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The Power of Relationships:
Navigating the Dance of Change Through Executive Coaching

Abstract
by

JENNIFER A. NASH

Executive coaching is a $2.4 billion global industry as of 2016 and is considered one of
the fastest-growing executive leadership development interventions. However, empirical
research on executive coaching has significantly lagged behind practice. The overarching
goal of this dissertation endeavors to understand how executive coaching and quality of
the coaching relationship facilitate executive behavior change and performance. To
realize this goal, I conduct a mixed-methods empirical study focused on 1) qualitative
exploration of factors impacting outstanding versus average leader performance; 2)
quantitative assessment of the correlation between relational climate dimensions and
coaching relationship quality; and 3) qualitative discovery of competencies enabling
quality coaching relationships to flourish. Given the lack of executive coaching theory, I
situate this work within three distinct, yet interrelated streams of literature in the
psychology, management, and adult learning fields. This dissertation seeks to contribute
to the emergent conversation on executive coaching and offers multiple empirical
contributions to academia including 1) positive influence of a coach on executive
performance; 2) positive correlation of relational climate dimensions with coaching
xii

relationship quality; 3) mutual validation of competencies executive coaching dyads
experience as relevant and meaningful in their interactions; 4) frequency of specific
coach competencies as demonstrated or observed within the coaching dyad; and 5)
integration of dance into the executive coaching field as a leadership development
intervention. Moreover, the results of this dissertation offer practitioners the following
considerations: 1) executive coaching differentiates executive performance; 2) the
bespoke nature of executive coaching enables executives to deftly navigate complexity;
3) the quality of the coaching relationship is instrumental in facilitating executives’
desired behavior change; 4) effective coaches employ a broad diversity of tools to adapt
to clients’ needs; and 5) quality coaches may focus on specific learning areas to grow and
stay on top of their game.

Keywords: executive coaching; relationships; coaching relationship quality; emotional
intelligence; change; dance.

Paper Type: Qualitative and Quantitative
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CHAPTER I: INTRODUCTION AND FRAMEWORK
Introduction
The earliest known usage of the word ‘coach’ stems from the Hungarian village
of Kocs where the “kocsi szekér” was first produced in the 15th century (Hendrickson,
2000). The ‘kocsi szekér’ was a four-wheeled, covered carriage which transported people
and goods from one location to another. In the 21st century, an executive coach serves as
a figurative ‘vehicle’ which transports individuals from a current to a future desired state
with the intention of improving performance.
Current demand for these figurative vehicles shows no signs of abating, as the
global coaching industry reached an estimated $2.4 billion in 2016—an increase of nearly
20% over the past five years (PricewaterhouseCoopers, 2016). In the same vein, the
profession of coaching has skyrocketed in popularity, as evidenced by an estimated
53,300 global professional coaches practicing in 2016 (PricewaterhouseCoopers, 2016)
Furthermore, this growth is also demonstrated by the expanding number of accredited
coach training programs, professional coaching associations, and academic, peerreviewed research studies worldwide.
My interest in studying executive-level professionals for my doctoral research is
threefold. First, it stems from my experience over 24 years helping Directors, Vice
Presidents, and CxO’s effect change. Second, when a professional at the executive level
experiences change, the impacts of this change aren’t isolated - they trickle down
throughout the broader organization, creating a positive ripple effect which may result in
additional performance gains. Third, as I began to explore the coaching literature, I
noticed a lack of studies with executive-level populations in a business context. My
1

background and ability to attract executives for empirical research purposes appeared
well-suited to allow me to contribute to this gap.
From a scholarly standpoint, there is an increasing body of peer-reviewed
literature on overall coaching, but it has neither kept pace with the dramatic practitioner
expansion nor been adequately explored in non-psychological contexts. The majority of
the extant executive coaching research historically stems from the more mature field of
clinical psychology given academic scholars’ tendency to ascribe similarities between the
therapist-client relationship in psychology and the coach-client relationship in business.
To illustrate the therapy-business divide, a recent search for peer-reviewed
publications on the topic of “executive coaching” in the American Psychological
Association’s PsycINFO database yielded 238 citations published between 2012 and
2017 (Dunlop, 2018). However, a search for peer-reviewed publications on the topic of
“coach-client relationships” in business-oriented publications such as the Consulting
Psychology Journal, Journal of Applied Behavioral Science, Journal of Management
Development, Organisational Dynamics, Human Resource Development Quarterly,
International Journal of Mentoring and Coaching, and The Leadership Quarterly, among
others, yielded just 26 empirical studies published between 1999 and 2016.
Scholars have defined executive coaching in various ways since executive
coaching became more mainstream in the mid-1980s. The majority of the definitions
reflect the coach’s assistive nature desiring to help his or her executive client reach their
goals and improve performance. The following quotes from 1996–2018 illustrate this
common helping theme:
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“Executive coaching is a form of executive consultation in which a trained
professional, mindful of organizational dynamics, functions as a facilitator
who forms a collaborative relationship with an executive to improve his or
her skills and effectiveness in communicating the corporate vision and
goals, and to foster better team performance, organizational productivity,
and professional-personal development.” (Sperry, 2008: 36)
“(Executive coaching is) a helping relationship formed between a client
who has managerial authority and responsibility in an organization and a
consultant who uses a wide variety of behavioral techniques and methods
to help the client achieve a mutually identified set of goals to improve his
or her professional performance and personal satisfaction and,
consequently, to improve the effectiveness of the client's organization
within a formally defined coaching agreement.” (Kilburg, 2000: 67)
“(An) executive coach is almost always someone from outside the
organization who is compensated for helping to improve the executive’s
performance.” (Judge & Cowell, 1997: 71)
“An (executive) coaching relationship is when the coach is emotionally in
sync with another and committed to helping that individual.” (Boyatzis,
Smith, Van Oosten, & Woolford, 2013b: 22)
“Executive coaching involves helping an executive become more adaptive
and assess possibilities for upward mobility given performance
improvement.” (Levinson, 1996: 116)
“An (executive) coach focuses on helping an individual improve existing
capabilities, set meaningful goals, and be accountable for his or her results
through understanding and eliminating barriers to more effective
performance.” (Stevenson, 2018: n.p.)
Although a common helping focus underpins these definitions and shines a light
on the coach’s purpose, the ways in which coaches execute this assistance vary greatly.
As an example, my recent qualitative study on capabilities enabling quality coaching
relationships reflected 50 different tools 32 coaches used to assist executive clients in
facilitating enhanced performance (Nash, 2017). This example not only illustrates the
extent to which coaching techniques and methods vary, but it also is reflective of the
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untamed terrain of the executive coaching industry, which has been unregulated and
referred to as “the wild west” (Sherman & Freas, 2004).
The chaotic representation of the coaching industry likewise mirrors the volatile,
uncertain, complex and ambiguous (VUCA) nature of today’s business environment. This
dynamic context demands that executive leaders adapt, evolve, and learn faster than ever
before, conditions which executive coaching is perfectly suited to help satisfy, given its
customized and uniquely-tailored approach to leadership development. Unlike in the past,
where coaching was deployed to ‘fix a leader who was flawed’ (Boyatzis et al., 2013b),
organizations are now leveraging executive coaching as a prerequisite for outstanding
performers as well as a tool for top talent acquisition.
This study offers a voice to the nascent academic conversation around executive
coaching relationships in a business context and consists of three phases, each offering
significant contributions to academia and practice. I now turn to a description of the
research framing to better understand how each phase of the study is situated in the
greater whole.
Research Framing
The overarching purpose of my research study involves 1) exploration of
outstanding leader performance and how developmental interventions such as coaching
inform the performance differential; 2) assessment of how relational climate dimensions
impact coaching relationship quality; and 3) discovery of key coach competencies
enabling quality coaching relationships.
To gain clarity on how leaders attain outstanding performance necessitates an
understanding of the factors involved in the leaders’ developmental trajectory. Therefore,
4

the first phase of this research study qualitatively investigates developmental experiences
of outstanding executive leaders that result in effective capabilities over their lifetimes.
For the majority of executives in the study, the presence of an executive coach—and the
resultant coaching relationship—in their lives is a primary developmental lever enabling
outstanding performance. This discovery of a coaching relationship lays the foundation
for the study’s next phase.
Since the coaching relationship facilitates leader performance, the second part of
this research study seeks to clarify the impact of relational climate factors on coaching
relationship quality. A quantitative survey links three relational climate dimensions with
perceptions of coaching relationship quality. The finding that relational climate is
positively correlated with coaching relationship quality sets the stage for the final phase
of this study.
Taken together, the first two phases demonstrate empirical evidence reflecting
how relational climate drives coaching relationship quality and in turn, enables leader
performance. The study’s third and final phase takes this one step further to examine how
and to what extent factors such as the coach’s competency, foster quality coaching
relationships. These findings highlight the criticality of a quality coaching relationship to
enable leader outstanding performance. Qualitative interviews uncovered several
competency elements driving quality coaching relationships. These emotional
intelligence competencies therefore by extension enable performance differentials for
both coaches and leaders.

5

My study’s sequential phases build upon each other to probe more deeply into the
understanding of factors driving executive outstanding performance as viewed through
the aperture of the coaching relationship. Figure 1 illustrates this conceptual model:
Figure 1. Study Conceptual Framework from Holistic Viewpoint

Phase 1: Compares the developmental experiences of outstanding with average
leaders.
Figure 2. Study Conceptual Framework – Phase 1 - Comparison
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Phase 2: Explores the relationship between the three-dimensional relational
climate scale and the perceived quality of the coaching relationship.
Figure 3. Study Conceptual Framework – Phase 2 - Correlation

Phase 3: Seeks to identify factors involved in building quality coaching
relationships.
Figure 4. Study Conceptual Framework – Phase 3 - Impact

7

The first phase uses a qualitative study to compare and contrast developmental
experiences across outstanding and average leaders to better understand the specific
interventions contributing to outstanding performance. This phase uncovers performance
differentiators—specifically the coach-client relationship.
The second phase of the study leverages a quantitative survey to understand the
correlation between the three dimensions of Rochford’s RCS (relational climate scale)
(Rochford, 2015) and the perceived quality of the employee coach relationship (PQECR)
scale (Gregory & Levy, 2011). This phase demonstrates a positive correlation among the
three independent variables of RCS and the dependent variable of PQECR.
The third phase investigates via qualitative interviews factors and capabilities
which impact the enablement and flourishing of quality coaching relationships. This
phase reflects shared agreement of the competencies coaches and clients experience as
relevant and important in their interactions and suggests coach competency in EI as a key
component driving quality coaching relationships.
Overview of Mixed Methods Design
Given that the dyadic coaching relationship is unique, each dyadic member
experiences the relationship differently, and each client has distinctly personal targeted
outcomes, my study is particularly suited to a non-traditional sequential and exploratory
mixed methods approach (Hall & Howard, 2008).
My sequential, exploratory mixed methods design reflects an appreciation of and
allows for the complexity inherent in my overarching research question, given how
leaders experience growth and change in a discontinuous manner and may be actualized
as an epiphany, a discovery or a phase transition (Boyatzis, 2008a). Further, this design
8

approach allows for triangulation of qualitative and quantitative findings and
observations in order that they be mutually corroborated (Creswell & Plano Clark, 2011).
My two qualitative studies have validity and reliability since the following methods were
used: “analytic induction, constant comparative method, and appropriate tabulations”
(Silverman, 2014) Moreover, qualitative validity and reliability triangulated with validity
and reliability of the quantitative data collection by including and counterposing
contextual frames of data collection and interpretation methods—including in-person
interviews, online anonymous data collection, tabulations, and by necessity, qualitative
interpretation of data collected (Silverman, 2014).
The selected approach for this study is equally important given that the field of
executive coaching lacks extant original theory, is wholly understudied from an
empirical, academic perspective, and is complex and relatively unbridled in practice. I
envision the target audience for this work to include both academics anticipating the
reliability and validity of a rigorous empirical research study as well as practitioners
seeking clarity regarding the research studies’ outcomes and how to meaningfully apply
these learnings in the field.
The study’s three phases intersect at a triad of critical interfaces. Although the
study’s design is crafted up front, each phase has an emergent quality which allows for
exploration, interpretation, and assessment of the overall research purpose. Second, the
discoveries and themes resulting from the qualitative phase one inform the quantitative
survey’s design and content for phase two. The results from the quantitative phase two
inform the qualitative phase three’s research question and interview design. As a final
step, discoveries from all three phases are holistically interpreted to offer a contribution
9

to the understanding of factors enabling quality dyadic coaching relationships to flourish.
A graphic of the mixed methods approach with the triadic phases reflecting methods,
analysis, and outcomes is illustrated in Figure 5.
Overview of Three Phases
The overarching research goals of this study are threefold 1) to understand those
developmental interventions differentiating the performance of outstanding leaders from
average leaders; 2) to demonstrate that executive dyadic coaching relationships contribute
to a positive relational climate; and 3) to establish agreement of competencies enabling
quality dyadic coaching relationships to flourish.
My first phase of the study used a qualitative design to explore the developmental
interventions which executive leaders experienced throughout their lives. I employed an
exploratory approach consisting of face-to-face interviews since these life stories and
behavioral events were of a very personal nature and highly subjective. The study’s
qualitative discoveries and themes that emerged informed the quantitative phase’s
research question and survey instrument design (Teddlie & Tashakkori, 2009).
Execution of my study’s phase two involved crafting and conducting a
quantitative survey destined for an executive-level population. The goal of this second
phase was to demonstrate that the coaching relational climate is positively correlated with
the quality of the coaching relationship. After confirming positive correlation, I moved to
the third phase of the study.
The third and final phase of the study targeted another facet of the coaching
relationship quality by exploring the extent to which the coach’s competency enabled
coaching relationships to flourish. I conducted one-on-one interviews with unique
10

coaching dyads to compare, contrast, and clarify the key competencies demonstrated by
coaches and observed by clients. This study identified fourteen competencies, with three
distinct competencies reflecting outstanding coach performance. Each of the study’s
phases is reflected in Figure 5.

11

Figure 5. Mixed Methods Approach
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Theory and Literature Review
The field of executive coaching has no extant theory of its own. As a key
component of effective executive coaching, multiple scholars recognize the significance
of the coaching relationship (Baron & Morin, 2009; Boyce, Jackson, & Neal, 2004; Ely et
al., 2010; Gregory & Levy, 2011; Gyllensten & Palmer, 2007; Hunt & Weintraub, 2002;
Kampa-Kokesch & Anderson, 2001; Kilburg, 2001; Smither & Reilly, 2001; Stober &
Grant, 2006). However, similar to the coaching field as a whole, no theory particular to
the coaching relationship currently exists. This dearth has led coaching scholars to inform
their study of leadership coaching with theories from helping relationship fields such as
coaching psychology, psychotherapy, and sports coaching.
Although the practice of leadership coaching has exploded in popularity in the last
two decades, coaching research has not experienced the same popularity in academia.
Furthermore, to the best of my knowledge, my review of academic, peer-reviewed
journals such as Consulting Psychology Journal, Journal of Applied Behavioral Science,
and Journal of Management Development among others, reflects just 27 published
empirical studies on coaching relationships since 1999.
Given this lack of extant theory and scarce empirical, published research, I turned
to a holistic view to inform my thinking regarding this study’s theoretical foundations. I
reflected on the interdisciplinary nature of coaching as described by Joo, Sushko, and
McLean (2012), reviewed published empirical qualitative and quantitative studies on
coaching relationships and explored the concepts of helping relationships and working
alliances in psychology research to identify potential theories for this study.
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As a result of these actions, I describe executive coaching as a dynamic dance
between a coach and an executive client which facilitates the client’s learning to realize
performance improvement through behavior change. My current study weaves together
the following interdisciplinary research strands on adult learning, change, and selfdetermination to better understand how the client (defined as the executive receiving
coaching) experiences transformation and change through quality coaching relationships.
Taken as a whole, these multiple research threads form the interdisciplinary theoretical
foundation for my empirical qualitative research journey.
Adult Learning Theory
To the extent that coaches are aware of the plethora of principles, assumptions,
models, and theories comprising adult learning theory, application of this knowledge may
enable a coach to be more effective in a coaching engagement. While there are multiple
theories of adult learning including andragogy, experiential, neuroscience, self-directed,
and transformational theories, several in particular are well-suited to the art and practice
of executive coaching given its adult audience, experiential nature, and thoughtful selfreflection. Given my study’s focus on quality, dyadic coaching relationships, I propose
andragogy, experiential and transformational as the three adult learning theories most
relevant to the coaching dyad engagement context.
At its core, a dyadic executive coaching engagement is designed to help an adult
client grow, evolve, and learn. The art and science of helping adults learn is called
andragogy (Knowles, Holton III, & Swanson, 2015). Facilitation of learning is a key
instrument in a coach’s repertoire and is designed to help the client raise awareness of
existing behaviors and discover more effective ways of performing. To enable this
14

knowledge acquisition, Lindeman posits multiple assumptions that adults learn best when
they understand the ‘why’ of what they are learning, when they are self-directed, when
they are hands-on, and when they draw on analysis of accumulated experience to solve a
problem (Lindeman, 1926). Therefore, executive coaches will do well to consider
Lindeman’s assumptions as they facilitate clients’ new ways of thinking and performing.
Building upon earlier work by Dewey, Lewin, and Piaget, David Kolb offers that
experiential learning is the process whereby knowledge is created through the
transformation of experience (Kolb, 1984). Kolb’s experiential learning model is
comprised of two parts: a four-stage, sequential learning cycle and four separate learning
modes which differ in their approach to, understanding of, and acting on a problem.
Kolb’s learning cycle is similar to the discovery-intervention-production-generalization
cycle stemming from Argyris and Schön (1978) and Lewin’s action learning cycle (Kim,
1988), with each cycle involving incorporating learning from new experiences and
transforming it into action.
Kolb’s research reflects that individuals tend to rely on a single preferred (or
dominant) mode for learning, resulting in self-limiting behaviors. Coaches who
understand the client’s dominant and secondary learning styles may help executives
practice a non-dominant style when addressing new challenges, contexts, or situations.
This concrete experience and active experimentation will enable the client to more
effectively flex their style when encountering complexity and ambiguity, resulting in
enhanced capabilities and performance. Furthermore, coaches who practice flexing their
own learning style may more effectively coach clients with differing learning styles.

