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A HERMENEUTIC STUDY INVESTIGATING THE RELATIONSHIP
BETWEEN COACHING AND ADULT LEARNING

Abstract

The purpose of my research is to investigate whether there is a relationship between
coaching and transformative learning within adult learners. I approached the research
project with a hermeneutic hunch, based on my experience of adult learners, which
suggests that coaching reflects a similar process to that of transformative learning.

I have taken a constructionist stance to my research philosophy and the ontological and
epistemological position I assumed is based on the theoretical perspective of hermeneutics.
The primary task of hermeneutic philosophy is to ultimately integrate all knowledge of the
sciences into personal knowing as it is experienced. As coaching deals very much with the
subjective nature of the coachee, I argue that a hermeneutic approach is best suited to gain
an understanding of the inner world of the coachee. I drew on sensemaking as described by
Weick (1995) as a methodological framework which I go on to argue is also a key
component in the coaching process. The influence of sensemaking as a methodology led me
to adopt a storytelling approach in making sense of the data I collected as being the most
appropriate method. As suggested by Boje (2008) the re-storying I engaged in provide a
new and alternative story which is based on collective sensemaking of the individual
stories.

Based on the data collected I conclude that there is a strong relationship between adult
learning and coaching. Further contribution to knowledge includes perceiving coaching as a
sensemaking process co-constructed through the relationship between the coach and
coachee. This is demonstrated by a final heuristic which has evolved throughout the
research journey.

Angélique du Toit
In submission of the degree of Ph.D.



Contents




Acknowledgements

Abstract

Contents

List of Tables and Figures

Chapter 1 — Introduction

1.1

1.2

13

14

1.5

1.6

1.7

1.8

1.9

Introduction

Background to Research

Policies on Life-Long Learning

Influential Thinkers
Research Philosophy
Methodology and Methods
Justification for Research
Hermeneutic Hunch

Thesis Structure

1.10 Limitations of Research

Chapter 2 — A Review of the Literature

2.1

2.2

2.3

Introduction
Models and Techniques

The Coaching Relationship

Page

14

16
22
24
25
27
30
32
34
37

40

42
46

48



24

25

2.6

2.7

2.8

23.1 Trust

2.3.2 The Presence of the Coach

2.3.3 The Readiness to be Coached
Performance vs Developmental Coaching
The Psychology of Coaching

Coaching and Organisations

Coaching and Adult Learning

2.7.1 Reflective Dialogue and Learning
2.7.2 Transformative Learning

2.7.3 The Transformative Educator
2.7.4 The Requirements for Reflection

Conclusion

Chapter 3 — Research Philosophy

3.1

3.2

33

34

3.5

3.6

Introduction

Epistemology and Ontology

A Qualitative Approach
Phenomenology and Hermeneutics
The Hermeneutic Circle

Conclusion

Chapter 4 — Methodology

4.1

Sensemaking as Methodology

50

52

56

59

62

68

74

81

83

93

97

102

108

111

115

118

126

130

132



4.2

43

44

4.5

4.6

4.7

4.8

4.9

4.10

4.11

4.12

The Seven Characteristics of Sensemaking
4.2.1 Grounded in Identity Construction
4.2.2 Retrospective

4.2.3 Enactive of Sensible Environments
424 Social

4.2.5 Ongoing

4.2.6 Focused on by Extracted Cues

4.2.7 Driven by Plausibility Rather Than Accuracy

Sensemaking through Action

The Role of Emotions in Sensemaking
Making Sense through Constructionism
Data Collection

4.6.1 Informal Data

4.6.2 Interviews

4.6.3 Documents

4.6.4 Focus Groups

4.6.5 Debates and Discussions

Storytelling as Method of Analysis

The Researcher as Narrator

Emergent Themes

Evaluation of Research

Ethical Considerations Using a Narrative Approach

Conclusion

10

133

134

135

137

138

140

141

142

144

146

148

158

160

161

164

165

166

166

174

176

181

183

185



Chapter 5 — Data Analysis and Findings

5.1

52

5.3

54

Introduction

Emergent Themes

Theme 1 — Trust

Theme 2 — Coach as Champion
Theme 3 — Non-Judgemental Challenge
Theme 4 — Sacred Space

Theme 5 — Opportunity for Reflection
Theme 6 — Ownership

Theme 7 — Confidence

Théme 8 — Transformative Learning
The Skilled Learner

Discussions and Conclusions

Chapter 6 — Conclusion

6.1

6.2

Introduction
The Conclusions Drawn with Rationale
6.2.1 Transformative Learning
Inner Learning
Critical Reflection
Co-Construction
Transformative Educator
Dialogical Communication

6.2.2 Coaching as Sensemaking

11

188

189

189

192

196

202

207

217

221

225

235

238

245

245

245

246

247

249

250

252

255



6.3

6.4
6.5
6.6
6.7

6.8

References

Appendix

Evolving Coaching Heuristic
Inputs — Coach

The Coaching Process
Outputs — Coachee
Concluding Story
Contribution to Knowledge
Perceived Weaknesses
Future Research

Personal Reflections

12

258
260
260
261
262
266
270
272

274

278

314



List of Figures

13



Figure 1.1
Figure 3.1
Figure 4.1
Figure 4.2
Figure 4.3

Figure 6.1

The Coaching Triangle

The Hermeneutic Circle

The Research Journey

Schedule of Data Collection and Emergent Themes
Amended Coaching Triangle

The Coaching Cycle

14

Page

36
128
152
179
183

259



Introduction

15



A HERMENEUTIC STUDY INVESTIGATING THE
RELATIONSHIP BETWEEN COACHING AND ADULT
LEARNING

1.1

Introduction

Coaching as a developing field, both in terms of theory and practice, is in its
infancy and remains an elusive concept according to Brockbank & McGill
(2006). There is as yet no clear definitive definition of what constitutes
coaching. It has been influenced by a series of ontologies, epistemologies
and methodologies each underpinned by different assumptions and offering
different definitions of what constitutes coaching (Stewart, et al., 2008).
Furthermore, each of these definitions places a different emphasis on the
directive-vs-facilitative nature of coaching (Stewart, ez al., 2008). The
growth of coaching and its popularity has been exponential over recent years
as suggested by Garvey, ef al. (2009), with its roots buried in education,

psychology, sports coaching and organisational development.

Based on my experience of coaching and an initial understanding of the
extant literature, coaching appears to have developed along two parallel
paths. One path favours the models and techniques based approach with its
assumptions based on the behaviourist tradition. This perspective is
particularly evident in executive and management coaching which is
dominated by a need to achieve goals and objectives and bring about visible
changes in behaviours. However, this approach ignores the unconscious and
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cognitive elements which shape the behaviours and performance of
individuals. The second path, according to Stober (2006), has its
philosophical foundation based in a humanistic psychology with human
growth and change at its core. Stober (2006) also suggests that many of the
approaches to coaching such as the person-centred approach, therapies such
as Gestalt, existentialism and psychotherapy all have their roots in the
humanistic perspective. However, this approach is embedded in a
therapeutic environment which deals with varying levels of dysfunction and
pathology whereas coaching endeavours to work with functional individuals

with an emphasis on the future.

Brunner (1998) concurs that coaching takes many forms and suggests that it
is also dependent on the context within which it is practiced. The purpose of
my thesis is to contribute to the debate on coaching by introducing a third
path namely to explore coaching from the perspectives and theories of adult
learning. Associating coaching with the theories of adult learning is a
relatively unexplored territory. Therefore, the context within which this
study takes place is a business school within Higher Education and it
explores the role coaching plays in the learning journey of part-time, adult

learners.

There appears to be an underlying need to control the emerging profession
by various associations, such as the British Psychological Society, European

Mentoring and Coaching Council (EMCC), the International Coaching
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Federation (ICF), CIPD and numerous others for the purpose of establishing
standardisation. This is opposed to a postmodernist perspective which
suggests that society functions within uncertainty, marked by instabilities

| (Lyotard, 1979, Stelter, 2009). The need for control is associated with a
modernist approach which seeks to break everything up into disciplines and
to study each in isolation; a philosophy of separation, whereas
postmodernism is about integration and the study of a phenomenon as a
whole. This is also apparent in the coaching literature with each discipline,
such as psychology, therapy or management and organisational theories

laying claim on the ownership of coaching.

Furthermore, the focus of the literature seems to be on external factors such
as the inputs, i.e. the models and techniques such as the GROW model or the
Co-Active model (Whitmore, 1996; Whitworth, et al., 1998) or the outputs,
i.e. performance and achievement of goals and objectives (Downey, 2003;
Wilson, 2007; Stelter, 2009). The literature suggests that the power of
coaching is attributed to the various tools and techniques. I argue that this is
a simplistic perspective of coaching as there appears to be little by way of
addressing the stage in between inputs and outputs and its contribution to
coaching. As there is an absence in the literature on making this stage
explicit, it remains an enigma; a black box which is complex and difficult to
define. I endeavour to contribute in making this stage more transparent for
the purpose of understanding its significance to the overall coaching

experience.
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As Stober (2006:18) states, “the humanistic theory of self-actualization is a
foundational assumption for coaching with its focus on enhancing growth
rather than meliorating dysfunction.” This assumption places coaching
within the realm of growth and supports an optimistic view of the person
being coached. There are numerous claims made as to the outcomes of
coaching, which according to Whybrow (2008) includes reducing the
experience of stress, improved leadership skills and behavioural change.
Whatever the desired outcome sought by either the coach or the coachee,
there are a vast array of existing and growing models and techniques
claiming to achieve these outcomes. Some of these are discussed in the
review of the literature in Chapter 2. Although the humanistic approach is
very supportive of the coachee, I would at this stage challenge what appears
to be an absence of a critical and sceptical debate of such an approach.
Postmodernism, as advocated by Lyotard (1979), encourages scepticism of
the motives of institutional authorities with a deep-seated suspicion of
metanarratives. As an emerging profession there is clearly a vying for the
opportunity to influence and own what would become the metanarrative of
coaching as suggested above. This would in turn dictate who practices
coaching, in what way, using which techniques and the training and
development the coach should receive to practice coaching. On the other
hand, postmodernist thinkers like Jean-Frangois Lyotard argue for little
narratives and suggests that individuals in society need to make their little

narratives heard in challenge of the metanarratives imposed on them by
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those in authority. I discuss postmodernism further in Chapter 3 which

introduces the underlying philosophy to my research.

