of materials. In introducing art, the coach 
should emphasize that the exercise is not about drawing a pretty picture for others’ 
approval. Many people carry a fear for drawing as a result of negative feedback they 
received on their drawings as children, which for many was the last time they drew. 
It is advisable to encourage the coachee to draw with his/her non-dominant hand: in 
other words, a right handed person is encouraged to draw with the left hand and vice 
versa. 

 The following is an example of such a drawing. This person drew this during a 
group session with the purpose of individual growth (Fig.  1 ).

   The coachee is a female in her mid-twenties who has not drawn anything for 
many years. The instruction was to draw anything which symbolically expresses the 
current issues or challenges in her life (usually, the exact instruction does not really 
matter; the prominent issues will respond to the “invitation” and will surface. Care 
should be taken, however, not to be restrictive when inviting coachees to do a draw-
ing). She drew herself without arms or legs, lying in a boat. The boat is surrounded 
by red fl owers. In the discussion on the drawing, it transpired that she was just start-
ing her career and her fi rst job was mainly administrative and she found it boring. 
She felt that she had no say in how things were done, and because of her lack of 
experience, she could also not leave the job. The drawing illustrates beautifully how 
she felt: without arms and legs and drifting in a rudderless boat; she indeed felt that 
she had no impact on the direction, or even speed, of the boat. She also felt “face-
less”; as if she had no identity. She indeed had some serious work identity issues. 
The boat is drawn very dark, representing mainly her work-life. The water is drawn 
calm, depicting that despite the lack of control, she was at a fairly stable period in 
her life; she felt secure in her job, as she felt that she was doing the required work 
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well. The light section around the boat also indicated that the areas of her life out-
side her work life, symbolically indicated by the area around the boat, are “lighter” 
than her work life. She is in a satisfying relationship and also has satisfying relation-
ships with friends and colleagues, indicated by the fl owers in the water. 

 Apart from utilizing forms in a drawing, the colours used are as important. 
Though one must be careful to interpret colours, and shapes, from a “dictionary” of 
unconscious symbols, the coach can carefully ask about the archetypal meaning of 
colours. Skillful questioning around colours may elicit responses that align neatly 
with archetypal associations around colour. Green usually indicates growth; in this 
instance, the artist drew herself as green, indicating that she was still experiencing 
personal growth. She also said that growth was one of her core personal values. 

 So far, the drawing was discussed in terms of the personal unconscious of the 
artist. As was discussed, a person’s personal unconscious is grounded in the collec-
tive unconscious. In this particular drawing, the collective unconscious impacting 
on the personal unconscious is clearly illustrated. The artist drew herself as without 
hands, because in her own life, she experienced that she did not have control over 
her work life. On a collective level, her challenge resonates with the issue of many 
other people, men and women, who feel powerless in their jobs. In our culture, 
women in particular are still more often than men discriminated against and as a 
result feel powerless. Though many will argue against this statement, the relative 
small number of women who are Chief Executive Offi cers (CEO’s) (Catalyst  2015 ) 
as well as the much shorter tenure of female CEO’s, those who do make it to the 
most senior position in an organization, compared to their masculine counterparts 
(Bruckmüller and Branscombe  2011 ) support this argument. Many women who can 
vouch for subtle discrimination just because they are women all are indications that 
women in the world of work are not on equal foot with men in many 
organizations. 

  Fig. 1    An example of a 
drawing by a coachee       
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 This view of women as inferior is not new and refl ected in many myths and sto-
ries. This particular drawing reminds of the myth of the handless maiden. This 
myth’s (Johnson  1995 ) central theme is women’s inability to  do  things. Myths often 
capture universal archetypal truths. Johnson ( 1995 ) wrote on the myth of the hand-
less maiden: “…this story came from a time in European history when our present 
attitudes were being formulated in those deep places where the collective uncon-
scious is generating the next step in its evolution” (p. 56). It is thus not surprising 
that a modern woman in South Africa, with European ancestors, drew herself 
unconsciously as a “handless maiden”. Briefl y, the story line of the handless maiden 
myth is as follows: the story starts with a miller whose job is to grind grain for the 
village. The devil makes a bargain with him: he will make his mill faster, easier and 
more effi cient if he gives the devil what stands behind the mill. The miller thought 
that the devil wants the tree that grew behind the mill, but was unaware that his 
daughter was standing behind the mill. He thus sacrifi ced the young feminine for 
technological advancement. The devil then demands that he chops off her hands, 
which he does. Johnson ( 1995 ) states that this bargain is still made by people today. 
Every time one gives up an inner “feeling” value for an outer benefi t or to attain a 
practical goal, one enters into a “devil’s bargain” (Johnson  1995 , pp. 59–60). It is 
quiet common that people sacrifi ce the beautiful and feeling aspects of their lives 
for the sake of outer success. People easily skip their exercise, listening to music, 
attending a child’s sport game or watching a sunset because of work demands. 
These are typical “devil bargains” and the feelings of meaninglessness, emptiness 
and guilt associated with these bargains are often the topics brought to coaching 
sessions. It is then useful to investigate the “devil’s bargains” in their lives and look 
at ways to break these archetypal patterns. Possible coaching questions to probe for 
“devil’s bargains”:

•    Do you sometimes sacrifi ce what is dear to you, for instance, to comply to job 
pressures?  

•   How do you feel about such sacrifi ces?  
•   What is the cost of these sacrifi ces?  
•   Is it worth it?  
•   Are alternative choices possible?    

 This drawing could also be utilized to understand the interplay between the 
mother complex and the mother archetype in this person’s unconscious mind. The 
armless, handless, legless and feetless way she depicted herself can be seen from the 
viewpoint of the individual mother complex. This powerlessness usually results in 
regressive fantasies; a desire to return to the caring, nurturing mother, rather than 
become independent and face the challenges of the world. At this point, the coach 
could encourage the coachee to become more empowered and independent through, 
for instance, self-education. 

 From the mother archetype perspective, as was already explained, it could indi-
cate a “negative” mother archetype: the plight of women in general who often are 
forced into inferiority. It could also indicate a more positive mother archetypal per-
spective: that of surrendering to life; believing that “mother nature” will take care 
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of her, without exerting huge effort and taking decisive action. In a similar way, 
through dialogue, the coach could gain understanding of why she drew herself face-
less and lying down. Once insight is gained, change can take place by focusing on 
the root of the behavior. 

 Though reference so far was to using drawing and painting for individual coach-
ing, it can also be used for team coaching. All the team members can work together 
on the same drawing in order to; for instance, give a symbolic illustration of where 
the team is at that point in time. The team’s unconscious dynamics often comes to 
the fore as they decide what to draw, what size paper to use, what medium to use 
and who draws what. If the leader of the team, for instance chose the symbolic rep-
resentation, the coach as observer can see how successful the leader is in conveying 
his/her vision to the team. Unconscious aspects can be made known when the team 
discusses the drawing after completion. One executive team in a very competitive 
environment, for example, depicted their team as a dangerous, narrow winding 
road. One member drew skid marks and a road kill in the road. The skid marks, 
though, were drawn after the dead animal. He drew this unconsciously, but during 
discussions, many other team members could associate with that part of the draw-
ing. It emerged that exactly that takes place in the team: team members would ruth-
lessly accuse and attack each other during meetings and only stop and think what 
they have said afterwards, in other words, hit the brakes after they have gone for the 
kill.  

2.2     Writing 

 Whereas the coachee would usually make a drawing during a coaching session, 
writing usually takes place between sessions and is then discussed during session. 
The coachee is usually encouraged to keep a journal or diary of thoughts and reac-
tions, or to write a letter to a person he/she has a diffi culty with. The idea is not to 
give the letter to the person it is addressed to, but to express emotions and gain 
insight. There is also another reason for writing down what one feels: When a per-
son is confused and unsure of his/her true view on and feelings about a challenge, 
formulating it into words and writing it down often brings clarity and re-instates a 
sense of control. 

 Apart from writing during troubled times to address specifi c issues or problems, 
coaches could encourage coachees to clarify their thinking by writing on a regular 
basis. Cameron ( 2002 ) in her writing on how a person could be more creative sug-
gests writing one’s thoughts, feelings and fears fi rst thing every morning in what 
she calls the “morning pages”. Writing down their thoughts, feelings, fears and the 
main challenges of the day ahead every day, could help coachees getting a better 
grip on their lives and also increase their levels of awareness of their unconscious 
minds.  
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2.3     Sculpturing, Composing, Scrap Booking and Collage 

 In encouraging coachees to express themselves in artistic terms, it is important to 
follow the coachee’s natural inclinations. Some people express themselves easier in 
words, others in a drawing; still others could be uncomfortable with both, and prefer 
to express themselves in a wooden or clay sculpture. If the coachee builds metal 
objects for a hobby, he/she could be encouraged to build and weld together an 
object that symbolically represents a particular psychological state or experience. If 
the coachee relates to music, he/she can be encouraged to symbolically describe an 
emotion or event by composing a piece of music or a song. This type of expression 
will be applicable to very few coachees. If a coachee does scrap booking, he/she 
could also be encouraged to express him/herself through scrap booking. Whatever 
form of artistic expression the coachee feels comfortable with, could be utilized. 

 Whereas mediums mentioned in the previous paragraph are seldom used as artis-
tic expression in coaching, collage building is often used. Collage building is par-
ticularly useful when the coachee feels that he/she is unable to be artistically 
creative. Though a collage could be built at any stage of the coaching process, it is 
very useful early in the process because it gives very valuable insights about the 
coachee. Collage building is most often used when the coachee has challenges relat-
ing to his/her personal values, purpose in life, meaning in life, identity and personal 
life priorities. 

 Usually, the coachee is asked to build the collage at home between sessions. The 
coachee is asked to collect a number of magazines, printed on high quality paper, 
aimed at addressing different interests, such as gardening, home decoration, vehi-
cles, outdoor life, fi tness and beauty. The coachee should be comfortable destroying 
these magazines. The coachee should set aside some relaxed time to peruse the 
magazines. He/she tears out any picture or word in the magazine that he/she feels 
that he/she can relate to. The coachee should not question why he/she relates to it at 
this stage, that will be done during the coaching session. Once the coachee has col-
lected a good number of pictures, he/she should, still in a very relaxed state, start 
arranging the pictures on a poster size carton paper. Over a few days, the coachee 
should change and re-arrange the pictures until he/she feels that the important pic-
tures are present and arranged in an acceptable way. He/she must then paste the 
pictures onto the carton paper. The coachee is free to add small pieces of memora-
bilia or do some painting between the pictures, only if they want to. 

 During the session, the coach then discusses the collage with the coachee. 
Whereas the coachee was encouraged up to this point not to cognitively analyze 
what he/she is doing, at this point the “feeling” decisions are brought under cogni-
tive scrutiny. It is very important to do it very gently and respectful. This is particu-
larly important if the coachee has a more cognitive oriented style, and has had to 
manage his/her intuitive decision making during the process of building the collage. 
Positive feedback would certainly encourage these behaviours. 

 Managers are often excellent at dealing with  complexity , meaning that they must 
manage many confl icting variables at the same time, but less good at dealing with 
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 ambiguity , where the outcome and consequences of a decision is unclear (Du Toit 
 2011 ). This means that most managers are comfortable with taking rational deci-
sions, when they can process data, evaluate benefi ts and risks and then take the 
decision. Most managers are much less comfortable taking decisions where they 
have to rely on their more intuitive, feeling sides. Many major decisions in life rely 
more on one’s complete wisdom, analysis of data often cannot indicate the best 
decision; think of decisions such as getting married, having a child, accepting a job, 
where to go on vacation, what to say when a colleague lost a loved one, expanding 
a business and many more such decisions are taken by using one’s full wisdom. Not 
to say that managers should not analyze data, explore cost/benefi t ratios and calcu-
late risks, but they need to become more comfortable taking decisions under uncer-
tain conditions. This competence usually gets more and more important as a 
manager’s area of responsibility grows. The experience of building a collage in 
itself is already an exercise in utilizing the intuitive function, and therefor very 
uncomfortable for coachees who are more comfortable with using rational 
reasoning. 

 In discussing the collage, the coach should thus start by discussing the coachee’s 
experience of building the collage. Ask questions such as:

•    Was it easy or diffi cult to take decisions where there was no right or wrong 
choice? How do you feel about the fi nal product?  

•   Does the collage tell us anything about you as a person?  
•   Does it give us clues on your preferences?    

 Though there is no set sequence in discussing the collage, it is usually appropri-
ate to start the discussion by explaining to the coachee how the process of building 
a collage works: One chooses pictures that refl ect and represent something of one’s 
inner world. Each picture chosen might represent some part of one’s psyche. The 
pictures give some indication of the person’s inner landscape. How they were 
grouped and placed on the carton paper can also be signifi cant; often the pictures 
representing the most important aspects of the coachee are placed in the middle of 
the carton paper: aspects that are literally central to his/her life. 

 It is usually a good idea to discuss the general impression of the whole collage 
fi rst. The coachee can be asked what impression the collage creates, looking at it 
objectively. The coach could ask questions such as:

•    What would one think is important to the person who built this collage?  
•   What are the themes of most of the pictures?  
•   What is likely to be central to this person’s life?  
•   What are his/her most likely strengths and weaknesses?    

 It is also important to note what is absent. For instance, if there are no people in 
the collage, or no people who appear to be intimately connected, or no natural 
objects like plants or animals, the possible absence of these, not only in the collage, 
but also in the coachee’s psychic life, can be explored. Next, each picture could be 
discussed in terms of its meaning to the coachee. The coach should take notes 
throughout the process and when the discussion has exhausted most possibilities, 
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give a summary of the insights gained from the collage. How well this works for the 
coachee should be discussed next, as well as aspects which need to change. In this 
way, the collage could give direction to the coaching process.   

3     Utilizing Existing Art During Coaching 

 In the previous section, how a coach can utilize the artistic creations of coachees 
was discussed. In this section, the utilization of existing art, such as existing paint-
ings, fi lms, music and stories during the coaching process will be discussed. Some 
of these, such as myths, can be used in a continuous process, others, such as paint-
ings and fi lms lend themselves more to incidental use. 

3.1     Paintings 

 Many famous artists expressed their pain, joy and challenges in their paintings. In 
their paintings they express what might also be unconscious to themselves. Well 
known Mexican artist, Frida Kahlo stated: “I paint my own reality. The only thing I 
know is that I paint because I need to, and I paint whatever passes through my head 
without any other consideration.” (Souter  2006 , p. 3). Frida endured severe physical 
pain during her lifetime due to sickness and accidents. She depicted her suffering in 
her paintings. 

 Pablo Picasso beautifully captured how he coped with very challenging circum-
stances during his so called “blue period”. Picasso’s “blue period” started when his 
best friend, Casagemus, committed suicide. Picasso tried before his friend’s suicide 
to cheer him up, but was unable to do so. Picasso was in Spain when his friend com-
mitted suicide in Paris and could thus not attend his friend’s funeral. The following 
prints beautifully illustrate how he worked through his sadness, sense of loss and 
guilt (Kahnweiler et al.  1976 ) (Figs.  2 ,  3 , and  4 ).

     These are only a few examples of Picasso’s many paintings inspired by his 
friend’s suicide. In the fi rst painting, he painted his friend’s body next to a candle 
with the bullet hole clearly visible. The second painting is about his friend’s funeral. 
He even drew some of the people he thought or knew was at the funeral. The paint-
ing shows how Casagemus’ spirit is leaving earth. The last painting was done 
towards the end of the “blue period”. Casagemus’ face and hands look peaceful. 
Some humour is also entering as he drew Casagemus partly in the harlequin, or 
clown, attire. The harlequin was important during the end of this period in Picasso’s 
work. The harlequin is seen as a fi gure who brings change and transformation, not 
only in Picasso’s work, but in many other stories and fi lms. The harlequin says what 
others dare not say, thus bringing awareness. From this drawing it appears as if 
Picasso was starting to come to terms with his friend’s death and fi nding some inner 
peace again. One could guess that he faced the truth about his friend’s death and 
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also faced the full reality of his sadness, loss and guilt. This last painting is notice-
ably different from the fi rst one with the bullet mark. One can see the changes as he 
went through his grieving process. 

 During coaching sessions, prints such as these can be utilized to open a discus-
sion on the coachee’s unconscious life. If the coachee identifi es with the print and 
in that way recognizes the expression of something in him/herself, the artist’s paint-
ing could assist in accessing emotions and experiences and the coachee could feel 
that that part of him/herself is respected and validated. Once accepted, the print 
could facilitate movement towards something else.  

3.2     Music 

 Music is probably the art form which most touches a person’s heart. Music and 
songs expresses archetypal human conditions, desires and tragedies. The coach can 
utilize music to access the coachees’ repressed feelings and also to bring change. 
For example, the coachee can be asked to visualize success whilst listening to moti-
vating music, such as “One moment in time” by Whitney Houston. The coach has 
to consider, though that a coachee’s experience of music is a very personal issue. 
The coachee’s association with a particular song might bring a very different emo-
tion from what the coach intend because of the coachee’s own history and associa-
tion with the song. 

 The coachee’s level of sophistication and music taste must also be considered. A 
person unfamiliar with opera music is unlikely to understand and experience the 

  Fig. 2    Picasso’s “Death of Casagemus”       
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  Fig. 3    Picasso’s “Burial of Casagemus”       
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emotions and issues portrayed in opera music, whereas the opera enthusiast would 
appreciate and be touched by opera music. Similarly, a person who likes classical 
music might only experience irritation if the coach plays commercial, popular 
songs. Usually, songs which are not heard too often, but are also not totally unfamil-
iar, works best. Musicals often have songs which address serious human challenges 
and diffi culties, as  well  as encounters with archetypal forces.  Phantom of the opera , 
 Chess , and  Les Miserables  are examples of such musicals depicting universal 
human themes.  

3.3     Myths and Fairy Tales 

 Though myths and fairy tales are synonymous for most people, in Jungian psychol-
ogy they are totally different constructs. In myths, a “hero” usually embarks on a 
journey and during the journey, encounters challenges which represent archetypal 
ideas. The hero often has to conquer a dragon or save a damsel in distress. Examples 
are the myths of King Arthur, Parsifal (popularized by Wagner’s opera with the 
same name and the 1990s fi lm “Fisher king” based on the Parsifal myth) and The 
wizard of Oz (this myth differs from most myths, in that it can be seen as represent-
ing the feminine journey. The heroine, Dorothy, in this myth is accompanied by 
others on her journey, whereas in most myths, the hero takes on the world alone). 
During the journey, the main character typically grows and gains insight before 
returning home. 

  Fig. 4    Picasso’s “Burial of Harlequin”       

 

Utilizing Symbolic Expressions, Art, Myths, Dreams and Fantasies in Coaching



312

 Where in myths, the main character encounters archetypes, in fairy tales, the 
characters can be seen as representing archetypes  within  the main character. 
Characters in a fairy tale are therefor usually one dimensional and does not develop 
or grow: the princess is only good and beautiful, the step mother is only wicked and 
the prince is only handsome and brave. Sadly, many coachees who are in leadership 
positions, are in many respects one dimensional, like fairy tale characters. They 
might, for instance, build their leadership style and approach around a single value. 
Other organizational leaders might drive a one dimensional vision: for instance, 
only focusing on the fi nancial aspect of the organization and ignoring the people 
side. A fairy tale about a king whose people were suffering and stagnant might bring 
insight for a coachee who is such an organizational leader. 

 Fairy tales usually start with a narrator introducing the fairy tale and giving some 
perspective: “long, long ago, in a faraway country…”. At the end of the fairy tale, 
the narrator might give a fi nal comment or even a lesson from the fairy tale. 

 Myths and fairy tales can be used in coaching to assist the coachee in gaining 
insight. Because they deal with universal truths, coachees can relate to the charac-
ters and gain insight into their own unconscious archetypal patterns. For example, 
consider the wife of the giant in the well-known fairy tale “Jack and the beanstalk”. 
The wife knows that her husband is vicious; therefor she lies, hides Jack and dis-
tracts the giant. Many persons in both physically and emotionally abusive relation-
ships can relate to the giant’s wife. They spend their time, often lifetimes, being as 
quiet as possible, distracting and trying to sooth their partners who act like the 
abusive “giant”. 

 Old myths, such as found in Greek, Celtic and African mythology contain uni-
versal truths. Many of the themes and characters found in the different old myths 
show remarkable similarities. Consider that theses myths developed in societies 
which did not have any contact with each other during the times these myths devel-
oped. The reason for these similarities are, at a level, that the myths deal with issues 
and life struggles which are universal in all cultures for all people. The myths also 
represent archetypal truths, which are universal to all human beings. Whether the 
characters of the myths are depicted as gods, as in Greek mythology, or as a village 
child in African mythology, the archetypal truths remain the same.  

3.4     Films/Theatre/Opera 

 Films, theatre and opera often deal with universal, archetypal truths. By watching it, 
it could resonate with one’s own archetypal images. The coach would usually ask 
the coachee to watch the fi lm, or if the coachee has seen the fi lm, or stage produc-
tion or opera, it could be utilized during the coaching session. “Art” fi lms often 
symbolically express archetypal struggles. Izod and Dovalis ( 2015 ) said cinema is 
a medium which engages people in a virtual dialogue with their own and their cul-
ture’s unconscious minds more deeply than is commonly thought. They further 
stated that the movie theatre could be seen as a sacred space where people can 
encounter the archetypal to reach a deeper understanding of themselves. The coach 

D.H. du Toit



313

could further develop insights and self–awareness by discussing the coachee’s 
experiences and the part of the fi lm which touched him/her. 

 Examples of fi lms which could be utilized in coaching: Tree of Life; The life of 
Pi; The Fisher king; Three colours blue; Prince of Tides; Big Fish; Troy; The 
Gladiator and My old lady. Care should be taken not to choose a fi lm which might 
offend the coachee. An example is: The unbearable lightness of being; though an 
excellent fi lm to illustrate many human challenges, it is likely to offend some 
coachees. These fi lms represent various very different aspects of life and encounters 
with archetypal patterns and forces. A simple example of how a fi lm could be used: 
a senior manager in his late 40s was used to face problems and challenges by exert-
ing massive amounts of energy to resolve them. Though it worked for him earlier in 
his life to attain success, it causes problems in his later life: apart from fi nding it 
diffi cult to sustain relationships with his loved ones, he suffered various stress- 
related medical problems such as high blood pressure, ulcers and a heart condition. 
His doctor told him that he needed to “slow down”. It was diffi cult, almost impos-
sible for him to even imagine not using brute force and an aggressive approach to 
attain results. He brought up a fi lm in an early coaching session. He strongly resisted 
even considering the possibility to change. He stated that, like the main character in 
the fi lm “The Gladiator”, he would be happy to die fi ghting with his sword in his 
hand. This opened the possibility to discuss the values and needs of the main char-
acter of the fi lm, which was to return home after his many battles and spend the end 
of his life farming and being closely connected to his family. In the fi lm, the main 
character was forced to die with a sword in his hand. The coachee was confronted 
with his options, and the fact that, unlike the main character in the fi lm, he was free 
to choose to approach life differently. He gained insight through these discussions 
and agreed to approach life more like a general using his wisdom to strategize than 
a gladiator, using force and sheer aggression. As a result, his health and relation-
ships improved and he was more successful in his career. 

 In this chapter the use of art forms to explore the unconscious mind and gain 
understanding of archetypal patterns was discussed. Many of these art forms over-
lap and some could be used together. A coachee can, for example be given the 
option of either doing a drawing or using clay to sculpture an image. The more 
visual person would usually prefer a visual medium and the more kinesthetic 
coachee might prefer a medium he/she can feel and touch. The options and medi-
ums to use as expressions of the psychic life are only limited by the imaginations 
and creativity of the coach and the coachee.      
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1       Introduction 

 Coaching psychology is a relatively new practice domain within the meta- contextual 
boundaries of general psychology (Palmer and Whybrow  2014 ) with the aim to 
actualize human potential, enhance well-being and facilitate personal/professional 
development (Coetzee and Van Zyl  2014 ; Van Zyl and Stander  2013 ) in both uni- 
and multi-cultural contexts (Passmore  2013 ). Any developing practice domain, such 
as coaching psychology, needs to demarcate its professional territory and develop 
domain specifi c theories/approaches/models (Joseph  2006 ). These domain specifi c 
theories/approaches/models are usually rooted in previously researched or validated 
theorems in its ‘mother domain’, whereby the application value is amended to the 
needs of the new practice domain. Practically, coaching psychology draws from 
various psychological and related approaches, applied in the context of personal/
professional development as opposed to the traditional ‘disease alleviation’ 
approach. 

 Two popular paradigms 1  in general psychology, positive psychology and the 
 person centred approach, have emerged as dominant paradigm perspectives utilised 
within multi-cultural coaching contexts owing to ‘cultural neutrality’ (Van Zyl and 
Stander  2013 ). These paradigms are widely accepted within traditional psycho-
logical practice domains (such as therapy) because of their short to medium term 
effectiveness (Passmore  2013 ; Van Zyl and Stander  2013 ). Because, coaching 
psychology is a short to medium term, goal directed process (Grant  2006 ), focused 
on positive growth (Van Zyl and Rothmann  2014 ), these approaches naturally resonate 
within the coaching psychology domain. However, the inter-relationship between 
positive psychology and the person centred approaches have been marked by con-
tention, tension and ambivalence amongst practitioners, researchers and theorists in 
various applied psychological contexts such as therapy, counselling and coaching 
(Waterman  2013 ). 

 Innumerable attempts in the literature have been made to reconcile these two 
paradigms (c.f. Froh  2004 ; Joseph and Linley  2004 ; Linley et al.  2006 ; Robbins and 
Friedman  2008 ; Schneider  2011 ; Waterman  2013 ). These attempts have not suc-
ceeded in reconciling the paradigms, rather they have raised yet more awareness 
about the incompatibilities of the paradigms despite the apparent similarities. As a 
consequence, more disagreements (Waterman  2013 ) and confusion (Schneider 
 2011 ) has been created. The confusion spills over from the discipline into the 

1   The term paradigm and perspectives are used interchangeably within this chapter. 
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 profession, which could have various adverse consequences for the coach, and the 
coachee. 

 From the literature it is apparent that two main arguments exist: (a) an eclectic 
and (b) purist approach to positive psychological and person centred coaching. 
Eclectic theorists within coaching psychology suggest that these perspectives are 
mutually related and complementary both in conceptualization and application 
(Joseph and Murphy  2013 ). Positive psychology positively contributes to the person 
centred approach as it provides more structure and proverbial ‘quick wins’ in the 
developmental process (Van Zyl and Stander  2013 ). Though, purists in both domains 
argue that each paradigm is mutually exclusive, unrelated and conceptually dissimi-
lar (Robbins  2008 ; Waterman  2013 ). Person centred coaches tend to believe that 
humanistic psychology was the forerunner of positive psychology and the most 
important contributor to the paradigm which focuses on many of the same concerns 
(Robbins  2008 ; Waterman  2013 ). In contrast, positive psychological coaches are 
inclined to see the person centred approach as one (amongst many) psychological 
foundations of positive psychology and not the most important as stipulated by pur-
ists in the person centred approach (Joseph and Murphy  2013 ). According to 
Waterman ( 2013 ), purists in the person centred approach are not pleased with the 
direction in which the positive psychology discipline is developing in relation to 
human potential development and well-being. Similarly, purist positive psychological 
coaches have not found it important to capitalize on all the insights and contributions 
of the person centred approach because they are deemed insignifi cant or in effective 
(Waterman  2013 ). Waterman ( 2013 , p. 124) indicates that the main differences 
between the paradigms lies in its “(a) ontology, including the ways in which human 
nature is conceptualized regarding human potential and well-being; (b) epistemol-
ogy, specifi cally, the choice of research strategies for the empirical study of these 
concepts; and (c) practical philosophy, particularly the goals and strategies adopted 
when conducting [coaching] interventions”. 

 As such, this chapter is aimed at stepping out of the tight discourse between 
eclectic and purist theorising through taking a fresh view on similarities and differ-
ences between positive psychology and the person-centred approach as dominant 
paradigm perspectives within multi-cultural coaching. Banicki ( 2011 ) suggest 
 clarifi cation regarding complex subject matter needs to be presented against a 
practical problem or approach. As such, each paradigm will be presented against an 
eclectic multi-cultural strengths-based coaching model founded in both paradigms 
(cf. Van Zyl and Stander  2013 ) in order to conceptualize the core differences in 
each. Through the use of connective conceptual analysis (Banicki  2011 ), each phase 
of the proposed eclectic coaching model will be explored from a positive psycho-
logical and person-centred orientation to develop a clear understanding of the essen-
tial commonalities and dissimilarities of the paradigms. Further, this chapter aims to 
reveal conceptual implications and limitations of both paradigms within multi- 
cultural coaching. The chapter concludes by suggesting in which ways the two 
related paradigms are mutually benefi cial, non-exclusive and applicable within 
multi-cultural coaching contexts. 
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 Intriguingly, the insights we want to share through this chapter precisely match 
our experience as co-authors working together and coming from the realm of posi-
tive psychology on the one hand and the person centred approach on the other. 
While the objectives we endeavour to achieve through proposing the multi-cultural 
coaching model are exactly the same, the paths to get there differ signifi cantly, 
based on the respective philosophical underpinning or paradigm we draw from.  

2     Orientation to the Person Centred and Positive Psychology 
Approaches in Coaching 

 There is accumulating evidence that professionals aiming to promote human potential 
need to move away from the “medical”-, disease-oriented model towards facilitat-
ing psychological growth (Seligman  2011 ) and optimal development (Cilliers 
 2011 ). As individuals present with an inherent tendency to become the best they can 
under given circumstances (Rogers  1961 ), growth can happen through focusing on 
individual strengths, as argued, for example, by the positive psychologists Park and 
Peterson ( 2006 ). Complementarily, growth can happen by providing persons with a 
psychological climate in which their inherent tendency towards actualization can 
unfold optimally (Rogers  1951 ). In such a climate persons are provided opportuni-
ties to discover their potentials and to utilize them, for example in the organization 
that employs them. 

 One area through which personal and professional enhancement can be furthered 
is coaching (Cilliers  2011 ). Fledman and Lankau ( 2005 ) describe coaching as a 
professional goal directed relationship between a coach and coachee with the intent 
to improve the work performance of the coachee through concentrating on altering 
behaviour and addressing/preventing organizational problems. Coaching is concep-
tualized as a practical, short to medium term, goal-orientated form of personal- and 
professional development (Van Zyl and Stander  2013 ) which is in contrast to the 
classical or traditional medical/disease model approaches. 

 Cilliers ( 2011 ) argued that these “classical” or “traditional” over emphasises 
“correcting what is wrong” rather than facilitating optimal development, resulting 
in rather mechanistic approaches, leaving the coachee as human being behind 
(Biswas-Diener  2010 ). Consequently, sustainable, inherently motivated change 
might not happen and the manifested behaviour would be likely to reoccur (Rogers 
 1951 ; Seligman  2011 ). Therefore, to promote sustainable change, the coaching 
 relationship and approach urgently need to focus on the realities and potentials of 
the coachee in their work environment. 

 According to Rogers ( 1951 ), the father of the person-centred approach, the 
individual (client/coachee) should be at the centre of the personal development 
process, and not be dictated by the process or the counsellor (coach, therapist, etc.). 
From this perspective, the central function of the person centred coach is to act as a 
facilitator for the growth-process and to aim to uncover and understand the subjective 
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reality of the coachee (from his/her own perspective) (Carkhuff  2000 ; Rogers  1951 ). 
This calls for the coach to approach the process from within the coachee’s reality. 
Since this is also a main theme in positive psychology (Seligman and 
Csikszentimihalyi  2000 ), person-centred coaching practitioners characterize their 
approach to coaching as being  coachee - centred . Further, the person centred 
approach focuses on providing those qualities of interpersonal relationships that, if 
perceived, contribute to empowerment, constructive change, and creative problem 
solving. Strongly simplifi ed, according to Rogers ( 1959 ,  1961 ) a person needs to 
perceive the “core conditions” of congruence, unconditional positive regard, and 
empathic understanding, at least to some degree, for constructive personality change 
to occur. 

 Positive psychology assumes that each individual has the capacity for personal 
growth, to develop strengths, build on positive emotions, and to develop sustainable 
resilience (Van Zyl and Stander  2013 ). Further, positive psychology, unlike the per-
son centred approach, is also concerned with how individuals within organizational 
contexts can develop in order to enhance organizational fl ourishing (Biswas-Diener 
 2010 ; Seligman  2011 ) through various positive psychological intervention strate-
gies (such as positive psychological coaching) targeting different levels within 
the organisational context (Van Zyl and Rothmann  2014 ). Positive psychological 
coaching, in particular, refers to a structured approach relating to the identifi cation, 
optimization and application of individual strengths, positive behaviours/attitudes 
and positive emotions in order to facilitate development of individuals in organiza-
tional contexts (Van Zyl and Stander  2013 ). However, limited research exists on 
positive psychological coaching within multi-cultural environments (Cilliers  2011 ) 
as well as the boundaries between the person-centred and positive psychological 
paradigms within coaching psychology (Van Zyl and Stander  2013 ). 

 Both these approaches focus or rely on identifying, employing, and enhancing 
individual strengths and qualities (e.g. authenticity, autonomy etc.) in order to facilitate 
personal and professional development (Van Zyl and Stander  2013 ). Further, both 
paradigms intend to facilitate the development of interpersonal attitudes of open-
ness to experience, unconditional positive regard, non-directivity and empathic 
understanding within a personal development process (Van Zyl and Stander  2013 ). 