15

Executive leaders have amassed a large body of knowledge and experience which
forms the basis for deeply-held mental models. Senge posits that mental models not only
influence situational assumptions but also impacts the way individuals selectively ‘see’
the world. He proffers the experiential learning construct of mental models within
systems thinking to recognize longer-term patterns of change and related underlying
structures to learn to think and see situations differently, which forms new mental models
(Senge, 1990).
As clients approach challenges using new thinking and an awareness of their
dominant and secondary learning styles, they experience changes in their mental models
and assumptions regarding past and current experiences. In contrast to Senge’s definition,
this shift in their frame of reference is how Mezirow (1997) defines transformational
learning. Frames of reference are the structures of assumptions through which we
understand our experiences and are two-dimensional: encompassing habits of mind and a
point of view.
The ancient Greeks, who perceived learning to be a process of mental inquiry as
opposed to passive reception of transmitted content, invented techniques for engaging
learners in the Socratic method (Knowles et al., 2015). The Socratic method employs
open-ended inquiry to reveal an individual’s assumptions through critical thinking.
Assumptions often are so deeply buried in existing ways of thinking that one is not even
aware of the assumptions made.
Like the ancient Greeks, today’s executive coaches may help clients further shift
frames of reference and enhance learning through critical thinking. This reflective,
critical thought process may lead to changes in an individual’s thoughts and consequently
16

their actions—the two-dimensional frame of reference to which Mezirow refers for
desired behavior change.
Change Theory
One of the desired outcomes of executive coaching is the client’s attainment of
stated goals via positive behavior change. This objective aligns with extant literature
suggesting that the primary goal of most executive coaching processes is leader
development and change (Bennett & Bush, 2014).
Although there are a plethora of change theories regarding human behavior,
scholars are not aligned on which takes precedence in the executive coaching realm.
Given this study’s focus on the coach-client dyadic relationship within a dynamic,
complex environment, I selected Prochaska’s Transtheoretical Model of Change (TTM)
and Boyatzis’ Intentional Change Theory (ICT) given their recognition of the behavioral
change process as non-linear, their integration of helping relationships in attaining
sustainable behavior change and their inclusion of multiple stages in the change process.
The TTM integrates six stages of change as well as biological, psychological and
social dimensions to conceptualize intentional behavior change (Prochaska &
DiClemente, 1983), while ICT uses five stages of change to explain sustainable
leadership development through behavior, thoughts, feelings, and perceptions related to
leadership as a complex system (Boyatzis, 2008a).
Both change theories incorporate a temporal aspect of change into their change
models. However, Boyatzis’ ICT is unique in that it encourages the client to develop an
‘ideal-self’ vision, thereby activating the client’s positive emotional attractor (PEA).
When the parasympathetic nervous system (PSNS) is engaged through the PEA with the
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ideal-self vision, the brain experiences neurogenesis, which enables further openness to
learning and self-development and sets the conditions for new patterns of behavior and
experiences to emerge (Boyatzis, 2008a). It is these experiences in each phase or
discovery which promote sustainable change.
In contrast, Prochaska’s TTM quantitatively gauges an individual’s movement
through 10 processes spread across six change stages. The six change stages include:
Precontemplation – the stage in which an individual isn’t yet intending to take action for
six months; Contemplation – the stage wherein an individual intends to change within six
months; Preparation – the stage in which a person intends to change within a month;
Action – the stage in which a human being has made specific modifications in their
lifestyle within the past six months; Maintenance – the stage in which a person is
working to prevent relapse; and Termination – the final stage in which an individual has
zero temptation and 100% self-efficacy (Prochaska & Velicer, 1997). Please see Figure 6
for a depiction of the six change stages and associated ten processes.
Figure 6. Transtheoretical Model of Change
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Although this scale tool generates helpful quantitative feedback designed to assess
an individual’s readiness for and progression through each discrete stage of change, it
lacks allowance for complexity which may enable or hinder progression through the
stages of change. Bandura has suggested that this quantitative approach does not take into
account the versatility, multidimensionality, and non-linearity of human behavior change
and functioning (Bandura, 1997).
Individuals seeking executive coaching come for a variety of reasons, be it
performance, skill, development, or individual desires. During the initial coaching
conversation, these desires translate into the coaching engagement’s objectives.
Depending on the objectives, the client may need to shift a combination of their attitudes,
intentions, thinking, and behaviors to achieve their objectives. Coaches who leverage
knowledge of these two change theories and associated stages of change may enable
clients to more effectively attain their objectives via conscious behavior change.
If leveraging the ICT model, coaches will first have clients embark upon an idealself journey, a key visioning tool in initiating personal change and the first stage within
this model (Passarelli, 2015; Smith, Van Oosten, & Boyatzis, 2009). It is the power of
discovering one’s ideal self and continuous linking back to this PEA-infused vision
throughout the change process which makes the ICT model distinctive. Furthermore, the
ICT process is both non-linear and based on unleashing the PEA whereas the majority of
other coaching models are neither non-linear nor positively focused.
Additional stages or ‘discoveries’ inherent in the ICT model include: (2) the real
self—which involves understanding how others see oneself; (3) learning agenda and plan
creation—which entails making mindful steps toward change; (4) new behavior, thought,
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and feeling experimentation and practice as outlined in the learning plan – which offers
experiential practice with desired changes; and (5) a trust-based helping relationship
which supports a person’s development experience – which helps an individual learn and
grow (Smith et al., 2009). Please see Figure 19 for a representation of the Intentional
Change Theory model.
Prochaska’s model describes stages of change, the process of change, and ways to
measure change. A unique dimension to Prochaska’s model is its spiral pattern—a tacit
acknowledgment that clients will frequently “relapse” to a prior stage before successfully
completing it and moving on to the next prescribed stage. In contrast to initiating the
client’s ICT ideal-self vision and using a curated approach to change, coaches using
Prochaska’s model will first assess clients’ readiness for change using one of three selfreport methods. Coaches will then help clients with pre- and pro-scriptive guidelines to
intentionally move them between subsequent stages.
Self-Determination Theory
Motivation plays a central role in the dyadic coaching relationship by forming the
building blocks of the client’s effort, engagement, and goals. The literature offers two
types of human motivation for consideration: intrinsic and extrinsic. Internal motivation
stems from an intrinsic desire to grow, learn and explore which enhances the propensity
to flourish, whereas external motivation involves extrinsic factors impacting conditions
for positive growth and well-being. The theory of self-determination describes the
interaction between these external forces and an individual’s intrinsic motives and
psychological needs (Ryan & Deci, 2000).
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Ryan and Deci’s self-determination theory (SDT) focuses on how socialcontextual conditions enable or inhibit individual volition, well-being, initiative, and
performance. It consists of six sub-theories explaining extrinsic and intrinsic motivation
based on empirical research (Ryan & Deci, 2000). As a meta-framework, SDT seeks to
understand individuals’ development proclivity and inherent psychological needs forming
the basis for self-motivation and integration of personality (Ryan, Kuhl, & Deci, 1997).
A psychological need is a state of energy that either directly or indirectly
conduces or undermines motivation. SDT suggests three basic psychological needs which
drive or impede intrinsic motivation: competence, relatedness, and autonomy (Ryan &
Deci, 2000). Research suggests that social-contextual conditions inclusive of these three
needs may enhance intrinsic motivation in particular and optimize development,
performance, and well-being (Ryan & Deci, 2000).
To the extent that motivation and performance are positively impacted by
fulfilling competence, relatedness, and autonomy, executive coaches who intentionally
design the coaching relationship to include these three factors may provoke additional
interest, excitement, and confidence in their clients (Deci & Ryan, 1991). Positive gains
in these factors may increase clients’ intrinsic motivation, expand awareness of their
internal locus of control, and enable them to realize their goals.
A unique distinction of the SDT model is its focus on psychological factors
impacting performance and motivation as opposed to other models’ use of theoretical
orientation, practice models, or organizing construct (Spence & Oades, 2011). As
opposed to behaviorism, which portends an external motivation, SDT focuses on internal
causation and recognizes motivation itself as a focal point for processing behavior change
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(Spence & Oades, 2011). Coaches who choose to apply SDT to help clients realize
behavior change must possess a working understanding of the psychological factors
impacting human motivation and change readiness. Furthermore, coaches who address
basic psychological needs within the coaching relationship facilitate a greater sense of
energy and capacity in their clients to act in accordance with core aspects of the
developing self (Spence & Oades, 2011).
Coaching Relationship Theory
The coaching relationship has been identified by many scholars as one of the most
important tools in effecting change (Baron & Morin, 2009; Boyce et al., 2004; KampaKokesch & Anderson, 2001). In the same vein, Gregory and Levy (2011) assert that for
effective outcomes, the quality of the coaching relationship is critical. Furthermore, a
recent Malaysian quantitative study by Gan and Chong (2015) suggests that rapport and
commitment foster positive coaching outcomes, but trust and the coach-client matching
process aren’t correlated with quality coaching relationships. This surprising result may
reflect how the study of interpersonal relationships is better suited to qualitative
methodologies, initially demonstrated by Kram and Isabella’s (1985) landmark study on
mentors and peer relationships using grounded theory and in-depth interviews. This study
established the trend from quantitative to qualitative research for researching
interpersonal relationships and better understanding the relational influence on career
growth (Fritz, 2014).
Viewed within the context of the interpersonal coaching relationship, the SDT
sub-theory of Relationships Motivation Theory (RMT) is particularly interesting. Recent
research suggests that individuals experience high-quality relationships when motivation
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is autonomous and when the three basic psychological needs are satisfied within the
relationship (Ryan & Deci, 2017). Although this SDT-RMT research occurred in
psychotherapy and sport coaching relationships, these discoveries may also apply to the
executive coach-client relationship given the similarities between the coach-client, coachathlete, and therapist-client relationships; the historical precedent of coaching scholars
applying psychotherapy research in the executive coaching realm; and the similar goals
of each relationship. Future qualitative studies may investigate how the theory of SDTRMT links to the dyadic executive coaching relationship. Moreover, the development of
an empirical, working framework for coaching relationship theory in a business context
would be very useful to guide future research and move the practice of coaching forward.
Overall, the extant empirical research on executive leadership coaching as well as
the executive coach-client dyadic relationship is exceptionally scarce. Of the twenty-six
studies broadly identified as coaching relationships-focused, eight targeted coaching
effectiveness or outcomes; four contemplated coaching frameworks, two focused on
coaching skills, competencies, and capabilities, five discussed meta-reviews of existing
literature and just seven focused on actual coach-client relationships. Of the seven studies
focused on coaching relationships, 86% were quantitative. Furthermore, several of the
seven studies did not have sufficient sample sizes for reliability and validity per Hair’s
guidelines (Hair, Black, Babin, & Anderson, 2010), while none used paired dyads
comprised of external, full-time executive coaches and executive-level clients across
multiple industries and sectors. In addition, none explored the factors or capabilities
needed to build quality coaching relationships.
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My three study phases contribute qualitative and quantitative research to address
the above-mentioned dearth of academic research studies. The first phase contributed
qualitative discoveries to the broader field of executive coaching, while phases two and
three offered both quantitative and qualitative contributions facilitating deeper
understanding of key factors critical to quality dyadic coaching relationships. To compare
and contrast outstanding with average leaders’ lived developmental experiences,
demonstrated emotional intelligence competencies, and presence or absence of a coach,
phase one of my study qualitatively explores developmental factors influencing effective
leaders.
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CHAPTER 2: DEVELOPMENTAL FACTORS INFLUENCING EFFECTIVE
LEADERS: A LIFE STORY VIEW OF EXECUTIVE LEADERSHIP
DEVELOPMENT
Introduction
Given today’s knowledge economy, the dynamic and complex business
environment, and mobility of the global talent pool, attracting, developing, promoting,
and retaining leadership talent is a key differentiator in the marketplace and directly
impacts an organization’s ability to execute business strategy and positively impact firm
performance (Hitt, Bierman, Shimizu, & Kochhar, 2001). Fully, 93% of CEOs surveyed
by PricewaterhouseCoopers acknowledged the need for change regarding their talent
strategies, which ranked as the highest CEO agenda item (PricewaterhouseCoopers,
2014).
Organizations worldwide spent over $130 billion annually on corporate learning
and development, while organizations in the United States spent over $70 billion
annually (Bersin by Deloitte, 2014a). The largest share of the learning and development
budget went to leadership development, with 35 cents of every training dollar, on
average, spent on developing leaders (Bersin by Deloitte, 2014b). This equates to U.S.
organizations spending over $24 billion for leadership development efforts, attempting to
enable leaders with the right skill mix, competencies, behaviors, and experiences to
create strategic vision, lead change amidst ambiguity, inspire others, and ultimately drive
financial performance. Despite this significant financial interest in developing leaders,
massive investment has not produced a sufficient pipeline of leaders for most
organizations (Ready & Conger, 2003). Until causes and effects of systemic problems in
the way organizations attempt to develop leadership capability are understood, leadership
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development initiatives will continue to produce flawed results despite the best of
intentions and continual investments of time and money (Ready & Conger, 2003).
This pipeline readiness gap suggests that how leadership development itself is
conceptualized—i.e., how those in leadership positions consider which leadership
development initiatives are needed to build required capabilities within their
organizations—contributes to these failed attempts of development initiatives, and leads
to the research question for this study: What types of developmental activities,
competencies or experiences help individuals grow as effective leaders?
To address this gap, I conducted a qualitative study involving 31 semi-structured,
critical incident interviews with senior executives across multiple organizations and
industries to better understand how and to what extent lived developmental experiences
help individuals grow as effective leaders. My rationale for focusing on the executivelevel population originates from my 24 years of work experience, the potential for
executives to positively influence the broader organization, and the ability to contribute
empirical research with executives to the academic conversation. I hope this study’s
discoveries provide empirical, evidence-based research for practitioner-scholars to
formally address existing developmental gaps and drive future research streams of
interest.
Literature Review
Definitions
I begin by defining four related key concepts because they are often used
interchangeably: leaders, leadership, leader development, and leadership development.
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There is a difference between leaders and managers. In a landmark article
published nearly four decades ago, Zaleznik (1977) stated that leaders develop fresh
approaches to longstanding problems, influence others, and shape ideas instead of
responding to them, while managers work through complexity and design solutions to
implement change, thereby accomplishing organizational goals. Moreover, this view of a
leader stemmed from traditional management thinking during the 1970s, which focused
on process and organizational structure but omitted the essential elements of inspiration,
passion, and vision (Zaleznik, 1977). A leader, therefore, is an individual who sets the
vision for a working group of individuals, who gains commitment from these group
members to this direction, and who then motivates these members to achieve the
direction’s outcome (Conger, 1992).
There is also a difference between leadership and management: leadership creates
uncertainty and change while management reduces uncertainty and stabilizes the
organization—two distinct, yet complementary systems of actions in organizations
(Kotter, 1990b, 1990a). Definitions of leadership have varied in terms of emphasis on
leader abilities, personality traits, influence relationships, cognitive versus emotional
orientation, individual versus group orientation, and appeal to self versus collective
interests (Den Hartog & Koopman, 2011).
Here, it is important to distinguish between “leadership development” and “leader
development” as these terms are often used interchangeably but have different
definitions. In other words, we know that leadership does not happen in a vacuum, it is a
process which emerges out of a dynamic, complex environment (Kilburg & Donohue,
2011) involving other people, systems, and processes. Leadership development is
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follower-centric and places greater emphasis on integrative, relational approaches
designed to help followers relate to others, coordinate their efforts, build commitments,
adapt and respond to unforeseen challenges and develop extended social networks (Day,
2001). In contrast, leader development is self-focused and emphasizes growing one’s
own knowledge, skills, and abilities associated with formal leadership roles (Day, 2001),
ultimately resulting in new ways of thinking and acting (Coleman, 1988). Given the
complexity, ambiguity, and dynamic forces present in today’s environment, these
different approaches must be linked with each other and connected to a broader
organizational strategy for maximum return on investment (Hall & Seibert, 1992; Latham
& Seijts, 2000).
Over the course of my 24 years of professional expertise providing executive
coaching and leadership development services to Fortune 100 organizations and their
executives, I have observed that leadership development interventions generally haven’t
produced the leadership talent and skills which the organization requires to execute
strategy and achieve desired business outcomes. In view of these considerations, I
propose that understanding the varied forces exerting pressure on and within leadership
development initiatives may offer researchers, consultants, and others a better
conceptualization and lead to a viable developmental framework that is contextual and
dynamic in nature. I now turn to several research studies demonstrating empirical support
for these anecdotal phenomena.
Review of Research
An organized social-scientific approach to studying leadership fully emerged in
the 1930s (House & Aditya, 1997). However, more than 80 years later, leadership
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development remains the least explored topic within the field of leadership research and
theory (Avolio, Avey, & Quisenberry, 2010). The majority of extant research focuses on
building individual leader competencies such as self-awareness, self-regulation, and selfmotivation (Day, 2001) competencies (leader development as I’ve defined it above)
rather than on how leaders influence and change processes in other individuals, groups,
or organizations (leadership development as I’ve defined it above) (Dinh et al., 2014).
This research gap related to leadership development may partly result from the messy,
non-linear, and dynamic context in which leadership development and change occur
(Dinh et al., 2014).
An area of research related to leadership development is Leader-Member
Exchange (LMX) theory (Graen & Uhl-Bien, 1995). LMX is a relational approach to
leadership development which aims to transform human capital into a competitive
advantage through high-quality work relationships (Nahapiet & Ghoshal, 1998).
Although more research is needed to understand the antecedents of higher and lower
quality work relationships as well as how work relationships develop (Uhl-Bien, 2003),
Wang et al. (2005) used structural equation modeling to support the hypothesis that highquality work relationships add organizational value through social capital.
Further exploration of the literature reflects another potential area of leadership
development research entitled authentic leadership development. Authentic leadership
development involves ongoing social capital-focused processes whereby leaders and
followers gain self-awareness and establish open, transparent, trusting, and genuine
relationships (Avolio & Gardner, 2005). A recent quantitative study using confirmatory
factor analyses and structural equation modeling (SEM) demonstrated a positive
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relationship between authentic leadership and follower organizational citizenship
behaviors (OCB) (Walumbwa, Avolio, Gardner, Wernsing, & Peterson, 2008).
Some scholars perceive social capital within organizations to fall under the
leadership development umbrella. Social capital comes from the assets created and
leveraged from interpersonal relationships developed through a history of interactions
among individuals (Bordieu, 1986). At the heart of this relational model are commitments
in the form of mutual obligations, supported by reciprocated trust and respect (Brower,
Schoorman, & Tan, 2000), which correspond to three different aspects of social capital:
structural, relationship and cognitive (Nahapiet & Ghoshal, 1998). McCallum and
O’Connell (2009) assessed the social capital orientation of leadership and demonstrated a
positive association between value creation in organizations and enhanced relational
skills (McCallum & O'Connell, 2009).
Intentional Change Theory (ICT) explains sustainable leadership development in
terms of the essential components of behavior, thoughts, feelings, and perceptions related
to leadership as a complex system (Boyatzis, 2008a). Boyatzis and Khawaja (2014)
explored the longitudinal case study of Akhtar Khan, whose organization and community
development projects as seen through an ICT lens offer potential insights that may be
applied to future leadership development frameworks. Through their manifest analysis
and interpretation of archival sources, the researchers discovered that the creation of new
resonant relationships and building of a multi-level intervention with distributed
leadership and shared vision in human groups led to successful project outcomes
(Boyatzis & Khawaja, 2014).
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One might wonder why there are so few quantitative and qualitative studies on
leadership development overall. One possible explanation could be that the scientific
method does not serve the study of leadership development particularly well (Day &
O'Connor, 2003), as it occurs within a highly contextual construct that emerges through a
complex interaction of leaders, followers, and situations (Fiedler, 1996). Another
potential reason could be the fact that leadership development is simultaneously
longitudinal and multilevel, which doesn’t lend itself easily to evaluation and
measurement of behavioral change during an intervention (Day, 2014). Third, without a
viable extant developmental framework, it is difficult to provide structured and timely
development interventions that will maximize long-term growth of leadership capabilities
(Mumford & Manley, 2003). Fourth, of the scholars interested in longitudinal research,
few have access to longitudinal data (Riggio & Mumford, 2011). This has resulted in
study populations consisting of youth, MBA students, and military members, whose
experience, age, and developmental trajectories may not align with those of corporate
executives. Last but not least, the literature on leadership development has adopted a
distinctly pragmatic approach to answering a single question focused on leader
development: What interventions will develop the skills needed for effective performance
in organizational leadership positions (Mumford & Manley, 2003)? Leadership
development, in contrast, focuses on building and using interpersonal competence to
promote, enhance, and leverage understanding of how to use social (i.e. relational)
systems to build commitment among members of a community of practice (Wenger,
1998).
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Since leadership development by definition effects behavioral change facilitated
by phase transitions, the leadership development process often appears nonlinear and
discontinuous, and is experienced as a set of discoveries or emergent phenomena
(Boyatzis, 2008a). Given that leadership development change efforts are inherently
behavioral and discontinuous, one way to understand if the change endures is to measure
it over time via a longitudinal study approach. Adding more longitudinal studies to the
empirical research on leadership development will help further researchers’ and
practitioners’ future thinking. This qualitative study will build upon prior empirical
research and focus on better understanding how, which, and to what extent factors
influence and impact the development of leadership within a variety of organizations in
the United States.
Challenges encountered in pulling together this review of research highlighted the
extent to which leadership development conceptualization varies in the literature. Some
articles contained the title or keywords leadership development, only to discuss
intrapersonal development or leader skill development instead. Other articles had a
qualitative, longitudinal focus on MBA students, which for a corporate target audience
wasn’t applicable for multiple reasons—the students were at much earlier points in their
careers, phases of life and developmental trajectories. The challenge involved not only
identifying those pieces of literature as focused on leadership development but also
rigorous, scientifically-validated, empirical qualitative and quantitative studies in toplevel journals. Accordingly, the studies reflected in the research review section may not
neatly align to a corporate leadership audience, but this supports Day’s (2001) assertion
that there is a dearth of scholarly research on leadership development.
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Just as the multiple hexagonal facets of a butterfly’s eye aren’t able to focus if
isolated from one another, leadership development doesn’t happen to just one individual
in isolation. It occurs within a social context, a dynamic context formed by the
interrelationships between and amongst leaders and followers in the social construct of
the corporate organization. For these reasons, this qualitative study using inductive
methodology will aim to better understand leadership development in organizations by
characterizing how senior executives involved with decision-making about such
development actually conceptualize their views and roles in leadership development. I
hope these discoveries will provide evidence-based research for practitioner-scholars to
formally address existing developmental initiative gaps and drive future research.
Research Design
Methodology
I conducted the qualitative study using semi-structured, critical incident
interviews (Boyatzis, 1998; McClelland, 1998) with a selection of executive leaders
nominated as outstanding or average performers by the CEO, COO, or Senior Human
Resources Executive Leader within their respective organizations. The goal of this
process was to build an inductive understanding of the developmental experiences and
competencies of executive leaders that result in effective capabilities over their lifetimes.
I coded the data inductively rather than on the basis of preexisting theories or prior
research (Boyatzis, 1998) and used constant comparative analysis (Glaser & Strauss,
1967) to analyze the data throughout the data gathering process as well as to refine the
interview protocol. My study approach enabled interview protocol consistency yet
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allowed for question refinement and emergence of unexpected paths encountered
throughout the in-person and video conference interviewing process.
Sample
The sample population consisted of thirty-one individuals representing four
organizations across three industries divided into two leader subgroups: Outstanding and
Average. The healthcare industry represented over a third of the sample population with
eleven interviewees, while manufacturing filled nearly half the sample at 45% with
fourteen leaders interviewed. Professional services was the smallest industry represented
with six interviewees totaling 19% of the study population. The breakdown by leader
subgroup, industry, and population percentage by industry is depicted in Table 1.
Table 1. Leader Subgroup Representation by Industry
Industry