There are different perspectives as to how the body of knowledge of
coaching should be constructed. There are first and foremost the pragmatists
who argue for the acceptance of whatever practice delivers results; the
emphasis being on techniques as suggested earlier. As Stelter (2009) points
out, the influence from sports coaching and the terms of competition,
motivation and top performance are attractive to business leaders who
perceive these techniques of equal value in the development of their
employees. The pragmatist requires the freedom to blend disparate
techniques and approaches together without boundary restrictions. On the
other hand there are those well established communities of knowledge with
clear theoretical and academic identities and which include the adult
learning and development community, psychology, counselling and the
study of business (Cavanagh and Palmer, 2009; Cox, 2006; Keinp, 2008,
2009; Palmer, 2008; Stelter, 2009; Whybrow, 2008). The preference of the
latter communities is for greater control of the practice and theoretical
development of the coaching discourse. The result of such diversity supports
my suggestion above that different disciplines and philosophies are
competing for the ownership of coaching and the underpinning philosophies,

practices and principles that may come to define coaching in the future.
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Kemp (2008) posits that despite the popularity that some coaching models
may have achieved among practitioners, many make erroneous claims of
value, based on evidence which remain unfounded. He goes on to argue that
these claims are for the purpose of practitioners to differentiate themselves
in an increasingly crowded marketplace. These criticisms are supported by
Garvey, et al. (2009) who point out that the breadth and quality of available
research in coaching remains fragmented and rudimentary. In view of the
lack of evidence-based research of coaching, one could ask whether
coaching is not as Grant (2007) proposes, merely a more socially acceptable
form of therapy, especially within organisations where the revelation of any
form of internal conflict may be perceived as a weakness. Stewart, ef al.
(2008) argue that without an overarching coaching model it is difficult to
evaluate whether coaching achieves specific effects and outcomes. I suggest
that this argument supports the perceived need for a metanarrative of
coaching. On the other hand I suggest that the coaching experience will be
different from individual to individual with different outcomes, irrespective

of the tools and techniques employed.

Barner and Higgins (2007) suggest that it is vital for coaches to understand
the specific theory that guides their coaching practice and actions for the
purpose of being able to explicitly describe their approach to coaching. This
may prevent misunderstanding and a loss of trust between coach and
coachee through miscommunication. The authors propose four models that

underpin the coaching process, namely the clinical model, behavioural
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1.2

model, systems model and of particular interest to me, the social
constructionist model. This latter model presents possibly the newest and
most controversial theoretical model of coaching. From the social
constructionist perspective it is through the social interactions and symbolic
frameworks within which we interact that 01.1r social identities are
constructed. In addition, the language we use does not describe an
underlying reality, but plays an active role in shaping and framing the reality
we come to experience. This perspective is of particular interest to me as it
is also the position from which I have approached my research and which
Barner and Higgins (2007) suggest offers a different understanding of
coaching. Constructionism argues for the inclusion of multiple truths which
will allow the integration of different facets of coaching. Boje (1995) refers
to it as “plurivocality” which describes the potential for multiple
interpretations. However, my initial review of the literature would suggest
the shaping of reality would not be achieved through an input model or
through the need to achieve measurable outcomes or goals. Instead,
constructionism argues for the emphasis on the co-creation between the
coach and coachee. The constructionist perspective also poses a challenge to

the need for a metanarrative of coaching and whether it is possible.

Background to Research

I embarked on this research journey some years ago, mainly by accident. As

with most people I have multiple identities or as Gergen (1991) describes it,
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a pastiche personality, and which includes an identity as a coach and one as
an academic. One of my greatest passions throughout my career has been to
facilitate the development of the potential I have observed as inherent within
the people I have worked with. They included the teams I managed as a
manager, students ] encountered as an academic or clients I have worked
with as a coach. Whatever the environment, I have had the privilege of being
part of some rewarding experiences individuals have had on their respective
learning journeys in realising their potential. These experiences have led me

to believe that coaching is a powerful catalyst in the learning process.

I started experimenting with a coaching approach in support of the peer
learning support groups (PLSGS) I had established in a postgraduate
programme I managed as part of the postgraduate suite of master degrees. It
appeared that a coaching style was powerful in enhancing the learning
experience of the students and in particular, the additional support required
by international students. I continued with my experimentation and included
coaching support on some of the corporate programmes I run on behalf of
the Business School of the University of Sunderland. A significant number
of the students claimed that the coaching support facilitated the
transformation they experienced as part of their learning journey. Following
the experiments with the international students, I conducted research into the
supportive nature of coaching within the PLSGs and published my findings

in an article in 2008.
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1.3

Encouraged by the outcome I embarked on the much larger research project,
which has resulted in this thesis. The purpose of my research is therefore to
further investigate the claims made by students that the support of a
coaching approach has greatly enriched their learning experience. I will
endeavour to establish whether there is a relationship between adult learning
and coaching and if coaching is able to inform the transformational process
of learning as described in the body of literature on transformative adult
learning. Mezirow (1991) argues that a framework for adult learning has to
recognise how adults create meaning out of their experiences. Fry, et al.
(1999) add that one of the most prominent schools of thought as to how
learning takes place is that of a constructivist perspective and postulate that
it involves transformation. The view of adult learning as the construction of

meaning resonates with my philosophical approach discussed throughout.

Policies on Life-Long Learning

My interest in adult and work based learning coincided with the Government
policies on lifelong learning which is aimed at encouraging people to value

the acquisition of knowledge and skills as well as the nurturing of creativity,
imagination and fostering an enquiring mind. During 2005 there was a major
development in the Government’s plans to improve the skills base of the UK
economy and a number of influential reports followed. Some of these reports
contributed to the development of lifelong learning. Among them has been

the Fryer Report which sets out to promote a new lifelong learning culture.
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A common thread of the various Government papers addresses the poor
performance of the UK relative to other EU countries in relation to the level
of basic skills among a large section of the workforce. Despite the
recognition of the high quality of the UK universities, the low status
accorded vocational education and training has led to complaints from
employers that many graduates are not appropriately skilled to meet the
demands of a 21st century economy. A central tenant of the Government
papers is to ensure that employers have access to the skills mix required to
support and grow their businesses and that individuals possess appropriate
skills to ensure life long employability and personal fulfilment. One of the
key targets of the Government is to promote adult learning. Universities, and
Business Schools in particular, have responded to the opportunities and offer
corporate, executive and work-based programmes specifically aimed at
meeting the learning needs of a group of employees and/or organisations.
Many see these opportunities as an additional and lucrative income stream
and the majority of my students are from this sector and the programmes I

run supported by coaching.

Influential Thinkers

There have been a number of theorists that have had a profound influence on
this thesis and who have also shaped my approach to research. These have

included David Bohm, theoretical physicist and philosopher, Karl Weick
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and his notion of sensemaking, Carl Rogers and his person centred approach
to learning, Kenneth Gergen who introduced me to the concepts of social
constructionism and postmodernism as outlined by Jacque-Frangois Lyotard
and his challenge to a metanarrative of truth. In terms of learning, the ideas
of transformative learning as put forward by Jack Mezirow have particularly
resonated with me as I believe it goes a long way in explaining the process
of coaching. The ideas of these theorists are framed in my own concepts and
assumptions about the learning journey of coaching and the collective
sensemaking the coach and coachee engage in through dialogue. I am of the
belief that it is not coaching if learning is not part of the process, whether
that was explicit from the outset or whether it emerged throughout the
coaching intervention. I further believe that collectively, as suggested from a
constructionist perspective, we are able to learn our way to the answers we
need to address the daily challenges we encounter within organisations or

life in general.

The central hypothesis of the approach by Carl Rogers could have been
written for coaching namely, “Individuals have within themselves vast
resources for self-understanding and for altering their self-concepts, basic
attitudes, and self-directed behaviour; these resources can be tapped if a
definable climate of facilitative psychological attitudes can be provided.”
(Rogers, 1980:115). He goes on to suggest that three conditions need to be
present in any situation where the development of the person is the

objective. He identifies the first as the realness or congruence of the
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1.5

therapist or facilitator. He argues that the more the therapist is herself in the
relationship the greater is the likelihood that the client will grow and
develop. The theories of transformative learning support the arguments of
Rogers and these are discussed in greater detail in Chapter 2 which reviews

the literature on coaching and transformative learning.

The second condition is a climate of acceptance and referred to by Rogers as
“unconditional positive regard.” It has also been identified as fundamental to
the positive experience of coaching by my participants as is the third
condition he suggests, namely an empathetic understanding. According to
Rogers it leads the therapist or coach to accurately sense the emotions and
personal meanings of the client; the liberation of truly being heard referred
to earlier. Rogers claims that such sensitive and active listening is a rarity in
our lives and argues that it is one of the most powerful forces for change
known to him. He suggests that there is mounting research to support that
when these facilitative conditions are present, changes in personality and
behaviour results. The stories told by my participants would suggest that this

reflected their experiences of coaching.

Research Philosophy

I illustrate the underlying philosophy and approach to my research by
recounting a story told by Rogers (1980:249) in what he referred to as a

“passionate paper” addressed to psychologists. He equally believed that it
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was applicable to members of other helping professions and educators and is
of equal value to coaches. He suggests that in educational institutions the

' intellect is al/l despite the fact that in life we, as humans, learn that feelings
are an equally important aspect of living. Rogers goes on to argue that
people continue to dichotomise these two aspects of their lives and never are
they brought together. This split is also evident within the ontological and
epistemological position within research namely positivism on the one hand
and constructionism on the other. The position chosen will have a significant

~ influence on the particular approach adopted by the researcher.

Rogers demonstrates this divide with a hypothetical example whereby one
psychology student states that for his dissertation he will be measuring the
differences between two groups, guided by all the sophisticated precautions
available to him, and further suggests that it will be both valuable and
intellectually stimulating. On the other hand another psychology student
states that for his dissertation he wants to present in the most appropriate
form, the most important learning he experienced throughout his graduate
years and the deeply insightful self-learning he gained from a difficult client
relationship. He describes this relationship as having resulted in mutual
growth leading to lasting changes to both his and the client’s behaviour.
Rogers suggests that the second proposal will probably be summarily
rejected. He further argues that many young people find life perplexing and
without meaning because they are unaware of the idea that a person of

thought can be united with passion and feelings suffused by intellect and
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curiosity. The message being that the depth of learning is dependent on both

the intellect as well as the emotional experience of the personal journey.