 In order to illuminate the positive psychology and person-centred approaches to 
multi-cultural coaching, we briefl y re-introduce the ten-phase strengths based 
coaching model developed by Van Zyl and Stander ( 2013 ) which is founded in the 
principles of both the positive psychological-, and person centred approaches. The 
proposed model provides the ideal context to contrast the positive psychological 
and person centred approaches due to its eclectic stance in the use and application 
of core principles of each paradigm. We proceed by presenting a brief overview of 
the ten-phase model as well as its components, whereby it will be attempted to 
 contrast the positive psychological and person centred principles and consequent 
practices underpinning each phase. On this basis we are able to explore in which 
ways the positive psychological- and person-centred schools of thought relate, 
differ, and can potentially complement each other within the multi-cultural coaching 
environment.  
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3     The Strengths Based Coaching Model: Contrasting 
Paradigms 

 Van Zyl and Stander ( 2013 ) proposed a strengths based coaching model built upon 
the assumption that individuals have a capacity to grow, develop and actualize their 
inherent, ‘untapped’ potential. The model assumes that individuals have a natural 
inclination to engage in behaviours associated with this inherent propensity to 
develop and grow (Rogers  1951 ; Seligman  2011 ). Thus, human behaviour is natu-
rally directed towards the maintenance and enhancement of their organisms (Rogers 
 1951 ). Hence, a central orientation in this model is on persons and the provision of 
an atmosphere or context in which enhancement rather than just maintenance is the 
choice. This tends to be the case when individuals feel safe and accepted rather than 
threatened by some external demand to change their behaviour, thinking, personal 
attitudes and preferences. 

 At its core, the model focuses on the development and application of individual 
strengths in order to satisfy the inherent human need for self-actualization (Van Zyl 
and Stander  2013 ). According to Peterson and Seligman ( 2004 ), personal or ‘signa-
ture’ strengths – from the positive psychology stance – can be defi ned as a univer-
sally valued set of core characteristics that attributes to good character which 
manifests as individual differences/traits which are relatively stable overtime and 
shaped by the contextual environment. The focus on the development of strengths, 
within the coaching environment may contribute to the development of life satisfac-
tion and facilitate the pursuit of a meaningful life or career (Fronczak  2006 ; Sheldon 
et al.  2011 ; Van Zyl and Rothmann  2014 ). 

 Similarly, Van Zyl and Stander ( 2013 ) argues that the pursuit of meaningful life 
and career goals is brought on by a need of the coachee to execute tasks and engage 
in activities which are more in line with his/her strengths. Their model draws from 
the positive psychological assumption that individuals have a natural capacity to 
engage in behaviours, initiate cognitive evaluations and activate certain emotions 
which allows for the optimal functioning and performance in pursuit of the afore-
mentioned goals (Linley and Harrington  2006 ). This appears to be in line with the 
person-centred perspective assuming an individual’s actualizing tendency that 
forms the foundation through which a person has the inherent potential to become 
the best he/she can under given circumstances or in their environment. This poten-
tial can best be tapped when respecting the natural, biological tendency toward 
unfolding inherent capacities rather than imposing some external direction of devel-
opment (Rogers  2008a ) through the coaching process. 

 Flowing from these conceptual frameworks for strengths, Van Zyl and Stander 
( 2013 ) states that strengths-based coaching is a short to medium term strengths 
focused developmental process aimed at harnessing the inner potential of a coachee 
in order to optimize his/her performance and to actualize his/her potential. The 
strengths-based approach focuses on altering the way in which the coachee thinks, 
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feels and acts through building on his/her signature strengths in order to optimize 
performance, enhance personal well-being and to achieve live/work goals (Van Zyl 
and Rothmann  2014 ; Van Zyl and Stander  2013 ). These fundamental ideals are core 
to both the person centred and the positive psychological paradigms (Waterman 
 2013 ), even though different terminologies may be used as descriptors, such 
as ‘strengths’ (positive psychology) versus ‘capacities/potentials’ (person-centred) 
or ‘natural capacity’ (positive psychology) versus ‘actualizing tendency’ 
(person-centred). 

 Flowing from these core principles, Van Zyl and Stander ( 2013 ) developed the 
ten phase strengths-based coaching model (see Fig.  1 ). Van Zyl and Stander ( 2013 ) 
as well as Stander (in this book) argue this strengths-based coaching process is 
cyclical and rooted in the principles of continuous feedback and evaluation. As with 
the person-centred approach, minimal encouragement sits at the core of this model, 
since this acts as an indication of unconditional positive regard (Carkhuff  2000 ; 
Rogers 1978; Van Zyl and Rothmann  2014 ). Drawing from these, this model implies 
that an empowering, encouraging relationship between the coach and coachee aids 
the coach in order to (a) express unconditional acceptance, (b) communicate 
empathy, (c) project confi dence, (d) reinforce the identifi cation and utilization of 
strengths and inner-resources, (e) acknowledge the effort and improvement of the 
coachee, and (f) facilitate the successful completion of mutually identifi ed goals 
during the process (Van Zyl and Stander  2013 ).

   A key part of the model is unconditional positive regard resulting in the unhin-
dered unfolding of the coachee’s actualizing tendency and thus setting free vast 
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  Fig. 1    The strengths based coaching model       
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resources of motivational energy to participate and engage in the growth process. 
Practically, this is a process in which the coach:

•    feels and expresses acceptance,  
•   endeavours to empathically understand the coachee, their manager(s), and their 

environment,  
•   has confi dence as to positive results,  
•   acknowledges, in particular, the strengths and resources of all persons participating 

in the coaching process,  
•   appreciates the effort and improvement of the client and attends, in particular, to 

the transfer of competencies acquired in the self-directed process to the 
work-environment,  

•   facilitates the implementation of decisions that are made throughout the 
process,  

•   works at empowering the coachee to remove structural/organizational barriers 
that hinder the process,  

•   knows and does not feel any resistance – optimally feels at ease and supportive 
of – the goals of the organization and the manager. In other words, the coach 
feels congruent and in no way confl icted with regard to his/her feelings toward 
the organization’s aspired direction and coachee-centred coaching job. This 
entails clarity about what would happen if – as a result of coaching – the coachee 
would fi nd out that it is better for them to leave the job or change to a different 
department or any other consequence that might be at cross with what the 
 manager aspires.    

 These inherent drivers are essential to facilitate a change in the coachee’s behaviour 
(Carkhuff  2000 ) which is aligned to the person-centred approach (Rogers  1951 , 
 1961 ). Drawing from the positive psychological paradigm, Van Zyl and Stander 
( 2013 ) argued that strengths must be evoked to aid in the sustainable change in 
behaviour and to overcome obstacles. As such, the pivotal challenge for the coach 
is to facilitate the unfolding of the coachee’s inherent psychological resources that 
will lead to self-directed behaviour changes ensuring improved performance for the 
organisation and wellness for the individual (Moore and McBride  2014 ). 

 In summation, the model aims to support an effective coaching process in a 
 manner that:

•    Is strength-based – focusing on the coachee’s strengths and his/her developmental 
potential,  

•   Is coachee-centred – acknowledging the coachee as part of an organization to be 
in the center of the coaching process. This entails a non-directive stance in which 
it is the coachee who drives the direction of his/her development and change,  

•   Provides a process structure as a tool to consider essential aspects in the coach-
ing process,  

•   Considers the organizational context and a multicultural environment.    
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 In the following sections extracts from each phase of the Van Zyl and Stander 
( 2013 ) model will be provided followed by a positive psychological and person- 
centred interpretation. 

3.1     Phase 1: Clarifying Expectations and Establishing 
Rapport 

    Central Goals and Tasks 

 According to Van Zyl and Stander ( 2013 ) the purpose of this phase is to clarify the 
expectations between (a) the coach/coachee, (b) coach/senior management, (c) 
coach/direct manager and (d) coachee and his/her direct manager, in order to estab-
lish rapport, transparency of expectations and to include the organizational context 
(e.g. vision/mission/strategy) into the coaching process. Importantly, this clarifi ca-
tion process is targeted at developing the individual within his/her current role or 
position (Koortzen and Oosthuizen  2010 ), as well as within the broader organisa-
tional context (Van Zyl and Stander  2013 ). As such, the objective of this phase is to 
develop an understanding of the associative dynamics of the coachee’s current 
work-related reality, the nature and extent of his/her role within the contextual 
department/organization boundary and to establish a foundation from which to 
approach the developmental process (Van Zyl and Stander  2013 ). 

 Consequently, Van Zyl and Stander ( 2013 ) supports Bennett ( 1993 ) and Rogers 
( 1961 ) through highlighting the importance of understanding the coachee’s work- 
related reality and interpretative framework in terms of potential gender-, genera-
tions-, values-, interactional preferences-, belief and cultural differences as well as 
its associative impact. As such, the coach needs to be culturally sensitivity and 
interoperate the coachee’s messages from his/her own perspective (Bennett  1993 ; 
Van Zyl and Stander  2013 ). These cultural differences are optimally appreciated as 
opportunities which could have the potential to enrich the coaching relationship 
(Bachkirova  2011 ). Through focusing the developmental process in line with the 
coachee’s current work-related reality and interpretive framework, the coach could 
capitalize on cultural specifi c nuances and support mechanisms emanating from 
cultural specifi c heritage. For example, Western cultures are described as being 
individualistic and places a high value on autonomy as a signature strength, where 
as in African (collectivistic) cultures social competence and relatedness strengths 
are valued (Smith  2006 ). Therefore, within multi-cultural contexts, authentic and 
respectful interactions are crucial to the success of the coaching process (Rogers 
 1961 ; Van Zyl and Stander  2013 ). Similarly, potential differences and hindrances 
should be expressed and clarifi ed between the coach and coachee (van Zyl and 
Stander  2011 ), such as confl icting views on religion.  
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    A Positive Psychology Approach to Phase 1 

 From a positive psychological perspective, this phase involves discovering the 
potential (mis)alignment between individual strengths of character (Peterson and 
Seligman  2004 ), managerial demands and organizational expectations (Van Zyl and 
Stander  2011 ) in order to develop an understanding of the coachee’s current work-
related reality. The function of this phase is to advocate a collective strengths- based 
inquiry into (a) the best of the current reality encompassing the coachee/manager/
organizational interface, (b) to imagine the reality which could be, and (c) to col-
lectively construct a compelling future where incentives, persuasion, or coercion is 
not needed (Lewis et al.  2008 ; Whitney and Trosten-Bloom  2010 ). The focus here 
is to frame questions in a positive, constructive and imaginative manner in order to 
stimulate thinking around what is ‘right’ (i.e. currently working well) rather than 
focusing what is ‘wrong’ (i.e. distracting from performance or the ‘defi ciency 
model’) (Lewis et al.  2008 ). In this phase, the use of positively infused language is 
imperative, as it sets the proverbial scene and intention of the process that is to fol-
low (Cannell  2015 ). Further, positively infused language communicates empathy, 
positive regard and authenticity which results in a stronger rapport, creating a psy-
chologically safe environment and facilitates the coachee towards self-acceptance 
(Scheel et al.  2013 ).  

    A Person-Centred Approach to Phase 1 

 From the person-centred approach, the coachee’s and their manager’s intrinsic 
motivation to engage in the coaching process is crucial (Rogers  1961 ). To achieve 
this, the participants in the coaching process must sense that the process will be of 
genuine value to them. The pivotal factor for evoking motivation and engagement is 
the quality of the interpersonal relationships between the participants throughout 
the process (Rogers  1951 ). Therefore it is essential to allow time for establishing 
constructive, interpersonal relationships that will energize all involved for maximum 
possible psychological growth (Rogers  1959 ,  1961 ) and collaboration (Cain  2010 ; 
Motschnig-Pitrik  2014 ). Furthermore, if the coachee perceives the coach as a 
resourceful person (Barrett-Lennard  2013 ), having resources that extend their own, 
this can strengthen the motivation to engage in the coaching process. 

 According to the theory of the person-centred approach, an interpersonal rela-
tionship between the facilitator/coach and the client/coachee will be growth pro-
moting under the condition that the coach succeeds in establishing and cultivating a 
specifi ed but unspecifi c interpersonal climate based on genuineness, acceptance and 
empathic understanding. This  climate  is interchangeably referred to as  person - 
 centred ,  facilitative ,  growth - promoting or constructive . More precisely, it arises if 
the coach communicates his/her congruence, acceptance and empathic understand-
ing of the coachee in such a way that the coachee can perceive these attitudes at least 
to some degree (Rogers  1961 ). 
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 A helpful practice for gaining thorough and empathic understanding of the 
coachee is active listening (Rogers and Farson  1987 ). This way to listen is particularly 
important in multicultural settings, where persons can’t rely on mutually identical 
cultural patterns, habits, norms, and expressions (Lago  2013 ). Hence, understand-
ing needs to be confi rmed explicitly while listening, e.g. by paraphrasing or asking 
questions more often than in culturally homogenous situations. In any environment, 
however, it is vital that the coach’s understanding of the coachee (and optimally also 
the other participants in the coaching process) is a complex, thorough, and empathic 
one, including the inner world of the coachee along with his/her current work-
related environment and relationships. 

 In the course of establishing contact and initial, constructive, collaborative 
 relationships, it is essential to share expectations and to determine, whether all 
involved are moving into coherent directions. Optimally, all stakeholders involved 
are facilitated to develop a shared vision of the coaching intervention that includes 
the participants’ expectations and intended outcomes of the process. This can 
happen either in a series of individual- and manager-coachee-coach sessions, or in 
facilitated small group settings, depending on the particular situation/atmosphere in 
the organization and on the coach’s competencies of working with groups. As a 
result, participants’ expectations and goals would best be formulated to provide a 
reference point to return to whenever needed. 

 Finally, the coaching process and the means of documentation and re-evaluation 
need to be agreed upon. Typically, for the latter two aspects, the coach and coachee 
(and potentially all participants) would provide free-text-style refl ection journals in 
which they’d share for example signifi cant experiences, thoughts, changes, and 
questions from or between the sessions (Rogers  1983 ; Motschnig and Nykl  2014 ). 
In a democratic environment, these could be shared and used to inform follow up 
sessions for increased continuity of the process. Optimally, the reaction journals 
would be complemented by participative designed, semi-structured questionnaires 
to keep track of special aspects of the coaching process, such as cultural sensitivity 
and competence, person-centred attitudes of the coach, or changes in the coachee’s 
self-concept. In this way data for participatory action research could be supplied, 
enabling systematic, open, and continuous learning throughout the process.   

3.2     Phase 2: Identifying Conscious and Unconscious 
Strengths 

    Central Goals and Tasks 

 According to Van Zyl and Stander ( 2013 ), the purpose of this phase is to initiate a 
process whereby the coachee’s unconscious capacities/strengths are determined and 
merged with (a) his/her current competencies (Seligman  2011 ), and (b) aligned 
to the clarifi ed expectations and measurable outcomes determined in Phase 1. An 
evaluative methodological framework such as a competency profi le needs to be 
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developed in line with the coachee’s current (and future) role within the organization, 
which highlights the crucial performance areas associated with the position as well 
as the aspired outcomes (Bachkirova  2011 ). Finally, the coachee’s individual- and 
team related competencies should be explored in order to draw attention to his/her 
currently manifested signature strengths and raise awareness of the developmental 
areas or potential deraillers (Van Zyl and Stander  2013 ).  

    A Positive Psychology Approach to Phase 2 

 Within the positive psychological paradigm, strength identifi cation, -awareness and 
-utilization is key to human potential development as well as individual- (Seligman 
 2011 ) and organizational performance (Bayramoğlu and Şahin  2015 ). However, 
most individuals are not completely aware of their manifested (‘know’) or uncon-
scious (‘unknown’) strengths (Peterson and Seligman  2004 ). It is therefore impera-
tive in this phase to make the coachee aware of his/her strengths through either (a) 
strengths based psychometric assessments, (b) strengths based inquiry and (c) 
strengths based identifi cation initiatives. 

 First, various self-report strengths-based psychometric instruments exists such 
as the VIA signature strengths inventory (VIA: Peterson and Seligman  2004 ) or the 
Strengths Finder 2.0 (SFF2.0: Rath  2007 ). These instruments provide a cross- 
culturally validated platform through which to aid the coachee in the identifi cation 
and ‘ranking’ of personal (VIA) or professional (SF2.0) strengths. Both instruments 
rank self-report strengths in order of frequency of use as well as provide a classifi ca-
tion of prevalence. The fi ve most prevalent and highly used strengths should be used 
by the coach to highlight their occurrence in the life story of the coachee as well as 
employed as part of the personal/professional development strategies (Van Zyl and 
Stander  2013 ; Welch et al.  2014 ). The coachee could be presented with questions 
similar to ‘How would you use the combination of your leadership strength and 
social intelligence to approach the presented problem?’ in order to cognitively 
develop strength-based strategies aimed at personal/professional grow and/or to 
approach problems (Scheel et al.  2013 ; Welch et al.  2014 ). 

 Second, in some circumstances the results of the strengths-based psychometric 
assessment measures may not be readily available. As such, alternative strengths- 
based identifi cation methods, such as strengths-based inquiry, need to be employed 
(Welch et al.  2014 ). Strength-based inquiry pertains to the identifi cation of a 
coachee’s signature strengths through conversations whereby the coachee’s strength 
use are highlighted and accentuated (Peterson and Seligman  2004 ; Scheel et al. 
 2013 ). Coachees may be requested to share stories where they were at their best, 
where they were in a state of fl ow (absolute engagement) or where they felt that they 
were in complete control of their proverbial destiny (Scheel et al.  2013 ; Van Zyl and 
Rothmann  2014 ). These stories tend to highlight virtuous abilities, characteristics or 
talents which the coachee employed at their ‘self-report proverbial best’ (Scheel 
et al.  2013 ; Seligman  2011 ). However, strengths may also manifest as part of the 
coachee’s personal defi cits or challenges (e.g. humour employed as a mechanism to 
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manage confl ict or to ease emotional pain) (Scheel et al.  2013 ). Therefore, the coach 
needs to be fully competent in strengths-based inquiry in order to identify, highlight 
and re-inforce the coachee’s strengths in both ‘successful’ and ‘unsuccessful/
challenging’ scenarios (Coetzer et al.  2014 ; Peterson and Seligman  2004 ; Scheel 
et al.  2013 ). 

 According to Peterson and Seligman ( 2004 ), the coach needs to be fully aware of 
the diagnostic criteria of a signature strength in order to easily identify the use of a 
particular strength in various contexts. Specifi cally, the coach needs to identify the 
following characteristics in the coachee’s story to determine whether or not a presented 
ability is a strength:

    1.    There is a sense of ownership and authenticity when presenting with a strength   
   2.    Feelings of excitement when displaying a strength   
   3.    Seeking new ways to enact strengths   
   4.    Yearning to act in accordance with the strength   
   5.    Feeling of inevitability in using the strength   
   6.    Feelings of invigoration rather than exhaustion when acting it   
   7.    Creating and seeking projects which endorses these strengths   
   8.    Intrinsically motivated to use the strength    

  Finally, strengths-based identifi cation initiatives could be employed to determine 
strengths. These initiatives refer to objective attempts by the coach/coachee to 
initiate processes whereby strengths could be identifi ed and/or exposed. These 
initiatives relates to aspects such as 360° Strengths Evaluations or a 360° competency 
assessment, whereby peers, supervisors, direct reports, friends, family and the like 
are requested to rate or rank the coachee’s strengths. Similarly, peer strengths-based 
story telling could be employed whereby signifi cant others in the coachee’s life are 
requested to pose stories whereby they perceived the coachee to be at his/her best. 
These strengths-based identifi cation initiatives aids the coach to obtain either (a) an 
indication of the coachee’s manifest strengths or (b) relatively ‘objective’ evidence 
of the coachee’s strength use as perceived by others. This may also highlight and 
reinforce strength use in the coachee. 

 Through the use of the aforementioned strengths-based identifi cation strategies, 
the positive psychological coach should also aim to (a) identify strengths explicitly 
present in the coachee, (b) gain an understanding of the coachee’s perceptions of 
his/her strengths, (c) raise awareness of the coachee’s strengths, (d) aid coachees 
to overcome their focus on problems/weaknesses, and (e) emphasize culturally 
specifi c strengths, in order to subtly amplify the coachee’s strengths through cognitive 
restructuring (Scheel et al. 2012).  

    A Person-Centred Approach to Phase 2 

 In a person-centred atmosphere, the coachee will tend to feel safe to explore his/her 
capacities and thus become more aware of both their strengths and weaknesses. 
By recognizing the coachee’s talents and strengths, the coach can empathically 
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accompany the coachee towards strengthened self-awareness and differentiation of 
their strong sides. This “selective empathy” builds trust and tends to motivate the 
coachee to stay with their strong sides and give more weight to them, in particular 
in the context of the coachee’s work-related activities. To stay focused on the work 
setting, the coach may furthermore “guide his/her empathic understanding” to 
work-related issues. This will help to keep the coachee’s exploration to relate to 
work situations rather than diverse other directions (that at times may be worth 
following, though). 

 If, however, the coachee comes to a point where he/she explicitly wants to 
explore a weakness too, an empathic coach would respect that. He/she would offer 
their relationship to allow the coachee to move forward in their unfoldment along 
the coachee’s sense of what matters to him/her at the moment. In brief, the focus on 
strengths is considered as a helpful guideline but not an exclusive imperative. 

 If the coach feels that the self-exploration process could be made more effective 
by employing psychometric measurement and/or self-assessments by the coachee, 
he/she can suggest such instruments to be introduced. For example, the coach can 
invite the coachee to learn more about his/her strengths by suggesting to complete 
the Values in Action Inventory of Strengths (VIA-IS) (Peterson and Seligman  2004 ). 
Given the coachee is interested in some testing, the test results need to be discussed 
with him/her and their view on the results need to be received empathically and 
taken into account. One example of a test that tends to be worthwhile for heighten-
ing awareness of the coachee’s preferred role(s) when working in teams is the 
Belbin teamwork test (Belbin  2010 ). It allows one to fi nd out which team role(s) and 
functions one tends to manifest (Belbin  2010 ). An attractive feature of Belbin’s 
teamwork test is that each team type is described appreciatively with strong and 
weak sides appearing like two sides of one coin. Instruments like Belbin’s test can, 
in the authors view, extend the coachee’s complex understanding of work-related 
issues that might not come up in pure active listening endeavours that lie at the core 
of the person-centred approach. 

 Another person-centred way to strengthen one’s awareness of (inter)personal 
capacities and at the same time provide for personal growth is the participation in 
encounter groups, intensive, often unstructured self-experience groups (Rogers 
 1970 ; O’Hara  2013 ). For work- related contexts, these encounter groups could be 
theme-based and devoted to tackling relevant, timely themes in an organization or 
even across organizations while discovering interpersonal capacities. Examples of 
such themes are: Organizational change, collaboration in multicultural teams, 
managing family and work, or collaboratively exploring team’s and individual’s 
strengths. 

 The competence profi le would typically be co-developed as a collaborative 
endeavour between the coach and the coachee (Cain  2010 ) after the coachee had 
suffi cient opportunity to become more aware of his/her capacities as well as goals 
for personal and work-related development. The process would be open to be cre-
atively complemented by whatever aspect the coachee considers important.   
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3.3     Phase 3: Identifying Coaching Themes 

    Central Goals and Tasks 

 The purpose of this phase is to develop a clear understanding regarding the current 
challenges in the coachee’s life and to develop a strategy to build competencies 
(Bachkirova  2011 ; Seligman  2011 ) through integrating the information gathered in 
Phases 1 and 2 (Van Zyl and Stander  2013 ). The focus is to determine the coachee’s 
areas of development through understanding the current challenges in his/her cur-
rent work-related reality (Van Zyl and Stander  2013 ). As such, a deliberate attempt 
needs to be employed in order to reveal the coachee’s (a) perceptions associated 
with current diffi culties/challenges, (b) reasons why these exists, (c) the factors 
attributable to the challenges, (d) the possible consequences if these are unresolved 
and (e) the meaning derived from the given challenging context (Bachkirova  2011 ; 
Palmer and Whybrow  2014 ; Rogers  1951 ). Through understanding the presented 
problem/challenges, aligned to the coachee’s strengths, a personal development 
strategy aligned to a personal growth or development plan could be co-developed 
and implemented (Van Zyl and Stander  2013 ).  

    A Positive Psychology Approach to Phase 3 

 Much of the criticizm relating to positive psychology pertains to the fallacy that the 
paradigm ignores the proverbial ‘negative’ conditions of the human psyche (Lopez 
et al.  2014 ). However, positive psychology doesn’t shun these negative conditions 
(Smith  2006 ; Tugade and Fredrickson  2004 ; Van Zyl and Rothmann  2014 ; Van Zyl 
and Stander  2013 ), but rather suggests that these conditions need to be (a) interpreted 
from and (b) addressed through the use of individual signature strengths (Peterson 
and Seligman  2014 ) or competencies. 

 First, problems/challenges of the coachee need to be interpreted from a positive 
psychological perspective. Although research suggests the importance and value of 
strengths use (Grant and Schwartz  2011 ; Seligman  2011 ; Van Zyl and Rothmann 
 2014 ; Niemiec ( 2014 ) argues that strengths could be over/under utilized which may 
result in an in balance within the coachee or in relation to important relationships. 
Practically, presented challenges in the coachee’s reality relates to the over-use of a 
signature strength which might have been appropriate in previous contexts (Niemiec 
 2014 ). Grant and Schwartz ( 2011 ) found the strength use may reach an infl ection 
point whereby the experience and resultant effects turn negative. 

 Each character strength lies on a continuum in relation to expression (or use) 
ranging from over/under utilization to optimal expression (Grant and Schwartz 
 2011 ) whereby an ideal point of balance is sought between these extremes 
(Niemiec  2014 ). This argument suggests that desirable attributes, such as a 
coachee’s signature strengths, should be cultivated in moderation. Practically 
speaking, when a strength is under/over utilized it is no longer considered a 
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strength because it distracts the attainment, utilization and expression of other 
more appropriate strengths and counter-acts the outcomes it is intended to pro-
mote (Grant and Schwartz  2011 ). For example, within academic literature the 
well-being benefi ts of the signature strength ‘Kindness and Generosity’ (giving of 
one’s self unconditionally, and more than one would receive) has been greatly 
documented ( c.f . Lyubomirsky  2011 ; Lyubomirsky et al.  2005 ; Seligman  2011 ), 
however Flynn ( 2003 ) found an inverted U relationship between generosity and 
the quality, quantity and effi ciency of completed work (productivity) relative to 
manager’s expectations. As such, the coachee’s presented problems/developmental 
areas/negative conditions should be interpreted against the strengths over/under/
optimal use principle (Niemiec  2014 ). 

 Second, these problems/challenges should be addressed through capitalizing on 
the coachee’s optimally used signature strengths. Because, individuals approach, 
interpret and manage situations within the bounds of their contextual strengths 
awareness, strength utilization should form a key part of the developmental strategy. 
The developmental strategy should be co-developed with the coachee highlighting 
(a) the competencies which need to develop in order to effectively manage the 
presented challenges, or highlighting the personal/professional goal the coachee 
wants to achieve, (b) developing an action plan for addressing presented challenge/
achieving professional goal, (c) determine the desired outcome, (d) methods used to 
evaluate (measure) the progress (or success) of the initiative, (e) the internal 
(psychological strengths) and external resources required, (f) a mutually agreed 
deadline for completion and (g) ensure that the unique multi-cultural strengths and 
capabilities of the coachee is incorporated and capitalized on throughout the strategy 
(Van Zyl and Stander  2011 ).  

    A Person-Centred Approach to Phase 3 

 Based on a thorough and complex understanding of the coachee’s current 
challenges and on the information as well as, importantly, the interpersonal 
relationship(s) that unfolded in the previous phases, a strategy to strengthen work-
related competencies (Bachkirova  2011 ; Seligman  2011 ) is developed. Thereby the 
coach relies, fi rst of all, on the coachee’s actualizing tendency towards enhancement 
of their potentialities by trusting their sense of the situation and choice of paths to 
move forward. The resulting directions and goals are summarized in a personal 
development plan (PDP) to accompany the process as a reference (Bachkirova 
 2011 ). The PDP is viewed as a working document to be revisited and evolved on 
demand. Time and atmosphere permitting, the PDP is shared with the manager and 
he or she is kept informed about any major changes, accomplishments or burdens 
popping up on the way.   
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3.4     Phase 4: Encouraging, Deriving Meaning, Developing 
Self-Effi cacy and Instilling Hope 

    Central Goals and Tasks 

 The purpose of this phase is to facilitate the development of the coachee’s inherent 
potential through encouragement, the use of strengths-based meaning crafting 
activities and capitalising on his/her self-actualising tendency in order to enhance 
hope (Van Zyl and Stander  2013 ). From this perspective, encouragement serves as 
a mechanism to positively reinforce desired behaviour and to emphasize strengths 
use (Lyubomirsky  2011 ; Smith  2006 ). As such, encouragement is employed as a 
means through which the coachee’s psychological resources are highlighted, and 
developed in order to facilitate the formulation of positive decisions and approaches 
(Rogers  1951 ). The coach could utilize encouragement in order to ‘support’ the 
manifestation of desired behaviour (e.g. strength utilisation) in order for the coachee 
to reframe this behaviour as a strength (Lyubomirsky  2011 ). The intent is to facili-
tate self-exploration and the reinforcement of strength use in a presented scenario 
through probing the coachee on strategies where he/she used the signature strengths 
to address the presented challenges (Niemiec  2014 ; Seligman  2011 ). The coach 
invites the coachee to learn from different experiences. As a result the coachee will 
discover alternative possibilities to use these capacities, motivating the exploration 
of the self and the development of self-identity. Further, the coach should initiate 
own self-refl ective processes and practices in order to effectively process his/her 
own understanding of the context, the coachee and the incorporated approach. 

 In a nutshell, while the coach may offer instruments or interpretations addressing 
the over- and underutilization of strengths, his/her primary resource remains to be 
the interpersonal relationship with coachee and his/her genuine interest in 
accompanying the coachee to meet presented challenges in his/her reality. Like in 
the positive psychology approach, the PDP needs to be developed as a collaborative 
endeavour between coach and coachee (Cain  2010 ).  

    A Positive Psychology Approach to Phase 4 

 One of the central tendencies in applied positive psychology is to facilitate the 
development of self-identity through the use of strengths-based initiatives aimed at 
self-exploration in order to establish self-awareness (Seligman  2011 ). Self- 
awareness, in itself, should also be considered a psychological strength (Niemiec 
 2014 ) as it aids in building ego strength, manages anxiety, activates self- appreciation 
and promotes further engagements in obtaining self-knowledge (Scheel et al. 2012). 

 From a purist positive psychological perspective, the aim of this phase would be 
to make the coachee aware of the manifestation of strength utilization within a pre-
sented problem and to aid in reinforcing strength use in problematic situations 
through the use of positive reinforcement (Scheel et al. 2012). This can, however, 
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only be achieved if the coach aims to intentionally and deliberately highlight and 
honours (validates) the coachee’s efforts and struggles in his/her attempts to deal 
with the negative conditions or presenting issues (Smith  2006 ). Research suggests 
that the coachee of practitioners whom engage with validation (encouragement) and 
strengths-confi rming initiatives achieve their coaching/therapy/counselling goals at 
a higher rate than those who do not engage in the practice (Niemiec  2014 ; Seligman 
 2011 ; Smith  2006 ; Weick and Chamberlain  2002 ). 

 Therefore, the aim of this phase is to systematically alter the way in which the 
coachee interoperates negative conditions through the use of positive reinforcement 
in order to aid the development of inner resources and courage to engage in positive 
decision making practices (Palmer and Whybrow  2014 ; Smith  2006 ). One way in 
which this could be achieved is for the positive psychological coach to utilize narra-
tive psychological practices through encouraging coachees to retell their stories as 
survivors, rather than victims. This aids in altering the coachee’s perspectives of the 
presented problem and establishes a sense that numerous possibilities exists to 
understanding the problem (Smith  2006 ; Van Zyl and Rothmann  2014 ; Van Zyl and 
Stander  2013 ) as it aids the coachee to shed the victim mentality (Desetta and Wolin 
 2000 ). This results in the establishment of hope and optimism as different perspec-
tives to the presented problem is highlighted (Van Zyl and Stander  2013 ). As hope 
and optimism buffers against the onset of psychopathology (Peterson and Seligman 
 2004 ; Seligman  2011 ; Smith  2006 ), the positive psychological coach should aim to 
rekindle these positive psychological states through purposeful refl ection and/or 
exploring other scenarios where the coachee may have felt hopeful/optimistic 
(Palmer and Whybrow  2014 ; Smith  2006 ). 

 In summation, the intention of this phase from a positive psychological perspective 
is to (a) encourage the continuation of change, (b) to ensure that the coachee feels 
part of the process or ‘heard’ through ensuring compliance to multi-cultural facets, 
(c) to advocate for a positive ‘voice’ in the coachee’s reality evaluation framework, 
(d) to show appreciation for the effort the coachee is exerting in the process, (e) to 
validate the coachee’s experiences, (f) to positively affi rm the coachee’s successes 
and to (g) positively reframe negative experiences.  

    A Person-Centred Approach to Phase 4 

 While, interestingly, the intention of this phase largely coincides with the one 
described in the positive-psychology approach to this phase, the description/
wording of the person-centred approach to phase 4 differs substantially. Rather than 
“aiming to systematically alter the way in which the coachee interoperates negative 
conditions” or “utilizing psychological practices” the person-centred coach would 
stay non-directive, unconditionally accepting the coachee, and refraining from 
seeking to change. This is because, philosophically, the coachee is considered his or 
her own expert and any explicit effort to change him or her could be perceived as 
threat that may invoke defence mechanisms in the coachee that make his/her 
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self- concept more rigid than fl exible or changeable (Rogers  1959 ; Rogers and 
Farson  1987 ). 