Outstanding Leader

Average Leader

Total

Percentage

Healthcare

7

4

11

36%

Manufacturing

8

6

14

45%

Professional Services

3

3

6

19%

Total

18

13

31

100%

Table 2 reflects the distribution of the four organizations across three industries
participating in the executive research study and further described by company type, size,
annual revenue (in millions), and profit focus. For the three private, for-profit, small
companies in the study, average annual company revenues reached $467 million while
mean employee headcount equaled 501.
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Table 2. Organization Representation by Industry
Company

Industry

Type

Profit

Employees
3900

Revenues
(MM)
$406

A

Healthcare

Public

Not-for-Profit

B

Manufacturing

Private

C

Manufacturing

D

Professional Services

Size
Medium

Profit

943

$564

Small

Private

Profit

375

$94

Small

Private

Profit

185

$745

Small

The subjects interviewed were senior executive leaders nominated as outstanding
or average leaders within their organizations. The categorization of a leader as
outstanding or average was determined by each organization and based on performance
data relative to their peers. Further analysis of the sample population reflects an uneven
distribution of men and women across industries as well as a skewed distribution of
Director and Vice-President level versus C-suite interviewees. Fifty-eight percent of the
study’s sample population was male, while 42% was female. Eighty-one percent of the
interviewees were at the Director or Vice President-level within the organization, with
19% holding C-suite positions. Table 3 indicates the level and gender demographics by
industry and company of participating executive leaders in the research study.
Table 3. Gender and Role Level Representation by Industry
Gender
Company

Executive Level

Industry

Men

Women

Director/VP

C-Suite

A

Healthcare

2

9

11

0

B

Manufacturing

9

1

8

2

C

Manufacturing

3

1

2

2

D

Professional Services

4

2

4

2

Total #

18

13

25

6

Total %

58%

42%

81%

19%

Composition of the sample population also varied by tenure in role, length of
service within the organization, and overall years of work experience. The 31 individuals
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interviewed possessed a combined 857 years of work experience. Average organizational
and role tenure is broken down by company in Table 4, with an overall sample average of
4.9 years in role and 9.5 years tenure with the current organization.
Table 4. Overall Work Experience, Role and Organization Tenure Representation
by Industry
Company

Industry

Tenure in Role
(in years)

Work Experience
(in years)

6

Tenure in
Organization
(in years)
15.2

A

Healthcare

B

Manufacturing

2.7

2.4

29.4

C

Manufacturing

9.9

14.1

36.0

D

Professional Services

3.7

7.8

17.6

28.5

Data Collection
I obtained a signed Letter of Cooperation (see Appendix A) from each
organization prior to contacting any interviewees or conducting any interviews. I initiated
interviews by asking the subject to briefly describe his/her background, progressed
through the series of questions in the interview protocol and concluded with an
expression of gratitude for the interviewee’s time and sharing of their lived experiences.
I collected data for four months from June 2015 through September 2015. I
conducted 60-minute interviews with each interviewee using a prescribed interview
protocol (see Appendix B). I conducted interviews primarily in person, with several
videoconferences and international conference calls also occurring due to scheduling
challenges. Interviews were recorded live and transcribed by an independent third-party
subsequent to the interview. Interview subjects were advised of privacy considerations
and provided written consent for interview participation and audio recording. I used
distinct coding processes to protect and ensure confidentiality of interviewees’ identity.
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Further, I reported data in the aggregate and protected anonymity by de-identifying
participant names as well as company names in the transcripts and removing individual
names from interview quotes.
Data Analysis
Analysis of the data using multiple coding methods began once all interviews
were completed in September 2015 after the four-month data collection period. I
performed an initial round of coding using thematic analysis and the protocol coding
style (Boyatzis, 1998) which uses the known ESCI-U competency codebook to identify
existing competencies in the sample population’s dataset. Within the 19,226 lines of data
across 31 interviews, this initial pass identified 329 key excerpts across 15 competencies.
Following this initial round of coding, I conducted a second round of coding that
employed a more grounded-theory approach by seeking new themes and patterns in the
interview data, which led to three new competencies/observations that were then added to
the ESCI-U competency codebook. My third data analysis process step involved scoring
each interview/unit of analysis based on the number of units of coding/questions that
reflected each competency and capturing and tabulating results in NVivo and Microsoft
Excel. My fourth data analysis phase included an evaluation of the most frequently
occurring competencies across all respondents (see Table 5), and then a comparison of
the outstanding versus average performers at both levels to better understand the
demonstrated competencies which enabled effective leaders.