My personal experiences of coaching resonates with the emergent themes
identified by my participants who suggest that the unification of emotions
and intellect was a fundamental element of the power of their coaching
experiences. Furthermore, the majority of my participants suggest that their
experiences of coaching were the result of co-creation between them and
their coach. This does place a responsibility on both the coach and coachee
to be aware of the coaching reality they will co-create. I introduce the notion
of the skilled coachee in a later chapter which supports the contribution of
the coachee to the coaching process. I also suggest that the coach engages in
her own self-reflection for the purpose of understanding the philosophy and
assumptions which underpin her coaching. This demonstrates the joint
responsibility of both coach and coachee in co-creating the outcome of the
coaching relationship. The coaches I interviewed suggested, as in the
example given by Rogers, that coaching often leads to mutual benefit. I
therefore suggest that this thesis is a result of a journey that includes both
emotion and intellect and constructed through interaction with others. The
research position I have adopted to guide me on the research journey is that
of constructionism and the hermeneutic form of knowing and I support my
reasons for doing so in Chapters 3 and 4. Not only is this the research
approach I have taken, but constructionism is a significant element of

coaching as I have discovered from the stories relayed to me by my
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1.6

participants.
Methodology and Methods

I present my methodology in Chapter 4 which is influenced by the work of
Karl Weick and his notion of sensemaking. I discuss his seven
characteristics of sensemaking and conclude that not only does it provide a
research framework, but that it also captures the coaching journey. He
perceives sensemaking as the development of ideas which explains
possibilities as opposed to a body of knowledge (1995). He suggests that:
“...the topic exists in the form of an ongoing conversation”. (Weick,
1995:x1). The influence of sensemaking as a methodology led me to adopt a
storytelling approach in making sense of the data as being the most
appropriate method. The stories we create and construct through ongoing
dialogue are a powerful mechanism through which we make sense of our
experiences. I retell the stories told by my participants of the coaching
experiences they had and which supported them in making sense of their
learning journeys. Boje (2008) suggests that the re-storying I engage in may
provide a new and alternative story Which is based on collective

sensemaking of the individual stories.

Bruner (1991) suggests that we constantly construct and reconstruct who we
are in order to deal with the situations we find ourselves in and we achieve

this through the stories we tell about who and what we are. According to
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McAdams (1993) our life stories are what provide us with an identity and
give purpose and meaning to our lives. Our stories reveal who we are to
ourselves as well as to others. Bruner (1990) asserts that we understand the
world in one of two ways. The first being what he defines as the
paradigmatic mode and which is concerned with reasoning, logical proof
and empirical observations. It seeks to understand cause and effect and
determine ways in which reality can be predicted and controlled and

identified as the underlying assumptions of modernity discussed earlier.

On the other hand is the narrative mode which concerns itself with human
wants and needs, the mode of stories and human intentions. Furthermore,
Bruner (2002) suggests that narrative allows us to reinvent yesterday and
tomorrow, which challenges the notion of a metanarrative of truth associated
with modernity and instead, as put forward by Lyotard (1979), argues for a
multiplicity of little narratives. In the narrative mode we attempt to explain
events in relation to the way human actors strive to do things over time and
what has been referred to earlier as the subjective perspective. Bruner (1990)
points out that information or dafa do not inherently have meaning. Instead,
it is through interpretation and the telling of stories that we assign meaning.
I too interpreted the meanings of the stories told by my participants in order

to put forward a collective story.

As part of my research, I conducted eighteen one-to-one interviews with

adult learners who had coaching support as part of their respective
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1.7

programmes. These programmes included an MA in Coaching for which I
am the programme leader and two cohorts from a bespoke programme I
designed and delivered to some of our corporate clients within the Business
School. Students from both programmes can be identified as adult, work-
based learners and a common thread of both programmes is that each student
is supported by a number of coaching sessions. The coaching support is
provided by qualified, practicing coaches. Students on the MA in Coaching
are a combination of coaches seeking to further their knowledge of coaching
and gaining accreditation and maﬁagers interested in developing a coaching
approach to their management and leadership styles. Their interest is also to
support an introduction of a coaching culture within their respective
organisations. The participants on the corporate programmes are from a
range of management positions, from middle to senior management. I also
conducted interviews with three of the coaches involved in the work-based
programmes to ascertain their perspectives and experiences of coaching
within a learning environment. I carried out a longitudinal study with three

of the MA students originally interviewed.

Justification for the Research

It is clear from the literature that coaching has changed exponentially over
the last twenty years and its initial association with sports or business
executives. As with any new and emerging field, it is in the process of

defining itself, setting boundaries and establishing a discourse of the subject.
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It also means that there is limited research available on coaching. This
research is therefore to add an additional voice to the debate for the purpose
of enhancing our understanding of coaching; what it is, equally what it is
not, the potential benefit to recipients of coaching and where and how it may
support personal development. A further purpose is also to challenge the

desire and need for establishing a metanarrative of coaching.

As the literature suggests, there is much emphasis on the inputs and outputs
of coaching and the ability to make these visible and measurable. However,
my interest is in understanding the process in between and why and how the
inputs will lead to the outputs. The purpose of my research is therefore to
gain a greater understanding of the ‘black box’ referred to earlier and to
allow the stories of my respondents to reveal which of the competing
discourses of coaching is best placed to describe the coaching experience
with a learning environment. I am conscious of the need to identify a
specific reéearch question(s) as is normally expected of a research project of
this kind. On the other hand my research position also suggests that there is
no universal truth awaiting discovery. However, influenced by my
hermeneutic hunch discussed below, I suggest the following research

question as an initial guide to my research journey.
Does coaching accelerate transformative learning within adult learners?

In order to address this question, the following sub questions will also need
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answering:

e How is coaching defined?

e What are the theories and assumptions of transformative learning?

o Is there synergy between coaching and adult learning that could enhance
transformative learning within adult learners?

e What are the various stages of coaching within the ‘black box’?

The Hermeneutic Hunch

The philosophy which underpins my research approach is that of
hermeneutics which I introduce at length in Chapter 3. Deetz (1977)
suggests there are numerous philosophical approaches to interpretive
research and hermeneutics is one of the most widely accepted approaches.
Hermeneutics was originally established as a method of interpreting text and
biblical text in particular, allowing the text to speak for itself. In time it
became a foundation for human sciences and in particular a method for
humanistic studies. Deetz (1977) further suggests that Heidegger took
hermeneutics beyond the interpretation of text and culture to integrate all
knowledge of the sciences into personal knowing as it is experienced. A
hermeneutic perspective perceives the researcher as being immersed in and
an acknowledged part of the subject of study. The researcher is expected to
approach the research activity with an intellectual pre-understanding or

hunch. The hermeneutic approach is depicted as a circle which allows the

34



researcher to delve deeper into an understanding of the whole by alternating
between the parts and the whole, which eventually leads to a deeper
understanding of both the parts and the whole (Alvesson and Skoldberg,

2009).

Based on my experiences of coaching and prior research conducted and
described above, my initial hunch is that the ‘black box’ of coaching is a
sensemaking process which is dependent on dialogue between the coach and
coachee and which leads to transformative learning. This is supported by
Garvey, et al. (2009) who suggest that the coaching conversation is another
vehicle for meaningful dialogue, providing a powerful opportunity for
learning. Deering and Murphy (1998) identify dialogue as a means of
conversation that allows the many voices and disparate views to be heard.
Bohm (1996) posits that it is only through dialogue that we can engage in
the inquiry and reflection which precedes transformation as dialogue allows
us to become observers of our own thinking. Through dialogue we support
each other in becoming aware of the incoherence within our own thoughts.
Dialogue allows us to transcend individual understanding and Bohm is of
the opinion that it is only through collective learning that we are able to
realise the potential of human intelligence. He describes dialogue as a
‘stream of meaning’ that flows among and through the participants as well
as between them, out of which new, shared meaning emerges. Included in
my initial hermeneutic hunch are the assumptions of adult learning referred

to above, which suggests that learning takes place through construction, with
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the potential of leading to transformation within the individual learner. My
initial hunch is therefore to define the black box as a triangle with
interacting elements and which converts the inputs of coaching to

identifiable outcomes.

The Coaching Triangle - Figure 1.1

Sensemaking

Coaching

earning / \" Dialogue

There is a well established discourse of adult learning, which continues to
explore the ways in which adult learners learn and how to enhance the
process, supported by literature from psychology to education and discussed
at length in Chapter 2. There are many different definitions of learning with
traditional academic learning emphasising the mental processes whereas
more progressive ideas assert that learners must also learn through doing.
The latter also argues for the inclusion of emotions in learning (Brockbank

and McGill, 2006). I concur with the interpretation of learning offered by
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Dixon (1999) who perceives it as ‘sensemaking’. Boje (2008) identifies
sensemaking as complex and diverse and suggests than an individual can at
any one time make sense of many aspects and roles of themselves through
interaction with others, whilst at the same time transcending different time
frames. Boje (2008) also suggests that whichever door the person chooses to
enter at a given time will be accompanied by emotion, an expectation of
transformative learning and also identified by my participants as part of their

respective learning journeys.

Thesis Structure

Writing Style

In order to avoid the sensitivities associated with using the universal
pronoun and the predominantly male form of address and the argument that
it excludes women, I followed the advice given by Bell Custom Writing and

applied my own gender throughout for the purpose of consistency.

Structure

The linearity of words places a restriction on the telling of the overall story
and which includes the contribution of a multiplicity of stories. I have not
found the perfect solution and I have therefore endeavoured to do justice to

the stories through the following structure.
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Chapter 1 — Introduction. This chapter sets the scene and gives the reader a
sense of the journey I have been on and what to expect in the following
chapters. I also signpost the main theories which have influenced the
approach I have taken to my research and introduce my initial hunch of
coaching as a sensemaking process achieved through dialogue which leads

to transformative learning.

Chapter 2 — A Review of the Literature. As Garvey, ef al. (2009) identified,
being an emergent field of practice, research of coaching is at present
rudimentary. This chapter offers a summary of my view on the coaching
literature and identifying the different perspectives and practices of
coaching. There are numerous bodies of knowledge and communities of
practice influencing and laying claim on the ownership of coaching. There
are those who would argue that psychology is deemed to be at the forefront
of the development of coaching. The common theme or unifying philosophy
amongst the different approaches appears to be a passion for the growth of
people, assuming responsibility for choice and nurturing and releasing talent

which is associated with a humanistic philosophy.

I also explore the theories of adult learning and transformative learning in
particular. In keeping with the overall philosophy of my research, I approach
learning from a constructionist perspective which defines it as an act of
interpreting experiences and which is constrained by the processes of

sensemaking. There are different perspectives as to what constitutes learning
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and adult learning in particular is seen as complex and multidimensional,
involving an understanding of meaning and self-knowledge gained through

critical reflection.

Chapter 3 — Research Philosophy. This chapter introduces and argues for the
philosophical approach that underpins my research. I have selected an
inductive approach to research supported by a constructionist view of
reality, namely that reality is socially constructed. I consider a subjective
approach to the subject rﬁatter of coaching and learning to be the most
suitable approach. I have therefore selected the hermeneutic form of

knowing which relies on subjective understanding as a source of knowledge.