 Consequently, like in the previous phases, the coach offers his/her person- centred 
attitudes and thus supports the coachee to accept him-/herself in their way of being. 
This unconditional acceptance is – paradoxically – the fi rst step towards construc-
tive change that is inherently motivated and self-directed (Rogers  1961 ). Through 
perceiving the safe, confi rming climate in the coaching relationship, the coachee 
feels secure enough to open up towards any experience he/she encounters, to process 
it in and outside the coaching relationship and to grow from it. This free exploration 
of own experience and reliance on their feelings as well as rational thought will tend 
to render the coachee more creative to deal with new situations. Supported by a 
genuinely accepting and empathic coach, he/she is trusted and facilitated to fi nd 
situation-specifi c, often unorthodox solutions to complex problems (Rogers  1961 ). 
Furthermore, the coachee will tend to reciprocate the acceptance and respect he or 
she is enjoying to receive from the coach and try to grant it to their environment 
(Rogers  1951 , proposition18). This will benefi t, in particular, relationships with 
culturally diverse colleagues whose being different will be accepted rather than 
combatted or devalued. All in all, the coachee will become more open-minded and 
up to following their personal goals and the shared vision specifi ed in earlier phases. 

 To support this development, the coachee can be offered to try the experiential 
technique of focusing (Gendlin  1982 ). This entails an explicit offering to sense e.g. 
a problem in one’s body and to fi nd and name a referent expression or feeling. 
Focusing may speed up the coachee’s capacity to get in touch with their feelings, to 
clear (inner) space for more openness, and to reduce stress and tension. In this way 
the whole organism including cognitions, feelings, meanings, and the body is mobi-
lized to deal with upcoming challenges in a coordinated and united way.   

3.5     Phase 5: Framing Solutions and Action Plans 

    Central Goals and Tasks 

 This phase involves developing or framing solutions and action plans to current 
challenges and developmental areas (Van Zyl and Stander  2013 ). This is done 
through solution-building conversations (Smith  2006 ), whereby the coachee is 
made aware of Justice and Jamieson’s ( 2002 ) “accept, change or leave principle”. 
Justice and Jamieson ( 2002 ) postulates that there are three high-level responses to 
most given stressors, challenges and problems, namely: (a) accepting the status quo, 
(b) changing oneself or changing the environment, or (c) leaving the problem situation. 
Solutions need to be built around one of these ideals as different developmental 
strategies are associated with the various outcomes. Through simplifying the 
 available choices, the coachee might feel more in control of the process whereby the 
extent problem area may be minimalized in his/her mind (Van Zyl and Stander 
 2013 ). Both the coachee and the coach should collaboratively identify the current 
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working mechanisms in the coachee’s life through a process of systematic probing 
(Smith  2006 ; Stelter  2014 ; Yalom  1980 ). Through collaboration the coach and 
coachee generate solutions, develops strategies and commits to the change (Smith 
 2006 ). Van Zyl and Stander ( 2013 ) notes that the emphasis through this process is 
on coachee-coach collaboration which can be seen as an expression of mutual 
positive regard as well as interpersonal transparency of goals and intents.  

    A Positive Psychology Approach to Phase 5 

 In this phase, the positive psychological coach engages in solution-building conver-
sations whereby the coachee is enlisted to aid in determining practical solutions to 
presenting issues (Deane et al.  2014 ; Smith  2006 ), whereby the focus is on ‘how’ a 
coachee is addressing presenting problems, rather than the actual problem 
(Berg and De Jong  1996 ; Stelter  2014 ). Smith ( 2006 ) argues that the positive 
psychological coach and coachee works collaboratively to determine strength-
based strategies which aided the coachee to cope with or manage similar problems 
in the past and to identify available psychological and social resources to confront 
current challenges. The purist positive psychological coach will aim to highlight 
the strengths used in the past coaching experiences and reinforce the positive 
components thereof (Scheel et al. 2012) through structured positive psychological 
solutions framing interventions. 

 A popular positive psychological approach to frame solutions and develop action 
plans is to utilize an Appreciative Inquiry (AI) (Sheldon et al.  2011 ; Whitney and 
Trosten-Bloom  2003 ). AI is a method of personal- and organizational development 
which emphasizes what the individual does well (strengths) rather than addressing 
diffi culties through a greater understanding of the derailing mechanisms (Whitney 
and Trosten-Bloom 2003). Appreciative inquiry is a four phase cyclical change 
model (called the 4D cycle) which refers to a collaborative ‘inquiry’ into what cur-
rently  is  working well/optimally (Phase 1 -Discovery), in order to envisage what 
 could  work well in the future (Phase 2 – Dream), followed by collective planning 
and prioritizing process that  would  work well (Phase 2 – Design) and ended off 
with the execution of the proposed designed strategy to achieve the preferred future 
state (Phase 1 – Destiny) (Lewis et al.  2008 ). According to Gordon ( 2008 ) the model 
assumes that:

•    There are somethings that works well within and without the coachee;  
•   Where the coachee focuses attention will become his/her reality;  
•   Multiple realities exists as they are constructed in relation to others;  
•   Realities are constructed within the moment;  
•   Presenting questions to the coachee infl uences the way in which he/she thinks, 

feels or behaves  
•   Individuals are more confi dent in working towards a positive future, if they trans-

pose learning which worked well in the past;  
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•   Individual, group, organizational and cultural differences should be valued  
•   The language people employ, structures their collective realities.    

 Applied to this phase of the coaching model, the coach and coachee co- constructs 
an action plan for the current challenges through applying the 4D model. Here 
‘problems’ or ‘areas of development’ are reframed as ‘desired outcomes’ (Phase 1 
and 2) and ‘Dreams’ (Phases 3 and 4). Table  1  highlights the process involved in 
structuring an action plan or solutions in each phase:

   As mentioned in Phase 1, the implementation strategy of the action plan needs to 
be documented and should form part of the PDP. 

 Further, Scheel et al. (2012) indicates that the positive psychological coach 
should be cognisant of (a) barriers to the use of coachee’s strengths, (b) coachee 

   Table 1    Appreciative Inquiry focused solution generation   

 Phase 1 – discover  Phase 2 – dream  Phase 3 – design  Phase 4 – destiny 

 Establishing what 
currently works 
well and what the 
coachee’s strengths 
are aligned to the 
desired outcome 

 Encourage the 
coachee to create 
images of the 
preferred future 
aligned to the 
desired outcome 

 Aiding the coachee in 
refocusing the dream and 
aligning it practical reality 

 Aid the coachee 
to align the 
dreams to the 
present 

 Facilitate the 
coachee to discover 
different 
perspectives, and 
approaches to the 
desired outcome 

 Inviting the 
coachee to be as 
creative as possible 
in determining this 
ideal state of 
functioning 
relating to the 
desired outcome 

 Determining which current 
and new/alternative 
behaviours the coachee needs 
to exert to obtain his/her 
dream 

 Facilitate the 
coachee to 
determine which 
immediate 
changes he/she 
can make to 
achieve this 
dream 

 Cultivate the 
coachee’s belief in 
a more optimistic 
and hopeful future 

 Invite the coachee 
to present this ideal 
future in as much 
detail as possible 
relating to the 
desired outcome 

 Assisting the coachee to 
determine which physical, 
psychological and social 
resources are needed to 
achieve his/her dream 

 Aid the coachee 
to determine 
short, medium 
and long term 
goals (and 
strategies) for 
achieving the 
dream 

 Enable the coachee 
to incorporate 
aspects which 
worked well in the 
past, as part of his/
her dream state 

 Determining methods/
approaches used in the past 
which may be valuable to 
achieving the dream 

 Aid the coachee 
to set time frames 
and deadlines for 
achieving the 
dreams 

 Affi rm the 
coachee’s 
presented ideal 
future and the 
sense that it’s 
possible to achieve 

 Continuously affi rm the 
coachee’s dream 
 Support realistic decisions 
and strategies 
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personal characteristics and (c) matching the coachee‘s context to strengths when 
framing solutions and determining action plans. Table  2  above presents a summary 
of Scheel et al.’s (2012) fi ndings:

       A Person-Centred Approach to Phase 5 

 Once the coachee feels safe and received in the coaching relationship and further-
more is more aware, open and sensitized, he or she can focus effort on addressing 
individual areas from their personal development plan. The coach will accompany 
the coachee in fi nding quite concrete action plans on how to put intentions into 
practice, such that outcomes can be perceived and refl ected in coaching sessions 
and/or the refl ection journals and future actions adapted in a deliberate, refl ected 
way. Occasionally, clearing space and focusing on challenging situations can help 
the coachee in fi nding a solution path in which he/she feels united as a whole person 

   Table 2    Contextual considerations when framing strengths-based solutions   

 Barriers to the use of 
coachee’s strengths  Coachee personal characteristics 

 Matching the coachee’s context to 
strengths 

 Some problems 
require more of a 
problem focus 

 Emphasize coachee’s help-
seeking behaviour as a strength 

 The types of problem will 
determine the use of strengths 

 Limitations to 
exclusive focus on 
strengths 

 Coachee acceptance of strengths 
gives coach go-ahead to work 
toward change 

 Internal problems (e.g., existential, 
self-esteem, low self-confi dence) 
are more appropriate for a 
strengths-based approach 

 In crisis, fi rst focus on 
problems, then move 
to work on strengths 

 Strengths are defi ned by 
coachee’s ego functioning 

 Matching coachee strengths with a 
corresponding intervention 
approach 

 An elaborate strengths 
presentation can be 
detrimental to higher 
ego strength 

 Use of more fl exible and 
sophisticated defence or coping 
mechanisms should be seen as a 
strength 

 Supporting coachees as experts of 
their lives and adopting their 
treatment ideas 

 Strength-based 
approaches are not 
helpful with 
narcissistic coachees 

 The way coachees uses strengths 
is an indicator of what change 
he/she is capable 

 Capitalizing on the strengths the 
coachee identifi es 

 Single focus on 
problems leads to 
blindness of strengths 

 Knowing the coachee’s strengths 
helps in understanding resiliency 
during the stress of changing 

 Pushing too quickly 
can prevent future 
acceptance of 
strengths 

 Coachee’s acceptance of 
strengths depends on 
developmental level 
 Coachee’s willingness to try 
something different is a strength 
 Coachee’s follow-through on the 
coach’s suggestions and/or 
homework identifi es strengths 
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including their personal, social and cultural feelings and thought. While in general 
the coachee will choose the order in which he/she wants to address areas from their 
PDP. In case of indifference or diffi culties the coach may suggest areas to tackle 
fi rst, based on his/her empathy for the coachee and the environment, and/or borrow-
ing from the technique of appreciative inquire as described above. The process of 
collaborative decision making can be refl ected later as a referent process: How did 
we proceed to make a decision? What was helpful in the process?   

3.6     Phase 6: Building Strengths and Competencies 

    Central Goals and Tasks 

 The main function of this phase is to develop the coachee’s competence through 
strengths identifi cation, building and utilization activities. The coachee is encour-
aged to identify working mechanisms in his/her current work-related reality 
(Lyubomirsky  2011 ). These working mechanisms are usually exhibited, but supressed 
signature strengths (Lyubomirsky  2011 ; Sheldon et al.  2011 ). Through supporting 
the self-exploration process, the coach aids the coachee to highlight these suppressed 
strengths and encourages its use in new and challenging environments (Sheldon et al. 
 2011 ) in order to enhance personal and work-related well- being (Niemiec  2014 ). 
Further, the coachee should also focus on enhancing his/her manifested strengths and 
seek opportunities to apply newly developed strengths in line with the personal 
development strategy (Peterson and Seligman  2004 ) in order to develop the desired/
identifi ed work-related competencies (Van Zyl and Stander  2013 ). 

 In addition, the coachee should also be acquainted with the Lyubomirsky ( 2011 ) 
the 10 %, 40 %, 50 % principle. From this perspective, well-being is determined by 
a biological set point, the coachee’s current environment, and intentional activities 
aimed at developing positive affect (Lyubomirsky et al.  2005 ). Each one of these 
factors declares a fairly large amount of variance in the overall experience of 
positive affect (Van Zyl and Stander  2013 ). Lyubomirsky ( 2011 ) argues that 
biological set point declares 50 % of the aforementioned variance, where the current 
environment declares 10 % and intentional activities declares 40 %. The implication 
is that coachee’s intentional activities has a larger effect on sustainable well-being 
than his/her current environment has on the experience of positive affect. Therefore 
establishing that the person is in control of how they feel, think and act.  

    A Positive Psychology Approach to Phase 6 

 A basic assumption of positive psychology is that people have the capacity for 
developing strengths in order to grow and change (Peterson and Seligman  2004 ; 
Seligman  2011 ) due to their self-correcting (or self-righting) tendencies (Smith 
 2006 ). Strengths develop as a result of individuals’ attempts to adapt to challenging 
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environments based on the inherent and genetically imprinted need to survive 
(Cilliers  2011 ; Peterson and Seligman  2004 ). As the survival instinct is genetically 
imprinted, it is assumed that strength development would be a life-long process as 
the struggle for survival is ever-present (Smith  2006 ). Further, Smith ( 2006 )  suggests 
individuals have a reservoir of manifested (known) and unexplored/unrecognized 
(unknown) strengths which develops as a result of an internal struggle with the self 
or an external struggle with the environment. As such, the role of the positive 
 psychological coach is to support the coachee’s natural strengths-development 
capacity and to encourage engagement in challenging scenarios to develop new or 
enhance known strengths (Niemiec  2014 ; Roarty and Toogood  2014 ). Further, as 
strengths are not contextually bound (Niemiec  2014 ; Seligman  2011 ), the coachee 
is also encouraged to seek opportunities outside of the work-related and coaching 
session whereby he/she could seek to apply these strengths. As such, an action 
learning approach is initiated and controlled for. 

 Character strengths can also be taught and affected through the engagement in 
deliberate interventions (Lyubomirsky  2011 ; Niemiec  2014 ; Peterson and Seligman 
 2004 ; Seligman  2011 ). Niemiec ( 2014 ) states that coachees could be taught how to 
be more courageous, gracious, open-mined, creative and prudent through various 
interventions such as strengths journaling, goal orientated planning, or gratitude 
visits. The positive psychological coach should facilitate the implementation of 
these interventions through creating opportunities for discovery and providing the 
necessary skills to practice these newly developed signature strengths (Lyubomirsky 
 2011 ; Van Zyl and Rothmann  2014 ).  

    A Person-Centred Approach to Phase 6 

 The central goals and tasks of this phase, namely to build strengths and competen-
cies or in other words to unleash and the coachee’s inherent constructive potential 
and let him or her unfold it in real-world situations are in high accord with the 
person- centred approach. A specifi c feature of the “building strengths and compe-
tencies” phase in the strengths based coaching model (Van Zyl and Stander  2013 ), 
however, is that there exist particular goals behind the coachee’s self-exploration 
such as:

•    to heighten awareness of personal strengths and competencies  
•   to fi nd new ways of employing and enhancing strengths in line with the PDP  
•   to increase the awareness of the coachee that his/her intentional activities have a 

signifi cant effect on their well-being.   

It is essential that these goals are communicated such that there is transparency in 
the process and the coachee can better understand the selective listening for the 
issues named above. To clarify, selective empathic listening means that the coach 
selectively attends to those feelings and meanings in the coachee’s utterances that 
are related to some focus such as emphasizing strengths. Importantly, the coachee 
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must not feel that any goals are imposed from an external perspective and has to stay 
in ultimate control of the direction of their personal development (Rogers  1959 ). 
Only in being transparent regarding specifi c goals, the coach can stay congruent in 
the relationship despite having goals/strategies that exceed his/her offering of a 
person-centred relationship and climate for self-exploration (Rogers  1959 ). In any 
case, the coach’s hidden goals or goals that confl ict with the coachee’s inherent 
direction would interfere with the coachee’s inherent, directional actualizing tendency 
and thus with the principles of the person-centred approach.   

3.7     Phase 7: Empowerment 

    Central Goals and Tasks 

 According to Van Zyl and Stander ( 2013 ), the purpose of this phase is to instil psy-
chological empowerment within the coachee through activating existing  internal 
and external resources  and to promote collaboration during the coaching process. 
Smith ( 2006 ) indicates that empowerment is a process whereby the coach identifi es, 
promotes and validates a coachee’s competent functioning during the coaching 
process. Through establishing empowerment, the coachee adopts a self-guided 
mindset of personal responsibility and self- assurance (Kidman and Davis  2007 ). As 
such, empowerment facilitates the client from a dependence to independence stance 
through exploring the social origins of the coachee’s behaviour and focus on the 
context in which it resides (Smith  2006 ). 

 For psychological empowerment to manifest, the coachee must experience a 
higher level of personal meaning, self-perceived competence and feel that he/she is 
in control the environment (Spreitzer  1995 ) in order to feel confi dent in applying 
strengths in new and innovative ways to overcome adversity, challenges and prob-
lems (Peterson and Seligman  2004 ).  

    A Positive Psychology Approach to Phase 7 

 From a positive psychological perspective, psychological empowerment refers to an 
intrinsic multi-dimensional motivational construct which manifests in experiences 
of meaningfulness, professional competence, self-determination and personal 
impact (Spreitzer  1995 ). As such the coach would need to ensure that the coachee 
(a) feels connected to the proverbial ‘bigger picture’ (meaningfulness), (b) exerts 
confi dence in their abilities to successfully perform in a task (competence), (c) 
experiences a sense of control over initiating and regulating own work (self- 
determination) and (d) feels he/she is making a difference within the context in 
which he/she functions, in order to establish a sense of psychological 
empowerment.  
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    A Person-Centred Approach to Phase 7 

 As in the previous phase, the goals as to what shall be achieved need to be transpar-
ent such as to avoid any sense of some “hidden agenda” and to include the coachee 
in the intended change process and let him/her co-decide on the paths how to move 
forward in accomplishing the PDP. This inclusion, based on the attitude of respect 
and empathic understanding of the coachee in his/her work environment is essen-
tial. Being trusted and met at eye-level, per se will empower the coachee and set 
him/her free to experiment with new behaviours. These will tend to be in part 
behaviours and attitudes that the coachee is receiving in the relationship and work 
with the coach and in part his/her own expressions of person-centred attitudes that 
the coachee perceives as constructive and wants to “reciprocate” in their relation-
ships Rogers  1951 ). In brief, the major “force” towards empowerment will come 
from experiencing the genuine, real person-centred relationship with the coach in 
which the coachee will feel deeply understood, accepted and prized for who they are 
(Rogers 1978), regardless of their culture or social status. 

 A further aspect of empowerment might reside in “paving the path” towards 
constructive change by putting away hindrances that the coachee might encounter. 
For example, over critical or sarcastic or ironical, etc. colleagues or managers might 
be confronted with the effects of their behaviour or just pointed to the fact that the 
coachee is working hard at a better fi t in the work context and that their support 
could be decisive for sustained benefi t.   

3.8     Phase 8: Reframing 

    Central Goals and Tasks 

 Van Zyl and Stander ( 2013 ) states that purpose of this phase is to alter behaviour 
through physically, psychologically or emotionally reframe work/life activities in 
order for them to be perceived as subjectively meaningful. Further, in this phase the 
coach aids the coachee to deconstruct and reframe the meaning they have attached 
to and derive from specifi c life/work events (Smith  2006 ). Here, the personal capac-
ities and signature strengths of the coachee are viewed as the foundation from which 
constructive change is facilitated (Van Zyl and Stander  2013 ). Further, Van Zyl and 
Stander ( 2013 ) indicates that the coach should accompany the coachee by recognizing 
the efforts exerted and accomplishments achieved in the pursuit of achieving the 
associative goals as part of the personal development strategy. In addition, the 
coachee might be asked to refl ect on the lessons learned from practice, as well as 
how these lessons affect the meaning attached to certain events (Seligman  2011 ). 

 Van Zyl and Stander ( 2013 ) further suggests that the coach may fi nd it helpful to 
utilize Smith’s ( 2006 ) theoretical framework on cognitive reframing, stating seven 
steps in which reframing tends to occur: (a) recognition, (b) acceptance, (c) under-
standing, (d) learning there is always choice for how to view adversity, (e) changing 
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the meaning ascribed to an event, (f) deriving lessons from the painful event, (g) 
redefi ning ourselves around our strengths and multiple talents, and (h) taking con-
structive action around the new strength-based identities and perseverance.  

    A Positive Psychology Approach to Phase 8 

 The process highlighted above is completely aligned to the purist positive psycho-
logical perspective. Further, the concept of reframing is strongly associated with the 
concept of subjective meaningfulness as defi ned by Seligman ( 2011 ) and Van Zyl 
( 2012 ). Seligman ( 2011 ) defi nes meaning as the ability of an individual to utilize 
and apply signature strengths in the service of a larger/greater purpose. Van Zyl 
( 2012 ) defi nes psychological meaning as the extent towards which an individual 
feels connected to the larger socially constructed reality or to the proverbial ‘bigger 
picture’. It further refers to experience of gaining a return on investment in the 
energy which one exerts in the pursuit of personal of professional goals (Seligman 
 2011 ). The practices associated with the search for and experience of meaning man-
ifests differently for individuals, whereby meaning crafting or recrafting activities 
will differ from person-to-person (Van Zyl and Stander  2014 ). 

 Reframing refers to an intentional effort by an individual to positively alter, 
amend or change the meaning attached to and derived from traumatic events, nega-
tive conditions or unfulfi lling work (Niemiec  2014 ; Van Zyl and Stander  2014 ). 
Coachees may engage in reframing activities to either: (a) take control over certain 
aspects of their lives to avoid negative consequences later, or (b) alter aspects relat-
ing to work/life in order to receive more positive expressions from others, or (c) to 
fulfi l the basic human need for connectedness and acceptance by others (Kooij et al. 
 2015 ; Rogers  1959 ). 

 As noted above, the mechanisms employed to do so would differ based on the 
presented strengths of the coachee, the type of scenario and the availability of per-
sonal and professional resources. However, Kahn ( 1990 ) suggests three cross- 
culturally appropriate activities which coaches could engage in to aid the client to 
experience meaning: (a) increasing the challenge of activities and/or work related 
tasks, introducing variety and providing autonomy, (b) increasing the fi t between 
the individual and the current role he performs within the organization, and (c) 
establishing rewarding and purposeful interpersonal reactions which results in 
experiences of self-appreciation and worthwhileness.  

    A Person-Centred Approach to Phase 8 

 In a person-centred climate in which the coach respects the actualizing tendency 
inherent in the coachee, changes in attitude, values, and behaviour tend to be a sign 
and expression of a person’s development toward their optimal functioning. Such 
changes would typically actualize and enhance the coachee’s organism, making the 
coachee’s experience more congruent or in tune with their awareness resulting in 
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the coachee feeling more in control of their life. The changes would not be confi ned 
to the cognitive level but affect deeper levels of the coachee’s self-structure. Using 
person-centred terminology, the self-initiated change process is called “reorganization” 
of the self-structure (Rogers  1959 ) and is directed toward increased congruence 
(match) between self and experience and thus increased sense of unity and psycho-
logical well-being. 

 In order to increase the coachee’s awareness in the reframing/reorganization pro-
cess, the coachee may be invited to refl ect on his/her process and the changes per-
ceived in him-/herself and the environment. Subsequently, to increase transparency 
and participation, the coachee could refl ect from his/her own perspective, how and 
whether at all, the learning relates to their personal goals and the PDP (see phase 3). 

 Thus, as in all phases, a primary goal is to provide a genuine, accepting, and 
empathically understanding climate, in which the coachee feels free to release his/
her inner potential and unfold from inside towards perfection under current circum-
stances. More concretely, Rogers ( 1959 , p. 218–219) describes the outcomes in per-
sonality and behaviour when, in simplifi ed terms, perceiving a person-centred 
relationship. Some of the outcomes/changes are:

•    The client is more congruent, more open to his experience, less defensive.  
•   He is consequently more effective in problem solving.  
•   His psychological adjustment is improved, being closer to the optimum.  
•   He feels more confi dent, more self-directing.  
•   He experiences more acceptance of others.  
•   His behaviour is more creative, more uniquely adaptive to each new situation, 

and each new problem, more fully expressive of his own purpose and values. 
(Rogers  1959 , pp. 218)      

3.9     Phase 9: Building Sustainable Resilience 

    Central Goals and Tasks 

 The purpose of this phase is to aid coachees in building resilience to buffer against 
the reoccurrence of similar problems in the future (Van Zyl and Stander  2013 ). 
Resilience is defi ned as an individual’s ability to proverbially bounce back to a ‘nor-
mal level of functioning’ after a traumatic or stressful event (Smith  2006 ). Resilience 
is developed through understanding and utilizing the internal psychological 
resources (e.g. signature strengths) and external support mechanisms (e.g. social 
support networks) to cope with and recover from negative conditions (Seligman 
 2011 ). Van Zyl and Stander ( 2013 ) does not provide structured guidelines on the 
development of resilience as they argue it is multi-facetted and depended on the 
types of complexes manifested in the coachee’s ego or through the coachee’s life 
philosophy as embodied in his/her value system.  
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    A Positive Psychology Approach to Phase 9 

 Resilience is considered a non-traditional positive psychological construct as it has 
roots in the traditional defi cit model (Maymin and Britton  2009 ). Resilience is 
defi ned as an individual’s capacity and ability to effectively and effi ciently adapt to 
or recover from stressful events, adverse environments and negative conditions 
(Gonzales  2012 ). Resilience should be considered as a formative process rather than 
an individual personality trait (Gonzales  2012 ; Seligman  2011 ). Kuyken et al. 
( 2009 ) argued that developing resilience in any psychological intervention should 
be an explicit goal. When resilience is established as a formative outcome of the 
coaching process, research suggests that both coach and coachee are expected to 
commit more readily to proactive strategies to use identifi ed strengths to foster 
future resilience (Kuyken et al.  2009 ; Maymin and Britton  2009 ). 

 Although resilience building is client specifi c, Newman ( 2005 ), the American 
Psychological Association ( 2010 ) and Robertson ( 2012 ) suggests ten generic way 
for the coach to aid the coachee to build resilience which are:

    1.    to establish and maintain good interpersonal relationships with close friends/
family;   

   2.    to refrain from interpreting stressful life/work events as intolerable problems;   
   3.    to accept things that cannot be changed;   
   4.    to set specifi c, realistic and attainable goals and implement strategies for 

attainment;   
   5.    to take vital decisions in adverse, negative or stressful situations;   
   6.    to seek opportunities of self-discovery, personal-refl ection and post-traumatic 

growth after negative conditions have expired;   
   7.    to develop self-confi dence;   
   8.    to focus on the proverbial bigger picture in order to consider adverse work/life 

event or negative condition in the broader context;   
   9.    to develop and maintain an optimistic and hopeful orientation through the 

experience of a negative condition through purposefully expecting positive 
outcomes and visualizing what is wished;   

   10.    to take care of one’s mind (e.g. meditation) and body (e.g. exercise).    

      A Person-Centred Approach to Phase 9 

 Towards the end of a coachee-centred coaching process in a person-centred climate, 
the coachee will tend to have assimilated a higher level of person-centred attitudes 
(congruence, acceptance, empathic understanding) which will empower him/her to 
solve complex problems more effectively. According to Rogers ( 1961 ), “the other 
individual [in our context the coachee] in the relationship:

•    will experience and understand aspects of himself which previously he has 
repressed;  

•   will fi nd himself becoming better integrated, more able to function effectively;  
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•   will become more similar to the person he would like to be;  
•   will be more self-directing and self-confi dent;  
•   will become more of a person, more unique and more self-expressive;  
•   will be more understanding, more acceptant of others;  
•   will be able to cope with the problems of life more adequately and more comfort-

ably.” (p. 37–38).    

 These appear to be highly relevant moves, in particular in multicultural contexts 
that require a high degree of respect of otherness. According to Rogers ( 1959 ,  1961 ) 
the changes are hypothesized as being relatively permanent. Nevertheless, in for 
these changes to sustain more fully, the coachee benefi ts from experiencing a 
person- centred climate (Motschnig and Nykl  2014 ; Rogers  1970 ). This is why it is 
essential that the coaching process goes far enough that the coachee (and optimally 
also his/her direct manager) can themselves offer a person-centred atmosphere to 
others and thus unfold more of it in the organization. Additionally, the coachee may 
attend person-centred encounter groups (e.g. twice a year 1.5 days) to refresh their 
attitudes and/or build support networks with like-minded colleagues within or 
across organizations to cultivate person-centred attitudes. No cross cultural view.   

3.10     Phase 10: Evaluating and Re-contracting 
the Relationship 

    Central Goals and Tasks 

 The fi nal phase of Van Zyl and Stander’s ( 2013 ) coaching model culminates in the 
evaluation of the coaching relationship and potential re-contracting. They argue that 
evaluation of the process should continue throughout the coaching intervention in 
order to ensure that the developmental strategy is on track. However, in the fi nal 
phase of the coaching relationship, a formative evaluation process needs to be 
 conducted to determine the effectiveness of the developmental strategy and either 
prepare the coachee for terminating the relationship or re-contracting for further 
development (Van Zyl and Stander  2013 ). They further argue that the evaluation 
process needs to be coupled with calculating the return on investment for the coaching 
process (Pedler et al.  2007 ). 

 Evaluated against the initial objectives set in Phase 1, both the coach and coachee 
needs to determine the success of the intervention (Van Zyl and Stander  2013 ). 
Further, the expectations of the other stakeholders (e.g. managing director, direct 
manager) needs to be evaluated against the process of the coaching intervention. In 
order to formally close off the coaching relationship a follow-up meeting between 
the coachee and his/her direct manager needs to take place in order to determine 
whether the expectations of the process were met (Pedler et al.  2007 ). In the sce-
narios where the expectations have not been met, or if the coachee presents a need 
for further intervention, a re-contracting process could be initiated (Van Zyl and 
Stander  2013 ).  
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    A Positive Psychology Approach to Phase 10 

 With the exclusion of Smith ( 2006 ), no formal or informal positive psychological 
approach could be found relating to the evaluation and termination of a positive 
psychological intervention strategy, -therapeutic intervention or -coaching process. 
According to Smith ( 2006 ) during this phase all stakeholders honours the progress 
which has been made. The coach would determine whether the coachee has achieved 
his/her objectives, whether the changes that manifested was indeed as a result of the 
positive psychological coaching process and which signature strengths/environ-
mental resources were most signifi cant/effective in the process (Smith  2006 ).  

    A Person-Centred Approach to Phase 10 

 In a person-centred approach to evaluation (Rogers  1983 ; Standl et al.  2012 ), the 
coachee’s self-evaluation would come fi rst and guide the feedback and evaluation 
process. The self-evaluation can happen either as an open, free-style (oral or  written) 
task or one guided by questions that the coach and coachee determine beforehand 
and the coachee is asked to respond to. Optimally, this self-evaluation by the coachee 
is be followed by feedback of the coach and optionally also the direct manager in a 
transparent session allowing all parties to share their perceptions, feelings and 
potential further action. As a result, a follow up plan for further development is 
agreed upon, potentially including a process of re-contracting. In that case, the 
coach, coachee and manager would explore what is needed for the expectations to 
be met and how each can contribute to this aim. Also, each expectation would be 
reconsidered whether it still holds or should better be revised to refl ect the new 
 situation and insight from the fi rst round. This is particularly important in a 
multicultural environment where, for example, expectations regarding punctuality, 
masculinity, or ambiguity avoidance may differ considerably between coachee and 
manager. A two sided move instead of putting all burdens on the coachee might 
prove to be a good way to resolve some ongoing issues. 

 Since the person-centred approach sees each person continually becoming the 
best they can (Rogers  1980 ), further opportunities of personal development for the 
coachee would be a valuable complement to any coaching process. Even though 
person-centred attitudes are resilient and once acquired don’t “get lost” (Rogers 
 1980 ), they need to be experienced and renewed not to get “buried under” careless, 
often hectic, superfi cial everyday conversations (Rogers  1970 ). Opportunities for 
renewal could be very simple and become part of the coaches work life, like regular 
open sharing session with colleagues and/or the manager. Alternatively, externally 
facilitated encounter groups could be offered as further means of life-long learning 
(Rogers  1983 ).    
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4     Refl ecting on the Positive Psychological and Person- 
Centred Approach During the Coaching Process 

4.1     Orientation 

 Through providing an interpretation of a paradigm specifi c approach to each phase 
of Van Zyl and Stander’s ( 2013 ) eclectic strengths-based coaching model, the simi-
larities, and differences of the positive psychological and person-centred approaches 
within this context could be highlighted. Further, a number of conceptual implica-
tions and limitations of the differences/similarities between the paradigms for 
multi-cultural coaching could be derived. In the following sub-sections we will 
attempt to highlight and discuss these similarities, differences and implications.  

4.2     Similarities Between Paradigms Within the Eclectic Multi- 
cultural Coaching Process 

 From our contrasting discussion it is clear that both positive psychology and the 
person-centred approach shares fundamental features even though the wording, 
labels or language employed may be different (Joseph and Murray  2013 ). As such, 
a brief overview of the core similarities highlighted in this chapter between the 
paradigms is presented:

•    Both approaches distances itself from the medical or defi cit model (Joseph and 
Murray 2013)  

•   Both approaches focuses on constructive human qualities or traits within the 
coaching process  

•   Both assumes the coachee has the capacity for strength development, growth and 
change (Rogers  1961 , 1964; Smith  2006 )  

•   The person-centred approach aims to aid in letting the fully functioning person/
coachee unfold through developing an openness to experience, to value auton-
omy, to reduce defensiveness, and to function authentically. These core charac-
teristics of the fully functioning coachee are characterized as the signature 
strengths which the positive psychological coach aims to develop in the coachee  

•   Both subscribes to the self-actualizing tendency of the coachee, whereby devel-
opment and growth is facilitated within the context in which he/she resides 
(Joseph and Murray 2013),  

•   Even though in a positive psychological setting this happens more explicitly and 
strategically, in the person-centered approach the experience of a constructive 
interpersonal climate is pivotal  

•   Within the coaching process, the coach honours/acknowledges the coachee’s 
efforts to engage to move forward and struggles to deal with presenting issues 
(Rogers  1961 ; Seligman  2011 ; Smith  2006 )  
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•   Both approaches underpins the importance of understanding the coachee’s 
current work-related reality and interpretative framework (Smith  2006 )  

•   It is apparent that both paradigms within the multi-cultural coaching framework 
embodies an eudaimonic as opposed to hedonic philosophy (Robbins  2008 )  

•   Both paradigms strives towards developing constructive capacities and resil-
ience, as opposed to reactive intervention methods (Joseph and Murray 2013)  

•   Resilience is a key concept within both the positive psychological and person- 
centred approaches (Friedman and Robbins 2012), however it is approached 
from different angles in the coaching process.     