37

Table 5. Percentage of Outstanding and Average Leaders
Demonstrating Competencies
OVERALL
COMPETENCY

% Leaders
demonstrated
(n=31)

Achievement Orientation
Continuous Learning (New)
Emotional Self-Awareness
Organizational Awareness
Adaptability

68%
58%
48%
48%
39%

High Integrity (New)
Environmental Aesthetic (New)
Coach and Mentor
Emotional Self-Control
Influence
Inspirational Leadership

39%
35%
29%
29%
29%
29%

Teamwork
Pattern Recognition
Seek Leadership Opportunity
Systems Thinking
Empathy
Conflict Management

29%
26%
19%
19%
16%
10%

Positive Outlook

10%

Discoveries
The comparative analysis in Table 6 illustrates the comparison of the outstanding
performer competencies over the average performer. These themes are documented in
three ways to differentiate outstanding versus average performers: at the C-Suite level; at
the Director/VP level; and through a comparison between outstanding C-Suite and
Director/VP individuals to highlight quantitative differences.
Each theme has multiple elements which include a label, a definition that could
include qualifications and/or exclusions to identify the theme, and a description of how to
know when the theme occurs (i.e. indicators) (Boyatzis, 1998). Examples containing
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direct quotes from the respondents are provided for each theme. Quotes provided may be
from the same or different respondents within each theme.
Table 6. Comparative Analysis for Effectiveness
KNOWN COMPETENCIES
COMPARATIVE ANALYSIS
C-Suite
O
A
(n=6)
(n=4)
(n=2)
Achievement Orientation
75%
0%
Adaptability
25%
0%
Coach and Mentor
0%
0%
Conflict Management
0%
0%
Emotional Self-Awareness
75%
50%
Emotional Self-Control
50%
0%
Empathy
50%
0%
Influence
25%
50%
Inspirational Leadership
50%
0%
Organizational Awareness
100%
0%
Pattern Recognition
25%
0%
Positive Outlook
0%
0%
Seek Leadership Opportunity
50%
0%
Systems Thinking
0%
0%
Teamwork
75%
0%
Director/Vice President
O
A (n=11)
(n=25)
(n=14)
Achievement Orientation
21%
9%
Adaptability
14%
18%
Coach and Mentor
14%
9%
Conflict Management
14%
18%
Emotional Self-Awareness
21%
18%
Emotional Self-Control
14%
18%
Empathy
14%
9%
Influence
14%
18%
Inspirational Leadership
14%
9%
Organizational Awareness
14%
18%
Pattern Recognition
14%
18%
Positive Outlook
14%
9%
Seek Leadership Opportunity
14%
9%
Systems Thinking
14%
18%
Teamwork
14%
9%
Outstanding
C-Suite
Dir/V.P.(n=14)
(n=18)
(n=4)
Achievement Orientation
75%
21%
Adaptability
25%
14%
Coach and Mentor
0%
14%
Conflict Management
0%
14%
Emotional Self-Awareness
75%
21%
Emotional Self-Control
50%
14%
Empathy
50%
14%
Influence
25%
14%
Inspirational Leadership
50%
14%
Organizational Awareness
100%
14%
Pattern Recognition
25%
14%

Gap
75%
25%
0%
0%
25%
50%
50%
25%
50%
####
25%
0%
50%
0%
75%
Gap
12%
4%
5%
4%
3%
4%
5%
4%
5%
4%
4%
5%
5%
4%
5%
Gap
54%
11%
14%
14%
54%
36%
36%
11%
36%
86%
11%
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Positive Outlook
0%
14%
Seek Leadership Opportunity
50%
14%
Systems Thinking
0%
14%
Teamwork
75%
14%
NEW FINDINGS
COMPARATIVE ANALYSIS BY LEVEL
C-Suite
O
A
(n=6)
(n=4)
(n=2)
Continuous Learning (New)
100%
0%
Environmental Aesthetic (New)
50%
0%
High Integrity (New)
75%
50%
Director/VP
O
A
(n=25)
(n=14)
(n=11)
Continuous Learning (New)
64%
45%
Environmental Aesthetic (New)
21%
9%
High Integrity (New)
21%
18%
Outstanding
C-Suite
Dir/V.P.
(n=18)
(n=4)
(n=14)
Continuous Learning (New)
100%
64%
Environmental Aesthetic (New)
50%
21%
High Integrity (New)
75%
21%

14%
36%
14%
61%

Gap
####
50%
25%
Gap
19%
12%
3%
Gap
36%
29%
54%

Finding 1: Continuous Learning, 72% (O) 38% (A) – See Table 7 for
interviewee quotes. The intent is to continuously build and expand the knowledge base,
such that there is a consistent focus and priority on education. This is often represented as
pursuing an additional degree, license, or certification. It is indicated when a person:
Demonstrates desire to further advance his/her knowledge and skills through
pursuit of additional degree, license, professional workshops, or certification
inside or outside the organization
Seeks to further advance direct reports’ and other colleagues’ knowledge by
encouraging and supporting them in their continuing and/or professional
education endeavors inside or outside the organization
Engages with organizational colleagues through formal and/or informal
knowledge transfer activities, including, but not limited to, teaching a class,
coaching/mentoring others, facilitating dialogue
Employs apprenticeship model for direct report to job shadow him/her and learn
the foundational knowledge needed to perform a particular role and fulfill its
responsibilities and tasks
Actively observes superiors’ and subordinates’ positive leadership/management
behaviors and incorporates those into his/her own leadership style
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Demonstrates the art of inquiry to acquire knowledge; has an innate ability to
know what questions to ask to effectively elicit information
Views own or others’ mistakes as opportunities to improve
knowledge/skillset/behavior, not as abject failure or grounds for poor
performance or punishment
Seizes opportunity to learn something from each person s/he encounters; Actively
chooses the mindset of the Hebrew saying:  – מכל מלמדי השכלתיMiKOL
Mlamdai Hiskalti
Rejects status quo/traditional methods and creates new processes/alternative
methods
Table 7. Continuous Learning Quotes
EXAMPLES
I went to a senior leadership practicum ... I would compare it to an executive MBA … It was fascinating I loved it. I continued to refine my clinical skills and my leadership skills ... – Healthcare Director 1
I signed up all of my directors for training. It was a big commitment of time … we were busy, our volume
was pumping, but I told them, “You are the best of the best and you deserve to be a part of this training
and I will make sure that you are there and I will cover your units so you can go." (After the training) the
directors said to me, "You had our back and you kept our back. Because we watched other leaders come
down in the middle of the morning and pull others out of class … you never came down and got us.” …
What I committed to as a senior leader, I was bound and determined to see it through. – Healthcare
Director 1
I try to emulate or learn from what my role models/mentors did well and incorporate that into my
management style to get the outcomes that I want both for my staff and for my department ... I take it
all in, soak it up like a sponge and pull out the behaviors/values that are most important to me, and use
and continue to refine them throughout my career. – Healthcare Director 1
I had five kids and I put a lot off because I had other requirements and then one day I came home, and I
said to my husband, "I'd like to put the degree behind the scholarship." It doesn't do well just to have the
knowledge without the degree, and he said to me, ‘Go for it.’ And I did … and it was wonderful ... –
Healthcare Director 10
After three years in the role, it (my marketing knowledge) was not sufficient anymore to move up … that's
why I decided to go to X school because it was a better marketing school. I did my master’s with them
and … the real benefit was improving my knowledge, learning about marketing and trying to capitalize
on the change from a tactical role to a strategic role when I went back to Company X. So, the big
transformation in what really affected my career was the decision itself to go back to school. Because
otherwise … I can't imagine my career without this choice. – Manufacturing Director 10
I knew what questions to ask. I have an innate ability to see the issues. I can learn what I need to learn. –
Manufacturing Director 4
I went to the X center for executive leadership development … it was a seminal event in my life when I did
that because in many respects, it allowed me to continue my career growth … I became better at
understanding myself. – Manufacturing Director 4
I made more mistakes than I care to remember, but learned from them … – Manufacturing Director 6
While I may have taught others several things, I've also learned from them, as well. I love learning, and I
have to learn every day otherwise I'm not going to be successful. Every day I realize how dumb I am; the
more you learn, the less you know. I get dumber every day because I know more, I know how much I don't
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know … I'll learn from the lowest level, or the highest level. Sometimes your best lessons come from your
peers, or your subordinates. – Manufacturing Director 6
I started out in a fairly good-sized pharmaceutical company, and it was just, the world was my oyster. I
could see everything going on, and trying to figure everything out, and just learning as much as I can,
trying to emulate people that I knew were successful. – Manufacturing Director 9
To me, it's learn as much as you can, observe as much as you can, because it's those learnings that will
prepare you for when an opportunity occurs … – Manufacturing Director 9
I think it’s kind of my nature, just being curious, just looking to see everything that was out there …
Nobody’s perfect or infallible - that’s quite a big learning ... The big effect for me, is the desire to keep
learning, to keep developing, to keep challenging myself – Professional Services C-Suite 2
I went back to get my BSN at University of X. I had always been interested in furthering my education …
so I transitioned then from my BSN, went on and got my MSN from University of X. I got my MBA from
University of X. – Healthcare Director 6

Finding 2: Environmental Aesthetic, 39% (O) 31% (A) – See Table 8 for
interviewee quotes. The intent is to create an intentionally healthy environment, to the
extent that the psychological constructs of safety, protection, and caring exist within this
environment. This is often represented through the use of familial terminology, creation
of a positive, friendly culture, demonstration of altruistic/helping behaviors, creation of a
‘safe’ space, and provision of protection or ‘air cover’ from superiors. It is indicated
when a person:
a) Demonstrates desire to protect employees from upstream retaliation in the
form of punishment for mistakes/failures
b) Uses familial and/or friendship terminology to describe the organizational
environment and employees for which s/he has responsibility or with whom
s/he works
c) Creates a ‘safe’ space for employees to explore and test out new processes and
behaviors without fear of failure
d) Seeks voluntarily to help others or ‘go the extra mile’, without any
expectation of reciprocation
e) Creates a positive, caring culture in which people want to work; people are
attracted to the organization primarily due to this culture
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Table 8. Environmental Aesthetic Quotes
EXAMPLES
When I look back, one of the pivotal things of my life was being a mom. This job lets me continue to do
that in a different fashion … it is key for me to be that protector. I can still do that in my job … If it’s
safety, making sure I don’t have people standing on towers out there they’re not supposed to be
standing on. If it’s people, making sure the straps don’t have frays in them before they lift a tool up or
slip on the oil lids on the floor … I still have that protection mode and I’m allowed to do that here … It’s
respected, it’s encouraged, and it’s appreciated – Manufacturing Director 1
He said, ‘you protect mother company and she’ll protect you’. – Manufacturing C-Suite 3
Here we’re a new institution … as far as nursing and the collaborative effort here between the disciplines
- it's just wonderful … it's really a family more than an institution. There's nobody if you stopped them
that wouldn't help you. – Healthcare Director 10
When you create a culture, people will come. We're unheard of by most people that we recruited, and if
you build the culture, that's what people want to come for … we have a culture where people feel
respected, they feel appreciated, they feel like a part of something special, they feel like a part of the
family, and people want to work for that. I think that's what it taught me … you just need to create culture
and have the right people in place, and magic happens. – Manufacturing Director 9
I had a boss there who was extremely supportive. He and I became good friends as well … he just let me
run with things and stub my toe and that was okay. I felt safe even though it was a very tense
environment ... I felt safe trying different things out. – Professional Services C-Suite 2
More so Leader X than any of the other leaders because he's a great family guy. Super kind and caring
… goes the extra mile for just anybody that he needs to … at the same time to have somebody like that,
that really is ... going the extra mile, that's extra special. – Professional Services Director 3
I think the world was created for people to be better people. You're allowed to make mistakes.
Everybody makes mistakes, but from those mistakes, you really have to learn and become a better
person. – Healthcare Director 10
One of the most defining moments in my life was at the hospital at 11:30 at night. There was a very,
very, very, very, very ill woman and I'm just holding her hand because you don't want going to the next
world to be alone. You want them to be with somebody. She takes my hand and she opens her eyes and
she says to me, "Honey, it was like a blink of an eye," and then she closes her eyes and goes to the next
world. The woman expired, and I'm left by myself thinking, she knew that this was important for me to
hear – ‘it's like a blink of an eye’ … I've always remembered that no matter how fast of a pace you're
going, you have to stop, and you have to talk to somebody … it's a blink of an eye if you talk to
somebody and you're with them, then for even a split second, you make yourself and the person better.
– Healthcare Director 10
I really care about my people … and when you establish a relationship and you care about the people, I
think that's really the key. – Healthcare Director 10
There were a lot of people in that unit who were looking for you to make a mistake, or to make you feel
stupid, but luckily, I had these people that I could go ask questions to and … I always felt it was a safe
haven to ask them questions. – Healthcare Director 2

Finding 3: High Integrity, 39% (O) 38% (A) – See Table 9 for interviewee
quotes. The intent is to do the right thing, even when the right thing is challenging or
difficult and/or could result in personal or professional loss or damage. This is often
represented through ‘taking the high road’, choosing to be honest rather than deceitful,
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traveling the long path when a shortcut would be more efficient, and/or losing face when
saving face would be more respected. It is indicated when a person:
a) Chooses to tell the truth despite potential retaliation or harm to personal or
professional reputation
b) Opts to act in a moral or ethical way when the opposite would result in larger
personal or professional gains
c) Decides to do the right thing, particularly when it is more difficult or painful
than doing the wrong thing
Table 9. High Integrity Quotes
EXAMPLES
I thought to myself: ‘You've got a choice to make right now. You can say exactly what happened, or you
can two step and dodge around the truth’. I told him, "I blew it - I thought the date was the 31st, but it
was the 1st, I didn't write it down on the calendar and because of that we didn't make the deadline” –
Healthcare Director 4
I had a young guy who was my patient … he went down for abdominal surgery, and basically he was an
open and shut - he was just riddled with cancer - it was awful. Young guy, young family. His wife said to
me, "I don't want him to know that he's got cancer. It will devastate him.” And I'm thinking, ‘but when
he comes around, he's going to want to know how the surgery went’. I didn't know how to handle it, so I
went to my supervisor and shared the situation. She was very, very stern, had this gruff look and said,
"Dear, you need to go and ask his wife, ‘when he wakes up do you want me to tell him the truth, or do
you want me to lie to him’? Because that's going to set the ground rule that he's not going to trust us for
the care we're giving him if we lie to him." I went back, and I did that … I've used that a lot - it's really,
really helped. Because it's very awkward when it's your boss or somebody even higher, and you're like, I
know what I want to say, but should I? – Healthcare Director 6
I do think there was an empathy and a compassion for the patients that again maybe you don't see in a
larger more urban area that's a little more transient … but I think it’s more about just trying to do the
right thing. – Healthcare Director 7
I think that's owning up, you know, it's like when you're little and your mother says, "Which one of my
angels got dirt all over this new white towel?" It's like, "Mom, it was me." "Okay, I just wanted to know
who it was." Rather than saying "I don't know" and having someone get upset, you should just own up,
fess up … lead by example. – Healthcare Director 8
Never, ever forget your moral compass because that is what carries you through; that is what makes you
genuine. Never do any shortcuts on what you know is right … never ever compromise it. When you start
to compromise it, you see people actually getting into a lot of trouble. You just have to say no. If you say
no at the right time, you will always get respected … I saw a lot of good people fail on the moral compass
thing … they actually went under the bus because of that, so again, never do it. – Manufacturing C-Suite
1
There was a very complex dynamic and the business head in Country X was a despot, but I didn't care …
I'm perfectly comfortable with losing my job on a point of ethics or morals. – Manufacturing Director 4
One of the things I learned from that situation is the only thing I have is my reputation, so I will do a good
job, I will stay out of the gossiping …Ultimately, I have to stay true to who I am and what I'm doing and
what I'm supporting … that's how I've always carried myself, especially in difficult situations. –
Manufacturing Director 7
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There are still rules that I live and work by … Number one is, just do the right thing. Always do the right
thing. When you're making decisions, do it right: don't try to cut corners, don't try to lie, cheat or do
something that isn't right - just do the right thing. The right thing at work and the right thing in life is the
same thing - it's simple. I think you've got to be able to sleep pretty well at night, knowing that you did
everything that you could, and you did it in the right way. – Manufacturing Director 9
The whole team was in an uproar, you would have thought I had brought loaded guns into the office and
threatened everyone’s lives with this particular incident … So, I just wrote a really candid email to the
office … and said I’m very sorry I screwed up, this won’t happen again. I’m taking this very seriously, and
hope you’ll forgive me. One of the partners told me that’s the most honest email he’d ever gotten at this
company before … Simply admitting I screwed up and that I’m not going to try to cover it up - that’s my
style of communication but it can get me in trouble too because I might tell people something that other
senior management team members don’t want me to be telling because I think it’s important to tell, but
maybe somebody else doesn’t.– Professional Services C-Suite 2