Chapter 4 — Methodology. I'have chosen sensemaking as a methodological
approach and which I propose leads me to narrative and storytelling as the
method of analysis. This description of sensemaking is based on the seven
characteristics of sensemaking as put forward by Weick (1995). I also
include a description of social constructionism as supportive of

sensemaking.

This chapter also sets out the methods I have selected in collecting my data
and the process I applied in doing so. I have with my research endeavoured
to capture the stories told by the participants and in this chapter I discuss the

value narrative and storytelling brings to social research. Not only is
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storytelling an accepted method in analysing research data, but it is also a

powerful tool of the coach.

Chapter 5 — Data Analysis and Findings. I have opted to present the findings
of the data grouped in the themes that emerged instead of chronological
order. This reflects the non-linear approach of the hermeneutic cycle. I make
sense of the data by drawing inspiration from the Tamara metaphor
employed by Boje (1995) for the purpose of illustrating the storytelling of
organisations. I identify the themes and discuss these in relation to the
findings and conclusions I draw and the contribution the themes offer to an

understanding of coaching and adult learning.

Chapter 6 — Discussion and Conclusion. This chapter draws the emergent
themes together and support the heuristic of coaching put forward and which
has evolved throughout the research journey. This chapter also suggests
future opportunities for research which have emerged from the research

undertaken.

Limitations of the Research

As put forward in the introduction, I am particularly interested in deepening
my understanding of what transpires in the interim between the inputs and
outputs of coaching. The story told by my research is not the definitive story

of coaching, but my story.
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2. AREVIEW OF THE LITERATURE

2.1.

Introduction

Montuori (2005) offers an interesting suggestion that a literature review has
the potential of being a creative inquiry, involving the researcher in a
dialogue with others in that community. As proposed by Montuori (2005)
the purpose of this chapter is therefore not only to review the literature on
coaching, but also to give me the opportunity to construct my own meaning
and interpretation of the current paradigms that underpin coaching. Having
done so, it will then allow me to position my research within the context of
the known and unknown of coaching. Furthermore, the current assumptions
of coaching will provide a framework against which to compare the findings
of my research as revealed through the stories told by my respondents. As
suggested in the introduction, there are numerous competing discourses

claiming ownership of coaching.

I have identified five “major landmarks” (Montuori, 2005:375) in the
literature, namely 1) the models and techniques, 2) the coaching relationship
3) performance vs developmental coaching 4) the influence of psychology
and 5) organisational and management literature. I discuss these at length in
this chapter. My hermeneutic hunch put forward in the introduction suggests
that coaching reflects the assumptions which underpin the theories of adult

learning. I have therefore included a discussion of adult learning theories for
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the purpose of establishing whether a link between transformative learning

and coaching has been made in the literature.

Included in my hermeneutic hunch is the perception that the coaching
relationship is one of co-construction between the coach and coachee.
Stewart, ef al. (2008) argue that the dynamic and interactive nature of
coaching requires a flexible theoretical methodology which would allow
coaches to respond with different skills and attitudes in answer to the
different needs of different clients. Such flexibility is found within a
constructionist perspective and discussed at length in the following section
on transformative learning. This belief supports the notion that the coachee
is capable of creating a preferred future. Constructionism identifies coaching
as a transformative experience in which clients are encouraged and
challenged to explore issues from a professional or personal perspective.
Whitmore sees coaching as the “midwife of this transformation in the
evolution of mankind.” (Kauffman, 2008:13). Hargrové (1995) describes
transformational coaching as the process which supports the individual to

stretch their abilities by altering the context which limits the way they think.

As an emerging discourse there is not a clearly defined body of knowledge
which defines coaching. As Downey (2003) suggests, it is evident from the
literature that coaching means different things to different people and that
each coach will approach coaching with their own preference for a particular

style, depending on their personal experience, education and biases. This is
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supported by Whybrow (2008) who points out that there is no standardised
approach to coaching. Instead, coaches have to adapt their style according to

the needs and circumstances of the coachee.

Price (2009) posits that the lack of clarity and difficulty in defining coaching
may also lead to a difficulty in identifying the boundaries between coaching
and other interventions such as counselling or therapy. The result is that
coaches might inadvertently stray into areas and situations they are not
equipped to deal with (Nelson and Hogan, 2009). This possible scenario
may pose an ethical dilemma for a coach and is an argument for establishing
a clear contract with the client from the outset, detailing what will be
covered and the nature of the relationship. As a new and unregulated
profession, an ethical framework is patchy and unless the coach is a member
of one of the coaching associations, it is likely that they would be unaware

of any ethical guidelines.

One way of overcoming some of the ethical dilemmas coaching is likely to
encounter, is through ongoing development of the coach through
supervision. However, Hawkins (2008) found that coaches who engage in
regular supervision sessions are by far in the minority. There appears to be
an implicit assumption among newly qualified coaches that once they have
completed their chosen programme of study that further development and
supervision is no longer necessary. This is based on the low numbers of

coaches in supervision. Supervision provides invaluable support to the coach
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in dealing with possible ethical complexities as referred to above. Passmore
and McGoldrick, (2009) propose that supervision is also pivotal in the
ongoing development of the professional coach, providing support for the

coach to raise their own self-awareness and awareness of their practice.

Bachirova (2007) argues that there is real difficulty in defining the nature of
coaching and how one would identify a reputable coach. The lack of
evidence-based research of coaching and an overall code of practice leads to
criticisms such as posed by Grant (2007) who questions whether coaching is
not merely a more socially acceptable form of therapy. Where a coaching
practice has its roots embedded in psychology or therapy it is possible that
the coaching intervention may more explicitly draw on psychological and
therapeutic models as opposed to performance coaching, which would
account for criticisms as put forward by Grant (2007). Equally, coaches find

it difficult to articulate exactly what coaching is and how they go about it.

Instead, as Askeland (2009) suggests they often turn to the mystical, arguing
that it cannot be explained and instead, has to be experienced. On the other
hand, Grant (2007) suggests that that the diversity of the profession is both a
strength and a liability. I perceive the liability as the lack of agreed processes
and procedures. On the other hand, the benefits of the diversity are the
flexibility and creativity it affords the coach in responding to the needs of
the coachee. Downey (2003) proposes that within any new profession the

boundaries and agreed practices will be determined in time. Despite the
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diversity, there appears to be common themes or unifying philosophies
amongst the different approaches such as a commitment for the growth of
people, assuming responsibility for choice and nurturing latent talent, which
could be grouped under the humanistic approach. Furthermore, Bluckert
(2005b) adds that some practices of coaching tend to focus on the learning
and development of the individual with performance improvement, personal
growth and change as the output. Lenhardt (2004) proposes that the purpose
of coaching is to integrate different approaches for development,
contributing to coherence and meaning. A review of the literature suggests
that the main elements of coaching can be identified in the following broad

themes.

Models and Techniques

Much of the coaching literature attempts to define it through specific models
or techniques associated with different discourses. The preferred discourse
of the coach will determine the models and the techniques the coach will
draw on. In addition, the skill with which the coach applies the different
models and techniques may transcend the scientific knowledge of the
particular discourse. This is supported by Chapman et al. (2003) who posit
that coaching is both a science and an art. According to Kemp (2008), the
GROW model attributed to John Whitmore (Whitmore, 1996) is the most
widely recognised and adopted model within the coaching community

despite the lack of empirical evidence to support its efficacy. There is
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consistent critique brought against it due to its simplicity and theoretical
flaws and an absence of consistent and reproducible theory to support the
practice (Kemp, 2008). I would also argue that favouring one model over

others represents a belief in a metanarative of coaching.

Cope (2004) suggests that many of the coaching models and techniques can
be placed in one of two camps, namely transference on the one end of the
continuum which is based on the assumption of coaching being a process of
transference of knowledge, meaning and understanding and therefore not
coachee led. (Transference in this instance does not refer to the
psychological meaning of transference whereby one person unconsciously
redirects feelings onto another individual) On the other end of the continuum
is the assumption that coaching is a process of discovery, helping the client
to help herself. According to Cope (2004) the coach does not impart any
wisdom or knowledge instead their purpose is to bring out the best within
the coachee. Coaching is for the purpose of empowering the person being
coached in a non-directive way. According to De Haan and Burger (2005)
coaching provides the process which enables an individual to reflect on her
own actions and thoughts for the purpose of identifying alternative ways of
being and behaving. The power of reflection is central to adult and
transformative learning as discussed in detail below. As proposed, the
perceived value of reflection as part of the learning process could equally

apply to coaching.
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Irrespective of the particular approach, model or technique the coach
employs, it would be apparent from the above that there are varying
approaches to coaching, which makes it difficult to measure the value and
effectiveness of coaching. It also makes it more difficult to describe what
coaching is or is not and therefore justifying its use above that of other
intervention practices such as facilitation or training and development
practices. The absence of clarity also poses a challenge when it comes to
determining the criteria by which one would judge a reputable coach. As
suggested in the conclusion, having an overarching framework for coaches
to be bound by is an advantage when it comes to regulation and quality
assurance. However, the danger is that coaches will focus on the framework
and process and lose the creativity and flexibility to draw on tools and
techniques appropriate for a particular client with a particular need at the
time (Clutterbuck and Megginson, 2011). I will return to this debate in
subsequent sections. I suggested in the introduction that the coaching
literature appears to focus on either the input, i.e. the models and techniques
or the output. Identifying coaching merely in terms of a set of models or

techniques reduces coaching to a mechanical process.

The Coaching Relationship

A fundamental aspect of coaching is the quality of the relationship between
the coach and coachee. The purpose of the dyadic relationship between the

coach and the coachee is to develop the personal performance of the client
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(Stober, 2008; Witherspoon and White, 1996). According to Southern
(2007) such a relationship is a prerequisite in creating the conditions for
transformative learning as discussed below. Southern (2007) continues and
suggests that the relationship allows the learner to be challenged as well as
supported. Whitworth, et al. (1998) describe the coaching relationship as
being unique and suggest that the ideal state for the coach to assume is to
strive to be without judgement and accepting the coachee exactly for what
she is. Unlike other methods of intervention, coaching aspires to resist the
temptation to tell people what to do. Instead it is concerned with assisting
and facilitating people in their sensemaking activities, supporting them in
dealing with and removing the blocks that may be preventing them from
moving from one state to another, should they so choose. I question whether
the absence of judgement and the emphasis on support may prevent the
coach from challenging the assumptions and beliefs of the coachee, resulting
in collusion with the coachee in maintaining her status quo. In order for the
coach to find a balance between challenge and support I argue that the coach
would benefit from the influence of postmodemism introduced in Chapter 1

which is based on a philosophy of scepticism and challenge.