4.3     Differences Between Paradigms Within the Eclectic Multi- 
cultural Coaching Process 

 In contrast to the previous section, our contrasting discussion highlights that the 
positive psychological and person centred approached differ fundamentally in vari-
ous application areas within the eclectic multi-cultural coaching model. For simpli-
fi cation, the differences in paradigms are presented below. 

    Positive Psychology 

 Presented against the eclectic multi-cultural coaching model, positive psychology 
differs with the person-centred approach in this context in the following ways:

•    The person-centred approach over-estimates the importance of growth- promoting 
environments (Harter et al.  1996 ) where the positive psychological approach 
acknowledges the impact of the environment on personal development but to a 
limited extent (Lyubomirsky  2011 ).  

•   Positive psychology places more reliance on instruments and evaluation by 
“external means” rather than on personal exploration.  

•   The positive psychological approach tends to favour quantitative intervention 
methodologies whereas the person-centred approach shows a preference for the 
qualitative (Friedman 2008).  

•   Coach is considered an expert in the interventions process and through the use of 
psychometric instruments, he/she guides/facilitates the process.  

•   Focus in the coaching process is on strength awareness, -identifi cation and -uti-
lization where positive feelings or experiences are explicitly emphasized.  

•   Coach excels in knowledge and competences about the effects of positive feel-
ings and how these could be enacted.  

•   Coach provides structured and organized guidance through the coaching 
process.  
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•   The positive psychological approach focuses more on the person-environment-fi t 
awareness, while the person-centred approach focuses on the individual within 
the environment.  

•   The positive psychological approach is about the coach concentrating on 
strengths utilization contrasted to a more accepting the self.  

•   The positive psychological coach focusses on framing practical solutions while 
the person-centered approach focuses on the coachee as a whole person who is 
trusted to fi nd his/her solution in a self-initiated way.  

•   From the positive psychological perspective, strengths and virtues are considered 
logically independent, as opposed to the holistic and interdependent view the 
person-centered approach employs. Within the person-centered approach 
strengths relates to a single/master, multi-facetted virtue called phronesis.  

•   The positive psychological coach employs a nomothetic approach towards 
human potential development.  

•   The positive psychological coach attributes resilience as a virtue which transcends 
the environment in which the coachee functions.  

•   Although the positive psychological coach does not shun or ignore the presence 
of negative conditions or emotions, he/she does however over accentuate the 
positive.     

    Person Centred Approach 

 Further, from our investigation it is evident that the person-centred approach differs 
signifi cantly with positive psychology within the context of the coaching model in 
the following ways:

•    Coach is more like a facilitator, deeply listening to the coachee as well as the 
manager and providing – with highest priority – a facilitative person-centred 
relationship based on congruence, acceptance and empathic understanding. In 
this climate positive change is expected to happen as a consequence of the 
inherent actualizing tendency.  

•   Coach acts as a resourceful person (Barrett-Lennard  2005 ) making suggestions 
and relying on the self-organizing potentials of the person (and organization).  

•   Coach excels in active listening and deep understanding of the coachee in his/her 
environment, making the coachee feel safe and fully received, and passing on 
person-centred attitudes and relationships (Rogers 1978). Coach and coachee 
meet each other at eye level in dealing with each other; Whenever appropriate, 
the organizational environment is included to increase transparency of the 
 process and decision making. The process (=10 step) model is used as a loose 
guideline that can be fl exibly adapted if deemed benefi cial. The ultimate goal is 
the work-related, personal development of the coachee.  

•   There is more trust in the individual to sense and explore their capacities in the 
climate of a person centred relationship. Work with encounter groups for 
 simultaneous discovery and growth can be a valuable complement increasing the 
self- experience of the coachee in a group of peers.  
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•   Instruments are not imposed, their usage will fi nally be the coachee’s choice. 
This will ensure better collaboration since there is inherent motivation to use the 
instrument, if the choice is self-determined. Furthermore, the coachee experi-
ences a sense of control and co-design of his/her coaching session which lets 
them experience the empowerment they are actually receiving.  

•   Effects of interpersonal relationship and own striving are more in the foreground 
than “engineered” and reinforced strategies that have been found to be effective 
through science and “applied upon” the coachee. This implies that the whole 
person approach with emphasis on work-related capacities is more important 
than a strict strength-based approach.  

•   Hope, energy, unfolding and well-being tend to be released from experiencing a 
resourceful, enriching interpersonal relationship that confi rms the coachee’s 
direction and capacity to grow from any experience and inspires him or her to 
proceed with this. Sustainability is increased through refl ection (Motschnig and 
Nykl  2014 ).  

•   When following explicit goals other that the general personal growth of the 
coachee, for example elaborating signature strengths, transparency is vital. The 
coachee must be included in knowing and co-determining the coaching agenda. 
In this way he/she can better understand why the coach’s empathic listening 
might focus on certain aspects of what the coachee is sharing while leaving 
 others unattended.  

•   There is more reliance on the actualizing tendency and the impact of the coaching 
relationship on change. The coachee is perceived as more self-determining, 
trusted, and participating as a collaborative partner. The coachee is left with more 
choices and self-direction already in the coaching process.  

•   Self-evaluation precedes and is prioritized over evaluation by others (Rogers 
 1983 ). Feedback is appreciated as a resource to complement self-evaluation.  

•   Further steps are co-decided rather that elaborated by the coach as an expert  
•   Ongoing development is sought to ensure moving forward. Opportunities may be 

self-initiated and self-organized, since the coachee wants to continue the path 
towards more congruence and well-being and has been empowered to take 
action.  

•   The person-centred coach adopts a non-reductive, whole person approach 
towards the developmental process  

•   The person-centred coach accepts the coachee unconditionally, as opposed to the 
positive psychological stance which emphasizes a prescriptive valuation during 
coaching  

•   The person-centred coach focuses on resilience in a more holistic manner in the 
coaching process through attributing its development to a combination of virtues, 
environmental and contextual factors  

•   The person-centred coach embraces a holistic approach through embracing the 
value of both positive and negative conditions within the coachee’s reality. 
 Neither the positive or negative processes nor experiences of the coachee are 
over or under emphasized.     
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    Summary of Comparison 

 Based on the strong sides and research base of the two traditions of positive 
 psychology and the person-centred approach, these two directions put different 
emphasis on certain aspects of the eclectic coaching model. In a nutshell:

•    The positive psychology approach emphasizes strength-identifi cation, psycho-
metric measurement and cognitive strategies to evoking positive emotions and 
enacting the coachee’s strengths.  

•   The person-centred approach emphasizes the development/unfolding of inherent 
capacities of the coachee by experiencing a growth-promoting interpersonal 
relationship with the coach.  

•   Both approaches promote the development to the coachee’s well-being in a 
coachee-centred way rather than adopting the medical model of removing 
defi ciencies.    

 Intriguingly, much in line with a strengths-based model, each approach focuses 
on including and enacting their strong sides (“strengths”), without contradicting the 
other approach. This can be derived from the “more or less” nature of the comparative 
description above, such as: “more reliance on instruments and evaluation” versus 
“more trust in the individual to sense and explore their capacities”.    

5     Concluding Remarks 

 The purpose of this chapter was to examine similarities and differences between 
positive psychology and the person-centred approach as dominant paradigm 
 perspectives within multi-cultural coaching. Both paradigms were presented against 
an eclectic multi-cultural strengths-based coaching model founded in both para-
digms (cf. Van Zyl and Stander  2013 ). Through the use of connective conceptual 
analysis (Banicki  2011 ), each phase of the proposed eclectic coaching model was 
explored from a positive psychological and person-centred orientation to develop a 
clear understanding of the essential commonalities and dissimilarities of the para-
digms. The chapter concluded with revealing conceptual implications and limita-
tions of this work in the multi-cultural coaching context. 

 In summation, both positive psychology and the person-centred approach were 
found to share fundamental goals, features, and the core attitude of respect, yet differ 
signifi cantly in key functional areas where Positive psychology tends to focus more 
on the conscious level of the coachee as well as the coach. This manifests in relying 
more explicitly on both psychological and culturally specifi c strengths, their identi-
fi cation, measurement, and enactment as well as on explicit strategies of  positive 
enforcement of positive (past) experience. The person-centred approach empha-
sizes the integration of conscious and unconscious levels of the coachee through 
relying primarily on the coachee’s experiencing a growth-promoting, genuine 
 interpersonal relationship in which he/she feels unconditionally accepted, valued, 
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and deeply understood at conscious and unconscious levels. There is apparently 
more trust and reliance on self-organization and the coachee’s inclusion into the 
whole process in person-centred coaching while positive psychology relies more 
strongly on the coach as an expert in personal development interventions including 
the thoughtful application of techniques, methods, instruments, etc. The chapter 
ends with hope for integration in the realm of coaching, which is considered to offer 
particular benefi ts for culturally diverse coachees, however will be challenging to 
achieve in practice. If this article has illustrated some basic differences in the 
 practices and underlying philosophies and of the two psychological orientations in 
the context of coaching and also made clear that these are different paths to reach 
strongly resonant goals, it has fulfi lled its purpose.     

   References 

   American Psychological Association (APA). (2010).  The road to resilience: Resilience factors & 
strategies.  Retrieved April 24, 2015, from   http://www.apa.org/helpcenter/road-resilience.aspx      

         Bachkirova, T. (2011).  Developmental coaching: Working with the self . Maidenhead: Open 
University Press/McGraw-Hill Education.  

       Banicki, K. (2011). Connective conceptual analysis and psychology.  Theory & Psychology, 22 (3), 
310–323.  

    Barrett-Lennard, G. T. (2005).  Relationship at the centre: Healing in a troubled world . Philadelphia: 
Whurr Publishers.  

    Barrett-Lennard, G. T. (2013).  The relationship paradigm. Human being beyond individualism . 
Houndmills: Palgrave Macmillan.  

    Bayramoğlu, G., & Şahin, M. (2015). Positive psychological capacity and its impacts on success. 
 Journal of Advanced Management Science, 3 (2), 154–157.  

     Belbin, R. M. (2010).  Team roles at work . Oxford: Butterworth-Heinemann.  
     Bennett, M. J. (1993). Towards ethnorelativism: A developmental model of intercultural sensitivity. 

In R. M. Paige (Ed.),  Education for the intercultural experience  (2nd ed., pp. 21–71). Yarmouth: 
Intercultural Press.  

    Berg, I. K., & De Jong, P. (1996). Solution-building conversations: Co-constructing a sense of 
competence with clients.  Families in Society: The Journal of Contemporary Social Services, 
77 (6), 376–391.  

     Biswas-Diener, R. (2010).  Practicing positive psychology coaching: Assessment and strategies for 
success . Hoboken: Wiley.  

      Cain, D. J. (2010).  Person-centered psychotherapies . Washington, DC: American Psychological 
Association.  

    Cannell, L. (2015). A guided conversation among leaders in changing times.  Common Ground 
Journal, 12 (1), 11.  

      Carkhuff, R. (2000).  The art of helping in the 21st century . Amherst: Human Resource Development 
Press.  

        Cilliers, F. (2011). Positive psychology leadership coaching experiences in a fi nancial organisation. 
 SA Journal of Industrial Psychology/SA Tydskrif vir Bedryfsielkunde, 37 (1), 1–14.  

    Coetzee, M., & Van Zyl, L. E. (2014). A review of a decade’s scholarly publications (2004–2013) 
in the South African Journal of Industrial Psychology.  SA Journal of Industrial Psychology, 
40 (1), 1–16.  

    Coetzer, A., Redmond, J., & Bastian, V. (2014). Strength-based coaching: Making the case for its 
adoption in small businesses.  Development and Learning in Organizations: An International 
Journal, 28 (3), 6–9.  

Exploring Positive Psychology and Person-Centred Psychology in Multi-cultural Coaching

http://www.apa.org/helpcenter/road-resilience.aspx


352

    Deane, F. P., Andresen, R., Crowe, T. P., Oades, L. G., Ciarrochi, J., & Williams, V. (2014). A 
comparison of two coaching approaches to enhance implementation of a recovery-oriented 
service model.  Administration and Policy in Mental Health and Mental Health Services 
Research, 41 (5), 660–667.  

    Desetta, A., & Wolin, S. (2000).  The struggle to be strong: True stories by teens about overcoming 
tough times . Minneapolis: Free Spirit Press.  

    Feldman, D. C., & Lankau, M. J. (2005). Executive coaching: A review and agenda for future 
research.  Journal of Management, 31 (6), 829–848.  

    Flynn, F. J. (2003). How much should I give and how often? The effects of generosity and 
frequency of favor exchange on social status and productivity.  Academy of Management 
Journal, 46 , 539–553.  

    Froh, J. J. (2004). The history of positive psychology: Truth be told.  NYS Psychologist, 16 (3), 18–20.  
   Fronczak, D. B. (2006). Coaching men at midlife.  Dissertations abstracts international: Section 

B: Sciences and engineering, 66 (10), 5710.  
   Gendlin, E. T. (1982) [1978].  Focusing  (2nd ed.). New York: Bantam Books.  
     Gonzales, L. (2012).  Surviving survival: The Art and science of resilience . New York: W. W. 

Norton & Company.  
    Gordon, S. (2008). Appreciative inquiry coaching.  International Coaching Psychology Review, 3 , 

19–31.  
    Grant, A. M. (2006). A personal perspective on professional coaching and the development of 

coaching psychology.  International Coaching Psychology Review, 1 (1), 12–22.  
       Grant, A. M., & Schwartz, B. (2011). Too much of a good thing: The challenge and opportunity of 

the inverted U.  Perspectives on Psychological Science, 6 , 61–76.  
    Harter, S., Marold, D. B., Whitesell, N. R., & Cobbs, G. (1996). A model of the effects of parent 

and peer support on adolescent false self-behaviour.  Child Development, 67 , 360–374.  
    Joseph, S. (2006). Person-centred coaching psychology: A meta-theoretical perspective. 

 International Coaching Psychology Review, 1 (1), 47–54.  
    Joseph, S., & Linley, P. A. (2004). Positive therapy: A positive psychological theory of therapeutic 

practice. In P. A. Linley & S. Joseph (Eds.),  Positive psychology in practice  (pp. 354–368). 
Hoboken: Wiley. doi:  10.1002/9780470939338.ch22    .  

      Joseph, S., & Murphy, D. (2013). Person-centered theory encountering mainstream psychology: 
Building bridges and looking to the future. In  Interdisciplinary handbook of the person- 
centered approach  (pp. 213–226). New York: Springer.  

     Justice, T., & Jamieson, D. (2002).  The facilitator’s fi eldbook  (2nd ed.). New York: City Cress.  
    Kahn, W. A. (1990). Psychological conditions of personal engagement and disengagement at 

work.  Academy of Management Journal, 33 (4), 692–724.  
   Kidman, L., & Davis, W. (2007). Empowerment in coaching. In  Ecological task analysis and 

movement  (pp. 121–139). Champaign: Human Kinetics.  
   Kooij, D. T., Tims, M., & Kanfer, R. (2015). Successful aging at work: The role of job crafting. In 

 Aging workers and the employee-employer relationship  (pp. 145–161). Cham: Springer 
International Publishing.  

    Koortzen, P., & Oosthuizen, R. (2010). A competence executive coaching model.  SA Journal of 
Industrial Psychology/SA Tydskrif vir Bedryfsielkunde, 36 (1), 7–22.  

     Kuyken, W., Padesky, C. A., & Dudley, R. (2009).  Collaborative case conceptualization: Working 
effectively with clients in cognitive-behavioral therapy . New York: Guilford.  

    Lago, C. (2013). The person-centered approach and its capacity to enhance constructive interna-
tional communication. In J. H. D. Cornelius-White, R. Motschnig-Pitrik, & M. Lux (Eds.), 
 Interdisciplinary applications of the person-centered approach . New York: Springer.  

      Lewis, S., Passmore, J., & Cantore, S. (2008).  The appreciative inquiry approach to change man-
agement . London: Kogan Paul.  

    Linley, P. A., & Harrington, S. (2006). Playing to your strengths.  The Psychologist, 19 , 86–89.  

L.E. van Zyl et al.

http://dx.doi.org/10.1002/9780470939338.ch22


353

    Linley, P. A., Joseph, S., Harrington, S., & Wood, A. M. (2006). Positive psychology: Past, present, 
and (possible) future.  Journal of Positive Psychology, 1 , 3–16. doi:  10.1080/17439760500372796    .  

    Lopez, S. J., Pedrotti, J. T., & Snyder, C. R. (2014).  Positive psychology: The scientifi c and practical 
explorations of human strengths . London: Sage Publications.  

            Lyubomirsky, S. (2011).  The way to happiness: Action plan for a happy life  (K. Benyovitz, Trans.). 
Or Yehuda: Kinneret Publishing House.  

     Lyubomirsky, S., Sheldon, K. M., & Schkade, D. (2005). Pursuing happiness: The architecture of 
sustainable change.  Review of General Psychology, 9 , 111–131.  

    Maymin, S., & Britton, K. (Eds.) (2009).  Resilience: How to navigate life’s curves . Charleston: 
Positive Psychology News.  

   Moore, M., & McBride, B. W. (2014). Health and wellness coaching in practice. In  Coaching- 
praxisfelder. Forschung und praxis im dialog  (pp. 43–51). Wiesbaden: Springer Fachmedien 
Wiesbaden.  

   Motschnig, R. (2014). Die Tendenz zur Co-Aktualisierung. [The tendency toward co- actualization: 
Considerations regarding the actualizing process in interpersonal relationships].  Person, 18 (2), 
Facultas Universitätsverlag, 163–175. ISSN 1028-6837.  

      Motschnig, R., & Nykl, L. (2014).  Person-centred communication: Theory, skills, and practice . 
McGraw Hill: Open University Press.  

    Newman, R. (2005). APA’s resilience initiative.  Professional Psychology: Research and Practice, 
36 (3), 227.  

                Niemiec, R. M. (2014).  Mindfulness and character strengths: A practical guide to fl ourishing . 
Cambridge, MA: Hogrefe.  

    O’Hara, M. (2013). PCA encounter groups: Transformative learning for individuals and communities. 
In J. H. D. Cornelius-White, R. Motschnig-Pitrik, & M. Lux (Eds.),  Interdisciplinary applications 
of the person-centered approach . New York: Springer.  

       Palmer, S., & Whybrow, A. (2014).  Handbook of coaching psychology: A guide for practitioners . 
London: Routledge.  

    Park, N., & Peterson, C. (2006). Character strengths in organizations.  Journal of Organizational 
Behaviour, 27 , 1149–1154.  

     Passmore, J. (2013).  Diversity in coaching: Working with gender, culture, race and age . New York: 
Kogan Page Publishers.  

     Pedler, M., Burgoyne, J., & Boydell, T. (2007).  A manager’s guide to self-development  (5th ed.). 
Maidenhead: McGraw-Hill Professionals.  

                 Peterson, C., & Seligman, M. E. P. (2004).  Character strengths and virtues: A handbook and clas-
sifi cation . New York: American Psychological Association.  

    Peterson, C., & Seligman, M. E. P. (2014).  Character strengths and virtues: A handbook and clas-
sifi cation  (2nd ed.). New York/Oxford/Washington, DC: American Psychological Association.  

    Rath, T. (2007).  Strengths fi nder 2.0. . New York: Gallup Press.  
    Roarty, M., & Toogood, K. (2014).  The strengths-focused guide to leadership: Identify your talents 

and Get the most from your team . Harlow: Pearson.  
      Robbins, B. D. (2008). What is the good life? Positive psychology and the renaissance of human-

istic psychology.  Humanistic Psychologist, 36 , 96–112. doi:  10.1080/08873260802110988    .  
    Robbins, B. D., & Friedman, H. (2008). Introduction to our special issue on positive psychology. 

 Humanistic Psychologist, 36 , 93–95. doi:  10.1080/08873260802110947    .  
    Robertson, D. (2012).  Build your resilience . London: Hodder.  
               Rogers, C. R. (1951).  Client-centred therapy . London: Constable.  
             Rogers, C. R. (1959). A theory of therapy, personality, and interpersonal relationships, as devel-

oped in the client-centred framework. In S. Koch (Ed.),  Psychology: A study of a science  (Vol. 
3). New York: McGraw-Hill.  

                 Rogers, C. R. (1961).  On becoming a person . Boston: Houghton Miffl in.  
      Rogers, C. R. (1970).  Carl Rogers on encounter groups . New York: Harper and Row.  

Exploring Positive Psychology and Person-Centred Psychology in Multi-cultural Coaching

http://dx.doi.org/10.1080/17439760500372796
http://dx.doi.org/10.1080/08873260802110988
http://dx.doi.org/10.1080/08873260802110947


354

    Rogers, C. R. (1978a).  Carl Rogers on personal power . London: Constable.  
   Rogers, C. R. (1978b).  On personal power . London: Constable.  
     Rogers, C. R. (1980).  A way of being . Boston: Houghton Miffl in.  
       Rogers, C. R. (1983).  Freedom to learn for the 80s . Columbus: Charles E. Merrill Publishing 

Company, A Bell & Howell Company.  
    Rogers, C. R., & Farson, R. E. (1987). Active listening. In R. G. Newman, M. A. Danzinger, & 

M. Cohen (Eds.),  Communicating in business today . Lexington: D.C. Heath and Company. 
Online:   http://www.gordontraining.com/pdf/active_listening_article_rogers-farson.pdf    .  

          Scheel, M. J., Davis, C. K., & Henderson, J. D. (2013). Therapist use of client strengths: A qualita-
tive study of positive processes.  The Counseling Psychologist, 41 (3), 392–427.  

     Schneider, K. J. (2011). Toward a humanistic positive psychology: Why can’t we just get along? 
 Existential Analysis, 22 , 32–38.  

                            Seligman, M. E. P. (2011).  Flourish: A visionary new understanding of happiness and well-being . 
New York: Free Press.  

    Seligman, M. E. P., & Csikszentimihalyi, M. (2000). Positive psychology: An introduction. 
 American Psychologist, 55 , 5–14.  

       Sheldon, K., Kashdan, T. B., & Steger, M. F. (2011).  Designing positive psychology: Taking stock 
and moving forward . New York: Oxford University Press.  

                               Smith, E. J. (2006). The strength-based counselling model.  The Counseling Psychologist, 34 (2), 
13–80.  

     Spreitzer, G. (1995). Psychological empowerment in the workplace: Dimensions, measurement 
and validation.  Academy of Management Journal, 38 , 1442–1456.  

    Standl, B., Motschnig, R., & Haselberger, D. (2012). Case study on person – centred assessment 
in computer science. In T. Amiel & B. Wilson (Eds.),  Proceedings of world conference on 
educational multimedia, hypermedia and telecommunications 2012  (pp. 2343–2351). 
Chesapeake: AACE.  

    Stelter, R. (2014). Intervention theories in coaching and coaching psychology. In  A guide to third 
generation coaching  (pp. 45–109). Dordrecht: Springer.  

    Tugade, M. M., & Fredrickson, B. L. (2004). Resilient individuals use positive emotions to bounce 
back from negative emotional experiences.  Journal of Personality and Social Psychology, 
86 (2), 320.  

    Van Zyl., L. E. (2012).  The development and evaluation of positive psychological interventions 
aimed at happiness . Unpublished doctoral thesis, North-West University.  

             Van Zyl, L. E., & Rothmann, S. (2014). Towards happiness interventions: Construct clarifi cation 
and intervention methodologies.  Journal of Psychology in Africa, 24 (2), 327–341.  

     Van Zyl, L. E., & Stander, M. W. (2011, July).  An analytical strength based approach towards 
coaching . Research paper presented at the 12th annual Society of Industrial/Organisational 
Psychologists in conference, Johannesburg, South Africa.  

                                                            Van Zyl, L. E., & Stander, M. W. (2013). A strengths-based approach towards coaching in a mul-
ticultural environment. In J. H. D. Cornelius-White, R. Motschnig-Pitrik, & M. Lux (Eds.), 
 Interdisciplinary Handbook of the person-centred approach  (pp. 245–257). New York: 
Springer New York. doi:  10.1007/978-1-4614-7141-7-17    .  

    Van Zyl, L. E., & Stander, M. W. (2014). Flourishing interventions: A practical guide to student 
development. In  Psycho-social career meta-capacities  (pp. 265–276). Cham: Springer 
International Publishing.  

            Waterman, A. S. (2013). The humanistic psychology–positive psychology divide: Contrasts in 
philosophical foundations.  American Psychologist, 68 (3), 124.  

    Weick, A., & Chamberlain, R. (2002). Putting problems in their place: Further explorations in the 
strengths perspective. In D. Saleebey (Ed.),  The strengths perspective in social work practice  
(3rd ed., pp. 95–105). Boston: Allyn & Bacon.  

L.E. van Zyl et al.

http://www.gordontraining.com/pdf/active_listening_article_rogers-farson.pdf
http://dx.doi.org/10.1007/978-1-4614-7141-7-17


355

      Welch, D., Grossaint, K., Reid, K., & Walker, C. (2014). Strengths-based leadership develop-
ment: Insights from expert coaches.  Consulting Psychology Journal: Practice and Research, 
66 (1), 20.  

    Whitney, D., & Trosten-Bloom, A. (2003).  The power of appreciative inquiry . San Francisco: 
Berret-Koehler.  

    Whitney, D. D., & Trosten-Bloom, A. (2010).  The power of appreciative inquiry: A practical guide 
to positive change . San Francisco: Berrett-Koehler Publishers.  

    Yalom, I. (1980).  Existential psychotherapy . New York: Basic Books.    

Exploring Positive Psychology and Person-Centred Psychology in Multi-cultural Coaching



357© Springer International Publishing Switzerland 2016 
L.E. van Zyl et al. (eds.), Coaching Psychology: Meta-theoretical perspectives 
and applications in multicultural contexts, DOI 10.1007/978-3-319-31012-1_16

      Training Emerging Psychologists as Multi- 
cultural Contextual Coaches                     

       Lené     Ilyna     Jorgensen     ,     Llewellyn     E.     van     Zyl     , 
and     Marius     W.     Stander    

    Abstract     Research on the education, professional training and tuition models of 
emerging psychologists (or ‘student psychologists’) has signifi cantly increased dur-
ing the past two to three decades (Johnson WB, Kaslow N (eds). The Oxford hand-
book of education and training in professional psychology. Oxford University Press, 
New York, 2014). Various evidence-based, practitioner-scholar-, clinical-scientist- 
and science-practitioner models have been developed to aid in the professional 
training of emerging psychologists (Bell D, Hausman EM. 3 training models in 
professional psychology doctoral programs. The Oxford handbook of education and 
training in professional psychology. Oxford University Press, New York, 2014) in 
order to develop competence in different practice domains such as counselling/
therapy (Smith EJ. Couns Psychol 34(2):13–80, 2006), psychometric evaluation 
(Theron C. SA J Ind Psychol 33(1):102–117, 2007), forensic analysis (Neal TM, 
Brodsky SL. J Forensic Psychol Pract 14:24–44, 2014) and coaching psychology 
(Biswas-Diener R, Dean B. Positive psychology coaching: putting the science of 
happiness to work for your clients. Wiley, Hoboken, 2007). Coaching psychology 
has emerged as a rapidly growing practice domain (Passmore J (ed). Diversity in 
coaching: working with gender, culture, race and age. Kogan Page Publishers, 
New York, 2013) in both uni- and multi-cultural contexts (Palmer S, Whybrow A 
(eds). Handbook of coaching psychology: a guide for practitioners. Routledge, 
London), however limited scientifi c research exists relating to the training and 
development of emerging psychologists as coaches within multi-cultural environ-
ments. As such, the chapter aims to evaluate the experiences of emerging psycholo-
gists relating to an evidence-based training methodology in order to provide 
structured guidelines for the development of a multi-cultural coaching training 
 programme. Through the use of an evidence-based research methodology and 
 thematic content analysis, the chapter will present the specifi c strategies employed 

        L.  I.   Jorgensen      (*) 
  Department of Industrial Psychology, School of Human Resource Sciences, WorkWell 
Research Unit ,  North-West University ,   Potchefstroom Campus ,  Potchefstroom ,  South Africa   
 e-mail: Lene.Jorgensen@nwu.ac.za   

    L.  E.   van   Zyl      •    M.  W.   Stander      
  Optentia Research Focus Area, Department of Industrial Psychology, School for Behavioural 
Sciences ,  North-West University ,   Vaal Triangle Campus ,  Vanderbijlpark ,  South Africa   
 e-mail: llewellyn.vanzyl@nwu.ac.za; marius.stander@nwu.ac.za  

mailto:Lene.Jorgensen@nwu.ac.za
mailto:llewellyn.vanzyl@nwu.ac.za
mailto:marius.stander@nwu.ac.za


358

and methodologies utilized in the development of multi-cultural coaching compe-
tence of emerging psychologists as part of their formal academic training. The 
research method, data analysis and results will be presented followed by recom-
mendations that fl owed from the study.  

  Keywords     Coaching training   •   Industrial psychologist as coaches   •   Coaching psy-
chology   •   Professional development  

1       Introduction 

 Industrial and Organisational Psychologists (IOPS) have been quite successful in 
securing employment the past few decades (SIOPSA  2012 ). This is further high-
lighted by Byrne et al. ( 2014 ). However, they caution that with diffi cult economic 
conditions it may become tougher for student or ‘emerging’ psychologists entering 
the job market. The Psychology Board of the Health Profession Council of South 
Africa recently increased pressure on universities to deliver well rounded profes-
sionals to organizations. Universities are encouraged to provide suitable practical 
work opportunities and even internships in order to ensure that students’ are fully 
prepared for the workplace (HPCSA Personal Communication 2014). 

 One of the areas where students need to be competent is people development. In 
most if not all countries, people development and retention are some of the biggest 
business challenges. Coaching is a very important part of people development. 
Grant ( 2006 ) postulates that coaching psychology has the potential to promote the 
performance and well-being of the individual, organization and society. It is further 
important to take cognisance of the fact that industrial psychology is an applied 
discipline that preaches the science-practitioner model, training students in science 
and practice (Weathington et al.  2014 ). This chapter deals with the training of future 
industrial psychologists as people developers, with a specifi c focus on coaching 
psychology. 

 Although coaching and coaching psychology has emerged as a rapidly growing 
practice domain (Abbott et al.  2013 ; Grant and Cavanagh  2007 ) in both uni- and 
multi-cultural contexts (Palmer and Whybrow  2014 ), limited scientifi c research 
exists relating to the training and development of coaches within multi-cultural 
environments (Egan and Hamlin  2014 ). Stein et al. ( 2014 ) postulate that coaching 
education has entered an era of greater infl uence with a focus on how to prepare 
coaches to be competent. Research on the education, professional training and 
tuition models of emerging psychologists (or student psychologists) has dramati-
cally accelerated during the past two to three decades (Byrne et al.  2014 ; Johnson 
and Kaslow  2014 ; Tett et al.  2013 ). Various models, including, evidence-based, 
practitioner-scholar-, clinical-scientist- and science-practitioner models have been 
developed to aid in the professional training of emerging psychologists (Bell and 
Hausman  2014 ). These models are mainly used in an effort to develop student com-
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petence in different practice domains of psychology. Competency in areas such as 
counselling and therapy (Smith  2006 ), psychometric evaluation (Theron  2007 ), 
forensic analysis (Neal and Brodsky,  2014a ) and coaching psychology (Biswas- 
Diener and Dean  2007 ) are required in order to provide well-rounded psychology- 
practitioners in the fi eld of industrial psychology. 

 Therefore, the chapter aims to evaluate the experiences of emerging psycholo-
gists relating to an evidence-based training methodology in order to provide struc-
tured guidelines for the development of a multi-cultural coaching training 
programme. Through the use of evidence-based research methodology, the chapter 
will present the specifi c strategies employed and methodologies utilized in the 
development of multi-cultural coaching competence of emerging psychologists as 
part of their formal academic training. The research method, data analysis and 
results will be discussed and fi nally recommendations will be made.  

2     Training Students as People Developers 

 The “people development” module, combined with four other modules (well-being, 
scientifi c reasoning, applied counselling and professional industrial psychology) 
form the teaching part of the Industrial Psychology Masters qualifi cation. As part of 
the qualifi cation, a research dissertation contributes 50 % to the program. The phi-
losophy behind the program is fi rstly that the students must focus on their own 
development before coaching and developing others. Secondly, the program is 
based on a combination of class room teaching, self-directed learning, mentoring 
and peer coaching where the student must through experiential learning develop the 
skills of a coach in a multi-cultural environment. This takes place under the guid-
ance of a university and primary supervisor. In this process the student experience a 
high level of meaning while building a professional identity. 