Finding 4: Known Competencies – Based on the 15 known competencies
described in the ESCI-U competency codebook, the 31 interviews, and the 329 coded
behavioral events for both outstanding and average performance groups, the following
competencies appeared as potential effectiveness differentiators. Organizational
Awareness 67% (O) / 23% (A), Achievement Orientation 78% (O) / 54% (A), Emotional
Self-Control 39% (O) / 15% (A), Teamwork 39% (O) / 15% (A), and Emotional SelfAwareness 56% (O) / 38% (A) had the top five most significant gaps between overall
outstanding and average performers. Organizational Awareness had a 44% gap between
the two groups, while the next three competencies (Achievement Orientation, Emotional
Self-Control, and Teamwork) each reflected a 24% gap between the two sample groups.
With a 17% gap, Emotional Self-Awareness rounds out the top five potential
differentiators. Within the Outstanding C-Suite and Director/VP groups, the following
competencies had the most significant differences: Organizational Awareness 100% (O) /
14% (A) had a gap of 86%, Teamwork 75% (O) / 14% (A) reflected a gap of 61%,
Achievement Orientation 75% (O) / 21% (A) and Emotional Self-Awareness 75% (O) /
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21% (A) each displayed a 54% difference, while Emotional Self-Control 50% (O) / 14%
(A) held fifth place with a gap of 36%.
Discussion
My research seeks to understand what types of developmental activities,
competencies or experiences have contributed to leader success. I interviewed 31
individuals within four organizations, three industries (healthcare, manufacturing, and
professional services), and two performance groups (outstanding and average) in an effort
to understand what competencies differentiated outstanding from average leaders. My
observations reveal several key themes and competencies which appear to enable and
differentiate outstanding leaders from average leaders. Further, the key themes enhance
and positively reinforce one another, leading me to posit a conceptual model of executive
performance differentiators for this study. See Figure 7 for the model.
Figure 7. Conceptual Model of Executive Performance Differentiators
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Theme 1: Lifelong Learners
Research results suggest 72% of outstanding leaders at both the C-Suite and
Director/VP levels reflect a high priority and extended focus on learning and education,
to the extent that the majority describe themselves as ‘life-long learners.’ At the C-Suite
level, results demonstrated 100% of outstanding leaders actively pursue formal and
informal learning opportunities and consider it a top priority for themselves and their
direct reports, whereas only 64% of the outstanding performing Directors/VPs do the
same. This interesting finding could perhaps explain in part how leaders experience
career progression from the Director/VP level to the C-Suite level, but this would be the
focus for additional research. Furthermore, this finding could also reflect a positive
reinforcing learning loop as well as the potential impact of differences in neuroplasticity,
neurogenesis, and individual learning agility throughout a leader’s career journey, which
could be interesting foci to inform future streams of research. Finally, variables such as
the learning modality, timing, frequency, and stickiness could also be responsible for the
variance in career level attained but would need additional research to validate this
hypothesis.
Furthermore, the study results suggest two distinct apertures to the leaders’ focus
on learning. One lens appeared to be ‘self’-referent versus ‘other’-referent. In other
words, outstanding leaders prioritized and focused on their own learning experiences as
well as the learning opportunities of others; particularly those in a direct reporting
relationship or in a formal/informal mentoring relationship. This focus on what could be
termed learning circles reflects Argyris’ work on Organizational Learning and Senge’s
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work on a culture of learning. Examples of this ‘self’ and ‘other’ learner lens are
referenced in the discoveries section under theme one.
The second aspect of the learning focus revolves around an intrinsic versus an
external motivation and ownership of the learning activity. My research suggests that the
outstanding leaders motivate themselves and intrinsically drive these learning
opportunities. More specifically, the learning activity isn’t imposed upon the leader by an
external entity, i.e. the HR Director of Learning and Development or the Chief Learning
Officer. Some of the leaders I spoke with mentioned a laser focus and priority on
education stemming from their parents during their formative years and could be why as
adults they continue to place a strong emphasis on education, but further research could
be conducted to confirm or reject these hypotheses. Moreover, this supports Boyatzis’
Intentional Change Theory to the extent that leaders further pursue their ideal self
through gaining additional learning and knowledge, thereby shaping their leader identity
and filling their leader toolbox through a culture of learning and self-development. The
intrinsic versus an external motivation and ownership of the learning activity seems to tie
with existing literature and prior research in the domains of Leadership Development,
Adult Learning Theory, and Self-Efficacy, to name a few.
Theme 2: Environmental Aesthetic
My study results demonstrate that 50% of outstanding C-Suite leaders and 21% of
outstanding Directors/VP leaders focus on creating what I have termed the environmental
aesthetic. The environmental aesthetic includes the psychological constructs of safety,
protection, and caring, which manifest as a safe space to take risks, to test new
processes/procedures, and provide protection from punishment or retaliation from
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superiors, also known as ‘air cover.’ Additional examples of this positive environmental
aesthetic are referenced in the discoveries section under theme two.
My research reflects that leaders who create this environmental aesthetic for their
subordinates often demonstrate altruistic/helping behaviors without any expectation of
reciprocation, and create a positive, caring culture which attracts people to the
organization. In the same vein, one would expect a positive, caring culture which attracts
people to the organization to be positively correlated with low organizational attrition and
turnover. Additional research could be conducted to further explore a potential positive
correlation between the environmental aesthetic and organizational attrition and turnover
rates.
For the percentage of outstanding and average leaders in my study who create this
environmental aesthetic, the research suggests several potential rationales. First, the
intentional creation of this positive, caring environment is intrinsically-motivated; it
fulfills a psychological and perhaps even parental-type need to protect those for whom
they are responsible. Second, the altruistic nature of selflessly giving to others in the
workplace satisfies their need to give to and authentically care for others. This is notable
given a traditional workplace culture focused on results as opposed to people. Third, the
opportunity to provide comfort and support to those around them is a calling, an
opportunity to better one’s self and soul, and tends to be tied to their personal religious
beliefs.
An interesting dimension to the leader’s intentional creation of the environmental
aesthetic is to consider this as a leadership strategy which relies on emotional appeal
through a relational approach. Outstanding leaders referred to the organization in terms of
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family and used familial and/or friendship terminology when describing the overall
organization, workgroups/teams, or individual colleagues. This relational framing in
terms of family and friendship promotes and further solidifies a foundation of trust and
positive energy resulting in a relationship-focused leadership approach. As alluded to
above, most traditional workplace cultures focus on results as opposed to people, but
when leaders focus on relationships, organizational performance improves.
Further building on the conceptual model of performance differentiators
mentioned above, the Environmental Aesthetic enables the trilogy of satisfied
psychological needs to trigger PEA (Positive Emotional Attractor), ultimately resulting in
neurogenesis. The creation of new neurons, in turn, engages the parasympathetic nervous
system, which creates further openness to learning and self-development.
Theme 3: Awareness of Others and Self
My research suggests there are two competencies which positively impact leader
success and indicate a duality of awareness focus—an Emotional Intelligence awareness
of self and a Social Intelligence awareness of others within the organizational context.
Study results reflect that 100% of Outstanding C-Suite leaders displayed organizational
awareness. In addition, 75% of these same leaders displayed awareness of self. The gap
between the outstanding and average leaders was significant: a 100% gap for the
organizational awareness gap and a 25% gap for the Emotional Self-Awareness.
Understanding how their own emotions impact others, and how emotions and
relationships impact the broader organizational dynamic appears to be a differentiator for
outstanding leaders at the Director/VP level and the C-Suite level. Zero percent (0%) of
the outstanding leaders at the Director level reflected Organizational Awareness and just
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25% of them related incidents that reflected Emotional Self-Awareness. In addition, the
Emotional Self-awareness competency reveals a tendency to be self-reflective, a trait
seldom evidenced by the average leaders in my study.
This dual focus on self- and other-awareness further builds on the conceptual
model of performance differentiators mentioned above by enabling both the
environmental aesthetic and learning. Given improved understanding of organizational
dynamics through social intelligence, the leader can continue to nurture a positive culture
and environmental aesthetic. Improving self-awareness through enhanced emotional
intelligence enables the leader to further build his/her knowledge and skills to
dynamically lead others in an impactful and positive environment.
After reviewing and theming the observations, I conducted additional literature
review to identify relevant theories and inform my thinking within the domains of Adult
Learning, Intentional Change Theory, Neuroplasticity, LMX, Relational Transparency,
Affect, Resonant Leadership and the RCS model (Rochford & Boyatzis, 2016) to better
understand how and to what extent this study’s findings either support current thinking
and research or reflect a new dimension to enhance existing theories.
Implications for Future Research
To begin, this study contributes to the leadership development literature by
providing an important empirical study in a real-life organizational setting with executive
leaders versus a simulated lab setting with MBA students.
Second, of the 31 executives interviewed, 90% (28) mentioned having at least one
coach and/or mentor throughout their lives, while 71% (22) had two or more coaches
and/or mentors. The 10% (4) leaders who did not mention the presence of a coach or
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mentor all fell into the average performing category. The presence of a coach also served
as a key theme within this phase’s study. Future research could seek to better understand
any connection between executive-level outstanding and average performers and how the
presence or absence of a coach or mentor impacts the interpersonal relationship and
leader effectiveness.
Third, as reflected in the discussion section, study results demonstrated 100% of
outstanding C-suite executives actively pursue formal and informal learning
opportunities, which appears to have positively impacted their career progression. Future
research could investigate how leaders progress from the Director/VP level to the C-Suite
level through the mediating variable of developmental opportunities. In addition, my
research suggests that the outstanding leaders motivate themselves and intrinsically drive
these learning opportunities. Future research could also explore the impact of and drivers
behind the leader’s ownership and motivation of the learning opportunity. Other
mediating and moderating variables for these future streams of research could include
differences in neuroplasticity, neurogenesis, and individual learning agility throughout a
leader’s career journey as well as learning modality, timing, frequency, and stickiness.
Fourth, when informed they were nominated as a senior leader within their
respective organizations, multiple leaders asked if they were in fact leaders, which posed
the intriguing question of leader identity being self-assigned or assigned-to-self by an
external entity. Of the leaders who posed this question, all of them were in the average
performer category. Future research could probe deeper into leader identity to better
understand how the construction and external imposition of leader identity impacts a
leader from both a psychological and a performance standpoint.
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Implications for Practice
My study results show that 100% of outstanding C-Suite leaders place a strong
focus on learning and self-development, reflecting learning as a key differentiator
between average and outstanding performing executives as well as between the
Director/VP and C-Suite levels. Not only does the learning impact both personal and
professional dimensions for the executive, but it is also proactively sought out, selfdriven and intrinsically motivated. Furthermore, the executive also actively supports
learning opportunities and promotes a culture of learning for his/her direct reports. Those
responsible for executive development should explore ways to refocus the learning
ownership lens and empower executives to drive their own learning and self-development
opportunities.
Second, data suggest that creating an environment in which followers feel
psychologically safe, protected, and cared for can have a significant impact on the
effectiveness of organizational leaders. This study’s statistics show that 50% of
outstanding C-Suite leaders and 21% of outstanding Directors/VP leaders create these
types of environments, which also appear to be positively linked to low organizational
attrition. My study showed that for the four organizations in the study, overall average
tenure per employee was 9.5 years, but when adjusted for the four-year-old start-up
company, the three organizations averaged 13 years tenure per employee. Organizations
should consider providing support for their executives to create a positive environmental
aesthetic, which in turn may result in performance gains, positive organizational culture,
and lower attrition.
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Third, outstanding leaders in my study used familial and/or friendship
terminology when describing the overall organization, workgroups/teams, or individual
colleagues. This relational framing in terms of family and friendship places the primary
focus on people, and prior research by Boyatzis et al. has shown that when leaders focus
on people and relationships, organizational performance improves (Goleman, Boyatzis, &
McKee, 2013). Further extending this logic, executives should reflect on how they
currently refer to and interact with their organization, workgroups, and colleagues to
better understand how their behaviors/actions are driving intended (or unintended)
consequences.
Fourth, outstanding leaders successfully maintain a duality of focus as it relates to
themselves, their direct reports and their environments. This dual focus reflects mastery
of both Emotional and Social Intelligences and can be seen in how leaders approach
learning for themselves and for others, how they create a positive environmental aesthetic
for themselves and for others, and how they interact within their workgroups and the
organization as a whole. This finding suggests that executive developmental
opportunities should include a focus on building and growing both Emotional and Social
Intelligences to enhance leader’s performance and career progression.
Last, but not least, for the 90% of leaders in this study who mentioned the
presence of a coach or mentor during their interview, 64% fell into the outstanding
performing category. Additional empirical research needs to be conducted to further
support the impact of a coach on leader effectiveness, but this phase’s observations
suggest that the presence of a coach or mentor in an executive’s life may positively
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impact effectiveness. Organizations are therefore encouraged to explore the possibility of
adding an external coach to their executive leadership development suite of offerings.
Limitations
As with any qualitative study of this nature, certain limitations should be noted.
First, my sample originated from just four organizations, two of which were solely U.S.based and thus, these discoveries may not be generalizable to global audiences. A second
limitation concerns the study’s sample population of 31 leaders holding director-level and
above roles. I recommend that a similar study be conducted with “Outstanding” and
“Good” performers at non-executive organizational levels to understand how and to what
extent that role variable might impact these discoveries. This study purposefully did not
provide clear definitions of “Outstanding” and “Good” performers when soliciting
nominations from organizational leadership to reduce potential bias in participant
selection as well as the direction of responses to interview questions.
In addition, study participants mainly represented small- to medium-size private
organizations in both profit and non-profit spheres and therefore may not be
representative of large, for-profit, public corporations. It should also be acknowledged
that I have extensive executive management, coaching and consulting experience that,
despite conscious efforts to control for bias, may have affected my data collection and
interpretation. Finally, this study relied on respondent’s recollections of lived experiences
that occurred over several decades, so there is a possibility of poor recall or faulty
interpretation of those lived experiences. However, I posit that these lived experiences
positively impact the validation process.
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Conclusion
The complexity inherent in today’s dynamic business environment will continue
to grow at the same time the pace of change continues to accelerate. These dynamic
conditions require agile executive leaders who can maintain a duality of focus to craft
strategies suitable for current market conditions. The existence of a coach, continuous
learning, environmental aesthetic, and duality of awareness are the key aspects of my
discoveries. These themes, skills and behaviors prevailed for outstanding leaders over
average leaders, which could lead to a better understanding of the foundational ESCI-U
competencies and attributes needed to be an outstanding performer at the C-Suite or
Director/VP level. My analysis suggests that this unique blend of competencies, themes,
and behaviors enable leadership effectiveness within the healthcare, manufacturing and
professional services industries.
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CHAPTER 3: UNDERSTANDING DRIVERS OF COACHING RELATIONSHIP
QUALITY: THE RELATIONSHIP BETWEEN RELATIONAL CLIMATE AND
PERCEIVED QUALITY OF EMPLOYEE-COACHING RELATIONSHIP
Introduction
As part of their formal leadership development programs, organizations
frequently rely on executive coaching to help develop leaders. Coaching is the fastest
growing approach to development and is expected to replace training in years to come
(Boyatzis, 2016c). However, despite its popularity, little is known about how the
relationship between a coach and an executive leader develops and what factors
contribute to a quality and effective coaching engagement. This lack of clarity may be
due in part to the dearth of scientific studies on the antecedents, process, and outcomes of
executive coaching, revealing significant gaps in the literature and in practice.
My motivation for focusing on executive coaching with an executive-level
population originates from over two decades of working with executives to realize
change, the ability of executives to positively influence the behaviors of those around
them, and the desire to offer an empirical study which fills a distinct gap in the literature.
There are relatively few empirical studies which examine the relationship that
develops between the coach and the executive leader (defined as a client for this study)
during executive coaching (Baron & Morin, 2009; Kampa-Kokesch & Anderson, 2001).
Two studies on executive coaching have identified the coach-client working relationship
as one of the key variables of the coaching process (Kampa-Kokesch & Anderson, 2001).
There are no studies that have examined the determinants of the coach–client working
relationship (Kampa-Kokesch & Anderson, 2001) and consequently to my knowledge,
this is the only study to address the relational climate between a coach and executive
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leader. Furthermore, given that recent research shows a clear relationship between
outstanding leaders’ performance and a purposefully-crafted relational climate (Nash,
2015), it is important to understand the factors that create effective relational climates.
Understanding these factors will assist executives in attaining outstanding performance
through coaching interventions. Therefore, this paper has three primary goals: 1) to
understand the factors that contribute to crafting a quality and effective coaching
relationship; 2) to address scholarly gaps in past research regarding the relationship
between a coach and client; and 3) to provide clarity for practitioners how to better
address, leverage, and realize an executive coaching relational climate.
The concept of relational climate can be described as a relatively stable collective
structure that represents the socio-emotional atmosphere that is created and maintained as
people interact in a dyadic relationship, team, or organization (Rochford, 2015). This
definition builds upon Schein’s symbolic interactionist approach, which claims that
shared meanings and perceptions emerge primarily as a result of the interactions that take
place in in a given environment (Mead, 1934; Schein, 1985). Furthermore, consistent
with the social interactionist approach, relational climate is conceptualized as a collective
structure given the interactions of people within the developed and maintained socioemotional and relational space (Allport, 1962). Boyatzis and Rochford (2015) took these
multi-layered concepts of individuals, shared meaning, and socio-emotional interactions
and created the multi-dimensional construct of relational climate in their Relational
Climate Scale, which includes the three facets of shared vision, compassion, and
relational energy.
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The hypothesized model displayed in Figure 7 links the three dimensions of
relational climate (RCS) to the perceived quality of the employee coaching relationship
(PQECR). In the next section, I will explore the theoretical basis for the model and
provide support for the hypothesized relationships between the independent variables of
shared vision, compassion and relational energy with the dependent variable of perceived
quality of employee coaching relationship.
Figure 8. Hypothesized Model