Lenhardt (2004) suggests that it is within the alchemy created between the
coach and coachee that the solutions and answers emerge to the questions
the coachee brings to the process. O’Broin and Palmer (2007) draw a
similarity with the therapeutic relationship which suggests that the

maintenance of trust is vital. It is seen as a truism that the successful
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outcome of any coaching intervention is dependent on the quality of the
relationship between the coach and the coachee (Fillery-Travis and Lane,
2007; Maethner, Jansen & Bachmann, 2005; O’Broin and Palmer, 2007).
Wycherley and Cox (2008) contribute to the debate on the coaching
relationship through an investigation of the selection and matching of
executive coaches and highlight the complexity of the coaching relationship.
O’Broin and Palmer (2007) suggest that despite the apparent significance of
the coaching relationship in achieving a successful outcome, there is very

little research available on the subject.

2.3.1 Trust

The person-centred coaching psychologist argues that by accepting
the coachee in a non-judgmental and authentic space, she will be
self-determining and motivated to achieve her optimal level of
functioning (Joseph and Bryant-Jefferies, 2007; Wilson, 2007). Trust
as a key element in the quality of the coaching relationship is
supported in the coaching literature by numerous authors (Luebbe,
2005; Jones & Spooner, 2006, Whybrow, 2008). Hargrove (1995)
concludes that a successful coaching relationship is always a story
about transformation and not mere higher levels of performance.
However, as discussed in more detail later on, there is a potential
dark side to the coaching relationship and its potential for exercising

power. As Welman and Bachkirova (2010) point out, there is
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inherent within every relationship the potential desire for one party to
impose her will on the other. Power can be seductive and Michel
Foucault (1988) argues throughout his writings that the misuse of

power is the source of most of the evils to be found within society.

The theme of trust is supported by a person centred approach and
there is a general acceptance that modern day coaching psychology
has its roots in the person centred approach of Carl Rogers (1967)
who argues that trust is a vital component in such a relationship.
Trust, according to Rogers, allows for an openness and transparency
through which a person is able to express their feelings and
vulnerabilities and which may ultimately lead to self actualisation.
An environment of trust allows the client to express themselves, their
ideas and emotions without the fear of judgement or retribution.
Rogers (1967) suggests that when the teacher has the ability to
understand the student from within and with a sensitive awareness of
the way in which the learner experiences the process of learning, the
likelihood of significant learning is increased. Cox (2010) raises a
noteworthy factor in the coaching relationship, which is often
overlooked, namely preparing for the ending of the relationship.
Coaching is a short term intervention and as Cox (2010) suggests,
once the objectives have been achieved the coaching relationship
comes to a conclusion. Cox (2010) goes on to proffer sound advice

to coaches suggesting that a good ending is one that is planned for at
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the outset and incorporated into the coaching contract, thus avoiding
any potential difficulties on the way such as creating a dependency

on the coach.

Presence of the Coach

In an attempt to identify the special nature of the relationship,
O’Neill (2000) argues that presence is one of the most important
principles and tools of coaching. This is supported by others
(Brockbank and McGill, 2006, Whybrow, 2008; Kauffman, 2008)
who suggest that how the coach ‘shows up’ in the coaching
relationship will determine the perceived value of coaching. Silsbee
(2008) concurs and goes on to suggest that the importance of
presence within coaching is arguably a key requirement in the
effectiveness of the coach to cultivate real and lasting change for the
client. Silsbee (2008:21) perceives ‘presence’ as: “...a state of
awareness, in the moment, characterized by the felt experience of
timelessness, connectedness, and a larger truth.” He argues that
being present allows the individual to maximise her resourcefulness
and optimises her responsiveness to the circumstances she finds
herself in. As will be apparent from the stories shared by my
participants and discussed in Chapter 5, the sense of presence and
timelessness were of significance to their overall experiencing of

coaching.
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This space and being in the moment is also reflected in the work of
Csikszentmihalyi (2002), proponent of positive psychology and who
argues that the attention we bring to a situation and related activity
will determine the quality of our experience thereof. He argues that
the deep level of concentration or attention we bring to a situation or
experience creates a state of flow, leading to a sense of harmony. As
suggested by Silsbee (2008), I propose that the intention, attitude and
expectations of the coach are paramount in creating such a space.
When as coaches we enter that room or the psychological space
which is the coaching space, a different set of rules apply. For
example, it is important for the coach to strive to set aside her own
prejudices and to approach the coachee without judgement. As
argued by Kelly (1991) in relationship to the psychotherapy
relationship and which equally applies to the coach, in order to
achieve the space referred to, the therapist needs to subsume their
reality in favour of that of the client for the purpose of understanding
the client and her motivations. Some of those rules may be assumed
rather than being made explicit, but it is part of a psychological
contract. However, before a coach can create that space she needs to
have a good relationship with her coachee which reflects mutual
respect. In order to keep this space “sacred”, it is important that the

participants honour and respect those rules.
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In their book which explores the creation of a coaching culture,
Clutterbuck and Megginson (2005) refer to the metaphor of an
‘energy field’ to describe the ability of an organisation to tap into the
creativity and capabilities of employees when the energy level in the
organisation is high. Csikszentmihalyi (2002) summarises the
positive aspects of human experience as a process of total
involvement with those experiences which creates the state of flow
he refers to and which leads to the achievement of control of our
inner lives. Being in the flow is when time stands still for that person
and the outside world does not exist as all of their attention and

energy is focused on the particular activity they are engaged in.

Another way of identifying the special nature of this space discussed
above is to refer to the work of Stern (2004) who focuses on the
importance of the therapist in psychotherapy to be with the client in
the moment. He describes the ‘now’ as moments of intensity that
may last for only seconds, but these powerful seconds may reveal
deep understanding of self to the individual. Through working with
the coachee in the here and now, the coachee is able to become
aware of deep-seated subjective knowledge, which may
fundamentally impact on how she lives her life. In his recent book
De Haan (2008) draws on the work of Carlberg (1997) who identifies
these moments as ‘turning point moments’. De Haan’s research

attempts to identify the effectiveness of coaching and the
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contribution of these ‘critical incidents’. As discussed in the section
on transformative learning, the discourse of adult transformative
learning as defined by Tennant (2005) has much to offer the coach in

support of the coachee on her journey of self-discovery.

Whatever we may wish to call these moments, it is clear that the
quality of the relationship between the coach and the coachee has to
operate at a deep level of trust in order to make these moments
possible. The value of such a state is also referred to by Rogers
(1980) who suggests that the relationship between therapist and
client transcends itself to become something larger and which
includes a profound energy of growth and healing. As I suggested in
Chapter 1, this thesis sets out to understand what takes place within
what can be identified as the ‘black box’ of coaching. As will be
clear from the literature and my own findings discussed in Chapter 5,
how the coach and coachee interact within the coaching space, is a
significant component of what they identify as the process of

coaching.

The space referred to facilitates the capacity to listen deeply which is
widely accepted as one of the key ingredients to successful coaching
as argued by de Vries et al. (2007). Whitworth, et al. (1998) identify
such listening as not only listening to the words spoken by the

coachee, but also what is behind the words and even the spaces in
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between the words. They also argue that in order to achieve deep
listening, it is necessary to draw on one’s intuition. They perceive
intuition as an intelligence, which can arguable be developed. Rogers
(1980) talks movingly of his experiences with clients both in therapy
and also with executives on the power of being heard. He suggests
that when he hears not only the words spoken by a client, but her
own private and personal meaning, many things happen. Rogers
(1980) suggests that it is as though the person once again becomes a

human being as someone truly heard what it is like to be that person.

The Readiness of the Coachee to be Coached

A further critical factor in the success of the coaching relationship is
the readiness of the coachee to be coached (Bachkirova, 2007) and
which resonates with the literature of transformative learning
proposed by Mezirow (1981). A further aspiration of coaching is that
the coaching relationship is one where the coach is absorbed by the
coachee without judgement and what it is that makes her tick, what
her passions are and providing the tools for learning to enable her to
achieve the results that she wants. This is the suggested attitude of
the therapist referred to by Kelly (1991) in relation to his postulates
of personal construct psychology and referred to on page 32. In order
to realise this, Grant (2007) perceives coaching as being a robust and

challenging intervention strategy for the purpose of delivering
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tangible benefits. However, as a constructionist, I would caution
against the motivation and ownership of certain benefits. The
perceived value the coachee assigns to coaching may very well be
intangible and contradict the benefits of other interested parties such
as the organisation and may pose an ethical dilemma for the coach.
This is an example of the importance of contracting at the outset of
the coaching relationship and the determination of who the client is

and how priority is to be assigned to perceived outcomes.

Rogers (1967) also proposes that the educator, or coach, would be
much more effective if she was to demonstrate realness or
genuineness when entering into a relationship with the learner
without front or fagade. She should therefore express and
communicate the feelings and awareness she experiences, should it
be appropriate. It means she may enter into a direct personal
encounter with the learner; person-to-person. As Rogers describes, it
would mean that she is being herself, not denying herself. The
challenge and support of coaching is reliant on a sincere curiosity on
the part of the coach which according to Whitworth, et al. (1998) can
lead to some unexpected and significant discoveries. Through
curious questioning of the situation of the coachee the coach
facilitates the process of self-discovery and learning within the
coachee. The power of questioning is discussed later in the chapter in

relation to transformative learning and as Mezirow (1990) suggests,
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it is through critical questioning and reflective practice that
transformation of deep-seated assumptions occur. Transformation
has to be preceded by awareness which then opens us the opportunity
for different choices leading to changes and transformation of

thinking and behaviours.

An overarching assumption of coaching, however, is that the agenda
of the intervention is driven by the coachee who therefore has the |
ultimate say in the outcome of the process (Wilson, 2007). If
sustainable change and transformation is to occur, ownership of the
outcome has to reside with the coachee. Furthermore, such
ownership also prevents any possible dependency the coachee may
develop in relation to the coach. An equal partnership of the
coaching relationship is also a significant factor of adult learning, as
discussed below. Wilson (2007) goes on to suggest that the role of a
coach is that of a person who enables the individual to gain self- '
knowledge with the assumption that this would lead to a more
fulfilled personal and professional life. The role of the coach in
supporting awareness of self on behalf of the coachee, is congruent
with the relationship between the learner and educator as proposed
by Mezirow (1990) and discussed in the next section. Stein (2009)
suggests that self-awareness leads to self-observation which enables
the individual to make different choices in relation to her thoughts

and behaviours. A significant expectation of coaching is that self-
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awareness within the coached individual is achieved through skilful
questioning which helps to surface deep-seated assumptions within

the coachee.

From a discussion on the coaching relationship it is apparent that a
number of elements contribute to the success of a coaching
relationship. It is also evident that whichever models and techniques
the coach employees, the coaching relationship is critical to a
successful coaching outcome. The emphasis on the relationship and

the ability to manage the client is emphasised by de Haan (2008).