 There is a need for evidence-based coaching (Grant and Cavanagh  2007 ) that has 
the potential to raise the standard and credibility of coaching (Stober et al.  2006 ). 
The program follows an evidence-based approach. The American Psychological 
Association ( 2005 ) defi nes evidence-based practice as “the integration of the best 
available research with clinical expertise”. Poduska and Kurki ( 2014 ) stated that 
moving evidence-based practices from classroom to practice is a high priority for 
educators. Grant and Hartley ( 2013 ) are of the opinion that a program to develop 
coaches must be theoretically grounded and especially practical. Stober et al. ( 2006 ) 
are of the opinion that coaching as an emerging profession must integrate evidence 
from coaching specifi c research, related disciplines, own experience and an under-
standing of the uniqueness of each client. Students in such a program must be able 
to clearly perceive the link between theory and practice while they experience posi-
tive results over the short term. 

 The module is presented based on the assumption that the students are seen as 
adult learners. Zepeda et al. ( 2014 ) summarises the fi ve major characteristics of 
adult learning as, “self-directed, motivational for the learner, problem centred, rel-
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evancy oriented and goal directed” (p. 301). In order to optimise an adult learning 
process it was decided to use experiential learning, self-directed learning, mentor-
ing, peer coaching, coaching and workshops as the major methods of training. 

 Knowles’ ( 1973 ) original work on adult learning forms the basis of this approach. 
Students are seen as:

    (a)    motivated to learn,   
   (b)    accountable for their own learning,   
   (c)    willing to challenge the lecturer and colleagues,   
   (d)    learning best in a comfortable and relaxed environment,   
   (e)    learning by doing,   
   (f)    preferring a variety of teaching methods,   
   (g)    learning by solving realistic problems,   
   (h)    wanting guidance not marks,   
   (i)    individuals that learn at different rates and methods (give them the end-results 

and they will decide on the how to get to the end-results),   
   (j)    social creatures that need fun and interaction,   
   (k)    self-disciplined and want to control their own learning,   
   (l)    learners that will maximise their resources,   
   (m)    having a need for positive and negative feedback,   
   (n)    having a capacity and can only handle so much information at a time.    

  In support of the adult learning principles an experiential learning approached is 
followed. Hoover ( 2007 ) suggests that experiential learning is much more than 
learning by doing. Hoover ( 2007 ) further conceptualize experiential learning as “a 
methodology of education which has a learning impact on the whole person, includ-
ing spirituality, emotion and behaviour in addition to cognitive stimulation” (Hoover 
 2007 , p. 325). Carroll ( 2006 ) classifi ed experiential learning as “the heart of coach-
ing supervision” (p. 5). Students must learn from the process and content of learn-
ing. Practice sessions in workshops provide students the opportunity to apply new 
skills, increasing the likelihood of applying it in practice (Reed et al.  2014 ). Vella 
et al.’s ( 2013 ) research found that coaches have the need for practical training where 
the learner coach (student) work with the facilitator to understand the application of 
program content in coaching practice. 

 Grant’s ( 2007 ) research indicated that it will take between 3 and 6 months to 
become a competent coach. In this study, the students attend seven full day lectures 
spread over 9 months as part of the module. 

 Martin et al. ( 2014 ) identifi ed seven criteria’s to decide on the relevance of a 
training method. These criteria are learning modality (seeing, hearing or doing); 
training environment; availability of trainer; proximity (face to face vs. distance); 
interaction between trainer and learner and between learners; costs and time 
demands (Martin et al.  2014 ). For this study, Table  1  summarizes the content and 
training methods used in the module. The following part will briefl y elaborate on 
some of the training methods used.
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   Table 1    The content and methodology of the coaching training programme   

 Format  Title  Objective  Method  Length 

 Assignment 
1: individual 
assignment 

 Develop a personal 
coaching model 

 Gain knowledge of 
coaching and mentoring 

 Self- directed 
learning 

 20 h 
(revision 
time added)  Develop critical thinking 

skills 
 Integrate different areas of 
IOPS 
 Understand and apply the 
ethical and legal 
implications of the 
coaching process 
 Develop trust in own 
process 

 Workshop  Session 1: music 
therapy 

 Develop an 
understanding of own 
emotional experiences 

 Music therapy  5 h 
 Refl ection 

 Explore own and others’ 
experiences during music 
therapy to develop 
personal insight 

 Session 2: practical 
coaching workshop 

 Be able to understand the 
characteristics and 
principles of coaching 

 Small group 
discussions and 
1:1 with 
lecturers 

 4 h 

 Assignment 
2: group 
assignment 

 Formulate a 
learning and 
development 
strategy for a 
company aimed at 
leadership 
development 

 Link people development 
strategy with business 
strategy 

 Group work  20 h 
 Networking with 
practitioners 

 See development as part of 
bigger business picture 
 Develop understanding for 
a multi- cultural 
environment 
 Demonstrate a sensitivity 
and understanding for 
diversity 
 Integrate different areas of 
IOPS 
 Create awareness of 
importance of profession 
 Illustrate creative thinking 
 Develop a scope of 
practice and competencies 
for the IOP as people 
developer 

(continued)
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Table 1 (continued)

 Format  Title  Objective  Method  Length 

 Assignment 
3: group 
assignment 

 Develop a model 
for leadership/
management 
development in 
South Africa 

 Apply the principles of 
adult learning 

 Group work  20 h 
 Networking with 
practitioners  Ensure the transfer of 

learning 
 Utilise the principles of 
experiential learning 
 Utilise/manage individual 
learning styles 

 Assignment 
4: class 
assignment 

 Draw up a generic 
competency profi le 
of an “Industrial 
Psychologist as 
People Developer 
in South Africa” 

 Explore a variety of 
strategies to ensure 
learning 

 Class 
interaction 

 8 h 

 Develop understanding for 
a multi- cultural 
environment 
 Demonstrate a sensitivity 
and understanding for 
diversity 
 Integrate different areas of 
IOPS 
 Create awareness of 
importance of profession 
 Illustrate creative thinking 
 Develop a scope of 
practice and competencies 
for the IOP as people 
developer 

 Assignment 
5: group 
assignment 
workshop 

 Presentation on 
IOPS as people 
developer 

 Explore and present a 
variety of strategies to 
ensure learning on 
individual and group 
level 

 Group work  48 h 
 Networking with 
practitioners 
 Facilitation and 
lecturers 

 Assignment 
6: individual 
assignment 

 Develop, 
implement and 
evaluate a 
mentoring/
coaching/
development 
process 

 Be capable of applying 
the basic coaching skills 
to stimulate growth in a 
protégé 

 Self- directed 
learning 

 23 h 

 Understand the dynamics 
involved in a 
development relationship 

 Mentoring 

 Learn the basic 
principles of coaching 

 Coaching 

 Gain personal insight, 
self-awareness and 
self- management 

 Peer mentoring 
and coaching 

 Understand human 
behaviour 

 Small group 
learning 
 Case study 
Contracting 
with their 
mentor 
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2.1       Self-Development and Self-Directed Learning 

 For their own personal development students must fi rstly have a session with a psy-
chologist (clinical, counselling, or industrial) and summarize the outcome of the 
development discussion in a report. Students are encouraged to develop their own 
coaching model (based on extensive literature reviews). Grant and Hartley ( 2013 ) 
support this by encouraging students in a coaching program to develop personalized 
phrases and language that is authentic. By making the coaching process their own it 
will facilitate quicker transfer of learning and create personal meaning. In addition, 
to support the meaningfulness the students are encouraged to identify their strengths 
and integrate these strengths into their personal coaching model. For this purposes, 
Van Zyl and Stander ( 2013 ) developed a strengths-based coaching model where the 
protégé’s unique cultural position, preferences and experience is optimised as 
strengths, and presented to the students as part of this module.  

2.2     Mentoring, Coaching and Supervision 

 Students are requested to have at least one mentor/coach (supervising psychologist) 
that is an Industrial Psychologist. This person will assume the role of mentor, coach 
and supervisor for a 1 year period. Students are required to engage with their allo-
cated supervising psychologists at least fi ve times during the course of the year for 
individual sessions and be part of a peer coaching group on a quarterly basis. The 
students have to keep a logbook of these sessions in order to provide evidence of 
attendance. 

 The role of the  mentor  is to facilitate the students’ own personal and professional 
development and growth. According to Clutterbuck ( 2005 ), the most powerful 
learning is often a result of a mentor-mentee relationship. If successful it can create 
both task and socio-emotional learning in a trustworthy situation. Bozeman and 
Feeney ( 2007 ) defi nes mentoring as “… transmission of knowledge, social capital, 
and psychological support perceived by the recipient as relevant to work, career or 
personal development…between a person whom is perceived to have greater rele-
vant knowledge, wisdom, or experience and a person who is perceived to have less” 
(p. 731). Mentoring involves a one-on-one relationship between an inexperienced 
person and an experienced person (Martin et al.  2014 ), in this case a psychologist. 
Developing self awareness and understanding others are important outcomes of this 
relationship. By being a role model, Clutterbuck ( 2005 ) identifi ed developing these 
two aspects as core competencies of a mentor. 

 Where mentoring focuses on total personal development,  coaching  will be more 
specifi c and task orientated. Most defi nitions of coaching focus on a facilitation 
process or set of behaviours to help individuals or groups to develop skills, improve 
performance and enhance personal growth (Ellinger and Kim  2014 ; Hamlin et al. 
 2008 ). Students must select and contract a protégé to develop during the course of 

Training Emerging Psychologists as Multi-cultural Contextual Coaches



364

this year. The mentor should aid them in the development of their protégé’s and 
should sign off on their progress at the end of the year. 

 Carroll ( 2006 ) supports coaching psychology  supervision  to enhance learning 
and improve quality. He describes “supervision as a forum where supervisees think 
about their work in order to do it better. Coaching psychologists bring their practice 
to another person or to a group and with their help review what happened to learn 
from that experience” (Carroll  2006 , p. 4). Grant and Hartley ( 2013 ) strongly rec-
ommend group supervision over time to embed skills taught. The lecturers will 
meet bi-monthly with small groups to enable peer coaching and playing a supervi-
sion role. A strengths-based approach allows students to fi rstly share successes and 
then concerns with the coaching process. The focus is on learning from experiences 
and from each other. Grant and Hartley ( 2013 ) recommend such an approach to 
develop self-effi cacy and peer-coaching. Beattie et al. ( 2014 ) added that peer coach-
ing play an important role in reducing stress (“a safety valve”) when participants 
share their concerns (p. 190). 

 Beattie et al. ( 2014 ) further report a lack of research on  multi - cultural coaching . 
Abbott et al. ( 2013 ) indicate the importance of coaches understanding the  complexity 
and developing sophistication in multi-cultural coaching. They further stress the 
importance of dealing with diversity as a resource and not a problem, “… using 
cultural orientation as a resource for learning, with coaching and mentoring as the 
medium, diversity can be harnessed as a resource…” (Abbott et al.  2013 , p. 493). In 
this module students from different cultures must work on a group assignment and 
analyse the learning in terms of diversity. 

 The main aim of this chapter is to evaluate the experiences of emerging psy-
chologists during an academic multi-cultural coaching training module, termed, 
people development. The study aims to utilise an evidence-based training method-
ology in order to evaluate the existing experiences of the students, followed by 
providing structured guidelines for the development of a multi-cultural coach.   

3     Research Design 

3.1     Research Approach 

 Presented against the primary aim of this chapter, a qualitative content analytic 
(Duriau et al.  2007 ), descriptive research design (Creswell  2013 ) drawing from the 
post-positivistic paradigm (Zammito  2004 ) was employed. Post-positivism assumes 
that knowledge is developed through investigation, discussion and formative inquiry 
(Duriau et al.  2007 ; Zammito  2004 ) and should be interpreted through rigorous 
contextual evaluation based on the scientifi c method (Creswell  2013 ). Post- 
positivism provides for researchers’ potential biases, through presenting the 
researcher as an instrument of analysis, rather than an object of the process (Duriau 
et al.  2007 ). The paradigm is useful for most qualitative analytic techniques such as 
thematic content analysis (Creswell  2013 ) which makes provision for the 
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quantifi cation of qualitative results (Coetzee and van Zyl  2014 ). As such, thematic 
content analysis was employed to evaluate a masters training programme aimed at 
developing emerging psychologists as multi-cultural coaches.  

3.2     Research Strategy and Setting 

 The participants in this study were registered student psychologists with the Health 
Professions Council of South Africa (HPCSA) and registered for a master’s degree 
in Industrial Psychology with a tertiary educational institution in South Africa. 
These students were registered for a master’s degree level module relating to coach-
ing psychology, namely people development. A census-based sampling approach 
was employed (Gupta and Kabe  2011 ), whereby all students registered for the mod-
ule were invited to partake in focus groups after the fi nal contact session (or ‘class’). 
Three focus groups were arranged whereby a semi-structured discussion was facili-
tated. The data was voice recorded, thereafter the data was transcribed and 
analysed.  

3.3     Sampling Procedure and Participation 

 The sample consisted out of student psychologists ( n  = 17) registered for a master’s 
degree in industrial psychology with a tertiary education institution within Gauteng, 
South Africa. All participants in this study were registered for a master’s level mod-
ule in people development with the same institution. Table  2  provides a detailed 
overview of the demographics of the sample.

   The majority of the respondents were single (94.12 %) Afrikaans speaking 
(88.24 %), white (88.24 %), females (88.24 %), between the ages of 21 and 25 years 
(94.12 %) with an Honours degree (94.12 %). Similarly, individuals were predomi-
nantly full time students (58.82 %) with no previous formal training in coaching 
psychology (94.12 %).  

3.4     Data Collection Methods 

 The sample was divided into three focus groups with a semi-structured question 
brief were employed to obtain data relating to the primary research objective. Focus 
groups are popular to determine shared experiences (Creswell  2013 ). The insights 
produced as part of a focus group would be less accessible without the (un)con-
scious dynamics and interactions amongst participants. Participants’ thoughts, 
ideas, experiences and memories are stimulated through interaction and listening to 
others’ verbalised experiences (Lindlof and Taylor  2002 ). Through the use of a 
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semi-structured discussion schedule, based on the principles of programme evalua-
tion (Owen and Rogers  1999 ), the researchers were able to probe interesting ave-
nues which emerged as part of the focus group process (Creswell  2013 ; Lindlof and 
Taylor  2002 ). For consistency in the discussion process of the three focus groups, 
the following questions were posed to participants:

•    What was your overall experience of the module?  
•   How did you personally grow and develop as part of this module?  
•   How did you experience the methods employed in your training as multi-cultural 

coaches in the coaching component of this module?  
•   How did the module shape your competence as a multi-cultural coach?  
•   What recommendations can you make for us to improve the coaching training 

component of the module for next years’ students?     

3.5     Data Recording and Analysis 

 The focus groups were recorded through the use of an electronic recording device 
and were transcribed, verbatim, onto a Microsoft Excel® spreadsheet for further 
analysis. Thereafter, interview transcripts were compared to the voice recordings to 
ensure consistency and objectivity. Thematic content analysis was subsequently 
employed to process the data. According to Creswell ( 2013 ), thematic content anal-
ysis provides for the exploration of large amounts of ‘muted’ textual data in order to 

   Table 2    Demographics of participants   

 Occurrence  Frequency (%) 

 Gender  Male  2  11.76 
 Female  15  88.24 

 Age  21–25  16  94.12 
 26–30  1  5.88 

 Race  White  15  88.24 
 African  2  11.76 

 Language  Afrikaans  15  88.24 
 English  1  5.88 
 Sesotho  1  5.88 

 Marital status  Single  16  94.12 
 Married  1  5.88 

 Highest level of education  Honours  16  94.12 
 Masters  1  5.88 

 Employment status  Full time employed  2  11.76 
 Part time employed  5  29.41 
 Full time students  10  58.82 

 Previous coaching training  Yes  1  5.88 
 No  16  94.12 
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identify common (or frequently occurring) properties through structured categorical 
organisation. First, a thorough overview of the verbatim transcripts was compiled. 
Second, the transcripts were perused by the researchers in order obtain a ‘general 
feel’ for the results. Third, categories, primary and secondary themes were derived 
through the clustering of similarly categorized or themed responses by means of a 
formalized coding process. Finally, the coding process was co-coded whereby the 
primary researchers coded the data individually and compared the fi ndings. 
Thereafter incongruences were discussed and consensus reached on categories, pri-
mary and secondary themes.  

3.6     Reporting Style 

 The fi ndings of the thematic content analysis are presented in line with the aim of 
this chapter. The fi ndings are clustered as categories whereby themes were extracted 
and reported non-verbatim, coupled with the most supporting responses.   

4     Findings 

 The data of the focus groups were analysed and are reported next. From the fi ndings 
fi ve categories emerged based on the responses received from the students on the 
initial questions. Themes, and sub-themes, with two of the most descriptive 
responses by the participants are provided in order to substantiate the particular 
fi ndings in this category (see Fig.  1 ).

   The fi ndings are provided in the following order:

 Table  3 :  Category 1: Overall experience 
 Tables  4  and  5 :  Category 2: Growth and development 
 Table  6 :  Category 3: Training methodology 
 Table  7 :  Category 4: Competence 
 Table  8 :  Category 5: Recommendations 

4.1       Category 1: Overall Experience 

 The fi nding from the fi rst category related to the participants overall experience of 
the module. The fi ndings showed two main themes which are reported next.

   From the fi ndings it was clear that the participants found the module to be quite 
 challenging . The participants agreed that although the overall experience was posi-
tive, it was a demanding experience emotionally. The participants commented on 
the obvious difference in the levels of learning from their honours degree year, 
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  Fig. 1    Outline of fi ndings       

   Table 3    Overall experience   

 Theme  Sub theme  Response 

 Challenging  Positive 
experience 

 …it wasn’t easy. It is nice looking back now especially if I 
know what I know now I would have been less stressed 
out… 
 It was a challenge but a good one… 

 Emotional 
experience 

 …there was a lot of anxiousness about that for me, 
sometimes anger and even sometimes happiness because 
some things went wrong. So it was a rollercoaster 
 … what made it so diffi cult was the emotional component 
of it. You get people that are more sensitive and they think 
about these things…a tough minded person… that’s what 
made it very diffi cult because we sometimes allow our 
emotions to get to us and we take our emotions to the 
extreme 

 Learning 
process 

 Levels of 
learning 

 …A lot of learning where we digged deeper 
 …Huge learning curve from honours… 

 Practical 
application 

 I think I am more enlightened of what it actually entails. I 
will defi nitely be able to do it but I still like to practise… 
 The module taught us to work with people in a practical 
manner…it was not just an assignment but the physical 
experience. That was the most outstanding 
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    Table 4    Own professional development   

 Subtheme  Response 

 Growth process  For me it was good to see the impact my personality has on other people and 
to give myself feedback on my development areas that I need to focus on and 
see how it infl uences people 
 Your personal development was challenged up to the extreme… you have to 
learn quickly, in my case I had to develop certain areas because it was 
destructive in nature for me 

 Self-awareness  For me to experience that self-awareness. The fact that I became self-aware 
through the process helped me to become more aware of others needs and 
emotions so I am more likely to take them in consideration now 
 I did not only learn more about myself but I learned when I saw an emotion in 
somebody I could identify what happened… I am more aware, I am able to 
stand back and observe the emotions. You learn to put yourself in their shoes 

 Self-confi dence  …the growth you can see with people that are working with you how they say 
they experienced you then and how they do now 
 …there was a lot of growth taken place and you start to believe in yourself. 
You see your strengths and that you were actually able to do a whole day’s 
activities and you were able to help and assist people in their development 

 Value of 
profession 

 For me as well to realise how important our role is. Now we take it serious to 
work with people and people’s lives. We have a big impact and realise that 
responsibility in the future. To take responsibility for our future role. That was 
big for me to see what I am able to do 
 That’s why I love industrial Psychology, because you get the best of both 
worlds 

 Personal 
mastery 

 Once I feel comfortable even if I make mistakes then I know I am able to say 
it is ok, it is learning and I am human. And when I know how to deal with that 
 You have to know you can do this, you have the ability to coach otherwise 
you can do more damage than good if you are doubtful in your ways 

    Table 5    Applying growth and development   

 Subtheme  Response 

 Building sensitive 
relations 

 You will have empathy because you understand their process. Also be 
careful to not always tell them I know what you feel because I have been 
through it 
 …a lot of it comes in with building rapport. If you are more confi dent the 
person will also be more open to share 

 Apply knowledge 
and insight to the 
process 

 …it is our part in their life to encourage the same part of development, or 
to help them develop…if I see certain factors in that person’s life I can 
guide them, and say maybe this is what I did to develop myself and how do 
you think you can develop yourself, utilising my view…that is how I will 
use my personal development for the future 
 I really learned how other people see things and how they react or what 
their feelings are about the situation that happened. That is something that 
I will take with me and what I will actually apply in my own process or on 
somebody 
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   Table 6    Training methodology   

 Theme  Subtheme  Response 

 Assignments  Creativity  I loved the assignment and the creativity 
component… I discussed it with my mentor and I 
used it in my coaching sessions 
 I liked the fact that we were allowed to be creative, 
we were forced to fi nd a protégé and then to create a 
model that we need to apply. If it didn’t work we 
struggled and we have to fi nd out from each other 

 Relevance  The extend of the assignments, the way we need to 
engaged it was on a great strategic level and it 
learned us a lot on how to act in the professional 
world 
 I actually think this module is almost the most 
relevant to business practice. Every assignment, 
every challenge we faced, is something that you will 
face in the industry… So it is interactive, you can 
challenge them and they pick your brain, you can 
actively engage with them 

 Coaching model  In terms of developing our own model, that was a lot 
of fun for me, and I enjoyed developing my own… 
 I went with my own process and I never used my 
model. I just went on what I felt and that also worked 
out. That is what my mentor did and I utilised that as 
a bases of our process and that worked out. I never 
used the model that I developed at the beginning of 
the year 

 Self-refl ection  …in terms of the reports that we need to do the 
self-refl ection component is very valuable but for me 
it also helped me to evaluate if I am adding value to 
this person. Also to critically think about that as a 
major concern for me throughout the process was if I 
am adding value 
 I think it is very effective especially the reports we 
had to write. It forced us to make sure we are on the 
right way and refl ect on what we are doing and if we 
are making progress. So I think that aspect was very 
effective 

(continued)
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Table 6 (continued)

 Theme  Subtheme  Response 

 Mentor  Valuable 
experience 

 I have learned so much from that person and I was 
scared at him in the beginning, I did not even think 
that he would become my mentor, but we just clicked 
like this. So many times I would just ask his advice 
on my process 
 I think having a mentor and a protégé was a very 
good idea. I experienced it very well and I had a very 
close relationship with my mentor 

 Personal growth  With my mentor he developed me on a personal, 
professional and as a coach, it was valuable in my 
own development. I can clearly see where I was and 
where I am now 
 He (mentor) guided me through this year and now I 
have a better and much deeper insight on myself. As 
where I am today and where I was at the beginning 
of the year I now know more on where my 
developmental areas are and that will advance me in 
the business knowing now I am able to go out and I 
know what my frustrations will be and this is how I 
will handle it. I now have the skills and knowledge to 
handle myself 

 Stretching comfort 
zone 

 He (lecturer) said get a mentor and go out of your 
comfort zone, get someone in business. And I did 
that and I feel that helped me, it was challenging but 
in the end it helped me 
 That developed me on a personal level, I came aware 
of what is happening outside of our secure academic 
environment to make ourselves relevant within the 
professional world 

 Protégé  Personal growth 
and development 

 … the expectations that I had before my fi rst meeting 
with my protégé and how it turned out is different 
because at the end it wasn’t even that formal. It was a 
nice experience. I think I over complicated it a bit for 
me but there was obviously a lot of learning taking 
place through the whole process 
 …the protégé, that was the nicest feeling ever when 
she really appreciate it and she told me thank you I 
really learned something and you really gave me 
some insight on something I never thought of. So that 
experience is something that I will always hold on to 

 Responsibility  He [Lecturer] gives you options, putting the 
responsibility in your hands to do it. He [Lecturer] 
gives us advice instead of “do it” 
 He [Lecturer] gave us the responsibility to go and 
coach a protégé. We had a real life coaching 
experience 

(continued)
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Table 6 (continued)

 Theme  Subtheme  Response 

 Group 
supervision 

 Guidance  Also the fact that we need to have meetings with the 
lecturer. We talked about our protégés and he gave us 
advice, telling us this is what you can do. That really 
helped. He did not leave us to go and just coach our 
protégé 
 …those sessions really helped us with new ideas to 
get your protégé where they need to go. So I think 
that sessions really helped you to consider other 
options as well 

 Safe environment  .. it was also nice to me that when you (the lecturer) 
in the group sessions that you did something wrong, 
it is a safe environment to make mistakes. And the 
way he handled it, he wouldn’t tell you are wrong, he 
would just tell you try this, and you don’t feel bad 
about your mistake 
 Because it was a group session, I felt at ease to know 
you are also struggling with this 

 Combination of 
practice and 
theory 

 Balance  And I think that session with the music therapy was 
such a nice environment when we talked about 
coaching, do you remember? We went outside and 
discuss it and I think it made us more comfortable to 
have a class session apart from the university 
 I think the methods you employed this year were 
both theoretical and practical. You taught us the 
theory behind coaching and mentoring but you also 
put us in a practical position… 

 Professional 
sharing 
experiences 

 Related  …when the experts came to talk to us and we could 
understand what they went through. I think the 
methods that you used were good as well as the 
experience. It was really insightful to me because I 
could relate it to what I learned in the theoretical 
principles. What people said in practise, I could 
relate to it. It was good methods 
 …also when they got someone to talk to us that 
recently started working so that we can relate to 
them. People who is new in the industry and only has 
a couple of years, maybe 2 years, of experience and 
they went through the same thing that we are going 
through now like looking for internships 

 noting that the standard of the  learning process  increased signifi cantly and that 
more was expected of them during Masters’ classes. They noted that the learning 
process was more on a practical level, some participants felt they needed more prac-
tise in order to feel comfortable with the coaching process. The participants indi-
cated that the practical approach to the module was overall experienced positively.  
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   Table 7    Competence as multi-cultural coach   

 Theme  Subtheme  Response 

 Feels competent  Self-confi dent  What really boosts my self-confi dence was self-effi cacy, 
seeing I can do this. That helped me a lot 
 At the beginning of the year when I need to coach my 
protégé I was also scared. But now I am very confi dent 

 Continuous 
development 

 I also agree I still feel that I am not there yet… I don’t 
think coaching is something that you can do right. I 
don’t want to be blindfolded and think this person will 
be the same as the next person because that is a mistake. 
I need to be fl exible 
 I want to explore the next step for me. I want to join a 
coaching organisation next year 

 Lack of 
competence 

 Trust own ability  I would say I still feel very incompetent to do it in 
practise now because I have that self-doubt again. I feel 
from my point of view I still need a lot of coaching, 
from my own mentor in order for me to be exceptional 
coach. I think it makes us still incompetent because at 
the end of the day you are working with a person’s life 
 What I need is just to get my self-confi dence back. I 
need to work on trusting my own ability 

 Lecturer’s 
competence 

 Practicing 
professional 

 I liked the module because the lecturer is still in practice. 
He is not an academic lecturer only he had new 
knowledge and scenarios to share…so I have learned 
from him 
 Experience by far…he gave examples that were relevant 
in practice and we’ve learned a lot from that. That was a 
big positive for me. To learn from his experience. I can 
relate that back to similar situations I might fi nd myself 
in 

 Shows respect  We have discussions with him and there is respect. He 
actually wants your input and you get his input 
 He treats us as colleagues and it is nice to experience 
that. It puts you in the mind-set where you take your 
work much more seriously 

 Consistent  He always treats everybody the same 
 … if he said class is till four, he won’t go over the time 
because he knows we got somewhere to be 

 Encourager  He is still excited for us. He is proud of us and it 
motivates us 
 I was able to develop my biggest passion for Industrial 
Psychology…and with all his experiences he just 
strengthens that passion so much more. So if it wasn’t 
for this I may not have the focus in IP as I do now 

 Challenger  …he challenged us, that is what I also liked. It wasn’t 
just textbook… 
 He also picks your brain. He really challenges you to not 
only give a quick answer but to really refl ect on what 
you think and then give an answer 
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   Table 8    Recommendations   

 Theme  Subtheme  Response 

 Multi- 
cultural 
coaching 

 Different cultures, 
occupations and 
ages 

 I would have liked to coach someone with a different 
cultural background. I would have liked more knowledge on 
that and maybe if I had I will choose someone from a 
different culture to coach 
 …on a business level especially because we are comfortable 
with younger people but not in the business, also people 
from different careers like an engineer and other cultures 

 Mentor  Choose mentor 
selectively 

 They must be more aware of the process and how important 
it is 
 I just want to add to the assigning mentors; provide us with a 
checklist that we can give to the mentors just a few pointers 
that the mentors had guidelines because if you didn’t give 
that they wouldn’t know what you want out of the process 

 Protégé  Evaluate sessions  …maybe you or (lecturer) can sit in with me and my 
protégé… 
 I think if you evaluate what we are doing for example… I 
think that would benefi t the coaching process a lot and you 
will be able to see what we are doing and give us feedback 
based on that 

 Feedback  I would just like to suggest that they can also write a report 
if they are willing to…they can share what they were feeling 
and how they see you as a coach 
 Feedback from the coachee… 

 Practical 
session 

 View coaching 
session 

 I feel that I could have learned more from the module if we 
could have seen a real life coaching situation…to see you or 
(lecturer) “work your stuff” 
 To see proper executive coaching… 

 Feedback  …we could really benefi t from more feedback. I feel we 
didn’t get enough feedback 
 …not getting feedback it would have been nice to present 
our work or assignments to the lecturer and let them critique 
it to what they think will work 

 Theory  More structured  A bit more structure to develop the model, like a criterion. 
Because when I start coaching I didn’t know where to go 
from there 
 … I missed a class in coaching skills 

 Formal coaching 
workshop 

 Yes we need a more formal type of workshop. With more 
different practical things 
 …a workshop at the beginning of the year on coaching and 
mentoring. An in-depth workshop, telling the students 
exactly what to expect and how do you run the process… 

 Review  You start with the model because that gets you thinking and 
after the year renew your model and write a report on how 
you would have done it differently 
 …at the beginning of the year they told us to get a paradigm 
and there was no paradigm in my coaching model. But after 
the year we can add a paradigm to our model 
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4.2     Category 2: Growth and Development 

 The fi ndings of the second category showed two main themes. The participants 
commented on their own growth and development process, as well as their experi-
ence of applying growth and development during the coaching process with the 
protégés. 

 In Table  4  the subthemes that emerged from the theme  own professional develop-
ment , are reported.

   The fi ndings show that the module enabled the participants to  grow  and gain 
insight in themselves. The participants were confronted with their own emotions, 
issues and problems and had to deal with these before being able to assist their pro-
tégé’s in his/her growth process. They also reported becoming more aware of their 
protégé’s feelings. The participants became  aware  of themselves and the impact 
they have on their protégé’s, this lead to them gaining insight, understanding and 
empathy for their clients. 

 The participants indicated that they viewed the module as a safe environment to 
allow themselves to grow and develop. They indicated that as they experienced their 
own growth and witnessed the effect on their clients, and received feedback on their 
development, they gained  self - confi dence . 

 The fi ndings showed that the participants became aware of their important role 
in the profession of industrial psychology. They indicated that they gained insight in 
the  value of the profession , as well as their ethical responsibility and impact in the 
workplace. 

 It is clear from the fi ndings that as the participants learned from their mistakes, 
and gained insight and understanding in the coaching process, they  mastered the 
skills  and developed as coaches. 

 In Table  5  the subthemes that emerged from the second theme  Applying growth 
and development , are reported.

   From the fi ndings is became clear that the participants became aware of their role 
in the protégé’s growth and development. They refl ected on how to establish and 
build  sensitive relations  with their clients, by being aware of the protégé’s feelings, 
not leading during the process and by building rapport. The participants indicated 
that they gained more insight and understanding into the growth process of their 
clients, they  applied the knowledge  they learnt to assist the client to develop and 
grow in the coaching process. It seems that the participants drew from their own 
growth process in order to guide their protégés.  

4.3     Category 3: Training Methodology 

 Next, the fi ndings on the methodology used during the module are discussed.
   The participants commented on the various methods used for training the stu-

dents as coaches in this module. The results showed that the participants appreci-
ated that they were encouraged to use their creativity with  assignments . Although 
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they felt challenged by the assignments, their experience was mostly that the assign-
ments added value and was meaningful. The fi ndings indicate that the participants 
felt the coaching model they had to develop was enjoyable and valuable, although 
some participants did not necessarily utilize the model in their own mentoring pro-
cess. The participants indicated that the reports they had to write after mentoring 
sessions led to valuable self-refl ection. 

 The participants indicated that the  mentor  they had to obtain as part of the mod-
ule was a valuable experience. Not only did this relationship add to their growth and 
development but it stretched them beyond their comfort zones. The  protégé  they 
were required to coach in this module added to their development as a coach and 
also led to a sense of self responsibility and accountability which was highlighted 
by the lecturer. The participants indicated that they viewed the process as valuable 
since it was not an artifi cial process but a real life coaching relationship. 

 The participants indicated that the  group supervision sessions  with the lecturer 
were valuable to them and provided guidance when they needed it most. They also 
felt it was a safe environment to share experiences with fellow-students and gain 
insight from each other. The fi ndings further showed that the participants indicated 
the  combination between practical and theoretical  work was balanced and valuable 
theory was learnt through practice. The fi ndings show that the sessions with  profes-
sional practitioners  from the practice were insightful to the participants in order to 
gain knowledge on the workplace.  

4.4     Category 4: Competence as Multi-cultural Coach 

 The fourth category of the fi ndings related to the competence of the participants as 
multi-cultural coaches. Three themes emerged from the data, fi rstly relating to the 
participants’ competence as coaches, secondly their lack of competence as coaches 
and lastly a theme referring to the lecturer’s competence.