Theory Development and Hypotheses
Research on how executive leaders developed in their careers continues to
highlight the presence of one or more coaches, mentors or similar individuals who helped
them throughout their journeys (Goleman, Boyatzis, & McKee, 2004; Kram, 1985;
McCall, Lombardo, & Morrison, 1988). In addition, research on how coaches create
quality relationships with their clients points to an underlying foundation of emotional
intelligence with a strong focus on interpersonal relationship building (Goleman et al.,
2004; Grant, 2007). Given that executive leaders often serve as a coach or mentor for
their direct reports, I also refer to recent research which suggests that outstanding
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executive leaders intentionally craft a positive relational climate with their direct reports
(Nash, 2015). Despite the apparent interconnections between these areas of executive
leaders, coaching, and relational climate, the role of relational climate as an antecedent of
perceived coaching relationship quality is understudied.
Therefore, to fill this gap and explore the role that relational climate plays in
coaching relationship quality, this study seeks to establish direct relationships between
the three dimensions of relational climate and perceived employee coaching relationship
quality as follows: 1) shared vision and perceived quality of employee coaching
relationship; 2) compassion and perceived quality of employee coaching relationship; and
3) relational energy and perceived quality of employee coaching relationship.
Gregory and Levy (2011) propose four dimensions which epitomize high-quality
coaching relationships: genuineness of the relationship, effective communication,
comfort with the relationship, and facilitating development. This study uses the scale
developed by Gregory and Levy to assess the perceived quality of employee coaching
relationship (PQECR) and also uses this definition of quality with regard to coaching.
Multiple researchers suggest that a quality coaching relationship is essential for
effective coaching outcomes (Baron & Morin, 2009; Van Oosten, 2010). Effectiveness of
executive coaching is likely dependent on mutual agreement on the goals that are to be
attained, the paths to attaining them, and an executive’s level of interpersonal comfort
with the coach (Kampa-Kokesch & Anderson, 2001). This phase of research uses this
definition of effectiveness when referring to effective coaching.
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Relationship between Shared Vision and Coaching Relationship Quality
For this study, shared vision is defined as the extent to which a coach and client
share a common mental image of a desirable future state that provides a basis for action
(Boyatzis & Rochford, 2015). In the coaching literature, there are substantial studies that
suggest a quality coaching relationship is essential for effective coaching outcomes
(Kampa-Kokesch & Anderson, 2001; Kampa & White, 2002; Kilburg, 2001; Lowman,
2005). When a coach creates a quality relationship with their client, this positive
relational climate creates environmental conditions for trust, communication, and shared
understanding to flourish. Through this environmental aesthetic, open dialogue leads to a
common mental image of a desired future outcome. I argue that for the quality coaching
relationship to be effective, the coach must understand, support and share in the client’s
desire to strive for their future outcome or vision.
Hypothesis 1. Shared vision is positively related to Perceived Quality of the
Employee Coaching Relationship (PQECR)
Relationship between Compassion and Coaching Relationship Quality
The extent to which a coach and client notice the other person as being in need,
empathizes with him or her, and acts to enhance his or her well-being in response to that
need is the definition of compassion for this study (Boyatzis & Rochford, 2015). Coaches
who demonstrate a compassion approach have been shown to be more effective in
enabling client behavior change, as the compassion approach activates the client’s
parasympathetic nervous system (PSNS) and engages the positive emotional attractor
(PEA) to drive behavioral change (Boyatzis, Smith, & Blaize, 2006). I argue that for the
quality coaching relationship to be effective, the coach and client must demonstrate
compassion for and with one another.
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Hypothesis 2. Compassion is positively related to Perceived Quality of the
Employee Coaching Relationship (PQECR)
Relationship between Relational Energy and Coaching Relationship Quality
Relational energy is defined for this study as the locus of energy between the
coach and client which results in feelings of positive arousal, aliveness, and eagerness to
act (Boyatzis & Rochford, 2015). This vibrancy of energy and emotion between the two
parties is what contributes to the positive relationship aesthetic and enables positive
behavioral change on the client’s behalf, as it ignites the PEA and subsequently the PSNS
as mentioned above (Boyatzis et al., 2006). I argue that for the quality coaching
relationship to be effective, the coach and client must experience vibrant, positive energy
when interacting.
Hypothesis 3. Relational energy is positively related to Perceived Quality of the
Employee Coaching Relationship (PQECR)
Methods
Data Collection
I collected quantitative responses from 293 executives (Director, Vice President,
or CxO) from July 2016 through November 2016. To gather this data, I used two
different approaches: personal networking and panel data obtained through
Qualtrics.com. My personal networking approach garnered 143 respondents, while the
panel attracted 150 respondents. This quantitative survey was designed to collect
information regarding an executive’s perceived experiences with a Coach/Mentor
throughout his/her life. The Coach/Mentor individual is generally defined as someone
who works with a Leader to effect positive, behavioral change, improve performance,
and expand skills. This individual could be a life coach, an amateur or professional sports
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coach, an executive coach, a business mentor, or anyone who is viewed as a
coach/mentor in the Leader’s life. My goal for this study was to obtain a greater
understanding through quantitative means on how the relational climate and key
individuals such as coaches impact leader effectiveness—findings which resulted from
the 2015 qualitative study.
Survey Process
Respondents were advised of privacy considerations and were asked to provide
consent for survey participation. Respondents’ IP addresses were captured by Qualtrics as
part of their survey participation. Respondents received an e-mail invitation link to the
online survey, and anonymously completed the survey at a time and location of their
choosing. Respondents who were part of the panel received a small incentive for
participation after completion, whereas the respondents who were part of my personal
network outreach efforts received no incentives. Based on the pilot survey, the estimated
survey completion time was approximately eight minutes. Given my knowledge of how
scarce executives’ time is, this survey was specifically designed to incorporate 50 items
into 25 grouped items, thereby offering a positive aesthetic of brevity and perceived
successful completion without excessive time investment on the executive’s behalf.
Qualtrics provided 150 panel responses for the study using the following two
criteria: 1) Executive’s role must be Director-level, Vice President, or CxO level and 2)
currently have or had a Coach/Mentor at some point in their life. A pilot test by Qualtrics
resulted in 23 test observations with poor-quality responses, such as partials and extreme
speed of completion. These responses demonstrated a need for several filters to be
included for the online panel respondents. The following filters/checks had as objectives
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to maintain data integrity and validity, to not compromise the co-investigator’s corporate
affiliation, and to ensure quality responses:
1) Excluded sending the panel request to anyone in the consulting industry
2) Deleted partial responses from the panel
3) Added a new consent text question for panel respondents which excluded any
mention of incentive or compensation for participation
4) Added a speed filter to screen out those who spent less than 240 seconds in
the survey
5) Added a reverse statement in two different matrix tables that only displayed to
the panel sample. For example, if the normal and the opposite statement were
both answered on either the left side (1-3) or the right side (5-7), respondents
were screened out for not reading the statement with care
Survey Instruments
The survey instrument consisted of 50 items total and used two established scales
from the literature as well as demographic questions. Scale items included 24 items
adopted from the Relational Climate Scale (RCS) (Boyatzis & Rochford, 2015) and 12
items adapted from the Perceived Quality of Employee Coaching Relationship (PQECR)
(Gregory & Levy, 2011) scale, along with 14 socio-demographic questions. Respondents
answered survey questions via text options in drop-down boxes or 7-point Likert-scale
options using radio buttons.
Sample
My overall sample population focused on executives at the Director, Vice
President, or CxO levels who had or currently have a Coach or a Mentor in their life for
this research study. The population sample included males and females and was industry
and function agnostic. To qualify for participation, respondents were required to answer
affirmatively to the following two criteria: 1) currently have or have had a Coach/Mentor
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of any kind at any point (Sports, Life, Business, etc.) in their life, and 2) must be or have
been in an executive level or above role (Director, Vice President, or CxO). I combined
the two samples described above (personal networking and panel) to obtain an initial total
sample population of 293.
Constructs and Measures
The Relational Climate Survey (RCS) developed at Case Western Reserve
University by Boyatzis and Rochford contains the three constructs of Shared Vision,
Compassion, and Relational Energy, which serve as the three Independent Variables for
this study. These variables were measured via 24 survey items using a seven-point Likert
scale (Boyatzis, 2016a; Boyatzis & Rochford, 2015).
The Perceived Quality of the Employee Coaching Relationship (PQECR)
developed by Gregory and Levy and combined with the RCS for the first time in Van
Oosten’s work contains one construct entitled Quality of Coaching Relationship which
serves as the Dependent Variable for this study (Gregory & Levy, 2011; Van Oosten,
2013). This construct is measured through four dimensions as follows: genuineness of the
relationship, effective communication, comfort with the relationship, and facilitating
development. This variable was measured via 12 survey items using a 7-point Likert
scale. The 14 socio-demographic questions in the survey were measured using scales
appropriate for each question, such as yes/no or months/years of organizational tenure,
number of times met with a coach, etc. I calculated Cronbach’s alpha (α) to determine
reliability (Hair et al., 2010).
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Data Analysis
The initial survey results containing 293 responses were downloaded from the
online survey instrument via Excel and imported into SPSS. Hair’s guidelines require 20
observations per variable, so my study necessitated 80 responses (4 variables x 20
observations). The initial sample size of 293 exceeded that threshold, so my overall initial
sample size was sufficient (Hair et al., 2010).
Responses to the 50 items under four constructs were examined to understand the
response data’s quality, with multiple items contained under each construct. Each item
was measured on a 7-point Likert scale from one for strongly disagree to seven for
strongly agree. Please see Appendix C for the construct development table containing
details of the 50 items, their grouping under each construct, and their respective wording.
Of the 143 personal network observations included in the 293 initial sample
population, I identified seventeen incompletes; one which did not consent to the Informed
Consent message at the beginning of the survey; fourteen who responded that they had
never worked with a Coach/Mentor before, and five who took less than 240 seconds to
respond to the entire survey. Of the 150 panel respondents, ten took less than 240 seconds
to respond to the entire survey, and twelve failed to answer the two marker variable
questions. As completeness, consent, presence of a Coach/Mentor in one’s life, and
carefully reading all survey questions were necessary criteria for survey participation,
these 47 responses were not included in the dataset, bringing the final sample population
total to 234 (138 panel respondents and 96 personal network respondents).
Given that all survey items less the two marker variable questions required a
response to continue in the survey, there were no individuals missing data exceeding 10%
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of their total responses, which followed the threshold guidelines for missing data (Hair et
al., 2010). I also removed the two marker variable questions, as they were intended solely
for the panel audience to ensure response quality given the incentive at stake. There were
no marker variable questions included for the personal network respondents as they were
not receiving any type of incentive other than intrinsic satisfaction and goodwill for
participating in the survey.
I next reviewed the remaining 234 responses for patterns and found that ten
respondents had answered each item with a Likert value of “7” or “6” respectively. As
this in conjunction with short survey duration times likely indicated unengaged
responses, I deleted these ten respondents’ data as well per Hair’s guidelines (Hair et al.,
2010), resulting in a final sample population of 224 (129 panel respondents and 95
personal network respondents).
I next examined the data for skewness and found all values less than -1, indicating
negative skewness issues per Sposito’s (1983) guidelines. In addition, I found zero items
that exceeded the absolute value of the skewness. Given the kurtosis threshold of 2.2 per
Sposito’s (1983) guidelines, 28 of my 36 items were above this threshold, reflecting
potential kurtosis issues. Further, the absolute value of the kurtosis was greater than three
times the standard error for each item, indicating that the kurtosis was significantly
different from that of a normal distribution (Sposito, 1983). Although departures from
normality increase the likelihood of false positives and could be limiting for the study
(Finch, West, & MacKinnon, 1997; West, Finch, & Curran, 1995), I decided to proceed
based on significance test guidelines for non-normal distributions from Hair et al. (2010).
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Finally, I uncovered no major outliers in the data and proceeded with my Exploratory
Factor Analysis (EFA) analysis.
Exploratory Factor Analysis
SPSS for Windows (Statistics 24.0, 2016) was used to conduct the EFA using the
principal axis factoring method, as it sought the least number of factors to account for the
common variance in this set of variables (Hair et al., 2010). I used the Promax rotation
method since it is oblique (Matsunaga, 2010; Reio & Shuck, 2014) and allows factors to
correlate, which is appropriate for human resource and psychological research
(Matsunaga, 2010; Reio & Shuck, 2014).
Results reflected sufficiently variant data for an EFA with a KMO of .963 and
Bartlett’s test of sphericity statistically significant at the .000 level, thereby indicating
readiness for factorization (Kaiser & Rice, 1974). As my hypothesized model focuses on
executives’ perceptions of their coaching relationships, I ran the EFA for 24 items at the
individual level of analysis holding the initial number of factors at four (since that was
the number of variables in the hypothesized model) and found all factor loadings to be
higher than .4, except for the cross-loaded items. Per Hair’s guidance, I deleted all crossloaded items with differences of less than .2 between primary and secondary loadings and
reran the EFA again (Hair et al., 2010).
With a final KMO of .951 and Bartlett’s of .000 as shown in Appendix D, I ended
with an EFA of 16 items and 4 latent constructs, realized all communalities above .6
except for one item (Q5_1), demonstrated convergent validity through like items loading
together on a single factor and averaging out to meet or exceed .7 for sample sizes greater
than 200 (Hair et al., 2010), and achieved discriminant validity at the item level given
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zero cross-loadings less than .2 difference except for one item (Q5_1). Multiple attempts
to delete Q5_1 and rerun the EFA failed due to an apparent communality of a variable
exceeding 1.0, so I opted to leave it in and address during the upcoming CFA process.
I conducted internal consistency analysis by checking Cronbach’s alpha to better
understand reliability for each exogenous variable. Values ranged from .83 to .96 for each
of the four factors—well above the .7 threshold for reliability (Fornell & Larcker, 1981)
with each variable having three or more items. Given these outcomes, I retained four
factors based on eigenvalues greater than one (Kaiser, 1960) with 76% of variance
accounted for by this model and just four (2.0%) non-redundant residuals.
Confirmatory Factor Analysis
To establish reliability, convergent and discriminant validity for my model, I
conducted a CFA in AMOS by importing the final pattern matrix as viewed in Appendix
E from SPSS into AMOS. I obtained an initial model fit of X2(129)=2.686, p=.000, CFI=
0.948, RMSEA=0.087, PCLOSE=0.000 and SRMR of .0333, with room for improvement
given guidelines from Hair et al. (2010). I inspected modification indices and co-varied
error terms to improve model fit (Kenny, 2011). My composite reliability (CR) for each
latent construct ranged from .90 to .95, exceeding the guidelines from Hair et al. (2010).
Convergent validity was established by calculating AVE, which exceeded .5 for each
factor (Fornell & Larcker, 1981). When I compared the correlations between factors and
square root of the average variance extracted, I found six discriminant validity issues that
were resolved by deleting four additional items from the structural model (Q5_2, Q7_1,
Q5_1, and Q10_2). After this adjustment, discriminant validity for each of the four study
constructs was supported given that each factor’s average variance’s square root (AVE)
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was greater than the correlations between that factor and all other factors (Fornell &
Larcker, 1981). Please see Appendix F with correlations. Final model fit reflected
improved values of X2(69)=2.103, p=.000, CFI= 0.976, RMSEA=0.070, PCLOSE=0.020
and SRMR of .0249. I note the existence of just two items on the relational energy
construct may be a limitation of the study, but I opted to move forward given the model
fit improvements, and existence of construct, convergent and discriminant validity.
I continued the CFA process by investigating common method bias to understand
if shared variance across all items was significantly different from zero (Podsakoff,
MacKenzie, Lee, & Podsakoff, 2003). I compared the regression weights for
unconstrained and fully constrained (zero constrained) models via a common latent factor
and found that the models were not invariant as reflected by significant differences in the
chi-square and degrees of freedom values. This indicated significant shared variance
amongst items; however, due to significant data limitations, I chose to move forward with
the structural equation modeling without including a common latent factor.
Structural Equation Model Analysis
I built a structural equation model in AMOS and then checked for model fit
issues. Given Hair’s guidelines for a study of this sample size, initial model fit was
initially poor with X2(71)=2.525, p=.000, CFI= 0.966, RMSEA=0.121, PCLOSE=0.000
and SRMR of .2175, so I reviewed modification indices to better understand which
relationship(s) could be covaried. After completing these actions, I achieved acceptable
and final model fit per Hair’s guidelines as follows: X2(71)=2.249, p=.000, CFI= 0.972,
RMSEA=0.075, PCLOSE=0.005 and SRMR of .0256 (Hair et al., 2010). Please see
Appendix G for the final structural model.
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Results
Hypothesis 1 predicted that shared vision had a direct, positive effect on
perceived quality of employee coaching relationship. Appendix H shows that, supporting
Hypothesis 1, shared vision significantly directly and positively influenced PQECR (β=
.23, p=.002). My second hypothesis predicted that compassion was directly and
positively related to PQECR. As shown in Appendix H, Hypothesis 2 was supported with
compassion being significantly, directly and positively related to PQECR (β= .31,
p=***). The third hypothesis predicted that relational energy had a direct, positive effect
on PQECR. Appendix H reflects that relational energy had a significant, direct, positive
effect on PQECR (β= .44, p=***) in support of Hypothesis 3. Final SEM model fit was
as follows: X2(70)=2.249, p=.000, CFI= 0.972, RMSEA=0.075, PCLOSE=0.005 and
SRMR of .0256.
Discussion
The overarching purpose of this study was to better understand the factors that
contribute to crafting a quality and effective coaching relationship. Having a better
understanding of what contributes to a quality and effective coaching relationship would
then aid either the coach or the client or both parties in understanding how to
purposefully and intentionally craft such a relational climate. The importance of placing
an intentional emphasis on building a positive, quality, effective relational climate is not
only linked to outstanding individual performance for the executive leader as previous
studies have shown (Nash, 2015), but I posit that it may also strongly influence direct
reports’ performance and behavior within that executive leader’s sphere of influence, so
there may be a positive trickle-down effect.
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I explored from a conceptual basis the key components of relational climate: a
collective structure, a socio-emotional atmosphere, and interactions between people.
These components address multiple facets and considerations of organizational and
interpersonal behavior, including but not limited to, the flow of energy between two
individuals, the patterns of communication, the ways in which shared meaning and
purpose are achieved, the intentional crafting of a positive relationship dynamic,
contextual norms, and fulfillment of each party’s needs. Each of these areas may be
addressed to create a positive relational climate within the context of an effective, quality
coaching relationship.
Furthermore, I believe that the relational climate is not limited to the relationship
between a coach and a client, but may be expanded to include an intentionally-crafted
relational climate between an executive and his/her direct reports, an executive and
his/her superior, or between non-matrixed individuals within an organization, so there are
multiple contexts and scenarios to which this concept of relational climate may apply and
result in significant positive benefits at both individual and organizational levels.
This study’s results suggest that the perceived quality of employee coaching
relationship is directly and positively enhanced by each of the independent variables
empirically tested: shared vision, compassion, and relational energy. Moreover, findings
suggest that shared vision is vitally important to the effectiveness of the perceived
employee-coaching relationship quality; that compassion significantly predicts direct,
positive PQECR; and that the influence of relational energy between the coach and client
is critical to the vitality, relational climate, and engagement of both parties in the coachclient relationship.
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Future Research
This study explored antecedents of a quality coaching relationship through the
lens of relational climate. Given that the data provided was solely from the client’s
perspective, future research could extend the study to include data from both parties in
the coaching dyad, as well as integrate multisource (360°) feedback as an alternative
measure of client performance. It would be interesting to learn if all three of the
significant, positive relationships were replicated in the dyadic scenario.
This quantitative study continued the exploration into the link between positive
relational climate and coaching alluded to from prior research (Nash, 2015), with results
suggesting a significant positive relationship on all three dimensions of relational climate,
the strongest of which centered on relational energy. Based on this quantitative study, it’s
not clear why and how this strong relationship exists, and if I knew more about how and
why relational energy is significantly and positively tied to PQECR, I may be able to
offer more strategic, operational, and tactical steps for practitioners to achieve positive
coaching relationships and successfully realize personal development goals.
The results of either of these future research directions would potentially help
further position executive coaching as an effective executive leadership development
intervention, increase understanding of the antecedents of relationship quality, and realize
leaders’ positive, sustained behavioral change, thereby contributing evidence-based
research to help practitioners in their leadership development intervention efforts. In
addition, either research extension would contribute to gaps in the scholarly literature as
well as contribute to a greater understanding of the relationship that develops between the
coach and the client during executive coaching sessions.
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Practical Implications
To provide clarity for practitioners how to better address, leverage, and realize
quality coaching relationships, I offer the following insights regarding each of the
relational climate dimensions empirically measured in this study: shared vision,
compassion, and relational energy.
The relationship between a coach and client is critical to the importance of the
relational climate between the two parties. To the extent that the coach and client realize
a common mental image of a desirable future state that provides a basis for action, the
coach should place a high priority on eliciting the client’s strategic developmental goals
and desired outcomes from the coaching relationship as part of their initial discussions.
The coach should then ask the client to prioritize these developmental goals and desired
outcomes by time frame (short, medium, long), estimated hours per goal, and required
resources (time, money, people) to complete each developmental goal. This will then
provide the coach and client with a common roadmap to be used to guide future coaching
sessions and ensure desired goals and outcomes are met. These strategic, tactical, and
operational steps will establish an effective shared vision from the start of the relationship
and contribute to the overall perceived, positive quality and effectiveness of the coaching
engagement.
As compassion is a term rarely associated with a corporate environment, those
responsible for leadership development efforts, coaches and/or clients may not be fully
aware of how compassion in a coaching relationship may enable positive relationship
quality as my study suggests. To the extent that a coach recognizes their client as being in
need, empathizes with him or her, and acts to enhance his or her well-being in response to
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that need is how a coach can actively and purposefully introduce compassion into the
coaching process. These three steps may not only contribute to positive PQECR as my
study findings reflect, but may also result in additional benefits, including increased focus
on others, less isolated executive leaders, decreased stress, and increased effectiveness
(Boyatzis & McKee, 2005).
Relational energy provides the coaching relationship with the energy needed to
drive action, support self-efficacy, and create feelings of aliveness. This vibrancy of
energy and emotion between the two parties is what contributes to the positive
relationship aesthetic and enables the client to realize his or her developmental goals, as it
ignites the PEA and subsequently the PSNS. Therefore, to create relational energy, the
coach should activate the PEA state in the client by (1) creating a shared vision; (2)
expressing compassion; (3) combining shared vision with positive mood; and (4)
leveraging playfulness (Boyatzis & McKee, 2005).
Tactical steps to create a shared vision and express compassion have been
previously addressed, while steps to combine shared vision with positive mood can be
accomplished by the coach injecting positive energy into conversations and interactions
with the client and referring to the future shared vision as a reflection of the client’s ideal
self (Boyatzis & McKee, 2005). In addition, the coach can intentionally craft an
environment conducive to positivity by playing contextually-appropriate music in the
background (Evans, 2002), eliminating external distractions, turning off cellular devices
during the coaching sessions, and proactively managing the physical meeting space’s
colors, textures, and light during the coaching sessions. The coach can leverage
playfulness into the coaching relationship through shared experiences such as laughter,
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acting, drawing, painting, dancing, singing, and playing with kinesthetic toys to activate
the PEA. Furthermore, the coach may encourage the client to work out, do yoga,
meditate, or demonstrate gratitude to and for others as a way to lift his or her mood into
the PEA when not in the coaching session. The steps outlined above may provide
satisfactory ways for the coach-client to realize quality, effective coaching relationships
through the multi-dimensional lens of relational climate.
Limitations
There are multiple limitations to this study. First, the study population was
primarily based in the United States, so results may not be generalizable to individuals
and organizations based outside of the USA. Second, I acknowledge that departures from
normality increase the likelihood of false positives and could be limiting, such that the
extant skewness and kurtosis may have negatively impacted outcomes. Third, I note that
the existence of just two items on the relational energy construct may limit the breadth of
its interpretation. Fourth, despite significant shared variance amongst items, I chose to
perform structural equation modeling without the common latent factor due to limitations
in the data. Fifth, the absence of performance data to measure client effectiveness is also
a limitation of this study. I recognize that the research results may be more meaningful if
I had included performance data to show the actual impact of the coaching relationship
on client behavioral change. Finally, perhaps the biggest limitation of this research study
is that it is a sole-source study—there is only one source (the executive leader) who
provided data as opposed to the richness of multisource feedback.
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Conclusion
My study’s findings suggest a significant, direct, positive relationship between the
dimensions of relational climate and relationship quality and offer practitioners practical
implications for how to realize quality and effective coaching relationships. Gaining a
deeper understanding of how to intentionally craft an effective and quality relationship
with a coach, colleague, client, subordinate, superior, peer, or other individual within or
external to an organization may offer significant benefits at both the individual and
organizational level. A positive relational climate enhances the interaction and working
relationship between individuals, and as previous studies suggest, may result in
outstanding performance (Nash, 2015).
This study makes several contributions to both practice and academia. It is one of
few empirical studies that addresses the coach-client relationship by exploring the
concept of relational climate in a field setting with executive-level leaders, thereby filling
scholarly gaps in past research regarding the relationship between a coach and his or her
executive level client. Furthermore, it is the only one of which I am aware that addresses
coaching relationship quality drivers and provides empirical evidence for the role of
relational climate as an antecedent of coaching relationship quality. It is my hope that this
study positively contributes to the existing literature on executive coaching, relational
climate and relationship quality, and opens the door to future scholarly research.
To facilitate deeper understanding of the dyadic coaching relationship’s quality,
phase three of my study explores emotional intelligence factors influencing quality
coaching relationships.
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CHAPTER 4: KEY FACTORS INFLUENCING QUALITY COACHING
RELATIONSHIPS: THE ROLE OF EMOTIONAL INTELLIGENCE
COMPETENCIES
Introduction
The popularity of executive coaching is growing at an exponential pace. A
Google web search of the phrase “Executive Coaching” on January 21, 2018 revealed
over 8,280,000 results, reflecting rapid industry growth, the emergence of a consumer
mindset shift from fixing ‘broken’ executives to a ‘prerequisite’ for outstanding leaders,
and a new career trajectory for those heeding a helping relationship calling. Compared
with a Google search of “Executive Coaching” on December 12, 2002, which returned
more than 99,400 results (Boyatzis, 2006a), this reflects an 8,200% increase in website
results in just 16 years.
Contrasted with this dramatic practitioner expansion, the scholarly research and
writing on executive coaching has not expanded at the same explosive pace. A recent
review of the academic empirical qualitative and quantitative studies on executive
coaching relationships reflected just 26 studies broadly identified as relationship-focused,
with only two studies focused on coaching skills or competencies and seven specifically
focused on coaching relationships. This paper aims to contribute to the empirical gap in
dyadic coaching relationship studies within a business context and answer the research
question of what factors, competencies, and capabilities contribute to quality coaching
relationships.
My inspiration to study executive coaching stems from over 20 years of industry
and consulting experience working with executives to drive change, the unparalleled
opportunity for executives to positively shape the culture and behaviors within their work
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environments, and the potential to meaningfully contribute to a gap in the executive
coaching literature.
I organized this paper as follows. First, I explore the existing streams of literature
predicating the study’s theoretical framework. I follow this with a description of the
methodological approach, key discoveries, a discussion which explores the influence of
the top four emotional intelligence competencies within the dyadic coaching relationship,
and brief remarks on study limitations. I conclude the paper with practitioner implications
and future research suggestions.
Literature Review
The predilection of coaching scholars to consider executive coaching a “helping
relationship” or “working alliance” akin to that of a therapist or a psychologist informs
my literature review of executive coaching and trusting relationships within a helping
context. Kilburg (1996), however, defines a helping relationship as one “formed between
a client who has managerial authority and responsibility in an organization and a coach
who uses a wide variety of behavioral techniques and methods to help the client achieve a
mutually identified set of goals to improve his or her professional performance and
personal satisfaction and, consequently, to improve the effectiveness of the client’s
organization within a formally-defined agreement” (p. 65, 67). Since Kilburg’s helping
relationship definition suggested a client and coach within an organizational or business
context instead of a psychotherapy realm, it appeared to most closely fit this phase’s
research design focused on executive clients and external coaches in industry. Viewed in
this light, the coach-client relationship is, therefore, considered a helping relationship,
and my review of the literature reflects theory and empirical research dispersed across
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multiple disciplines containing helping relationships such as psychology, social sciences,
and sports.
Multiple scholars have acknowledged the critical role that the coach–client
relationship plays in an effective coaching dyad (Baron & Morin, 2009; Bluckert, 2005;
Boyce, Jeffrey Jackson, & Neal, 2010; de Haan, Duckworth, Birch, & Jones, 2013; de
Haan, Grant, Burger, & Eriksson, 2016; Ely et al., 2010; Gessnitzer & Kauffeld, 2015;
Gregory & Levy, 2011; Gyllensten & Palmer, 2007; Kampa-Kokesch & Anderson, 2001;
McKenna & Davis, 2009; Nash, 2016; Van Oosten, 2010; Wasylyshyn, 2003). While
early scholars identified empathy, trust, professionalism, sound methodology,
genuineness, and unconditional positive regard as some of the common factors
contributing to effective “working alliances,” “helping relationships,” or high quality
connections (Dutton & Heaphy, 2003; Kilburg, 1997; Rogers, 1961; Wampold et al.,
1997; Wasylyshyn, 2003), later scholars have suggested that research regarding effective
coaching relationship common factors is far from mature and that additional empirical
research be conducted (de Haan et al., 2016; O’Broin & Palmer, 2006; Spaten, O'Broin,
& Løkken, 2016).
As a result, coaching researchers have begun to explore innovative links between
previously disconnected areas of research to advance their understanding of effective
dyadic coaching relationship factors. Van Oosten and Passarelli (2016) have called for
exploring a tripartite connection between high-quality relationships, emotional and social
competence, and intentional change theory as key factors in coaching outcomes. Taylor
(2016) has suggested a factor triad composed of positive affect, self-awareness, and
coaching elements to drive deeper understanding of coach competencies. Nash (2018) has
80