Performance vs Developmental Coaching

Brockbank and McGill (2006) devised a map with which to identify the
continuum of coaching based on the objective/subjective dimension, as put
forward by Burrell and Morgan (1979) and discussed in Chapter 3 on
Research Philosophy. Brockbank and McGill (2006) go on to suggest that
coaching is influenced by the philosophy that underpins it and generally the
theoretical base is implicit. A subjectivist view assumes that social realities
like learning and development are fundamentally different from natural
phenomena and can therefore not be captured by objective instruments,
which would be the assumption of the objective dimension. Instead, the
social world of the coachee is understood to be continuously constructed,

reproduced and transformed through interaction with others. The personal
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and social world of the client is acknowledged as the basis of the
developmental process. This particular style of coaching recognises the
socially constructed nature of reality. However, the psychological profession
contends that such an approach strengthens the argument for the need of a
consistent framework, which would allow for a more transparent and

consistent approach.

Within the business community in particular, there is an assumption that
coaching seeks to influence and bring about changes in behaviours which
will change and improve performance (Wilson, 2007). However, Silsbee
(2008) argues that performance coaching has its limitations. He suggests that
it is often driven by organisational objectives, which sometimes leads to a
tension between the objectives of the organisation and that of the client. It is
not always clear cut as to who the client actually is and therefore whose
needs come first, which may present the coach with an ethical dilemma and
conflicting loyalties. If we look to the caring professions as a model, they
perceive the needs and interests of the client to be a priority. It is, however,
more complex within an organisational setting where the needs of different
stakeholders have to be considered, especially when the organisation often
pays the bill of the coach. Silsbee (2008) goes on to suggest that
performance coaching can make learning more difficult as the implied
standard of performance may create a tension in the perceived performance
gap within the client. Silsbee (2008) also suggests that for new skills and

competences to be sustained, they need to be grounded in self-awareness and
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self-generation. He also puts forward the suggestion that developmental
coaching is focused on learning rather than performance, which resonates

with the theories of adult learning discussed below.

In essence, Garvey, ef al. (2009) suggest that coaching is about change.
Peterson (2006) is of the same mind and argues that the purpose of coaching
is to change behaviour. He shares a second assumption which is that people
are complex and cautions that any attempt at reducing complex human
behaviour will fail. In order for change to be sustainable, however, it is
necessary for the coachee to learn how to coach themselves. The value of
coaching is when the coach facilitates the ability within the coachee to self-
coach. Developmental coaching is also seen as developing new neural
pathways (Rock and Schwartz, 2006), making coaching a biological activity.
This idea is discussed further in Chapter 4 on Methodology. Finally, Silsbee
(2008) argues that coaching directs attention to learning over time and the
iterative process provides opportunities for practice, thereby refining the

developmental approach.

Skiffington and Zeus (2003) suggest that coaching supports the way in
which we interpret situations, which will in turn influence our behaviours in
response to other situations. According to Peltier (2009) understanding the
filters through which we interpret and judge events and situations will allow
us to have deeper insight to our drivers which will give us more choice in

our responses to any given event. If we are therefore able to change our
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2.5

cognitions we will also be able to bring about changes in our behaviours

(Dobson & Block, 1988, Dobson & Dozois, 2001).

As Brockbank and McGill (2006) suggest, making the theoretical base
which underpins the coaching practice explicit, will aid the coach in
identifying her position on the performance vs developmental continuum.
This position will then provide her with the tools and techniques which will
inform her practice. This sentiment is supported by Clutterbuck and
Megginson, suggested in their chapter to be published in 2011, that it is
important for the coach to develop a conceptual framework which will allow
them to deal with the complexity of their clients and their environment and

drawing on the models which may be appropriate at a particular time.

The Psychology of Coaching

The theme of psychology and coaching is significant and a review of the
coaching literature would be incomplete without it. Psychology has been
influential in determining the models, processes and techniques used within
the coaching repertoire. As suggested in Chapter 1, Stober (2006) argues
that humanistic psychology provides the philosophical foundation for
coaching in terms of the values and assumptions which underpins it. Many
of the themes of coaching I identify in the literature, particularly the themes
from the psychology literature, is therefore based on the humanistic

approach. From the humanistic perspective, Stober (2006) argues that
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coaches hold their clients accountable for the choices they make and the
responsibility associated with those choices. John Whitmore suggests during
an interview with Kauffman (2008) that coaching as an industry is better
placed than any other to support individuals in working towards taking more
responsibility for their lives. It is, however, an accountability that is without
blame and judgement. Instead, it supports the coachee in identifying
different choices in different circumstances and what they may want to
change or do differently in particular areas of their lives. This resonates with
the comment by Bluckert (2005a) that the coaching relationship is a fine

balance between support and challenge.

Furthermore, Whybrow (2008) puts forward an argument that suggests
psychology is deemed to be at the forefront of the development of coaching.
This argument is supported by Linley and Harrington (2007) who purport
that any of the psychological practices is underpinned by a fundamental and
deep seated assumption of human nature. Bluckert (2005b) goes further and
argues that coaches need to possess a level of psychoiogical skills and
competencies to equip them in dealing effectively across the range of
coaching scenarios they are likely to encounter. Bluckert (2005b) also
suggests that the term ‘psychological-mindedness’ has crept into the
coaching literature and describes it as the top level competency for executive
coaches in particular. Bluckert (2005b) defines it as the ability to go beyond
the obvious and to consider the causes and meanings of the behaviour,

feelings and thoughts of the coachee. Psychological mindedness can also be
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described as self-awareness. As Garvey, et al. (2009) point out, exposure to
psychological training is not the only route to self-awareness and the various
principles of adult-learning also result in a higher sense of self as is evident

from the theories of adult learning introduced in the next section.

However, as Thach (2002) suggests due to the need for fast results and
outcome achievements, particularly within the context of an organisation,
coaching does not necessarily enter too far into the realms of psychology.
Hart, et al. (2001) purports that there is considerable overlap between
coaching, counselling and therapy. According to these authors coaching and
therapy shares similar theoretical constructs and practices. The common
focus is based on a confidential, one-to-one relationship for the purpose of
change. However, in therapy the focus of attention is often on interpersonal
health and an identifiable issue such as depression which impacts on the
ability of the individual to function. In contrast, as revealed by the literature
above, the focus of the coach is on untapped potential of the whole person
and seeking to maximise her fulfilment in life and work. Whybrow (2008)
also contributes to the argument and suggests that a further contribution of
the psychology and therapy professions is an understanding of ethics and

boundary management.

Spinelli (2008) challenges the suggestion that psychological models in
coaching are motivated by dealing with dysfunctionality. Instead he suggests

coaching psychology is grounded in values that support personal
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empowerment. This is reinforced by person-centred psychology which
argues that the coach is not the expert and that the purpose of coaching is to
facilitate the self-determination of the coachee with the ultimate objective of
optimal functioning (Joseph and Bryant-Jefferies, 2007). Such an approach
suggests that it is irrelevant to distinguish between coaching and therapy as
there is not necessarily a theoretical difference between the two. Joseph and
Bryant-Jefferies (2007) go further and suggest that it is irrelevant from

where the person starts.

However, this may provide the coach with a dilemma of keeping the
boundaries between psychology and coaching and when engaged in
coaching, not to intervene as a psychologist or therapist. De Haan and
Burger (2005:52) suggest that psychotherapy is influential in providing
much of the roots that underpin coaching and as introduced earlier, Stober
(2006) includes psychotherapy as part of humanistic psychology. This has
lead to what De Haan and Burger (2005:52) identify as four distinct
approaches to coaching, namely directive coaching which focuses on
improvement from the outside. Secondly, is the person-centred approach
which attempts to shift the focus internally. The third approach is coaching
from an analytical perspective and which is aimed at understanding from the
inside and finally there is paradoxical coaching which focuses on upsetting,

surprising and manipulating from the outside.
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Fundamentally, coaching psychology is seen to enhance development in
both the personal and professional life of the individual (Grant and Palmer,
2002; Grant, 2006). This is achieved through the application of well
established psychological approaches of behavioural science. de Vries et al.
(2007) indicates that as with psychology or therapy there is an exploration of
the blind spots and defensive routines of the coachee that may lead to
distorted thinking. As argued by Whybrow (2008), coaching psychology is
based on the assertion that the individual is autonomous and capable of
learning and reflective practice. The argument that much of the
contemporary models of coaching originate from the humanistic movement
of the 60s, and therefore seen as inherently being person centred, is
supported by a number of authors (Whybrow, 2008; Linley and Harrington,

2007; Kauffman, 2008).

Behaviourism has had its own influence on coaching and also draws on
humanistic aspects which focus on the building of rapport, creating empathy
with the coachee and taking a non-judgemental approach to the coachee.
Coaching psychology allows the coach to support the coachee to reflect on
past experiences and bringing these to conscious awareness (Passmore,
2007). Palmer and Szymanska (2007) introduce a cognitive behavioural
approach which suggests that it enables the coachee to achieve realistic
goals as well as improve performance. A cognitive approach is also
perceived to develop psychological resilience, prevents stress and supports

the coachee to overcome barriers to change. It also encourages the individual
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to reflect on beliefs which may lead to actions and behaviour which the
coachee persists in pursuing despite a negative outcome. It therefore
supports a coachee to develop a more balanced perspective to their strengths

and weaknesses.

An existential coaching psychology aims to support the coachee in the
meanings they create as well as the relations they adopt in the world.
Furthermore, according to Spinelli and Horner (2007) an existential
approach argues that human experiences are uncertain and therefore always
open to novel and unpredictable possibilities. Existentialism shares the
arguments put forward by Weick (1979) that humans are essentially
meaning-making beings (Spinelli and Horner, 2007). Fundamentally the
process of coaching is to support the coachee in their sensemaking activities.
Spinelli and Horner (2007) suggest that the individual who benefits the most
from an existential approach to coaching is the person in transition. In
essence the approach emphasises the nature of being and meaning as

opposed to the doing aspect of coaching.

Psychology has a long history of well-established theories and practices for
the purpose of understanding human development and behaviour. It is
evident from a review of the literature that there is an assumption within the
profession that it should take the lead in establishing a meta-model of
coaching. This assumption is further supported by the approach of statistical

and evidence based research which according to Palmer and Whybrow
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(2007) have not yet reached the practice of coaching. However, there is a
body of literature imbedded within organisational and management
development which suggests that a competency in psychological methods is
not enough (Kampa-Kokesch and Anderson, 2001; Bluckert, 2006; Spinelli,

2008). This is explored in the following section.