   From the fi ndings the fi rst theme related to the participants indicating their com-
petencies. The participants reported feeling  self - confi dent  as coaches after initially 
doubting themselves. They also added that they would continue to focus on their 
 future development  as coaches. The second theme related to some participants 
 indicating  not feeling competent  yet mainly related to the lack of trusting their own 
abilities in the coaching process. 

 It is clear from the fi ndings that the participants’ refl ected on the  competencies  
they identifi ed in their  lecturer . They mainly indicated that the fact that he is 
involved in the business practice added to the value of the module. The participants 
indicated that the respect the lecturer showed towards them impacted on them and 
added to them even taking their work more seriously. Furthermore, the consistency 
the lecturer showed in the module was noted by the participants. The fi ndings 
showed that the participants valued the lecture’s encouragement and thus resulted in 
them acquiring a passion for and valuing their profession. Lastly, the fact that the 
lecturer challenged the participants in this module was clear in the fi ndings.  
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4.5     Category 5: Recommendations 

 The last category related to recommendations for future training made by the 
participants.

   From the fi ndings it is clear that the participants initiated several recommenda-
tions to improve the module. A fi rst theme that was identifi ed related to the module 
including more  different levels of coaching , such as more multi-cultural coaching, 
also knowledge on how to coach different occupations and ages. The participants 
also indicated that the process of assigning a  mentor  should be done more selec-
tively. Some participants felt they were too far from their mentors, whilst others’ 
mentors were not always available. The participants recommended that the  protégé  
process should be formally evaluated by the lecturer in order to provide more guid-
ance and feedback. Some participants also indicated that feedback from the protégé 
would be helpful, such as in a report format. The participants indicated that they 
would have preferred to view a  practical  coaching session from the experts, espe-
cially an executive coaching session. The participants further indicated that more 
feedback on their work during the year would have been helpful. It seems from the 
results that the participants required more structure in terms of the coaching pro-
cess, especially so by means of a formal coaching workshop in order to acquire 
more  theory  and learn different coaching styles and models. Another recommenda-
tion related to reviewing their coaching models towards the end of the module, 
thereby being able to adapt the models and refl ecting back on their work.   

5     Discussion 

 The chapter aimed to evaluate the experiences of emerging psychologists relating to 
an evidence-based training methodology in order to provide structured guidelines 
for a proposed multi-cultural coaching training programme. Figure  2  presents an 
interpretation of the most frequently occurring themes extracted from the fi ndings 
which acts as an overview for the components of a formal multi-cultural coaching 
training programme. The results indicated that the programme underemphasised the 
multi-cultural components of the training methodology employed and that limited 
attention was provided as to the development of a socio-cultural mind-set. However, 
the experiences associated with the training methodology employed proved to be 
meaningful and valuable to the participants. Below, the fi ndings will be discussed 
and possible recommendations made in order to capitalize on the working mecha-
nisms and to address the limitations of the training methodology.

   Based on the experiences of the participants of the people development module, 
a multi-cultural coaching training programme should include three important com-
ponents. The overall aim of the programme should fi rst be to positively challenge 
participants to creatively design their own coaching model and coaching approach. 
Grant and Hartley ( 2013 ) support this fi nding indicating that students should be 
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encouraged to personalise their coaching approach. The fi ndings further indicated 
that an ideal coaching training programme should include a refl ective component 
towards the end of the training period in order to allow the students to make adjust-
ments to their own model and approach. The programme should further include a 
balanced approach between coaching theory and practical application. 

 This fi nding is supported by the American Psychological Association’s ( 2005 ) 
defi nition of evidence-based practice, indicating that an integration between avail-
able research and clinical expertise should take place. The programme should be 
presented by a competent lecturer, the fi ndings indicate that the lecturer acts as a 
role model with expert subject knowledge and ability to apply coaching theory to 
business practice. 

 Second, a multi-cultural coaching training programme should lead to personal/
professional growth and development taking place. An important principle of such 
a training programme is to allow for the students’ own professional development. 
This fi nding links with Hoover’s ( 2007 ) conceptualization of experiential learning, 
indicating that learning impact on the whole person (including spirituality, emotion 
and behaviour). This is an important concept for a coach who should be aware of the 
emotions of their protégés and be able to apply growth and development. According 
to Palmer and Whybrow ( 2014 ) the willingness of the protégé to grow is primary 
determined by the success of the interaction with and personality of the coach. 
While pathology, lack of motivation and follow-through by the coach has a negative 
impact on the development of the client, self-knowledge leads to increased coaching 
mastery (Drake  2009 ). 

 Furthermore, a multi-cultural coaching training programme should develop cer-
tain attributes, qualities and attitudes of the coach. The fi ndings of this study show 
that after the coaching training programme the participants experienced increased 
self-confi dence in their coaching ability and showed a development focus. Thus by 
enhancing their self-awareness the coach is aware of their own emotional maturity 
and self-actualization, and by implication, also in their clients (protégés) (see 
Cilliers  2000 ). 

 Third, training methods used in a coaching training programme should include a 
theoretical-based component and experiential learning. The fi ndings of the study 
showed that the participants recommended more structured theory to be presented 
in a workshop format. According to Palmer and Whybrow ( 2014 ) a coaching pro-
gramme should combine ideas from theoretical models coupled with practical ses-
sions in order to develop a unique coaching approach where the models are applied 
to practical business challenges. Drawing from the theory behind various coaching 
models, the student is enabled to develop and test techniques as they practice them 
in a real life coaching sessions. Parilla and Hesser ( 1998 ) recommends that teaching 
and learning should be based on experiential learning to increase motivation of the 
learner and to improve long term retention of learning and leads to a greater sense 
of personal accomplishment. An experiential learning experience leads to knowl-
edge being more readily accessible, and by implication easier to apply in the coach-
ing process. 
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 Moreover, the fi ndings of this study showed that the participants requested more 
practical sessions where a coaching process can be viewed, more structured feed-
back and evaluation of their own coaching sessions. This fi nding is supported by 
Vella et al.’s ( 2013 ) research where coaches indicated a higher need for practical 
training. The ability to apply theory in practice should be based on the science prac-
titioner approach whereby the student is trained in scientifi c approaches and tech-
niques of coaching. Similarly, structured self-refl ective assignments relevant to the 
business context should be presented to the student as part of the theoretical train-
ing, for example, developing their own coaching model based on the scientifi c 
method in relation to a given theme (e.g. leadership coaching). This enables the 
student to critically evaluate their own approach towards coaching. Finally, students 
need to be exposed to practical coaching sessions (e.g. own coaching process, role- 
plays, coaching simulations) in order to understand the dynamics of coaching. 

 Finally, in relation to the experiential learning component of the training meth-
odology it is suggested that an ideal training programme consists of the following:

    (a)    Assigning a formal mentor for the coach to facilitate their own development: in 
this regard at least two mentors are appointed, an academic mentor and a pri-
mary mentor to formally assist the student in their coaching training.   

   (b)    Selecting a suitable protégé from a multi-cultural and biographic position: stu-
dents should acquire at least two protégés to formally assist the student in their 
coaching training.   

   (c)    Optimizing group supervision and peer support;

    1.    Providing structured feedback on the practical coaching process;   
   2.    Providing guidelines for the coach, mentor and protégé in order to evaluate 

the process;   
   3.    Encouraging practicing coaching psychologists to share their experiences 

with the students.         

 In conclusion, a multi-cultural coaching training programme should be focused 
on developing a science-practitioner within the coaching milieu. The programme 
should be comprised of both theoretical and experiential learning components in 
order to enhance the learning process. The theoretical component should expose the 
student to various coaching methods, approaches and ethics in order to aid the stu-
dent in developing their own coaching approach. Further, the experiential learning 
component should be structured around the development of coaching competence 
through practical coaching training (coupled with appropriate supervision). Finally, 
the focus of the programme should be to facilitate the personal and professional 
growth of the emerging coaching psychologist. 
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5.1     Recommendations for Future Training of Multi-cultural 
Psychology Coaches 

 Based on the fi ndings reported in this chapter, recommendations for future training 
of coaches include:

    1.    Multi-cultural coaching. Coaching across cultures and biographics. Students 
could have more than one protégé, where one is from a different cultural 
background.   

   2.    Commencing with a theoretical basis and practical workshops at the onset of the 
module (training). Students could practice in a safe environment while they are 
observed by the lecturers.   

   3.    Students observe where one or two experienced coaches simulate a real coaching 
session.   

   4.    Consistent and regular feedback on the students’ sessions with the protoge.   
   5.    More, and regular feedback by using peer support (group supervision).   
   6.    Record an ideal coaching session/s to be played during the theoretical session 

and or during small group sessions.   
   7.    Allow time half way through the year for the students to adjust their coaching 

models and approaches, as well as at the end of the year, before submitting their 
fi nalized coaching models. More time could be spend to help students to inte-
grate different sources of information (psychometric test results, 360° assess-
ments, feedback from others, etc.) into the coaching process.   

   8.    It is recommended that tertiary institutions offering Masters programmes in 
Industrial Psychology should consider presenting a module relating to coaching 
and people development.   

   9.    Based on the results as well as the recommendations,  Appendix A  provides an 
overview of an alternative methodology to be employed to aid in this process.       

6     Recommendations for Future Research 

 Based on the aforementioned it is lastly recommended that future research could 
include:

    1.    Studies should aim to develop a module which could be included in the training 
curriculum of IOP students in South Africa. Subsequently, such research could 
aim at evaluating such a module by means of a longitudinal approach.   

   2.    Pre-, and post testing competency assessment of students coaching behaviours.   
   3.    Evaluation of coaching process on “behaviour” and “results” levels. Feedback 

from protégés will be valuable in this regard.          
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7      Appendix A: Overview of Methodology to Be Employed 
to Train Multi-cultural Coaching Psychologists 

 Format  Title  Practical objective 

 Assignment 1: 
Individual 
assignment 

 Develop a personal 
coaching model 

 Students are encouraged to develop a theoretical 
understanding of coaching psychology applied in 
multi-cultural contexts through a structured assignment 
The assignment is structured into four sections: 
  Section 1 – Academic component  
 Students need to critically evaluate any fi ve coaching 
models in relation to its applicability within multi- 
cultural contexts. The following areas need to be 
covered in the evaluation: 
   (a) Provide an overview of coaching and coaching 

psychology with reference to multi-cultural contexts 
   (b) Provide a theoretical discussion (systematic 

literature review) of each coaching model 
   (c) Provide a thorough overview and discussion 

regarding the psychological paradigm underpinning 
each coaching model 

   (d) Discuss the proverbial ‘pros’ and ‘cons’ of each 
model 

   (e) Evaluate the multi-cultural applicability of each 
model 

   (f) Give your verdict as to which coaching model 
would be the most appropriate for the use in 
multi-cultural contexts 

  Section 2 – Developing a personal coaching model 
(working document)  
 1. Flowing from the above, students need to select a 
scientifi cally validated coaching model which conforms 
to his/her own preferred approach, style and strengths. 
Through using this model as a foundation, he/she would 
need to develop a unique (conceptual) multi-cultural 
coaching model that’s aligned to the aforementioned 
preferred approach, style and strengths. (This model 
will be seen as a ‘working document’, whereby it will 
evolve, adapt and develop throughout the training 
process) 
 2. Present a visual representation of this model 
 3. Indicate why/how this model will fi t your strengths, 
preference and style and discuss its applicability to a 
multi-cultural coaching context 

(continued)
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 Format  Title  Practical objective 

  Section 3 – Professional ethics of coaching and 
practice management  
 1. With reference to the legislative frameworks 
governing psychologists, the ethical practice guidelines 
of the governing bodies as well as SIOPSA’s Code of 
Practice for Registered Psychology Practitioners in 
Coaching, the following areas need to be discussed: 
   (a) The ethical framework for coaching psychology 

and how it applies to emerging (student/intern) 
psychologists with specifi c reference to: 

 (i) Rights and responsibilities of stakeholders in 
the coaching relationship 
 (ii) Representations by the coach relating to 
truthfulness, responsibility, integrity and 
dynamics of the coaching relationship 

   (b) Good practices in coaching psychology with 
reference to: 

 (i) Dealing with rights of the coachee 
 (ii) Representations by the coach 
 (iii) Supervision of coaching practitioners 
 (iv) How notes of sessions will be managed and 
stored 

 2. Provide the following templates which you will use 
for your coaching process with your coachee for 
Assignment 4: 
   (a) Letter of informed consent for the process 
   (b) Coachee intake form 
   (c) Coaching log 
   (d) Personal development plan 

 Workshop  Session 1: music 
therapy 

 1. Develop an understanding of own emotional 
experiences 
 2. Explore own and others’ experiences during music 
therapy to develop personal insight 

 Session 2: practical 
coaching workshop 

 1. Be able to understand the characteristics and 
principles of coaching 

 Assignment 2: 
group 
assignment 

 Formulate a 
learning and 
development 
strategy for a 
company aimed at 
leadership 
development 

 The purpose of the assignment is to aid the student in 
developing a learning and development strategy aimed 
at leadership development for a given organisation. The 
groups for this assignment will be formed based on 
diversity criteria; that is, gender, race, work experience, 
geographical area and personality. The focus should be 
on creating links between various types of development 
strategies and the organisation’s bottom line 
  Section 1 – Academic component  
 The following components need to be addressed in this 
group assignment: 

(continued)
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 Format  Title  Practical objective 

   Do an environmental and business analysis of the 
company (example PESTEL & BSC) with a clear 
indication of the business drive and strategy 

   Create a scenario of the SA business environment the 
next 2 years and clearly indicate what challenges this 
will create for leaders 

   Conceptualise the idea and characteristics of 
“Positive Organisations” and make it applicable to 
your company 

   Defi ne the role and competencies of a positive leader 
   Within the above scenarios and challenges critically 

discuss the learning and development challenges 
facing South African companies and your specifi c 
company during the next 3 years? 

   Develop a scenario of international and national 
trends in the Education, Training and Development 
of leaders/managers 

   Develop a unique leadership development strategy/
model for South African leaders by integrating the 
above information (integrate the concept of positive 
psychology and wellness into your program). Present 
a visual representation of this model in your 
assignment 

   The model must be an indication that you have 
mastered the following: 

   (a) Learning and development principles 
   (b) Knowledge about the next generation of learning 

tools and technologies which can be utilised to 
develop leaders 

   (c) The integration of different development 
strategies into one model? 

   (d) The creation of a training climate which will 
ensure continuous learning? I expect that you will be 
very creative and original in your ideas 

   (e) The optimisation of social media in the learning 
process? 

   (f) Measuring value add (ROI) 
  Section 2 – Personal development component  
 The second component relates to how the students 
worked together as a team within this diverse multi- 
cultural context. After completion of this section of the 
assignment the learner should be able to: 
   Work effectively in a diverse team 
   Organise and manage oneself and team members 

effectively 
   Collect, analyse, organise and critically evaluate 

information 

(continued)
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 Format  Title  Practical objective 

   Demonstrate a sensitivity and understanding for 
diversity 

   Explore a variety of strategies to learn more 
effectively as a team 

 As part of the personal development report, each 
individual team member needs to compile a report on 
the following: 
   Illustrate by means of a diagram your team 

development process that you have followed 
   What team development model/strategy did you use 

to improve team work? 
   What role did every member play in the team? 
   What role did diversity play in the management of 

the team? 
   How effective was the team? Assess the team against 

the criteria for effective team work. Assess the levels 
of trust, constructive confl ict, commitment, 
accountability and delivering results during and at the 
end of the team process aligned to the multi-cultural 
nature of the team 

   How did the team develop (from group to team) 
during the past 6 months? 

   What happened in terms of team dynamics? 
   What did you learn from the “diversity” of the team? 
   What were the strengths and weaknesses of the 

diverse team? 
   What was the leadership dynamics in the team? 
   What are the strengths of every team member? 
   How did you personally grow from this experience? 
   Name the 5 strengths and 3 areas of development as 

people developer and team player for every member? 
   What learning strategies worked best? 
   How did you optimise social learning in this 

assignment? 
   Recommendations for improving team work. 
   Using your preferred psychological paradigm, 

provide an analysis and interpretation of the 
multi-cultural group dynamics 

 Assignment 4: 
class 
assignment 

 Draw up a generic 
competency profi le 
of an “Industrial 
Psychologist as 
multi-cultural 
coach in South 
Africa” 

 1. Explore a variety of strategies to ensure effective 
multi-cultural coaching 

 2. Develop understanding for a multi-cultural 
environment and socio-identity development 

(continued)
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 Format  Title  Practical objective 

 3. Demonstrate a sensitivity and understanding for 
diversity within the coaching context 
 4. Create awareness relating to the importance of 
multi-cultural sensitivity within the coaching context 
 5. Illustrate creative thinking as to the capitalisation of 
multi-cultural and diverse strengths 
 6. Develop a scope of practice and competencies for the 
IOP as multi-cultural coaching psychologist 

 Assignment 5: 
group 
assignment 
workshop 

 Presentation on 
IOPS as people 
developer 

 1. Explore and present a variety of strategies relating to 
individual and team multi-cultural coaching strategies 
in order to ensure learning on individual and group 
level 
 2. Potential topics include: 
   (a) The Industrial Psychologist as developers of 

high-potential talent within multi-cultural contexts 
   (b) The Industrial Psychologist as multi-cultural 

performance improvement consultant (to create a 
positive organisation) 

   (c) The Industrial Psychologist as multi-cultural 
mentor (to create mature leaders) 

   (d) The Industrial Psychologist as multi-cultural 
coach (to create competent leaders) 

   (e) The Industrial Psychologist as multi-cultural team 
coach and mentor (to create a high performing team) 

 Assignment 6: 
individual 
assignment 

 Develop, 
implement and 
evaluate a 
multi-cultural 
coaching process 

 1. Register with the local governing body as a student 
psychologist (where applicable) 

 2. Identify and contract a supervising psychologist 
 3. Identify and contract two coaches (one for a similar 
race/age/gender as the coach and one from the opposite 
race/age/gender) 
 4. Develop, implement and evaluate the coaching 
intervention 
 5. Submit two quarterly reports and a fi nal portfolio of 
evidence: 
   (a)  Report 1  
    (i) Section A: The Protégés 
     1. Biographical information of your protégés 
     2. A very short psychometric report based on the 

above mentioned psychometric measures for 
both the protégés 

     3. A summary of the protégés’ expectations, 
needs, 10 strengths and 4 developmental areas 

     4. Summarise your initial experience with the 
protégés 

(continued)
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 Format  Title  Practical objective 

     5. Briefl y mention the experience working with 
the protégé from a different culture and mention 
the cultural factors which may infl uence your 
coaching process 

     6. Discuss the approach which you will use in 
order to mentor your protégés 

     7. Provide a time schedule for your future 
meetings 

    (ii) Section B: You 
     1. A short psychometric or competency based 

report on yourself based on the above mentioned 
psychometric measures 

     2. A summary of your expectations, needs, 10 
strengths, 4 developmental areas and your plan 
of action for own development 

     3. 360° assessment/feedback on a People 
Developer competency profi le from at least 3 
people 

     4. Summarise your initial experience with this 
assignment 

     5. Discuss the ethical issues you might 
encounter in the process, and indicate how you 
will manage them 

     6. Present a short summery of your fi rst 
individual session with your supervising 
psychologist 

    (iii) Section C: Interim feedback on the 
effectiveness of the coaching intervention 

     1. Provide an orientation to the coaching 
methodology or model that will be employed 
(based on Assignment 1) 

     2. Discuss the research method, design and 
evaluation/analysis methods that will be 
employed to determine the effectiveness of the 
coaching intervention 

     3. Provide feedback on your baseline results 
    (iv) Section D: Addendums 
     1. Attach the RAW data of the psychometric 

instruments you used 
     2. Attach your coaching log for your sessions 

with the protégé 
     3. Attach a certifi ed copy of your registration 

certifi cate as a student psychologist with the 
HPCSA 

     4. Attach a signed letter from your Industrial 
Psychologist Mentor indicating that he/she 
helped you with the interpretation and feedback 
on the psychometric tests 

(continued)
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 Format  Title  Practical objective 

     5. Attach evidence that you have attended the 
fi rst session with your academic supervisors 

     6. Provide a signed document commissioned by 
a commissioner of Oaths (Police offi cer, 
attorney, post master at the post offi ce etc) that 
confi rms that you will adhere to the processes, 
principles and ethical guidelines as promulgated 
by the HPCSA (HPCSA Form 223), the 
SIOPSA code of practice for registered 
psychology practitioners in coaching as well as 
the Health Professions Act No 56 of 1974 

    (b) Report 2  
    (i) Section A: The Protégés 
     1. What progress has the protégés made since 

your initial meeting? 
     2. How are these individuals applying their 

unique signature strengths? 
     3. What obstacles are in the protégés’ way for 

achieving their end results? 
     4. How will the protégés address these 

objectives? 
     5. Summarise the meetings with the protégés 
    (ii) Section B: You 
     1. What are you currently experiencing with 

regards to the relationship with your mentor? 
     2. What are you currently experiencing with 

regards to the relationship with the protégés? 
     3. What challenges (problems?) are you 

experiencing? 
     4. How are you going to address these issues? 
     5. How are you applying your own unique 

strengths? 
     6. Present a short summery of your second 

individual session as well as your group 
discussion with your supervising psychologist 
and academic supervising psychologists 

    (iii) Section C: Interim feedback on the 
effectiveness of the coaching intervention 

     (1) Provide feedback on your second 
measurement 

     (2) Provide an indication as to how you would 
either (a) sustain the success or (b) amend your 
process to improve the results 

     (3) Now that you are half-way through your 
coaching process, provide an ‘updated’ version 
of your coaching model/approach 

    (iv) Section D: Addendums 
     1. Attach your coaching log for your sessions 

with the protégé 
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 Format  Title  Practical objective 

     2. Attach evidence that you have attended the 
second session with your academic supervisors 

     3. Attach any relevant documentation in support 
of your coaching processes 

 (c) Portfolio of evidence 
   (i) Section A: Report 1 (Attach Report 1) 
   (ii) Section B: Report 2 (Attach Report 2) 
   (iii) Section C: Report 3 
    1. Section C.1: The Protégés 
     (a) Provide an overview of your two protégés 

development journeys 
     (b) Discuss the ethical challenges experienced 

during this process and how these were 
managed 

     (c) Discuss your experiences when working 
with someone from a different culture 

     (d) Indicate how the professional relationship 
was terminated 

     (e) Provide a brief psychometric report of your 
protégés at the end of their developmental 
journeys 

    2. Section C.2: Final scientifi c evidence as to the 
effectiveness of your coaching intervention 

     (a) Provide fi nal scientifi c evidence as to the 
effectiveness of your coaching intervention 

     (b) Based on the previous point, discuss your 
‘fi nal’ coaching model/approach/methodology 
(amended and adapted based on Assignment 1) 

    3. Section D: Addendums 
     (a) Attach feedback from your protégés as to 

his/her experience of the coaching process 
     (b) Attach all (completed) coaching logs, 

personal development plans, client intake forms, 
letters of informed consent, signed informed 
consent forms, raw data of the psychometric 
assessments 

     (c) A letter from you supervising psychologist 
indicating that you have attended at least 5 
sessions 

     (d) Attach evidence that you have attended all 
the sessions with your academic supervisors 

     (e) Provide a signed document commissioned by 
a commissioner of Oaths (Police offi cer, 
attorney, post master at the post offi ce etc) that 
confi rms that you HAVE adhered to ALL the 
processes, principles and ethical guidelines as 
promulgated by the HPCSA (HPCSA Form 
223), the SIOPSA code of practice for registered 
psychology practitioners in coaching as well as 
the Health Professions Act No 56 of 1974 
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      Enhancing Evidence-Based Coaching Practice 
by Developing a Coaching Relationship 
Competency Framework                     

       Yi-Ling Michelle     Lai      and     Almuth     McDowell    

    Abstract     This chapter takes a competence focused approach to coaching in order 
to outline relevant knowledge, skills and abilities (KSAs) for Coaching Psychologist 
to enhance coaching relationship towards positive outcomes. We commence with a 
comparison of relevant existing competency frameworks for coaching practitioners, 
such as the International Coach Federation (ICF), Association for Coaching (AC) 
and also the Special Group in Coaching Psychology (BPS, UK) to determine their 
similarities and differences. Our analysis outlines how the different models feature 
in terms of their development process, conceptual robustness and also how they 
address cross cultural issues in coaching. As a next step, we outline a rigorous role 
analysis to develop a comprehensive Coaching Relationship Competency 
Framework (CRCF), focusing furthering the effectiveness of the coaching relation-
ship. A Systematic Review which can inform us about current knowledge as well as 
gaps and research trends in the fi eld therein is essential prior primary research. The 
review results determined the need to focus on the coaching relationship and in 
particular the coach’s competencies for facilitating this in an effective way. It then 
fed into three subsequent studies to draw up a new competence framework, which 
has been tested out through a pilot study. A Coaching Relationship Competency 
Framework with 75 behavioural indicated was identifi ed and provided a guideline 
for future practice and research by spelling out (a) ‘Soft Skills’ which are key 
behaviours needed in any coaching relationship such as “listening actively”, and (b) 
‘Hard Skills’, such as “establishing mutually agreed goals”, which can inform con-
crete coach training and development. In short, we argue that a behavioural focus 
and framework has much to offer by providing benchmarks for training and refl ec-
tive practice. We illustrate the chapter with brief interactive exercises and refl ec-
tions for practice, giving attention to cross cultures issues as appropriate. In 
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conclusion, the key contribution of the framework presented here is that it was 
designed from the outset to acknowledge the perspectives of coaches, coachees and 
also commissioning clients.  

  Keywords     Evidence-based coaching   •   Competency framework   •   Coaching  

1       Introduction 

 The role of the coaching relationship in facilitating coaching outcomes has been 
widely discussed and investigated since 2008 (Baron and Morin  2009 ; Boyce et al. 
 2010 ; de Haan  2008 ; Palmer and McDowall  2010 ; de Haan et al.  2013 ). However, 
most of the existing studies are still not adequate to confi rm what the active factors 
are for an effective coaching relationship and how these factors could be optimized 
in the coaching process. This chapter presents a different approach to understand 
the coaching relationship by investigating essential coach’s attributes and compe-
tencies facilitating an effective coaching relationship. It commences with a brief 
discussion on contemporary issues and challenges in the fi eld of coaching. The 
diversity of coaching disciplines has shifted the research focus from examining sin-
gular coaching intervention to studying the effectiveness of coaching process. The 
association between the coaching relationship and coaching outcomes has been 
examined through several studies (Baron and Morin  2009 ; Boyce et al.  2010 ; de 
Haan et al.  2013 ), nevertheless there is no denying that more rigorous evidence is 
required to examine common factors for a better desired working relationship in the 
coaching process. A systematic review on coaching psychology was carried out to 
ascertain specifi c research topics according to existing issues in coaching fi led 
before further any primary studies. The review results (Lai and McDowall  2014 ) 
indicated a comprehensive role analysis study to identify and validate required com-
petencies for coaches to establish a productive coaching relationship is necessary. 
The detailed investigation process and results of this coaching relationship compe-
tency framework study will be summarised in this chapter.  

2     Contemporary Issues in Coaching and Coaching 
Psychology 

 Given the increase in coaching application in the organisational and leadership 
development fi eld, the evaluation of the impact of coaching on personal and organ-
isational development is a key interest to organisational stakeholders and coaching 
practitioners (Passmore and Fillery-Travis  2011 ). Whilst the ultimate objective of 
coaching is similar to other helping interventions to facilitate positive life and 
behavioural change, organisations (and coaches) need to demonstrate that coaching 
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produces positive outcomes and is worth continued investment. Thus, the promotion 
of evidence-based coaching to document any effects on concrete personal develop-
ment or organisational-based (e.g. ROI) outcomes is essential in contemporary 
coaching study (Passmore and Fillery-Travis  2011 ). 

 However, some issues emerged in the development of evidence-based coaching 
due to the diversity of coaching disciplines. The following sections will summarise 
the challenges of existing coaching study and practice to explain why this SR was 
an essential step in the fi eld of coaching. 

2.1     The Role of Psychology in Contemporary Coaching 
Practice 

 Summarising from some leading coaching studies (Berglas  2002 ; Cavanagh  2006 ; 
Grant  2001 ; Naughton  2002 ; Whybrow  2008 ), psychological interventions are 
regarded bringing positive effects on coaching outcomes; however more rigorous 
evidence is required. The diversity of coaching disciplines (e.g. management, psy-
chology, and education etc.) increases the diffi culty in integrating existing evidence 
and identifying the best available knowledge for coaching practitioners to apply in 
their coaching sessions (Stober et al.  2006 ). In addition, it becomes a challenge to 
distinguish standardised assessment criteria for coaching professionalisation if the 
fundamental theoretical knowledge for professional coaching practice could not be 
confi rmed through evidence-based research process. 

 Applying psychological principles in the coaching sessions are considered as 
one of the key elements for the enhancement of evidence-based practice (Grant 
 2008 ). Here are the rationales to support this statement: fi rstly, psychology is a theo-
retically grounded science that underpins the processes and understanding of human 
change (Whybrow  2008 ). The evidence-based coaching interventions (adopted 
from therapeutic models) fulfi l the essential purpose of coaching, which is to facili-
tate a coachee’s continuous learning and growth in the workplace through motiva-
tion and attitude change. For example, Simons and Cleary ( 2006 ) suggested that a 
high degree of self-knowledge is essential for successful leadership; coaching prac-
titioners should integrate elements of counselling to address the infl uences of the 
coachee’s past and consequent attitudes, feelings and beliefs that underpin behav-
iour. Secondly, psychology is a recognised academic qualifi cation, thus coaches 
who apply psychological grounded principles can ensure that a coaching process is 
based on enforceable ethical codes and supervised by relevant governing associa-
tions (e.g. British Psychological Society). Thirdly, having proper training in psy-
chology assists the professional coach to minimise causing harm to a coachee with 
so far unrecognised mental health problems (Berglas  2002 ; Cavanagh  2006 ; 
Naughton  2002 ). Though the general aim of coaching is to facilitate individual 
behavioural change and performance improvement in the workplace, studies 
 indicated between 25 and 50 % of individuals who attend life coaching programmes 
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(mainly focus on personal development goals and aspirations of individuals) may 
have hidden mental health issues, such as stress, anxiety and depression (Oades 
et al.  2005 ; Spence and Grant  2005 ). Therefore these studies indicated having a 
background in psychology or acquiring fundamental psychological knowledge is 
crucial to be able to identify if coachee has mental disorder issues and refer them to 
the appropriate therapeutic treatment such as counselling. 

 Several coaching reviews and book chapters (Bachkirova  2008 ; Grant  2001 ; 
Passmore and Fillery-Travis  2011 ; Whybrow  2008 ) have addressed the role of psy-
chological principles in coaching. These papers indicated it is necessary to build on 
this groundwork to conduct a more in depth review, with clear review criteria which 
assess the quality of any primary sources, to allow us to spell out clear hypotheses 
for further investigation.  

2.2     The Role of Coaching Relationship for Facilitating 
Coaching Outcomes 

 As discussed earlier, it remains a challenge for coaching researchers to examine the 
most effective coaching method for a positive coaching outcome due to the diversity 
in domains, methods and outcomes discussed earlier. Therefore coaching research 
has shifted its focus from examining singular coaching interventions to investigat-
ing the active ingredients in a productive coaching process (Palmer and McDowall 
 2010 ). The choice of coaching interventions usually depends on the coachee’s indi-
vidual development obstacles and organisational context, and should be tailored in 
accordance with the coachee’s individual scenario. This indicates that adopting one 
singular coaching framework is not suffi cient for the potentially complex coaching 
context. Therefore a contextual-model (Stober et al.  2006 ) of coaching which inte-
grates various techniques might be more helpful for productive coaching outcomes. 
This model is expanded from the components described by Wampold ( 2001 ) for a 
contextual model for psychotherapy. A Contextual Coaching Approach, which aims 
to understand the process of coaching, including “what the common themes” are 
that benefi t to coaching process and outcomes. Seven thematic factors for the 
Contextual Coaching Approach, which outline the essential elements to facilitate 
effective coaching outcomes, were outlined to explain why coaching relationship 
plays a key role in contemporary coaching practice and study (Stober et al.  2006 ). 
These seven thematic factors highlight that coaching is a collaborative process in 
which the coach and coachee work toward mutual goals. Hence, an “effective” and 
“constructive” coaching relationship is the key factor for positive coaching out-
comes as most of the coaching process relies on two people’s (coach-coachee) con-
versation and interactions. 

 Inheriting the Contextual Coaching Approach, de Haan ( 2008 ) transferred a con-
cept from a meta-analysis result in psychotherapy study (Wampold  2001 ) to the 
fi eld of coaching as both interventions share a very similar process: the essence of 
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therapeutic and coaching process relies on sustaining interpersonal interactions 
between therapist/coach and patient/coachee. This meta-analysis indicated there 
was no signifi cant difference in effectiveness on desired outcomes between different 
approaches and techniques. The working alliance (relationship) between the thera-
pist and client was identifi ed as the most effective ingredient for facilitating a posi-
tive therapy outcome across all approaches. Based on the aspect of ‘outcome 
equivalence’ in this study (Wampold  2001 ), a quality coaching relationship across 
the coaching engagement was inferred as the most essential common factors for 
positive coaching outcomes. Indeed, the age of “relational coaching” has been con-
fi rmed by means of a number of quantitative studies. These studies examined a posi-
tive correlation between the coaching relationship and results, such as coachees’ 
self-effi cacy (Baron and Morin  2009 ; Boyce et al.  2010 ; de Haan et al.  2013 ). 