proffered a triplicate of relationships motivation theory (situated within Ryan and Deci’s
self-determination theory), adult learning, and intentional change theory to explore
interconnections between quality executive coaching and competency factors. Brotman,
Liberi, and Wasylyshyn (1998), Smith et al. (2009), and Boyatzis (2016b) have each
called for additional empirical research on coach competencies to discern to what extent
coach competencies impact client outcomes. Although each of the aforementioned calls is
distinct, the common thread uniting them is a quest for deeper exploration into the
coach’s competencies as they relate to the dyadic coaching relationship’s effectiveness. I
now briefly examine the competency literature to further inform my thinking regarding
the interplay between competencies and dyadic coaching relationships.
What began as early identification of talent, abilities and cognitive intelligence in
the 1950’s transitioned into competency research focused on emotional intelligence in the
1970s (McClelland, 1973; McClelland, Baldwin, Bronfenbrenner, & Strodtbeck, 1958),
and added the dimension of social intelligence in the 1990s (Goleman, 1998; Salovey &
Mayer, 1990). Subsequent work by Brotman, Goleman, Wasylyshyn, and others delved
deeper into the competency terrain to suggest a conceptual set of required coach
competencies (Brotman et al., 1998), reflect the connection between emotional
intelligence and outstanding performance (Goleman, Boyatzis, & McKee, 2002), and
highlight the importance of empathy or relational competency (Wasylyshyn, 2003). As
this body of work suggests, the trend of using competencies as a behavioral means of
evaluating performance within helping relationships has not diminished throughout the
last few decades and continues to grow.
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Multiple competency studies point to the generic factor of the coach’s
competence as an essential building block for constructing an effective dyadic coaching
relationship (Bluckert, 2005; Kilburg, 1997; Peltier, 2001). Scholarly research over the
last thirty years has consistently demonstrated that the emotional and social intelligence
competencies represent a significant portion of the performance variance in competency
studies (Boyatzis, 2008b). However, given the scarcity of empirical research on the
effective dyadic coaching relationship as viewed through a coach competency lens,
additional empirical research is needed to better understand the link between coach
competency in the various intelligences and effective dyadic coaching relationships
within a business context. This study attempts to address this gap in the literature.
Boyatzis (1982) described competencies as a set of related yet distinct behaviors
reflecting both intention and action. Given this definition, competencies may, therefore,
be considered a behavioral assessment of emotional, social, and cognitive intelligence
since they are demonstrated through a dual framework of actions and intent. Please see
Appendix I for the EI competencies reflected in this phase of research.
For a comprehensive discussion of the emotional, social, and cognitive
intelligence competencies’ empirical development as well as a theoretical framework for
differentiating amongst the ability, behavioral and self-perception theories of emotional
intelligence, I direct you to Boyatzis’ (2009) work. These fourteen competencies are
further clarified along with descriptions of intent and example actions in this study’s
codebook. Please reference Appendix J for the codebook.
Overall, the extant empirical research on executive leadership coaching as well as
the dyadic coaching relationship is exceptionally scarce. To the best of my knowledge,
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my review of academic, peer-reviewed journals such as Consulting Psychology Journal,
Journal of Applied Behavioral Science, and Journal of Management Development among
others, reflects just 26 published empirical studies on coaching relationships since 1999.
Of the 26 studies broadly identified as coaching relationships-focused, eight
targeted coaching effectiveness or outcomes; four contemplated coaching frameworks,
two focused on coaching competencies, skills or capabilities, five discussed meta-reviews
of existing literature and just seven focused on actual coach-client relationships. Of the
seven studies focused on coaching relationships, 86% were quantitative. Furthermore,
several of the seven studies did not have sufficient sample sizes for reliability and validity
per Hair’s guidelines (Hair et al., 2010), while none used paired dyads comprised of
external, full-time executive coaches and executive-level clients across multiple
industries and sectors. In addition, none explored common factors needed to build quality
coaching relationships through a coach competency lens. This empirical qualitative study
attempts to fill these multiple gaps by conducting 64 qualitative interviews with paired
external, full-time executive coaches and executive-level clients to better understand the
coach competencies enabling quality coaching dyadic relationships to flourish. Please see
Appendix K for an illustrative review of the coaching relationship literature.
Methods
Methodology
The overarching goal guiding this empirical research study was to understand
what factors and capabilities contribute to quality executive coaching relationships, a
research topic suitable to qualitative methods (Bryman, 2015; Creswell & Plano Clark,
2007; Silverman, 2014). In addition, Kram’s (1985) landmark study using grounded
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theory and in-depth interviews turned the research tide toward qualitative research
methodologies particularly for researching interpersonal relationships and better
understanding relational influence on career growth (Fritz, 2014). Qualitative research
lends itself to the exploration of meaning, lived experiences, processes and sociological
phenomena to inductively offer feasible explanations to inform, extend, and further
develop theories and insights for both practitioners and researchers (Creswell, 2013).
My research process goal was to build an inductive understanding of how quality
coaching relationships flourish. I conducted this empirical qualitative study using semistructured, critical incident interviews (Boyatzis, 1998; McClelland, 1998), coded the
data inductively rather than on the basis of preexisting theories or prior research
(Boyatzis, 1998) and used the constant comparative analysis component of grounded
theory to complement my inductive coding process (Glaser & Strauss, 1967). Constant
comparative analysis enables the researcher to continually analyze the data throughout
the data gathering process using rigorous coding techniques to facilitate nascent concepts.
My inductive, constant comparative study approach enabled interview protocol
consistency yet allowed for question refinement, identification of subsequent participants,
and emergence of unexpected paths encountered throughout the face-to-face and
telephone conference call interviewing process (Corbin & Strauss, 2014).
I conducted 66 face-to-face and telephone interviews over a four-month period
from July through October 2017 with executive coaches and their clients to gather
diverse perspectives on how to build quality executive coaching relationships.
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Sample
The study population consisted of 32 executive coaching dyads. One Executive
Coach (defined as “coach” for this study) and one Director, Vice President, or CxO level
Executive Leader (defined as “client” for this study) comprised the executive coaching
dyad. To qualify for participation in the study, clients were Director-level or above in
their respective organizations, were currently participating in a coaching engagement and
had met at least twice prior to their interview or had ended their coaching engagement not
more than six months prior to their interview. Clients represented 17 industries ranging
from agriculture to defense to travel, while coaches used varying terminology to define
their work, ranging from Management Consulting and Business Process Consulting to
Executive Coaching, Learning and Development, and Ontological Coaching. Overall
study population ages ranged from 31 to 75, with the average age 52 and clients overall
being younger than their coaches. Please see Table 10 for the breakdown by gender, age,
role, and average work experience in years.
Table 10. Gender, Age, Role, Average Work Experience