Coaching and Organisations

Coaching has its roots in numerous disciplines such as education,
psychology, sports coaching and organisational development Garvey, ef al.
(2009). The majority of coaching takes place within an organisational setting
with an assumption that the development of the individual will contribute to
the development of the organisation. Organisations are also increasingly
creating internal coaching capacity through the development of internal
coaches. Furthermore, many organisations strive to introduce a coaching
culture. I therefore consider the relevance of reviewing coaching in relation
to organisations as a fundamental aspect of the review of coaching.
Furthermore, all of my participants were students in a business school,
seeking to develop their ability to make a contribution within an

organisational environment.

Kampa-Kokesch and Anderson (2001) argues that a knowledge and
awareness of business, business issues and leadership is necessary for a

successful outcome of coaching within organisations. Spinelli (2008) adds
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that an understanding of organisational and cultural discourses is equally
important as also suggested by Clutterbuck and Lane (2004) in relation to
situational mentoring. One could argue that as organisations are focused on
measurable outcomes that coaching within organisations would be driven by
a need for solutions. As suggested earlier, there are those who question the
goal-centric view of coaching, Kemp (2008) being among them. Irrespective
of the multiplicity of approaches, Brunning (2006) suggests that coaching
has become the approach of choice in management and leadership

development.

Organisations are perceived as institutions which perpetuate corporate and
societal hegemony (Ogbor, 2001) and which are permeated by power. Given
the complex nature of relationships within the coaching process (i.e.
between coach, organisation and coachee) multiple opportunities exist for
the use and abuse of power. For instance, the coach may see themselves as
an expert or this exalted status may be conferred upon them by their clients.
Either way, the relationship is open to the influence of (perceived) power,
which as Linstead (2004) suggests is an enduring aspect of human

relationships and which I will return to in subsequent chapters.

Gibb (2008) proposes that coaching allows the client to explore, discover
and clarify different ways of leading and developing. One of the reasons for
the success of coaching is that it addresses deeply held beliefs and

behaviours which inhibit the performance of the manager. The theories of
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transformative learning discussed below, has a great deal to offer the coach
in supporting individual managers to explore inner beliefs which may act as
barriers to personal development. According to Choy (2009) the
transformation of the frame of reference held by the adult learner, is of
particular value to successfully integrate work related learning, leading to
more innovative ways of working. Tennant (2005) goes further and suggests
that it creates fundamental change through awareness not only at a personal
level, but also relational, institutional and global. As Gibb (2008:173) points
out, “There is much in effective executive coaching that is about addressing
core beliefs about self and abilities, and experimenting with new ways of
being.” A theme repeated in most approaches to coaching is the non-
judgemental support offered to the coachee, providing the opportunity for

reflection on critical issues.

The coachee will often seek help within a coaching environment to bring
about changes in behaviours that are interfering with performance such as
changes in leadership styles (Ducharme, 2004). The coaching relationship is
fairly short-term and arguably delivers high standards and goals. Access to
such impartial support is not often available within organisations. Managers
do not always have access to open and honest feedback from peers and
subordinates. Furthermore, coaching provides the mirror managers need to
understand the impact they have on others and how their actions and

behaviours are perceived externally. The coach is in the position of being
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able to ask the questions no one else in the organisation would necessarily

have the courage to ask.

Stober (2008) suggests that much of organisational coaching in recent years
has been focused on leadership development. Downey (2003) adds that
coaching is important to businesses as it has the ability to reinstate humanity
within the workplace. He goes on to suggest that this is achieved when the
whole person is given the freedom to express herself; her creativity,
imagination, intelligence and pragmatism. Coaching also has the ability to
support leaders in growing their emotional and relational capacity (Fillery-
Travis and Lane, 2007; Kauffman, 2008). Wasylyshyn (2003) argues that
emotional competence is increasingly rated as the most important
competency to develop en route to senior management positions. Neale e al.
(2009) assert that the experiential triangle of thoughts, emotions and actions
is present in everything we do. de Vries ef al. (2007) supports the argument
that emotions contribute to both our identities and behaviours. He argues
that it is a combination of cognition and emotions which determines what
we select to focus on or ignore. Wasylyshyn (2003) posits that self-
management allows the individual to control and manage disruptive
emotions, adaptability, accountability and the recognition of when to act.
According to de Vries et al. (2007) this self-awareness provides the
individual with the tools to manage relationships and situations more

effectively.
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Continuing the challenge of the behavioural approach represented by the
GROW model, Passmore (2007) suggests that it is successful because it is
supported by reward and punishment which remains prevalent within
organisations. Following a survey conducted by O’Shaughnessy (2001) and
his organisation, coaching was perceived as playing a major role in
maximising the competitiveness of an organisation. Furthermore, it was also
considered as, “the most powerful strategic and tactical weapons open to
business today.” (O’Shaughnessy, 2001:195). Senior managers tend to be
much more outwardly focused, certainly action-oriented and often motivated
by power. Introspection does not always feature highly on their list of
priorities. de Vries (1989) suggests that it is also a given that operating at the
senior level of an organisation can be lonely with few people the senior

executive can confide in or even share weaknesses and fears with.

The importance of communication is central within the coaching
relationship as well as the wider organisation. Neale ez al. (2009) suggest
that coaching is one of the most powerful ways of communicating and argue
that when used affectively it raises self-awareness. According to Quick and
Macik-Frey (2004) we can observe two levels of communication within the
coaching environment. The first is the functional level whereby the coachee
communicates externally throughout the organisation. At this level the
manager communicates information and is involved in different external
roles. Within the coaching environment the coachee is concerned with

communication at the inner tier and which involves a much more personal
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and intimate level of communication. It is at this level that the manager is
both challenged and given permission to deal with personal complexities,

drivers and values which influence her external communication.

Increasingly organisations are seeking to create a coaching culture within
their organisations and to establish the coaching capacity through the
development of internal coaches. This is a path that will offer advantages,
but will also brings with it some challenges. As Wilson (2007) argues some
employees will have reservations about being coached by someone else in
the organisation due to seniority, confidentiality and reporting structures.
The authors with the authority on creating a coaching culture, Clutterbuck
and Megginson (2005) suggest that coaching has the potential of setting the
tone of how relationships are managed throughout an organisation. They go
on to argue that the case for creating a coaching culture is not going to be the
same for every organisation. However, organisations that have to face
continuous and oftentimes disruptive change will probably gain the most
from establishing a coaching culture. It does require not only investment on
the part of the organisation, but commitment from the leadership. In essence,
“a coaching culture demands a morally rigorous and humanistic approach to

work and relationship.” (Clutterbuck and Megginson, 2005:19).

The significant reference of coaching in relation to organisations suggests
that organisations have extensively embraced coaching over recent years. It

appears a given for any leadership development programme, change
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management or cultural change processes to include the support of coaching.
Many organisations have integrated coaching to the extent of developing
their internal capacity of coaching. Influenced by a critical perspective, I
would question the ability of internal coaching to provide the challenge
associated with developmental coaching. This is based on a possible
collusion between the coach and the organisational objectives and supported

by the writings of Janis (1972) on group-think.

Coaching and Adult Learning

According to Downey (2003) coaching owes much to the book by Gallwey
(1974), “The Inner Game of Tennis” which is seen by some in the profession
as being one of the most influential books in recent years on learning and
performance. It proposes that the coach works with the capacity of the
individual to learn. Downey (2003) therefore suggests that coaching is about
facilitating learning and development within another at the workplace and
beyond. Kemp (2008) supports the assertion of coaching and learning
suggests that coaching provides a process of learning which will support the
capacity of the individual to grow. Although there is not a single theory of
adult learning, transformative learning theory and critical reflection have
been applied to adult learning within the coaching context (Gray, 2006).
Joy-Matthews, ef al. (2004) suggest that learning can be understood as a
change in the behaviour of the learner as learning facilitates a modification

or addition to existing behaviours.
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As Cox (2006) points out, there is very little connection in the academic
literature between adult learning and coaching despite the significant
synergy between the two discourses. Adult learning is seen as complex and
multidimensional, involving an understanding of meaning and self-
knowledge gained through critical reflection. Fry, et al. (1999) posit that one
of the most prominent schools of thought as to how learning takes place is
that of constructionism and postulate that it involves transformation. It is
also an approach which supports the underlying philosophy of my research,
which I draw inspiration from throughout. It also reflects the idea of framing
and reframing previous schemata as new experience and allowing new
knowledge to be integrated into existing frames of reference. Bruner (1990),
one of the most influential constructivists of the last century, puts forward
the idea of a spiral curriculum which challenges the student at increasingly
higher levels of understanding. He goes on to suggest that ideas such as

experiential learning and reflection are rooted in constructivism.

The Social Development Theory of Vygotsky (1978) initially introduced the
suggestion that social interaction precedes development and suggests that
consciousness and cognition are the end products of socialisation and social
behaviour. Recognising the social context of learning where collaboration is
valued and knowledge is socially created, encourages movement towards
higher stages of learning. The relationship required to nurture critical

reflective learning is mutual rather than one-way. Such a relationship is open

75



to difference and uncertainty and not tied to inflexible outcomes. Brockbank
& McGill (1998) argue that it accommodates the questioning of established
ideas through dialogue and embraces the value of tacit and personal

knowledge within the student learner.

Education continues to be dominated by a view of the teacher as the
transmitter of information and which places her in a position of power over
that of the learner (Moon, 2006). In contrast, the theory put forward by
Vygotsky (1978) promotes a learning environment in which students play an
active role in their learning. The result is that teacher and student collaborate
in the process of constructing meaning. Learning therefore becomes a
reciprocal experience for the students and teacher. Continuing with a
constructionist philosophy, Mezirow (1991) suggests that learning is not
merely adding more knowledge, but instead it is also about the
transformation of pre-existing knowledge and which could equally apply to
coaching. Put another way Fry, ef al. (1999) argue that transformative
learning leads to a deeper understanding of the subject and a higher order of
cognitive development through changes to the underlying schemata which

are associated with the subject.

Robotham (2004) adds a pragmatic approach to learning and supports the
assertion that effective learning is not only the acquisition of new
information, but also the application of the information. He stresses that it is

not the quantitative measurement of what the learner knows that is
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important, but what the learner is able to do as a result of that knowledge.
The debate on learning focuses mainly on the acquisition of knowledge
which will influence behaviour. However, a number of proponents of
learning argue that learning leads to a relatively permanent change in
behaviour, which occurs as a result of the interaction the learner has with her

environment (Billett, 2004).

This is supported by Sadler-Smith (2006) who perceives learning as a result
of the development of the learner over the longer term and the capacity of
the individual to lead a more fulfilling life both personally and
professionally. The latter position is associated with a developmental
perspective of learning. Senge (1990) goes further and suggests that it is
through learning that we re-create ourselves. According to Illeris (2004)
learning is defined as a process whereby the individual gains knowledge and
skills and possibly also attitudes and opinions. However, in recent years
learning has increasingly been seen as a social process which takes place in
the interaction between people, resulting in the constructionist view of

learning (Burr, 1995; Gergen, 1985, 1991, 1994).