 In a short summary, the coaching relationship appears as an essential role in 
contemporary coaching study and practice based on the result of positive correlation 
with coaching outcomes (e.g. self-effi cacy). However the questions about what the 
active factors are for an effective coaching relationship and how these factors could 
be optimised in the coaching process have not be answered. The next section will 
briefl y discuss these issues based upon current literature.  

2.3     What Are Active Ingredients in an Effective Coaching 
Relationship? 

 As investigating active factors for an effective coaching relationship become the 
key focus in contemporary coaching study de Haan ( 2008 ) conducted a survey 
study with 71 executive coaching clients to distinguish “helpful” elements in the 
coaching journey and how these elements could be “optimized” to create a con-
structive coaching process. The study results were similar to the meta-analysis in 
the fi eld of psychotherapy (Wampold  2001 ); an effective coaching relationship can 
be the key indicator for a positive outcome. In order to identify what the coach’s 
role is in an effective coaching process; qualitative questions were included in de 
Haan’s study ( 2008 ) to elicit effective attributes for a professional coach to generate 
a greater effect on coaching alliance. This study outlined three attributes of the 
coach, which were (a) listening, (b) understanding and (c) encouragement to facili-
tate coachee participants’ learning and development in the coaching process. This 
study revealed that the coach plays a key role in initiating a harmonious relationship 
in the coaching journey, although the specifi c behavioural indicators were not iden-
tifi ed here. Another quantitative study (de Haan et al.  2013 ) was carried out with 
156 coach- coachee paired participants to examine the correlation between coaching 
relationship ( Working Alliance ) and outcomes ( Self - effi cacy ). It investigated 
whether personality matching between coach and coachee is an infl uential factor in 
an effective coaching relationship. Though there was no strong correlation between 
personality matching and coaching relationship; subjective matching where the 
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coach and client physically met each other and had an interview or trial session was 
recognised as the critical stage/moment to determine the effectiveness of the subse-
quent relationship on the coaching journey. This disclosed that the coach has the 
opportunity and responsibility to initiate a positive impression and relationship for 
the subsequent sessions. Hence, identifying and examining what attributes a profes-
sional coach should acquire to establish a constructive coaching relationship are 
critical steps in contemporary Coaching Psychology research.  

2.4     Analysis of Existing Professional Coaching Frameworks 

 Summarising the previous discussion, there is a need to investigate explicit attri-
butes for a coaching practitioner and how these link to any effects on the coaching 
relationship. This is a potential key step for the development of evidence-based 
coaching. Many governing professional associations worldwide such as the 
Association for Coaching (AC), The British Psychological Society (BPS), the 
European Mentoring and Coaching Council (EMCC) and the International Coach 
Federation (ICF) have developed professional frameworks in consultation with 
members to outline the benchmark required for those who would like to practice as 
a professional coach. However, certain aspects of these frameworks appear to 
require further validation and investigation. The defi ning elements presented on 
their published documents are summarised in Table  1 .

   A number of similarities and differences between these frameworks were noted 
following an initial content analysis. First, all of these competency frameworks 
were developed either by integrating previous evidence (meta-analysis) or consult-
ing with their internal coaching experts. Second, only the framework developed by 
EMCC sorted their competencies into groups to differentiate different job levels 
(e.g. foundation, practitioner, senior practitioner etc.). Third, most of these compe-
tency frameworks tended to consider coaching as a cross disciplinary developmen-
tal activity because no specifi c theoretical domain was highlighted in their 
documents. BPS Standard Framework for Coaching Psychologist is the only one 
coaching guideline which distinguished the role of psychology in coaching practice. 
In addition, the signifi cance of coaching relationship has been emphasised in all 
competency frameworks, nevertheless behavioural indicators to facilitate an effec-
tive coaching relationship could not be identifi ed in their documents. In a brief sum-
mary, existing competency frameworks appear more like a general guidance for 
people who would like to practice coaching. Because the purpose and focus of these 
frameworks were not addressed clearly in their documents and a relatively wide 
range of aspects was covered (e.g. contracting ethics, coaching process and 
relationship). 

 In a brief conclusion, coaching relationship has been highlighted and examined 
as the key indicator for a positive coaching outcome. In addition, the coach’s role 
and behaviours have a signifi cant infl uence on coaching relationship (de Haan 
 2008 ). Though many coaching governing associations developed relevant frame-
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works for coaching practitioners to follow, they appear more like a general guide-
line and a relatively wide range of aspects were covered. Therefore, a comprehensive 
research study (including synthesising existing evidence systematically) to examine 
explicit attributes for the coaching practitioner to strengthen the coaching relation-
ship built on previous psychologically based evidence (working alliance) is 
demanded.  

2.5     A Systematic Review on Coaching Psychology 

 A good literature review that informs us about current knowledge as well as gaps 
and research trends in the fi eld therein is essential prior to any empirical study 
(Gough et al.  2012 ); thus a systematic review which has been identifi ed as the most 
rigorous approach for the enhancement of evidence-based practice (Briner et al. 
 2009 ) was conducted. This review results (Lai and McDowall  2014 ) indicated (1) 
the role psychology plays in coaching has been strengthened in this review. A total 
of 69 % included studies in this review investigated the associations between psy-
chological interventions and coaching outcomes. In addition, the top fi ve most fre-
quently and examined psychological coaching interventions were outlined after 
synthesising relevant studies in this review. (2) This review enhanced the concept 
that coaching relationship is a key focus of coaching study and practice as one third 
of the included studies (44 of 141 papers) indicated coaching relationship the com-
mon factor for a positive coaching outcome. (3) This SR emphasised coaches’ attri-
butes have a signifi cant impact on a constructive coaching relationship, fi ve effective 
factors (such as building trust) and the initial coaching psychology KSAs (required 
knowledge, skills and attributes) were outlined to provide an overview which attri-
butes a coaching practitioner should acquire to facilitate an effective coaching pro-
cess. Therefore, this review concluded a primary study focusing on the effective 
attributes for coaching practitioners to establish and maintain a constructive coach-
ing relationship is indeed required. 

 Therefore, following this SR results, a role analysis comprised three stage stud-
ies was carried out to identify and examine behavioural indicators for a professional 
coach to facilitate a better professional working relationship was carried out. The 
detailed research methods and results will be explained in the following sections.   

3     Research Methods and Findings 

3.1     Study One: The Development of Coaching Relationship 
Competency Framework 

 The fi rst study aimed to elicit effective coach’s attributes/behavioural indicators to 
establish and maintain a constructive coaching relationship. This study inherited the 
review results from the SR on Coaching Psychology. According to the Standard 
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Competency Modelling process (Boyatzis  2008 ; Shippmann et al.  2000 ), a variable 
combination and logically selected mix of multiple approaches was ranked as the 
top rigorous investigation method for competency modelling. Because one given 
method may only allow the researcher to collect limited data regardless of setting or 
target population. Therefore, a three-stage competency framework investigation 
process was formed: (a) Critical Incident Technique (CIT) (b) Thematic Analysis 
(TA) and; (c) Q-sorting. Also, it is essential for yielding a complete competency 
framework through involving multiple systematic samples of content experts to 
review and verify the effectiveness of identifi ed competency framework. Table  2  
summarises the research process of this study.

      Critical Incident Technique 

 Critical Incident Technique (CIT), which was originally developed by Flanagan 
( 1954 ), consists of a set of procedures for collecting direct observations of human 
behaviours in such a way as to facilitate their potential usefulness in solving practi-
cal problems and developing broad psychological principles (Flanagan  1954 ). It 
outlines procedures for collecting observed incidents having special signifi cance 

   Table 2    Overview of the research procedures   

 Stages  Process and outcomes 

  Stage one:  
 Critical incident interviews  25 interview transcripts 
  Stage two:  
 Thematic analysis  Themes were extracted and coded from the transcripts: 
 Data/theme extraction    522 elements 

   341 initial attributes 
   278 behavioural descriptions 
   76.4 % agreement level 

 Data review  Language errors were amended and duplicate behaviours were 
integrated or discarded: 
   14 initial themes 
   103 behavioural indicators 

  Stage three:  Q-sorting 
 1st level Q-sorting  Similar behaviours were clustered into the same groups and 

competencies were named: 
   13 competencies 
   103 behavioural indicators 

 2nd level Q-sorting  Behaviours were re-clustered into the identifi ed 13 competency 
groups from previous step 

 Review of results  Q-sorting results were reviewed and amended: 
  Totals:      13 competencies  

    100 behavioural indicators  
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and meeting systematically defi ned criteria. CIT has been more frequently cited by 
industrial and organisational psychologists than any other article over the past 40 
years (Anderson and Wilson  1997 ) but it has been also utilised across a diverse 
number of disciplines, including job analysis (Kanyangale and MacLachlan  1995 ; 
Stitt-Gohdes et al.  2000 ), counselling (Dix and Savickas  1995 ; McCormick  1997 ) 
and performance appraisal (Evans  1994 ; Schwab et al.  1975 ). This study used criti-
cal incident interviews with all participants to collect their perspectives on effective 
coaches’ attributes drawn on the specifi c incidents or events relevant to their coach-
ing experiences. This stage interviewed a total of 25 participants who had relevant 
coaching experiences playing different roles in the coaching process. In order to 
collect perspectives from a diversity of angles, four groups of participants were 
recruited: professional external coaches, coachees, organisational stakeholders (e.g. 
HR and coaching programmes evaluators) and internal coaches who attended 
coaching leadership and develop programmes in their organisation. Table  3  pro-
vides an overview of the value that each of these groups could offer. A one-on-one 
interview (either face-to-face, phone or email) was undertaken and each interview 
averaged 40–50 min. All participants were required to recall one recent positive 
coaching experience and share the effective elements optimising the coaching 
relationship.

       Thematic Analysis 

 Thematic Analysis (TA) method was used to extract effective attributes for a coach-
ing psychologist from interview transcriptions in this study. TA is a method to be 
used with qualitative information (Boyatzis  1998 ). It identifi es analyses and reports 
patterns (themes) within qualitative data and translates them into quantitative infor-
mation (i.e. codes). A pattern (theme) is usually found in the information that 

   Table 3    Purpose of each interview group   

 Interview groups  Purpose of the interview 

 External professional coaches 
with a psychological 
background 

 To probe effective coaching factors through their “self- 
refl ection” on specifi c coaching experiences 

 Coachees  To probe effective coaching factors through their experiences 
of specifi c coaching sessions to minimise the biased statements 
from coaches’ interview only 

 Organisational stakeholders  To investigate coaches’ attributes through their experiences in 
facilitating coaching sessions in their respective organisations 
and their expectations of coach selection because most of the 
coaching programmes are commissioned by coachees’ 
companies 

 Internal coaches who attended 
a coaching training 
programme in the organisation 

 To explore whether the coaching training they attended met 
their needs and to probe effective coaching factors through 
their “self-refl ection” on specifi c coaching experiences 
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describes and organises the possible observations and interprets aspects of the phe-
nomenon. The use of TA involves three distinct stages: (a) deciding on sampling and 
designing issues; (b) developing themes and a code; (c) validating and using the 
code. TA is a fl exible method which allows for a wide range of analytic options 
(Braun and Clarke  2008 ). It usually summarises the key features of a large body of 
data and offers a “rich description” of the data set. In addition, TA works very well 
in studies which seek to examine the perspectives of different groups within a topic/
context (King  2004 ). 

 All interviews were transcribed word-by-word for further data extraction and 
coding. Subsequently, thematic analysis was used to extract and code the themes 
from the interview transcriptions. This stage extracted 103 behavioural indicators 
for further analysis.  

    Q-Sorting 

 Following the thematic analysis, two Q-sorting sessions were conducted with two 
coaching experts with psychological background and two post-graduate students in 
psychology. Q-methodology, developed in the 1930s, has been widely applied 
within psychology (Stephenson  1953 ), although Q-methodology has been increas-
ingly used in other disciplines, such as political science, particularly in the U.S.A. 
(Brown  1980 ). Q-methodology is a technique incorporating the benefi ts of both 
qualitative and quantitative research. It involves Q-sorting, a method of data collec-
tion and factor analysis, to assess subjective (qualitative) information. In 
Q-methodology, participants are typically provided with a set of stimuli, usually 
statements, (known as the Q-sample) which they rank via a process, called Q-sorting 
(Van Exel and De Graaf  2005 ). Participants are required to systematically force-sort 
a set of statements based on how strongly they agree or disagree with each statement 
(Brewer et al.  2000 ; Jacobson and Aaltio-Marjosola  2001 ). Usually several Q-sorting 
sessions are conducted in a study. The Q-sorting participates were asked to cluster 
the similar behavioural indicators into same group and name the competencies. A 
total of 13 competencies underpinned by 100 behavioural indicators were outlined 
in this study. Table  4  provides one example of these competencies:

   In order to evaluate the consistency and accuracy of this draft competency 
framework, Coaching Relationship Competency Framework (CRCF), a cross vali-
dation questionnaire study was carried out afterwards which will be presented in 
the next section.   

    Table 4    One example of the draft Coaching Relationship Competency Framework (CRCF)   

 Competencies  Defi nitions  Indicators 

 Active communication 
skills 

 Applying highly developed communication skills to 
understand coachees’ issues, enhance motivation, 
facilitate change and build the rapport. Listening, 
responding, questioning, asking challenging questions 
and using body language appropriately 

 E.g. actively 
listening 
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3.2     Study Two: Establishing Validation Criteria: Reliability 
and Validity 

    Research Process 

 Study two aimed to evaluate the reliability (such as internal consistency) validity of 
the draft CRCF by means of a questionnaire study. Two evaluations were used in 
this study. First, we transferred the draft CRCF into a behavioural-based question-
naire (see Table  4  for one example) comprising 100 items which are specifi c and 
clear behavioural descriptions (e.g. asking open questions) for respondents to rate 
to assess an effective coach’s behaviours for facilitating a constructive coaching 
relationship. Second, Coaching Alliance Inventory (CAI) which is modifi ed from 
Tracey and Kokotovic’s ( 1989 ) Working Alliance Inventory-Short Form was 
applied in this study to cross validate with CRCF questionnaire. According to 
Bordin ( 1979 ), the concept of “working alliance” is the combination of (a) a client 
and therapist agreement on goals (b) a client and therapist agreement on how to 
achieve the goals and (c) the development of a personal bond between the partici-
pants. In 1986, Horvath and Greenberg ( 1986 ) developed the Working Alliance 
Inventory (WAI) to specifi cally assess these three related dimensions which are 
rated by both coach and client. They stated the focus of WAI is a measure that cap-
tures both outcome variance and a clearly articulated relation with a specifi ed body 
of theory. Hatcher and Barends ( 2006 ) put forward that the “working alliance” is 
used to refer to the quality and strength of the collaborative relationship between 
client and therapist; and O’Broin and Palmer ( 2010 ) transferred this concept into a 
coaching relationship study. They highlighted that the psychological contract is 
very important in the coaching relationship because it provides a “container” for the 
joint purposive work of coaching to take place and also ensure the clarity and trans-
parency in the process. This conceptualisation of the psychological contract through 
the coaching alliance framework emphasises the collaboration, mutual infl uence 
and cooperation of both coach and coachee, and goal-focus that is the nature of 
coaching in the coaching relationship. The working alliance provides a medium for 
collaboration and co-creation as well as a space for the coachee to feel safe and 
accepted enough to step into new forms of behaviour and creative action (Cavanagh 
 2006 ). Therefore, the working alliance would appear to be an appropriate construct 
to evaluate the coaching relationship as its three core features (goal, task and bond) 
have been validated through a rigorous quantitative research (Tracey and Kokotovic 
 1989 ) (Table  5 ).

   Prior to the offi cial questionnaire launch, CRCF questionnaire and CAI were 
mapped to investigate their convergent and divergent validity and to determine 
whether they were theoretically related for a cross-validation examination. Both 
coaches and coachees were recruited to rate the CRCF and CAI based on their pre-
vious specifi c coaching experiences. The quality of coaching alliance/relationship is 
more likely to be assessed through subjective perspective, hence involving both key 
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parties in the coaching process in this validation study tended to reduce the bias. A 
total of 107 respondents of this questionnaire study: 72 respondents were from 
coach groups and 35 were done by coachees.  

    Data Analysis 

 Initially, we evaluated the internal consistency of these 13 competencies, most (11 
of 13 competencies) of the competencies’ α values were larger than .7 (α > .7). 
Though the α value of two competencies (e.g. “Using Resources”) was slightly 
lower than .7, it may not suitable to determine whether these two competencies are 
unreliable before further analysis because the number of items also affects the value 
of α (Cortina  1993 ). For example as the number of items on the scale reduces, α 
reduces. These two competencies had only two items each, thus further analysis 
(e.g. interclass correlation and cross-validation) was undertaken to determine which 
items should be retained in the fi nal competency framework. 

 Second, we examined the relation between items of the CRCF and their corre-
sponding CAI indicators. The stronger correlation between competencies and their 
corresponding CAI indicators, the greater effectiveness of this competency frame-
work for establishing and maintaining a constructive coaching relationship. Almost 
half of the items (49 of 100 behavioural indicators) have a moderate correlation with 
their corresponding CAI indicators (r ≥ .3). In order to evaluate these items in a 
more rigorous way, the mean and range were also considered when screening the 
competencies and behavioural indicators. 

 According to standard competency framework modelling method (Shippmann 
et al.  2000 ), differentiating different levels of competence articulates these behav-
ioural indicators into a set of comprehensive framework. Also, it provides compe-
tency users a benchmark to distinguish high performers from others. Therefore, 
these behavioural items were sorted into groups/levels through examining their 
means, range and correlation with CAI. Three levels of competency were defi ned in 
this study; Table  6  outlines the criteria and features of each level.

   Table 5    An example of an item taken from the WAI questionnaire   

 Statement 

 Never  Rarely  Sometimes  Often 
 Very 
Often  Always 

 1  2  3  4  5  6 

 My client and I agree about 
the steps to be taken to 
improve his/her situation. 

 □  □  □  □  □  □ 
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       Soft Skills (Mean ≥ 5.3; r. ≥ .30) 

 Items of which mean is equal to or larger than 5.3 and also the correlation coeffi -
cients with their corresponding CAI indicators are equal to or larger than .3 (r. ≥ .30) 
were defi ned as essential elements. These items had a stronger internal consistency 
and high correlation with CAI, thus they were considered as ‘core behaviours’ for 
an effective coaching relationship in this study. Seven items (e.g. listening actively) 
were identifi ed as such Soft Interpersonal Skills”. These behavioural indicators are 
more relevant to coaches’ interpersonal skills to facilitate an effective coaching 
relationship.  

    Hard Skills (Mean Between 3.0 and 5.3; r. ≥ .30) 

 Items of which are between 3.0 and 5.3; and also the correlation coeffi cients with 
their corresponding Coaching Alliance Inventory indicator are stronger than .30 
were sorted into the second group. Items in this group have less strong internal con-
sistency than Soft Skills. It does not indicate that these items are of minor impor-
tance; they facilitate the effective coaching relationship through a constructive way. 
A total of 38 items underpinning six competencies were sorted into this group. The 
majority of these items are more associated with goal setting and process manage-
ment/contracting skills (e.g. developing realistic tasks and actions and inviting 
coaches to share what is important to them). Referring back the ultimate purpose of 
coaching, coaching aims to facilitate the coachee’s behavioural and performance 
change through an interactive process between two people (coach and coachee). It 
implies that successful coaching is not only about building a harmonious relation-
ship with the coachee but also assisting the coachee to achieve the goal.  

   Table 6    Three levels for the CRCF   

 Level  Defi nition  Criteria 

 Soft skills  Items which showed both higher means and correlation are 
defi ned as a “baseline” for any coaching sessions. These 
behavioural indicators appear more like coach’s 
interpersonal skills 

 Means ≥5.3 and 
 Correlation with 
CAI ≥.30 

 Hard skills  Items which showed slightly lower means but signifi cant 
correlation with CAI. These indicators are more relevant to 
coach’s goal setting and process management skills 

 Means between 3.0 
and 5.3, 
 Correlation with 
CAI ≥.30 

 Additional 
behavioural 
indicators 

 Items which have minor infl uence on coaching relationship 
but could be used to support soft and hard skills 

 Means ≥ .30 
 Correlation with 
CAI <.30 
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    Additional Behavioural Indicators 

 These items had relatively weak correlation with their correspondent CAI indica-
tors; they still had moderate signifi cant internal consistency (α > .30) which meant 
they still had a certain degree infl uence on supporting the Hard and Soft Skills to 
strengthen the coaching relationship and toward goal achievement. 

 In summary, a total of 75 behavioural indicators sorted into three groups/levels 
were retained in this competency framework for further examination by means of a 
quasi-experiment which will be presented in the next section. Table  7  shows the 
overview of CRCF.

3.3         Study Three: The Evaluation of the Coaching Relationship 
Competency Framework 

 Study three was an extension of study two to examine the effectiveness of the 
CRCF. A quasi-experiment was carried out to compare a group that received train-
ing based on the identifi ed competency framework with a control group that did not 
receive this training. A quasi-experimental study usually occurs in workplace fi eld 
settings that participants cannot be placed into various treatment conditions for 
practical reasons, for example the study of the effects of training in the organisation. 
Yet the quasi-experiment study shares two features of true experiments: entailing 
the use of at least two treatment conditions and the measurement of intervening and 
dependent variables (Stone-Romero  2002 ). However, one tracking diary report was 
combined in this study to diminish the potential threats to internal validity from 
quasi-experiment. The outcome measures were CRCF Questionnaire, Coaching 

   Table 7    Overview of CRCF   

 Category  Description 
 No. of 
competences 

 No. of behavioural 
indicators 

 Soft skills  Items which showed both higher means 
and correlation are defi ned as a 
“baseline” for any coaching sessions. 
These behavioural indicators appear 
more like coach’s interpersonal skills 

 2  7 

 Hard skills  Items which showed slightly lower 
means but signifi cant correlation with 
CAI. These indicators are more relevant 
to coach’s goal setting and process 
management skills 

 6  38 
 Additional 
behavioural 
indicator 

 Items which have minor infl uence on 
coaching relationship but could be used 
to support soft and hard skills 

 30 

 Total  75 
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Alliance Inventory (CAI) and Self-Effi cacy Scale (SES). A total of 26 participants 
were recruited and assigned into groups (experimental or control group) and roles 
(coach or coachee) randomly. 

 The research question and hypotheses of this study were as below:

   Does a coach training intervention designed around the CRCF facilitate a better coaching 
process and results than a control group intervention ? 

•      Hypothesis 1 : Coaches who attend a training workshop targeting the identifi ed 
Coaching Psychology Competency Framework are able to facilitate a better 
coaching relationship as measured by the Coaching Alliance Inventory (rated by 
both coaches and coachees) created in the coaching session than those who have 
not attended this type of training.  

•    Hypothesis 2 : Coaches who attend a training workshop targeting the identifi ed 
Coaching Psychologist Competency Framework are able to demonstrate more 
effective coach behaviours as measured by the Coach Competency Evaluation 
(rated by both coaches and coachees).  

•    Hypothesis 3 : Coaches who attend a training workshop targeting the identifi ed 
Coaching Psychologist Competency Framework will be more effective at facili-
tating the coachees to have a stronger confi dence of self-belief level as measured 
by the Self-Effi cacy Scale than those who have not attended this type of 
training.    

    Quantitative Data Analysis 

 Data analysis of this quasi-experiment was split into two major parts. The fi rst part 
focused on the quantitative evaluations: Coaching Alliance Inventory (CAI), 
Coaching Psychologist Competency Framework Questionnaire (CRCF) and Self- 
Effi cacy Scale (SES). It assessed the internal consistency of each measurement and 
compared two groups’ (the group that attended the coaching training workshop, and 
the other group that only received a self-study training kit) results through conduct-
ing independent-sample t-tests. The second part integrated the respondents from 
open questions attached to the CRCF Questionnaire and diary tracking report by 
content analysis to investigate to what extent the CRCF-based training generated an 
effective coaching process.  

    Coaching Alliance Inventory (CAI) 

 The internal consistency of CAI evaluation in this study was assessed using 
Cronbach’s alpha. The alpha value (α = .86) was accepted because it was higher than 
the general cut-off point (α = .7), It could be initially concluded that the coaching 
relationship of the group whose coaches had three-hours of training was preferable 
to the group that did not. Subsequently, an independent-samples  t -test was con-
ducted to compare items relating to the coaching relationship between the 
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experimental and control groups. On average, the coaching alliance items for the 
experimental group had a higher mean than the control group. The signifi cance was 
not very strong (all of the p values > .05), however medium-size effects (almost half 
of the item’s r > .30) were observed. It could be initially concluded that the coaching 
relationship of the group whose coaches had 3-h of training was preferable to the 
group that did not.  

    CRCF Questionnaire 

 Coaches’ behaviours in the coaching session were evaluated by the Coaching 
Psychologist Competency Framework questionnaire which was designed on the 
basis of the questionnaire study results. The internal consistency of this evaluation 
was very high (α = .90). Nearly all the item means of the experimental group (35 of 
42 items) were larger than the control group. This indicates coach participants who 
attended the training workshop demonstrated the competencies more effectively 
than participants who did not. The signifi cance was not strong because only 13 of 
these 35 items’ p values were smaller than .05. However, 62 % (26 items) of the 
items were between small and medium effect (r ≥ .10). Though, the difference 
between two groups was not signifi cant, it does not determine this competency 
framework is invalid as (a) this was one “snapshot” training and evaluation due to 
time restriction (b) the control group had 1 week to self-learn behavioural indicators 
underpinning CRCF. Therefore, we could initially infer that the CRCF did facilitate 
coach participants to generate a more constructive coaching relationship in this 
study, but further evaluation is required to contrast the differences between two 
groups.  

    Self-Effi cacy Scale (SES) 

 Coachees’ goal achievement progress in this study was assessed by a generalised 
Self-Effi cacy Scale (SES). Self-effi cacy is defi ned as the belief that a person is 
capable of accomplishing a given task (Bandura  1977 ). Self-effi cacy has been 
widely applied in organisational studies, for instance organisational training and 
learning (Bandura  1977 ; Colquitt et al.  2000 ). It was also used as a key variable to 
predict the coaching outcomes in several coaching studies (Baron and Morin  2009 ; 
Brouwers et al.  2006 ; Grant  2008 ; Stewart et al.  2008 ). The internal consistency of 
SES in this study was very high (α = .95). The  t -test of the SES showed all of the 
item means of the experimental group were larger than the control group. However, 
half (four of eight) of their p values was >.05 which indicated that the difference in 
self-effi cacy belief between two groups was not signifi cant. It indicated that 
coachee participants, facilitated by the coaches who attend the training workshop, 
had stronger confi dence or faith in their behavioural changes or improvement in 
this study. In addition, a follow-up diary open-question questionnaire designed by 
the main researcher to draw out the participants’ perspectives which were not 
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covered by quantitative evaluations and gather more information refl ecting on the 
coaching process they had in this study. Nevertheless, we could not confi rm the 
signifi cant difference between two groups due to insuffi cient sample size and one 
snap-shot evaluation. 

 In summary, these three quantitative evaluations indicated that coach participants 
from the experimental group (who attended the training workshop) facilitated a 
slightly better coaching relationship and generated more productive goal achieve-
ment progress (coachees’ motivation and self-belief) through demonstrating a supe-
rior CRCF than the control group. Nevertheless, the data did not show strong 
signifi cance. Thus, a longitudinal study design with larger participation size which 
might generate a more accurate study result should be carried out in the future 
research.  

    Qualitative Data Analysis 

 In order to investigate how and what the exact elements/behavioural indicators gen-
erated for a constructive coaching relationship are/ were, both coach and coachee 
participants were asked to respond to several open ended questions after the coach-
ing session. For example, “What did the coach do/say to make you feel you have a 
“good relationship” with him/her?” Several competencies were emphasised by 
coach and coachee participants in establishing a constructive coaching relationship 
and generating positive results after integrating their responses to these open ques-
tions by means of a content analysis (e.g. Active Communication Skills and Goal 
Focus/Goal Tracking). The viewpoints from both study groups) were aligned. 
Understanding the coachee’s feelings and issues by applying highly developed 
communication skills and developing realistic plans through a collaborative process 
were the most effective ingredients for facilitating an effective coaching 
relationship. 

 Referring to the diary tracking report, the main challenge both groups faced was 
how they motivated themselves to commit to their development plans. For example, 
coachee participants had to manage their time effectively to fi t in the development 
plans. In addition, being confi dent was also a key element in initiating the fi rst step 
for behavioural changes. It took some coachee participants a certain time to adjust 
their mindset. The signifi cant difference between the experimental and control 
group was the degree of their motivation. Coachees in the experimental group had 
stronger motivation and commitment to their plans. Coach participants who attended 
the training workshop generated more productive coaching attainment progress 
because they established a collaborative coaching relationship to enhance the 
coachees’ self-motivation for change. 

 In a brief conclusion, the effectiveness of the CRCF was initially examined by 
means of a quasi-experimental study here; it did provide the coach with a profes-
sional guideline to enhance a better coaching relationship and outcomes (coachees’ 
motivation and confi dence level) in accordance with the study results. Nevertheless, 
there was no strong signifi cance in the quantitative measurement as a bigger sample 
size and a longitudinal study design were required.    
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4     Discussion 

 CRCF is the fi rst psychological grounded competency framework outlining explicit 
behavioural indicators for the enhancement of working alliance in coaching. This 
research investigated explicit competencies, as measured by behavioural indicators, 
which appear to be prerequisites for strengthening the working alliance and building 
an effective coaching relationship. The identifi ed CRCF contributed the following 
three aspects:

    1.    The development of the CRCF fi lled a theoretical gap by identifying the explicit 
attributes to facilitate an effective coaching process from a Coaching Psychology 
perspective. As discussed earlier, subjective matching where the coach and 
coachee physically meet each other is a particularly critical stage for the subse-
quent effectiveness of the following relationship in the coaching journey (de 
Haan  2008 ). To date, no published rigorous role analysis to yield defi nite coach’s 
attributes for facilitating a constructive coaching relationship. This research 
addressed this by identifying 75 behavioural indicators sorted into three groups 
for different training purposes against Standard Competency Modelling criteria 
(Shippmann et al.  2000 ). Therefore, the development of the CRCF took existing 
coaching knowledge a step further towards yielding KSAs for an effective coach-
ing alliance drawn on all the relevant coaching stakeholders’ perspectives (coach, 
coachee and client) through a rigorous role analysis. This study outcome also 
aligned with contemporary therapeutic relationship study fi ndings, which indi-
cated the quality of shared understanding of the nature of the patient’s problem 
(called therapeutic rapport) mainly counts on physicians’ active communication 
abilities (Norfolk et al.  2009 ), a comprehensive skill-based training model pro-
vided professional guidelines for physicians to follow. In essence, what people 
actually do effectively and actively regarding communication and rapport, 
whether they are coaches or physicians, makes a difference to the quality of the 
relationship.   

   2.    The CRCF built on previous psychologically based evidence to draw out effec-
tive behaviours for a constructive coaching relationship. The concept of a work-
ing alliance has been recognised as the focal point for integrating three major 
psychological traditions, psychoanalytic, humanistic psychology and psycho-
therapy, in a new paradigm (de Haan and Sills  2012 ). A meta-analysis in psycho-
therapy (Wampold  2001 ) indicated there was no signifi cant difference in 
effectiveness on desired outcomes between different and techniques. The work-
ing alliance, which emphasises relationship factors (such as mutual trust, empa-
thy and respect) as well as links to positive outcome (clear mutual agreed goal 
and action plans), optimises the bond in the process of certain psychological 
helping interventions (e.g. counselling, therapy and coaching) and facilitates the 
joint purposive goal to be perfectively achieved (O’Broin and Palmer  2010 ). In 
other words, a preferable working relationship was recognised as the essential 
indicator toward desired outcomes in the counselling/therapy process. This 
“relationship” concept was transferred to coaching domain and examined by 
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de Haan ( 2008 ): The coaching relationship is a key common factor for an effec-
tive coaching engagement. In addition, the association between the working alli-
ance and coaching outcomes has been examined in research (Baron and Morin 
 2009 ; de Haan et al.  2013 ). The content of the CRCF is consistent with the three 
key features of the working alliance: both interpersonal attributes (e.g. demon-
strating empathy and emotional bond) and learning and facilitation skills (e.g. 
Goal Focus/Goal Tracking) are essential requirements for a coaching psycholo-
gist to establish a harmonious coaching process and facilitate a greater outcome. 
Therefore, in contrast with previous coaching relevant competency guidelines, 
the CRCF is the fi rst framework that builds on psychologically proved evidence 
from psychoanalytic and humanistic perspectives and the transferring of theo-
retical concept from the working alliance into visible dimensions to be applied 
in a helping relationship.     

 In terms of methodical and practical contribution, CRCF is the fi rst framework 
that has been developed and examined through a systematic and transparent process 
to meet the standard competency modelling criteria. In contrast with previous com-
petency frameworks, the CRCF provides an explicit guideline (KSAs) to facilitate a 
greater coaching relationship, specifi cally focusing on  coaching alliance . 
Competency items underpinning the CRCF tend to be brief and behavioural-based 
descriptions which are more user-friendly than previous frameworks. In addition, 
three differentiated groups of competencies provide a clearer guideline for coaching 
relevant training and development agenda. For instance, attributes under the fi rst 
group which appear more likely interpersonal soft skills could be used as the base-
line for fundamental coaching training as they had stronger correlations with their 
corresponding CAI indicators in this chapter In summary, coaching training and 
development is in urgent need of standardisation because it has been widely applied 
in the organisational and workplace learning and development fi eld but draws on 
varied disciplines. Therefore the CRCF, underpinned by explicit competencies and 
behavioural indicators, could feed the gaps of previous competency frameworks in 
coach training and development design.  

5     Conclusion 

 The value of investment in coaching intervention will continue to be a major inter-
est for practitioners and organisational stakeholders; however the most popular 
evaluation methods in the contemporary coaching industry rely on coachees’ satis-
faction and feedback rather than any concrete outcome measurements. This sort of 
subjective evaluation on coaching impacts cannot truly provide evidence for deci-
sion makers to justify whether the investment of coaching should be carried on in 
the organisations (Grant  2007 ). As a researcher in Coaching Psychology, the posi-
tive impact on a coachee’s work and life balance as well as learning and develop-
ment is far more important than the ROI since the ultimate goal of coaching is to 
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optimize people’s potential and self-growth through systematic dialogue between 
the coach and coachee (Passmore and Fillery-Travis  2011 ). In order to yield valid 
and solid evidence, the development of evidence-based practice that investigates 
the best available knowledge or theoretical grounded interventions to apply in 
coaching practices has become the joint interest of researchers, practitioners and 
clients of coaching. 

 This study aimed to strengthen the evidence-based coaching practice by develop-
ing and validating a CRCF through four studies. The effectiveness of the CRCF in 
training and development was investigated in a pilot fi eld experiment and the results 
indicate relevance for practice. Future research could build on our fi ndings for 
instance using longitudinal fi eld studies, larger and also more professional samples 
and also conduct investigation into how skills identifi ed through the CRCF work in 
conjunction with other coaching techniques. Last but not least, it still remains to be 
investigated which skills coaches bring to coaching process could be developed 
right at the start of a coaching relationship in order to maximise effective outcomes. 
This study contends that a behavioural approach, using clear and evidence-based 
models to guide interventions and best practice, will provide a basis for such future 
research.     

   References 

    Anderson, L., & Wilson, S. (1997). Critical incident technique. In D. L. Whetzel & G. R. Wheaton 
(Eds.),  Applied measurement methods in industrial psychology  (pp. 89–105). Palo Alto: 
Davies-Black.  

   Bachkirova, T. (2008). Role of coaching psychology in defi ning boundaries between counselling 
and coaching. In Palmer S. & Whybrow A (Eds.),  Handbook of coaching psychology: A guide 
for practitioners  (2nd ed., pp. 351–366). London: Routledge.  

     Bandura, A. (1977). Self-effi cacy: Toward a unifying theory of behavioral change.  Psychological 
Review, 84 (2), 191.  

        Baron, L., & Morin, L. (2009). The coach‐coachee relationship in executive coaching: A fi eld 
study.  Human Resource Development Quarterly, 20 (1), 85–106.  

     Berglas, S. (2002). The very real dangers of executive coaching.  Harvard Business Review, 80 (6), 
86–93.  

    Bordin, E. S. (1979). The generalizability of the psychoanalytic concept of the working alliance. 
 Psychotherapy: Theory, Research & Practice, 16 (3), 252.  

    Boyatzis, R. E. (1998).  Transforming qualitative information: Thematic analysis and code devel-
opment . Thousand Oaks: Sage.  

    Boyatzis, R. E. (2008). Competencies in the 21st century.  Journal of Management Development, 
27 (1), 5–12.  

      Boyce, L. A., Jackson, R. J., & Neal, J. L. (2010). Building successful leadership coaching rela-
tionships: Examining impact of matching criteria in a leadership coaching program.  Journal of 
Management Development, 29 (10), 914–931.  

    BPS. (2008).  Standards framework for coaching psychology . Retrieved 5 January 2011, from: 
  h t t p : / / w w w. b p s . o r g . u k / n e t w o r k s - a n d - c o m m u n i t i e s / m e m b e r - n e t w o r k s /
special-group-coaching-psychology      

    Braun, V., & Clarke, V. (2008). Using thematic analysis in psychology.  Qualitative Research in 
Psychology, 3 (2), 77–101.  

Enhancing Evidence-Based Coaching Practice by Developing a Coaching Relationship…

http://www.bps.org.uk/networks-and-communities/member-networks/special-group-coaching-psychology
http://www.bps.org.uk/networks-and-communities/member-networks/special-group-coaching-psychology


414

    Brewer, G. A., Selden, S. C., & Facer, R. L. (2000). Individual conceptions of public service moti-
vation.  Public Administration Review, 60 (3), 254–263.  

    Briner, R. B., Denyer, D., & Rousseau, D. M. (2009). Evidence-based management: Concept 
cleanup time?  The Academy of Management Perspectives, 23 (4), 19–32.  

    Brouwers, A., Evers, W. J., & Tomic, W. (2006). A quasi-experimental study on management 
coaching effectiveness.  Consulting Psychology Journal: Practice and Research, 58 (3), 174.  

    Brown, S. (1980).  Political subjectivity: Applications of Q methodology in political science . Yale: 
Yale University Press.  

      Cavanagh, M. (2006). Coaching from a systematic perspective: A complex adaptive conversation. 
In D. R. Stober & A. M. Grant (Eds.),  Evidence based coaching handbook: Putting best prac-
tices to work for your clients . Hoboken: Wiley.  

    Colquitt, J. A., LePine, J. A., & Noe, R. A. (2000). Toward an integrative theory of training motiva-
tion: A meta-analytic path analysis of 20 years of research.  Journal of Applied Psychology, 
85 (5), 678.  

    Cortina, J. M. (1993). What is coeffi cient alpha? An examination of theory and applications. 
 Journal of Applied Psychology, 78 (1), 98.  

          de Haan, E. (2008).  Relational coaching: Journeys towards mastering one-to-one learning . 
Chichester: Wiley.  

    de Haan, E., & Sills, C. (2012).  Coaching relationships: Relational coaching fi eld book . Faringdon: 
Libri.  

        de Haan, E., Duckworth, A., Birch, D., & Jones, C. (2013). Executive coaching outcome research: 
The contribution of common factors such as relationship, personality match, and self-effi cacy. 
 Consulting Psychology Journal: Practice and Research, 65 (1), 40.  

    Dix, J. E., & Savickas, M. L. (1995). Establishing a career: Developmental tasks and coping 
responses.  Journal of Vocational Behavior, 47 (1), 93–107.  

   Evans, C. R. (1994).  Rating source differences and performance appraisal policies: Performance 
is in the “I” of the beholder . Unpublished doctoral dissertation, The University of Guelph, 
Guelph, ON, Canada.  

     Flanagan, J. C. (1954). The critical incident technique.  Psychology Bulletin, 51 (4), 327–358.  
    Gough, D., Oliver, S., & Thomas, J. (2012).  An introduction to systematic reviews . London: SAGE 

Publications.  
     Grant, A. M. (2001).  Toward a psychology of coaching: The impact of coaching on metacognition, 

mental health and goal attainment . Sydney: Coaching Psychology Unit, University of Sydney.  
    Grant, A. M. (2007). Past, present and future: The evolution of professional coaching and coaching 

psychology. In S. Palmer & A. Whybrow (Eds.),  Handbook of coaching psychology: A guide 
for practitioners  (pp. 23–39). London: Routledge.  

     Grant, A. M. (2008). Past, present and future: The evolution of professional coaching and coaching 
psychology. In S. Palmer & A. Whybrow (Eds.),  Handbook of coaching psychology: A guide 
for practitioners  (2nd ed., pp. 23–39). London: Routledge.  

   Grant, A. M., Passmore, J., Cavanagh, M. J., & Parker, H. M. (2010). The state of play in coaching 
today: A comprehensive review of the fi eld.  International Review of Industrial and 
Organizational Psychology, 25 (1), 125–167.  

   Griffi ths, K., & Campbell, M. (2008). Regulating the regulators: Paving the way for international, 
evidence-based coaching standards.  International Journal of Evidence Based Coaching & 
Mentoring, 6 (1), 19–31.  

    Hatcher, R. L., & Barends, A. W. (2006). How a return to theory could help alliance research. 
 Psychotherapy: Theory, Research, Practice, Training, 43 (3), 292.  

    Horvath, A., & Greenberg, L. (1986).  The development of the working alliance inventory . 
New York: Guilford Press.  

    Jacobson, S., & Aaltio-Marjosola, I. (2001). Strong objectivity and the use of Q-methodology in 
cross-cultural research.  Journal of Management Inquiry, 10 (3), 228–248.  

    Kanyangale, M., & MacLachlan, M. (1995). Critical incidents for refugee counsellors: An investi-
gation of indigenous human resources.  Counselling Psychology Quarterly, 8 (1), 89–101.  

Y.-L.M. Lai and A. McDowell



415

    King, N. (2004). Using templates in the qualitative analysis of text. In C. Cassell & G. Symon 
(Eds.),  Essential guide to qualitative methods in organizational research . London: Sage.  

     Lai, Y., & McDowall, A. (2014). A systematic review (SR) of coaching psychology: Focusing on 
the attributes of effective coaching psychologists.  International Coaching Psychology Review, 
9 (2), 120–136.  

    McCormick, R. (1997). Healing through interdependence: The role of connecting in fi rst nations 
healing practices.  Canadian Journal of Counselling, 31 (3), 172–184.  

     Naughton, J. (2002). The coaching boom: Is it the long-awaited alternative to the medical model? 
 Psychotherapy Networker, 42 , 1–10.  

    Norfolk, T., Birdi, K., & Patterson, F. (2009). Developing therapeutic rapport: A training validation 
study.  Quality in Primary Care, 17 (2), 99–106.  

    O’Broin, A., & Palmer, S. (2010). Building on an interpersonal perspective on the coaching rela-
tionship. In  The coaching relationship: Putting people fi rst  (p. 34). New York: Routledge.  

    Oades, L. G., Green, S., & Grant, A. (2005). An evaluation of a life coaching group program: 
Initial fi ndings from a waitlist control study. In M. Cavanagh, A. Grant, & T. Kemp (Eds.), 
 Evidence-based coaching  (pp. 127–142). Bowen Hills: Australian Academic Press.  

     Palmer, S., & McDowall, A. (2010).  The coaching relationship: Putting people fi rst . London: 
Routledge.  

       Passmore, J., & Fillery-Travis, A. (2011). A critical review of executive coaching research: A 
decade of progress and what’s to come.  Coaching: An International Journal of Theory, 
Research and Practice, 4 (2), 70–88.  

   Schwab, D. P., Heneman, H. G., & DeCotiis, T. A. (1975). Behaviorally anchored rating scales: A 
review of the literature.  Personnel Psychology, 28 (4), 549–562.  

      Shippmann, J. S., Ash, R. A., Batjtsta, M., Carr, L., Eyde, L. D., Hesketh, B., et al. (2000). The 
practice of competency modeling.  Personnel Psychology, 53 (3), 703–740.  

    Simons, L., & Cleary, B. (2006). The infl uence of service learning on students’ personal and social 
development.  College Teaching, 54 (4), 307–319.  

    Spence, G. B., & Grant, A. M. (2005). Individual and group life-coaching: Initial fi ndings from a 
randomised, controlled trial.  Evidence-Based Coaching, 1 , 143–158.  

    Stephenson, W. (1953).  The study of behaviour . Chicago: University of Chicago Press.  
    Stewart, L. J., Palmer, S., Wilkin, H., & Kerrin, M. (2008). The infl uence of character: Does per-

sonality impact coaching success?  International Journal of Evidence Based Coaching and 
Mentoring, 6 (1), 32–42.  

    Stitt-Gohdes, W. L., Lambrecht, J. J., & Redmann, D. H. (2000). The critical-incident technique in 
job behavior research.  Journal of Vocational Education Research, 25 (1), 59–84.  

      Stober, D., Wildfl ower, L., & Drake, D. (2006). Evidence-based practice: A potential approach for 
effective coaching.  International Journal of Evidence Based Coaching and Mentoring, 
4 (1), 1–8.  

   Stone-Romero, E. F. (2002). The relative validity and usefulness of various empirical research 
designs. In  Handbook of research methods in industrial and organizational psychology  
(pp. 77–98). Malden: Blackwell.  

     Tracey, T. J., & Kokotovic, A. (1989). Factor structure of the working alliance inventory.  A Journal 
of Consulting and Clinical Psychology, 1 (3), 207–210.  

   Van Exel, N. J. A., & de Graaf, G. (2005).  Q methodology: A sneak preview . Available from   www.
jobvanexel.nl      

       Wampold, B. E. (2001).  The great psychotherapy debate: Models, methods, and fi ndings . Mahwah: 
L. Erlbaum.  

      Whybrow, A. (2008). Coaching psychology: Coming of age?  International Coaching Psychology 
Review, 3 (3), 219–240.  

   Willis, P. (2005).  Competency research project: Phase 2 output . London: European Mentoring and 
Coaching Council. Downloaded on 12 October, 2006,  from:  http://www.coachingpsychologist.
net/Forums/showthread.php?t=47        

Enhancing Evidence-Based Coaching Practice by Developing a Coaching Relationship…

http://www.jobvanexel.nl/
http://www.jobvanexel.nl/
http://www.coachingpsychologist.net/Forums/showthread.php?t=47
http://www.coachingpsychologist.net/Forums/showthread.php?t=47


417© Springer International Publishing Switzerland 2016 
L.E. van Zyl et al. (eds.), Coaching Psychology: Meta-theoretical perspectives 
and applications in multicultural contexts, DOI 10.1007/978-3-319-31012-1_18

      The Future of Multi-cultural Coaching 
Psychology                     

       Llewellyn     E.     van     Zyl      and     Marius     W.     Stander    

    Abstract     The fi nal chapter of this manuscript focuses on determining the future 
direction of multi-cultural coaching psychology for both the discipline (research) 
and the profession (practice). Through thematic content analysis, this chapter aimed 
to evaluate the 17 manuscripts submitted for this specialist book in order to provide 
a descriptive overview of the most frequently occurring themes relating to the future 
direction of coaching psychology within multi-cultural contexts. A brief overview 
of the research method, data analysis and fi ndings will be presented.  
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1       Introduction 

 Coaching has emerged as a popular new discipline and area of practice within 
the fi eld of psychology (Coetzee and Van Zyl  2014 ). With the popularization of the 
concept, various psychological models and approaches have been introduced to the 
market as a means of facilitating personal and professional development (see 
Biswas-Diener and Dean  2007 ) yet few are empirically validated (Kauffman  2006 ; 
Koortzen and Oosthuizen  2012 ) or grounded in psychological theory (Van Zyl and 
Stander  2013 ). Moreover, limited research and practice guidelines exist for multi- 
cultural environments. Those models, methodologies and approaches which have 
been validated empirically within multi-cultural contexts, are not consumed by the 
mass-market as a result of the restrictions regarding consumption/distribution 
imposed by scientifi c journals. 

 In order to address these problems, this manuscript attempted to provide a theo-
retical foundation to attend to the needs of academics, researchers, students and 
specialists working within the fi eld of multi-cultural coaching psychology. The aim 
of this book was to synthesise empirical-research-based and theoretical perspectives 
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on coaching psychology within multi-cultural contexts in order to provide a 
 comprehensive perspective on contemporary research and practice which is acces-
sible to researchers and practicing psychology professionals globally. The themes 
discussed in the various chapters provided not only context and practice guidelines 
to professionals coaching from a psychological perspective, but elaborated upon its 
complexity within multi-cultural contexts. 

 In order to provide researchers and practitioners with guidelines for effective 
coaching within multi-cultural environments, the manuscript attempted to provide 
applicable meta-theoretical perspectives in three primary domains. These domains 
also acted as the three sections of the manuscript. First, the focus was on providing 
context to the fundamentals of coaching psychology within multi-cultural contexts. 
Second, to highlight psychological approaches towards multi-cultural coaching. 
Finally, the manuscript aimed to provide meta-theoretical perspectives and practical 
applications of multi-cultural coaching psychology. 

 Flowing from these three broad domains, the specifi c aims of the book was 
 sixfold: (a) to present psychological coaching strategies, methodologies, approaches, 
practice guidelines and policy implications for multi-cultural contexts; (b) to intro-
duce new frameworks for psychological coaching practice; (c) to elaborate upon the 
fundamentals of coaching psychology within multi-cultural contexts; (d) to provide 
context to the multi-cultural competencies required for the psychologist as coach; 
(e) to provide new methodologies and approaches for the psychology of coaching 
within multi-cultural context and (f) to provide direction for future research and 
practice in these domains. 

 Although all these aims have been systematically addressed throughout the 
preceding 18 chapters, the future direction for research and practice within multi- 
cultural coaching psychology needs to be consolidated. Through thematic content 
analysis, this chapter aimed to evaluate the 17 manuscripts submitted for this 
 specialist book in order to provide a descriptive overview of the most frequently 
occurring themes relating to the future direction of coaching psychology within 
multi-cultural contexts. A brief overview of the research method, data analysis and 
results will be presented.  

2     Research Design 

2.1     Research Approach 

 A post-positivistic qualitative thematic content analytic approach, with a descriptive 
research design was employed to determine themes relating to future research and 
practice domains of coaching psychology within multicultural contexts (Creswell 
 2013 ; Van Zyl  2013 ). Themes were derived from these chapters.  
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2.2     Research Strategy 

 Thematic content analysis was employed in order to determine the future research 
and practice domains as presented in the 17 manuscripts submitted as part of this 
publication. Thematic content analysis makes provision for both qualitative analysis 
as well as quantitative frequency clustering (Creswell  2012 ; Lindlof and Taylor 
 2002 ; Van Zyl  2013 ). Subjected to the limitations of nominal-orientated measure-
ments, thematic content analysis allows for qualitative data to be converted into 
quantitative terms in order to be further processed and compared (Duriau et al. 
 2007 ). This approach allows for future replication, and is considered non-intrusive 
(Zammito  2004 ).  

2.3     Sampling Procedure and Inclusion Criteria 

 The sample consisted out of 18 chapters submitted for publication in this manu-
script. All chapters were submitted in English, made either an empirical or theoreti-
cal contribution to the fi eld of multicultural coaching psychology and was double 
blind peer-reviewed (inclusion criteria). All 18 Chapters were included as part of 
the sample.  

2.4     Data Collection Methods and Recording 

 The fi nal versions of the 17 chapters were treated as sources of data for this chapter. 
Authors were instructed, as part of the publication brief, to ensure that a section in 
each chapter be dedicated to the future research trends in their research domain. 
Some authors provided dedicated sections to these trends, whereas other integrated 
the trends as part of the discussion. After peer-review, the fi nal chapters were then 
collected and coded in relation to the three parts of the manuscript. The appropriate 
sections, or sub-sections, were then captured from each chapter on a Microsoft 
Excel® spreadsheet. Thereafter, the data was scrutinised in order to ensure accuracy 
and prepared for analysis.  

2.5     Data Analysis Procedure 

 The data was captured on a Microsoft Excel ®  spreadsheet for analysis and thematic 
content analysis was employed to analysis the data. The best-practice guidelines for 
thematic content analysis, suggested by Duriau et al. ( 2007 ), was utilised in order to 
ensure consistency, credibility and transferability of the fi ndings. Initially, a broad 
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coding taxonomy was developed in order to ensure consistency in the analysis pro-
cess. The coding taxonomy was refi ned through discussion and consultation 
amongst the editors and applied consistently throughout the analysis process. 

 Thematic content analysis was used to explore the content of the ‘muted’ textual 
data in order to determine the most frequently occurring themes in each one of the 
three parts or domains of this manuscript ((1) Fundamentals of multicultural 
 coaching psychology; (2) Psychological approaches to multicultural coaching 
psychology (3) Meta-theoretical perspectives and practical applications of multicul-
tural coaching psychology) through a systematic categorisation process in line with 
the coding taxonomy. The categorisation process fl owed in three stages: (1) a thorough 
overview of the data conducted in order to obtain a general ‘feel’ for the fi ndings; 
(2) thereafter primary themes were derived through clustering similar categories, 
ideas or themes in the responses together through a formalised coding process; and 
(3) the themes were co-coded individually between two researchers and fi ndings 
were consolidated.  

2.6     Reporting Style 

 The fi ndings of the thematic content analysis are presented in line with the purpose 
and aim of this chapter. The fi ndings are clustered in line with the three categories, 
sections or parts of the book whereby themes were extracted and reported non- 
verbatim. The fi ndings are discussed in line with the results.   

3     Findings and Discussion 

 The fi ndings of this chapter are presented in three sections: (1) Fundamentals of 
multicultural coaching psychology; (2) Psychological approaches of multicultural 
coaching psychology; (3) Meta-theoretical perspectives and practical applications 
of multicultural coaching psychology, whereby appropriate themes are presented 
for each. Within each section, the results are discussed and interpreted. 

3.1     Fundamentals of Multicultural Coaching Psychology 

 The fi ndings from the fi rst section related to the future perspectives on research and 
practice relating to the fundamentals of multicultural coaching psychology. The 
most frequently occurring themes in this section are presented in Table  1 .

   The fi ndings indicated that theories and approaches specifi cally for coaching 
psychology need to be developed in order to effectively manage the developmental 
processes within multicultural environments. Theories should move away from the 
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application of psychotherapeutic techniques within coaching relationships, through 
developing specifi c methodologies, techniques and approaches aimed at facilitating 
optimal performance of the coaches (Palmer and Whybrow  2014 ; Passmore  2013 ). 
Ellinger and Kim ( 2014 ) noted that coaching is under-examined concept with 
limited coaching specifi c theories. 

 Further, the majority of the chapters indicated that a stronger focus should be 
placed on investigating the effectiveness of coaching psychology as a mechanism to 
enhance optimal functioning of individuals in multi-cultural environments. Research 
should focus on developing and validating coaching interventions with true 
experimental designs. Similarly, the fi ndings also suggest that both mediating and 
moderating variables impacting on the effectiveness of coaching interventions 
need to be identifi ed through empirical research (Palmer and Whybrow  2014 ). 
Through the identifi cation of these variables coaches are able to structure more 

   Table 1    Future research themes within the fundamentals of multi-cultural coaching psychology   

 Theme  Response 

 Developing and evaluating the 
effectiveness of coaching 
interventions 

 A stronger focus should be placed on empirically 
validating coaching interventions 

 Identifying moderating and 
mediating factors impacting on the 
coaching process 

 Identifying the moderating factors can have strong 
implications for future research on coaching 
 Determining the factors impacting on the effectiveness of 
coaching psychological processes within multi-cultural 
environments 

 Investigating relational dynamics 
within the coaching process 

 It is essential to strengthen the practitioners’ 
understanding of relationship issues and to help them to 
gain insight into what happens in the working alliance 
with their coaching partner 
 It is worthwhile to promote research that focuses on the 
impact of specifi c relational topics on the coaching 
outcomes 

 Developing ethical guidelines for 
multi-cultural coaching that are 
statutorily enforceable 

 More research evidence is required to identify and 
prescribe practices that are scientifi cally valid to inform 
coaching approaches applied during coaching sessions 
 Future research should specifi cally examine ethical issues 
relating to cross-cultural coaching, a research focus that 
has received little attention so far 

 Developing coaching specifi c 
theories, methodologies and 
approaches unrelated to 
psychotherapy 

 Clearly, the chapter has included many references from 
psychotherapy research. The central statements of this 
chapter would even be more valuable if they could be 
supported by evidence from coaching research 
 Coaching specifi c theories need to be constructed relating 
to the multicultural coaching psychological discipline 

 Training and supervision of 
psychological coaches within the 
multi-cultural context needs to be 
validated 

 Formal training and supervision methodologies 
associated with the development of multi-cultural coaches 
needs to be developed, evaluated and validated within 
tertiary educational institutions 
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effective  coaching psychological interventions. Jones et al. ( 2015 ) state that despite 
the growth of coaching as a development technique, limited scientifi c evidence exist 
of the benefi ts of coaching. 

 The authors indicated that research should be focused on identifying relational 
specifi c components which impacts on the coaching process, specifi cally within 
multi-cultural contexts. The fi ndings indicate that limited research in this regard 
exists in both uni- and multi-cultural contexts. Consensus in literature exists with 
regard to the importance and value of the coaching relationship (Egan and Hamlin 
 2014 ; Gregory and Levy  2011 ; Gyllensten and Palmer  2007 ). It is postulated that 
the relationship between coach and coachee is a key process variable impacting on 
coaching outcomes (Baron and Morin  2009 ; Beattie et al.  2014 ). 

 The fi ndings suggest that a stronger focus should be placed (in both theory and 
practice) on the ethics associated with the coaching relationship in order to de-risk 
the process. The fi ndings suggest that limited research emphasis has been placed on 
understanding the ethical processes associated with the coaching relationship within 
multicultural contexts. Thompson and Dieffenbach ( 2015 ) advise that the continual 
examination of ethical coaching or grey areas within coaching are important, while 
Fillery-Travis ( 2015 ) states that contracting can be a way of ensuring transparency 
and appropriate ethics. 

 Finally, one of the authors argued that training and supervision methodologies 
associated with the development of psychological coaches within the multi-cultural 
context needs to be developed, evaluated and validated. This should facilitate the 
development of psychological coaches within the traditional science-practitioner 
model and provide further evidence of the effectiveness of supervision within these 
contexts (Abbott et al.  2013 ; Bell and Hausman  2014 ; Carroll  2006 ; Weathington 
et al.  2014 ). Lawrence and Whyte ( 2014 ) recommend that further qualitative 
research is needed to determine the purpose of supervision for the individual coach.  

3.2     Psychological Approaches Within Multicultural Coaching 
Psychology 

 The fi ndings from the second section relate to the future perspectives on research 
and practice for the psychological approaches to multicultural coaching psychology. 
The most frequently occurring themes in this section are presented in Table  2 .

   First, the fi ndings suggest that the role which psychological ownership could 
play in the coaching process is under investigated (in the literature) and underutilised 
(in practice). Psychological ownership could be investigated as both a moderating 
factor and outcome of the coaching psychological process within multi-cultural 
environments. Research in this domain could focus on how the coaching process 
could be utilised to aid in the development of self-effi cacy, self-identity, belonging-
ness, and accountability as well as the management of feelings of territoriality. Peng 
and Pierce ( 2015 ) note that psychological ownership has been infl uenced mainly by 
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Western thought. This supports further research on psychological ownership in the 
coaching process within a multi-cultural context. 

 Similar to the fi ndings in the previous section, the results indicated that new 
coaching psychological models and paradigms needs to be developed for the multi-
cultural coaching environment. The chapters highlight that most of the current 
models and paradigms are focused on uni-cultural or individualistic processes and 
does not take into account the nuances of different cultures, ages, races and the like. 
The authors of these chapters believes that this is a serious limitation and could 
impact on the effectiveness of a coaching intervention (Van Zyl and Stander  2013 ; 
Vella et al.  2013 ). Schutte and Steyn ( 2015 ) postulate that research on coaching is 
still in its infancy and needs be scientifi cally synthesised and explored. Ellinger and 
Kim ( 2014 ) describe coaching as an under-examined and – research fi eld. 

 Finally, two of the chapters highlight the need to investigate and manage coach-
ing interventions from a systems perspective. Authors argued that coachees func-
tions within a larger organisational system and that interventions may only be 
effective if the coaching process takes place within the system through viewing the 
participant as an individual, yet part of such a system. Motsoaledi and Cilliers 
( 2012 ) found that coaching from a systems psychodynamic perspective uncover 
diversity dynamics.  

   Table 2    Future research themes within the psychological approaches of multicultural coaching 
psychology   

 Theme  Response 

 The role of psychological 
ownership should be 
explored as part of the 
coaching process 

 To date, no research has been conducted on how psychological 
ownership can play a role during the coaching process 
 The establishment, management and development of psychological 
ownership (self-effi cacy, accountability, belongingness, self-identity 
and territoriality) could play a crucial role in the enhancement of 
individual well-being and organisational functioning if managed 
through a coaching process, yet limited attempts have been made to 
empirically or theoretically explore these implications 

 Developing new coaching 
psychological models and 
paradigms 

 The focus should be on developing coaching psychological models 
that are not built on psychotherapeutic or business coaching 
approaches 
 Coaching psychological paradigms need to be developed as current 
disease orientated paradigms are not suffi cient 

 Coaching approaches 
should be investigated 
within systems 

 Systemic and transcultural approaches should be recognised 
concepts in (transcultural) coaching psychology which reaches 
beyond causal-linear approaches and interventions. Doing so makes 
it possible to respond adequately to organisational, global and 
transcultural complexities, whilst allowing optimal functioning of 
the individual, the team, the organisation and the environment 
 The systemic and transcultural coaching framework takes systemic 
and transcultural aspects in coaching psychology into account and 
implement these across the various layers of the organisational 
system 
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3.3     Meta-theoretical Perspectives and Practical Applications 
Within Multicultural Coaching Psychology 

 Finally, the fi ndings relating to the future perspectives on research and practice on 
the meta-theoretical perspectives and practical applications of coaching psychology 
within multi-cultural contexts are presented. The most frequently occurring themes 
in this section are presented in Table  3 .

   The fi ndings suggest that six main themes were indicative in this section. First, it 
was believed that practical ‘tools’ or techniques should be developed and validated 
within multicultural contexts. Limited research exists on practical techniques which 
could be used in order to facilitate the development of the coachee (Parilla and 

   Table 3    Future research themes relating to the meta-theoretical perspectives and practical 
applications of coaching psychology within multi-cultural contexts   

 Theme  Response 

 Practical ‘tools’ need to 
be developed, validated 
and distributed 

 Limited research exists relating to the validation of individual 
self-administered intentional activities and/or group based coaching 
intervention mechanisms. The focus should be on the development of 
coaching psychological ‘tools’ (e.g. gratitude visit) which could be 
taught as part of formal graduate studies 

 Coaching should focus 
on the optimisation of 
potential 

 Research on coaching psychology within the multicultural context 
should not focus on ‘correcting’ deviant behaviour but should rather 
focus on the optimisation of individual, organisational and societal 
potential. Theory building initiatives should be congruently 
structured around this central tendency 

 Projective techniques 
should be used as part 
of the coaching process 

 Projective techniques (through the use of fi lms, art, fairy tales etc.) 
are powerful instruments which could be used to facilitate the 
development of potential through the coaching process. These, 
however, have been largely underutilised and investigated in both 
theory and practice 

 Eclectic approaches to 
coaching should be 
investigated 

 Puristically, both the positive psychological paradigm and the 
person-centred approach are powerful instruments through which to 
facilitate well-being of the coaches. Both paradigms have enjoyed the 
benefi t of extensive research, yet both used in isolation has its 
limitations. It is suggested that eclectic approaches (combining either 
paradigms or others) should be developed in order to capitalise on the 
strengths of the various paradigms within multi-cultural contexts 

 Multi-cultural coaching 
psychology should form 
part all training 
processes 

 It is recommended that tertiary institutions offering Masters 
programmes in Psychology should consider presenting a module 
relating to coaching and people development within multicultural 
contexts. Studies should aim to develop a module which could be 
included in the training curriculum of psychologists as coaches 
within multicultural contexts. Subsequently, such research could aim 
at evaluating such a module by means of a longitudinal analysis 

 Skills development of 
the coachee should take 
place at the start of the 
relationship 

 It still remains to be investigated which skills coaches should aim to 
develop at the start of the coaching relationship in order to maximise 
effective outcomes 
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Hesser  1998 ; Passmore  2013 ). The authors of some of the chapters indicated that 
these tools or techniques should then also be taught as part of the formal training of 
psychologists as coaches. 

 Flowing from this idea, one chapter indicated that projective techniques could be 
used as a practical tool to facilitate the development of the coachee. Projective 
 techniques provide insight into how the coachee processes information and acts as 
a mechanism to investigate underlying mechanisms which infl uences behaviour. 
The use of projective techniques as part of the coaching process should be investi-
gated empirically. 

 Most of the chapters indicated that coaching should be conceptualised as an 
intervention strategy which aims to enhance or optimise the potential of individuals, 
groups/teams and organisations. The chapters highlight that some of the current 
coaching models are aimed at rectifying deviant or abnormal behaviour in line with 
the requirements of the organisation. Specifi cally it was suggested that ‘[r]research 
on coaching psychology within the multicultural context should not focus on 
‘correcting’ deviant behaviour but should rather focus on the optimisation of indi-
vidual, organisational and societal potential. Theory building initiatives should be 
congruently structured around this central tendency’ (Donaldson et al.  2015 ). 

 Further, the fi ndings suggest that eclectic approaches to coaching psychology 
should be investigated. Here it was suggested that the strengths of various para-
digms should be incorporated into an eclectic approach in order to capitalise on the 
respective benefi ts of each and to address possible limitations of others. Limited 
research exists regarding the positive use of eclectic styles in coaching 
psychology. 

 The fi ndings also highlights the need for multi-cultural coaching psychology to 
form part of all training programmes for psychologists. As the coaching process 
differs from both psychotherapy and counselling, it is imperative to also train 
psychologists with coaching skills. It was suggested that a training module be 
developed and validated at an institution and that this be rolled out into all for-
malised tertiary educational programmes aimed at training psychologists. 

 Finally, it was recommended that skills training should form part of the coachee’s 
development. However, during some coaching processes, practical skills are only 
transferred during the middle or end of the process. The authors of the applicable 
chapter indicated that skills training and transference should take place during the 
initial phases of the coaching process in order to enhance the effectiveness of the 
intervention.   

4     Conclusion 

 This chapter aimed to determine the future direction of both the discipline and pro-
fession of multicultural coaching psychology. Through the use of thematic content 
analysis, this chapter evaluated the 17 manuscripts submitted for this specialist 
book in order to provide a descriptive overview of the most frequently occurring 
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themes relating to the future direction of coaching psychology within multi-cultural 
contexts. The fi ndings showed that 15 research related themes could be structured 
across the three broad theoretical domains presented in this manuscript. 

 Figure  1  presents a graphic representation and interpretation of the most frequently 
occurring themes extracted from the fi ndings and act as a foundation for possible 
future research themes in this area. In this chapter the fi ndings were discussed and 
possible recommendations made in order to capitalise on the working mechanisms 
and to address the limitations of the training methodology.
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the effectiveness of 
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