According to Gray (2001) work-based learning, associated with adult
learning, is seen to be focused around reflection on work practices. He goes
on to suggest that it is not seen as merely the acquisition of skills, but
includes the ability to reflect on experience. The connection between

learning and experience was put forward by Dewey (1938) who saw all
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humans as having the ability to learn from experience. He also believed that
education was a lifelong process; a continuous journey until death. Mezirow
(1991) concurs and argues that a framework for adult learning has to include
the recognition of how adult learners create meaning out of their experiences
and the dynamics involved in adapting these meanings. Holman, ef al.

(1997) go further and suggest that experience is the most important source of
learning. We make meaning of these experiences through internal reflection

and how they related to our existing knowledge.

Proponents of work-based learning perceive learning as a collective activity.
It is argued that learning does not take place in isolation, but through debates
and the sharing of problems and solutions. Furthermore, according to Gray
(2001), work-based learning requires the development of meta-competence;
learning how to learn. It is also a form of learning that relies on
experimentation, trial and error. Harrrison (2005) also argues that a crucial
aspect of learning is the ability to unlearn. A significant aspect is also the
reliance on personal reflection and dialogue and feedback from colleagues.
There are, however, critics of work-based learning who suggest that it
conceals aspects of power and does not adequately address the question of
whose agenda is being served (Easterby-Smith, et al., 1998 and Huzzard,

2004).

Knowles (1980:43) distinguishes adult learning from pre-adult learning and

defines it as andragogy, “the art and science of helping adults learn,” and
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which is in contrast with pedagogy, the art and science of helping children
learn. As suggested by Cox (2010) adult learning is underpinned by
constructivism whereby learners develop new knowledge based on previous
understanding. There are five assumptions underlying the theories of adult
learning and which describe the adult learner as someone who (1) has an
independent self-concept and who can direct his or her own learning, (2) has
accumulated a reservoir of life experiences that is a rich resource for
learning, (3) has learning needs closely related to changing social roles, (4)
is problem-centred and interested in immediate application of knowledge,
and (5) is motivated to learn by internal rather than external factors (Cox,

2010). I would suggest that the same could apply to the coaching experience.

Brookfield (1995) challenges what he defines as the myths of adult learning
which hold that it is inherently joyful, that adults are innately self-directed
learners. He strongly argues that research into adult learning should consider
the emotional dimensions of learning and how adults learn about their own
emotional selves and which are, according to Brookfield (1995), rarely
addressed. This is supported by Dirkx (2001) who argue that personally
significant and meaningful learning is fundamentally grounded in and
derived from the emotional, imaginative connection of the adult with the self
and with the broader social world. He is adamant that emotions can either
impede or provide motivation for learning. This is summarised by Ferrer et
al. (2005) who posit that holistic educators argue for integral learning which

includes all aspects of human dimensions such as body, heart and spirit in
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the learning experience. This resonates with the story told by Karl Rogers in
Chapter 1. Ferrer, et al. (2005) go on to suggest that these elements then
combine in co-creating a meaningful learning experience. In addition,
Brookfield (1995) argues that we need to understand much more how the
meaning making, critical thinking and entering new cognitive and
instrumental domains are viscerally experienced processes. Furthermore, he
is also of the opinion that adult learning needs to be understood much more
as a socially embedded and socially constructed phenomenon. His
arguments support the perspective of learning as a socially constructed

process argued above.

A significant contribution to the debate on learning is offered by Argyris and
Schon (1974) and their identification of double loop learning. As discussed
above, Hargrove (1995) perceives transformational coaching as a
culmination of learning loops. Double loop learning is the ability to
challenge the underlying assumptions of the learner for the purpose of
redefinition. This supports the argument of Werner and DeSimone (2005)
who suggest that learning leads to a permanent change in behaviour. This
resonates with the Social Development Theory of Vygotsky (1978) and the
constructionist approach of Bruner (1990) discussed above. Although there
are numerous theories on different learning styles, de Haan and Burger
(2005) suggest that irrespective of how the individual prefers to learn, that

coaching can facilitate learning within any of the learning preferences.

80



2.7.1 Reflective Dialogue and Learning

Quick and Macik-Frey (2004) suggest that personal development is
achieved through deep personal communication and it is through the
engagement of reflective dialogue with others that we create the
conditions for critical reflective learning. Moon (2006) argues that
this process requires a particular kind of relationship between teacher
and learners and also among the learners. It requires the ability to
suspend a personal need to be right and a willingness to embrace
different perspectives for the purpose of learning and developing.
Senge (1990) identifies a number of conditions that according to
Bohm (1992) is necessary for dialogue to happen. Participants must
suspend their assumptions and perceive one another as colleagues
requiring a sense of equality and a shared quest for deeper insight
and clarity. According to Senge (1990) hierarchy and power are seen
as antithetical to dialogue. Finally, there must be a facilitator who is
able to hold the context of dialogue; it is not a state achieved by an
individual in isolation. These conditions allow for the free flowing of
meaning to pass between the learner and facilitator which reflect the

constructionist approach to learning.

De Weerdt (1999) suggests that dialogue contains dimensions of
exploration. He goes on to challenge goal driven communication and

suggests that it is fixed and permeated with hidden agendas and with
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an urge to agree on what is “real”. Such communication is also
subject to control from the fixed positions of the communicators. On
the other hand, De Weerdt (1999) argues that within dialogue the
communicators relinquish the need for control in favour of “space”
and referred to in Chapter 5 which offers an analysis of the data
collected. The suggestion that dialogue is a powerful way of making
collective sense of our experiences is supported by Dixon (1999)
who further suggests that dialogue is the most powerful form of
communication through which we are able to reveal our meaning
structures to ourselves and others. According to the theories of
transformative learning (Jones, 2009) our meaning structures often
include distorted thinking. Transformative learning facilitates critical
reflection of meaning structures and the opportunity to transform a
distorted worldview. According to Ziegler et al. (2006) it is through
dialogue that adults make meaning and transform their understanding
of the world. As Gunnlaugson (2007) and other scholars of
transformative learning have pointed out, this requires the spoken,
interactive dialogue which allows the individual to reflect and create
meaning from their experiences. The literature of transformative
learning explicitly embraces the role of dialogue in bringing about a

shift in consciousness of the learner.

Within this dialogical space is the rejection of the idea that texts and

words can be interpreted in a single, solid and rational way. Instead it
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2.7.2

tries to bypass the obvious and sheds light on interpretations that
may otherwise have remained hidden. Dixon (1999) argues that this
space embraces divergence, multiplicity and possibility rather than
the convergence, uniformity and certainty of direction. Furthermore,
within dialogue goals do not precede or dominate interaction, but are
construed and continuously modified along the way. Bohm (1996)
argues that this becomes possible when people create space which

facilitates open-ended interaction.

Transformative Learning

During a dialogue between two of the key proponents of
transformative learning, Mezirow and Dirkx, they put forward their
respective interpretations on the subject (Dirkx, ef al., 2007).
According to Mezirow it is the application of critical thinking which
transforms the frame of reference, or worldview, and its related
assumptions which include values and beliefs held by the individual.
The process of transformative learning creates the emotional
readiness within the learner to bring about a change of her frame of
reference. On the other hand, Dirkx (Dirkx, ef al., 2007:125) defines
transformative learning as “soul work™ as he perceives it involving
the process whereby the learner explores her own identity, sense of
self and her own subjectivity. He goes on to suggest that for him it

includes the integration of experiences in the outer world, as well as

&3



experiences of text and subject matter and its impact on the inner
world. The latter part of his comment is a reminder of the
hermeneutic circle which I discuss at length in the following chapter.
Dirkx (2007) argues that the inner aspect of the process is not vague,
but instead provides the learner with insight of her engagement,
beliefs and expectations of the outer world in which she operates,
which is significant to an understanding of the coaching process. One
of the criticisms levied against the original conception of
transformative learning as put forward by Mezirow (1978) is that it
overemphasised rationality. Recently a more holistic interpretation of
transformative learning has emerged which provides a more
comprehensive account of the discourse (Cranton, 2004; Dirkx,

2007; Gunnlaugson, 2007; Winch and Ingram, 2004).

Gunnlaugson (2007) suggests there remains uncertainty in the
transformative literature as to what exactly is transforming.
Transformative learning is defined by Winch and Ingram (2004) as
inner learning where constructs about self and others are questioned,
often resulting in internal struggles between opposing views. They
also perceive transformative learning to include emotional energy -
and impacting on how the individual perceives herself. According to
the New Shorter Oxford English dictionary the word ‘trans’ is
described as, across, beyond and into another state or form. Through

transformative learning the individual is deconstructing their

84



formative learning for the purpose of constructing a different and
possibly more inclusive view of the world. Such learning according
to Senge (1990) is the ability to continually clarify and deepen our

personal vision by challenging our mental models.

The theories of transformative learning postulated by Mezirow
(1991), draws on the corollaries of Kelly (1955) and personal
construct psychology for the purpose of understanding how
individuals construct meaning. The meaning made of a particular
event will guide the expectations of future events and anticipated
meanings. Mezirow (1991) argues that adult learning involves
values, feelings, ideals and often moral decision making and the
exploring of self-concepts. Brockbank and McGill, (2006) suggest
that such learning addresses the subjective world of the learner,
challenging their taken-for-granted assumptions about the world.
Lamsé and Sintonen (2006) add to the debate by suggesting that
transformative learning is the process through which the learner
transforms meanings hitherto taken for granted and enables the
meaning to be reinterpreted in a wider, more open and feﬂective
manner. This is supported by Mezirow (1991) who suggests that
people create meaning through their frames of references or
assumptions and that transformative learning takes place when those

assumptions change, giving a different meaning to previous (or new)
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experiences. Mezirow (1981) put forward 10 phases of meaning in

the process of transformative learning:

1. A disorientating dilemma.

2. Self-examination with feelings of shame, fear, guilt or anger.
3. A critical assessment of assumptions.

4. Recognition that one’s discontent and the process of
transformation are shared.

5. Exploration of options for new roles, relationships and actions.
6. Planning a course of action.

7. Acquiring knowledge and skills for implementing one’s plans.
8. Provisional trying of new roles.

9. Building self-confidence and competence in new roles and
relationships.

10. Reintegration into one’s life on the basis of conditions dictated

by one’s new perspective.

Although described in a linear way, I suggest the above phases are
experienced in a messy and non-linear way. I also suggest that these
phases are evident in the coaching process. The roots of
transformative l