Participant Role
Director

Gender

Total
11

Female
Male

7
4

Female
Male

5
2

Female
Male

7
7

Vice President

7

CxO

14

Coach

32
Female
Male

Totals

18
14
64

Average Age
(years)
46
45
47
46
41
57
48
49
47
58
53
64
52

Average Work
Experience
(years)
21
21
23
23
19
34
26
28
24
34
28
40
29
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Executive coaches were either external to the organization or internal to the
organization but not the executive’s direct supervisor. There were no requirements
regarding the coach’s credentialing for participation in the study, although 81% of the
participating coaches held one or more certifications, as described in Table 11. The most
commonly held certification was that of Associate Certified Coach (ACC) from the
International Coaching Federation with 25% of the coach participants holding this
credential. Nineteen percent of coaches in my study held no certification. The average
coach tenure was 15.6 years.
Table 11. Coach Certifications
Coach Certification/Training Type

Other Certification
Multiple certifications
Associate Certified Coach - ACC
Professional Certified Coach - PCC
Certified Professional Co-Active Coach - CPCC
No Certification
Certified Professional Coach - CPC
Master Certified Coach - MCC
Board Certified Coach - BCC
Certified Executive Coach - CEC
Certified Retirement Coach
OI Partners Coach Training
Weatherhead Coaching Certificate

Total # of
Coaches
(n=32)
21
15
8
7
6
6
3
3
2
1
1
1
1

I used personal network outreach to initiate professional snowball nominations to
obtain a cohort of coaches to interview—in other words, coaches who were perceived as
outstanding by their peers in the global coaching industry. Nominations have been shown
to be better predictors of performance than ratings or performance appraisal results
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(Boyatzis, 2009; Luthans, Hodgetts, & Rosenkratt, 1988). The coaches, in turn, reached
out to their clients who satisfied the study criteria and asked for volunteers to participate
as part of their unique coaching dyad. This extensive and time-consuming outreach effort
by me involved over 4,000 individual emails over a five-month span to finalize the
coaching dyad cohort, confirm interview particulars, and conduct any necessary data
clarification and follow up post-interviews.
I offered neither coaches nor clients compensation for study participation but did
volunteer an executive summary of study observations upon request. In addition, during
the study recruitment process, I found that some coaches independently proffered clients
a complimentary coaching session if they chose to participate in the study.
Data Collection
I conducted a total of 66 interviews, each lasting an average of 61 minutes in
length, and of which two were later deemed unusable due to their dyadic counterpart’s
last-minute refusal to record their interviews. This resulted in a final total of 64
interviews representing over 4,100 minutes of interview time and more than 1,400 pages
of professionally transcribed data. Of the 194 coaches to whom I reached out for this
study, over 50% responded to outreach e-mails. After initial conversations with each of
these coaches to further explain the research study, outline the participant criteria for both
coaches and clients, share the interview timeframe, and request recording of the
interview, the potential pool of participants ultimately converted to 32 coaches for a
participation rate of 16%. Primary reasons for the decrease included lack of time on the
coach’s or client’s part, discomfort with the interview recording requirement either from
the coach or the client, organizational refusal for client participation (both from
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commercial and governmental lenses), length of time since coaching engagement ended,
and role level of client, among many others.
Following a combined approach of semi-structured, critical incident, and
behavioral event interview formats (Boyatzis, 1982; Corbin & Strauss, 2014; Dailey,
1971; Flanagan, 1954; Spencer & Spencer, 2008), I asked participants to recall a
coaching incident from memory and share it using a story format. As each incident was
shared, the researcher posed questions in accordance with the interview protocol (see
Appendix L), including event description, the actors and their actions, and the resultant
outcomes. Interview channels consisted of either recorded face-to-face or telephone
conversations with participants providing written consent for study participation and
audio recording of interviews. I followed best practice guidelines and created notes and
research memos for each interview (Charmaz, 2014).
I interviewed each member of the coaching dyad separately, recorded the
proceedings, sent the audio file to an independent third-party transcription service
following each interview, and advised participants of actions taken to protect their
privacy and ensure data accuracy. I compared each transcript with each recording to
confirm transcription accuracy and used distinct coding processes to protect and ensure
confidentiality of interviewees’ identities. Further, I reported data in the aggregate and
protected anonymity by de-identifying participant names as well as organization names in
the transcripts and removing individual names from interview quotes.
In addition to the study’s critical incident questions, the researcher compiled three
additional sources of participant data gathered during the interview into a Qualtrics
survey tool: 1) socio-demographic data, 2) perspectives on coaching dyad’s relational
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climate using the seven-point Likert relational climate scale (Rochford, 2015), and 3)
self-reported assessment of the coaching relationship’s quality, effectiveness, and
outcomes using a five-point Likert scale.
Data Analysis
I read each transcript and listened to each recording several times. I performed an
initial round of coding using thematic analysis and the protocol coding style (Boyatzis,
1998) using the known ESCI-U competency codebook (see Appendix J) to identify
demonstrated coach competencies in the sample population’s dataset. Boyatzis’ (2009)
construct of competency enabled the initial round of coding based on both presence of the
behavior and inference of the intent. When a coach demonstrated both action and intent
in the behavioral event interview, I coded the relevant competency as present within the
interview. When a client observed or mentioned the coach’s demonstrated action and
inferred the coach’s intent, I considered the competency extant for that interview. In other
words, I coded for the coach’s demonstration of the competency as viewed from the
individual coach and client perspectives, not the competency that the client was
developing.
Within the 4,100 minutes of transcribed interviews, this initial pass identified 279
key excerpts across 14 competencies (see Appendix M). My second data analysis process
step involved scoring each unit of analysis based on the number of units of coding that
reflected each competency and capturing and tabulating results in NVivo and Microsoft
Excel. My third data analysis phase included an evaluation of the most frequently
occurring competencies across all respondents, and then a comparison of the coaches’
and clients’ perspectives of these behaviors to better understand the demonstrated
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competencies fostering quality relationships. The fourth data analysis phase involved
mean calculation of the relational climate scale scores and comparing and contrasting
them with the most frequently occurring demonstrated coach competencies to highlight
areas of similarity and difference. The final data analysis step involved an assessment of
interrater reliability, which refers to the consistency of judgment among two or more
observers (Boyatzis, 1998) and offers sufficient reliability to proceed with analysis and
interpretation (Miles & Huberman, 1984). The researcher enlisted the help of a second
coder to check for consistency and reliability. The volunteer coder independently re-read
and re-coded 32 randomly-selected interviews (50% of the total dataset) using the study’s
codebook, with which he was already familiar. For a competency to be considered
present, the criteria were 80% or higher reliability between the two coders. The two
coders then discussed the areas in which their coding differed and ultimately reached
100% agreement. Please see Appendix N for the initial interrater reliability data.
Discoveries
During individual research interviews conducted with each member of the
coaching dyad, I asked coaches to recall a time when they either helped or didn’t help a
client with a particular situation. Similarly, I queried clients to share an example of when
their coach helped or didn’t help them with a challenge. Rich stories revealing the
ambiguity inherent within a dynamic environment as well as the complexity involved in
leading at the executive levels clearly demonstrated the need for the coach to adapt their
approach to best address the client’s situation.
Coaches frequently customized their approach to each client’s challenge by
flexing their emotional intelligence muscle. In fact, the plethora of unique incidents
90

shared reflected commonalities grounded in the coach’s demonstration of multiple
emotional intelligence competencies. My data suggest that the top four coach
competencies contributing to quality dyadic coaching relationships are Empathy, Coach
and Mentor, Inspirational Leadership, and Adaptability. Empathy is considered part of
the Social-Awareness Cluster of Social Intelligence (SI) competencies, while Coach and
Mentor and Inspirational Leadership are considered part of the Relationship Management
Cluster of the SI competencies. Adaptability finds its home in the Self-Management
Cluster of Emotional Intelligence (EI) competencies. Please see Figure 8 for the top four
coach competencies notated with black arrows, as well as a holistic overview of all
fourteen ESCI-U competencies reflected by cluster and intelligence.
Figure 9. Emotional Intelligence (EI) Competencies by Cluster and Intelligence

The ESCI codebook required identification of three dimensions within an incident
to code for competency presence: action, intent and outcome. I used the ESCI codebook
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(see Appendix J) to identify demonstration of these competencies within the interview
incidents and stories coaches and clients provided. To infer coaches’ intent, I used the
context shared regarding the incident. Lastly, I sought examples or anecdotes within each
of the shared stories to identify client outcomes.
After coding for action, intent and outcome, my data reflected that coaches
demonstrated empathy, coach and mentor, inspirational leadership, and adaptability to
enhance coaching relationship quality and positively impact client outcomes. Not only
did the dyads agree on the presence of these top four competencies, but they also
perceived these competencies most frequently. Taken together, these two discoveries
expand the empirical coaching relationship literature and are also research contributions
to the broader field of executive coaching. Moreover, I propose that coaches and clients
shared these top four competencies for several reasons.
First and foremost is the helping nature of the coaching relationship. Empathy at
its core reflects care and concern for others. Effective coaches focus on and invest in
helping their clients realize their goals, while clients intuit the presence or absence of the
coach’s intention to help. The coach’s demonstrated helping orientation reflects the high
placement of empathy in this phase’s research observations.
Second is the dynamic context of the coaching engagement. Clients seek out a
coach to help them grow. The coach must sense the client’s growth and development
needs within this dynamic environment and respond with appropriate tools. The coach’s
demonstrated focus on helping build the client’s capabilities reflects the coach and
mentor competency.
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Third is the complexity of today’s business environment in which leaders operate.
The complexity involved in leading organizations necessitates adapting to chaotic and
changing conditions. The coach adapts their approach to the complexity faced by the
client. The coach’s ability to nimbly adapt behaviors and approaches within the dyadic
coaching relationship reflects presence of the adaptability competency in this phase’s
observations.
Fourth is the use of an ideal-self vision. Many of the coaches described scenarios
in which they asked the client to craft a personal vision. This crafting of an ideal-self
facilitated a positive emotional tone and inspired the client to progress toward realization
of this best-self. The coach’s focus on bringing out the client’s ideal-self reflected
inspirational leadership as one of the top demonstrated competencies within these
research interviews.
Although the top four competencies demonstrated by the coaches and observed by
the clients were identical, thirteen of these fourteen competencies reflected gaps ranging
from 3%–28%. The single competency with a null gap was adaptability, considered part
of the Self-Management Cluster of Emotional Intelligence (EI) competencies, and
reflected an identical presence score of 31% from coaches and clients. Moreover, clients
observed two competencies from the Relationship Management cluster (conflict
management and teamwork) more frequently than did the coaches. These differences are
thought-provoking and will be further addressed in the discussion section. To view the
presence and gap comparison of coaches’ and clients’ observed competencies, please see
Appendix O.
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My study’s overall competency observations are displayed in Table 12.
Table 12. Number and Percentage of Coaches demonstrating Emotional
Intelligence Competencies
Competency

Cluster Number Percentage of
of
Coaches
Coaches
(n=32)
Empathy
SI
30
94%
Coach & Mentor
SI
24
75%
Inspirational Leadership
SI
19
59%
Adaptability
EI
15
47%
Achievement Orientation
EI
15
47%
Emotional Self-Awareness
EI
11
34%
Pattern Recognition
CI
10
31%
Positive Outlook
EI
9
28%
Emotional Self-Control
EI
8
25%
Organizational Awareness
SI
6
19%
Influence
SI
5
16%
Systems Thinking
CI
3
9%
Teamwork
SI
2
6%
Conflict Management
SI
1
3%

Both coaches and clients mentioned twelve of the fourteen competencies,
including all five EI competencies (Emotional Self-Awareness, Emotional Self-Control,
Adaptability, Achievement Orientation, and Positive Outlook), both CI competencies
(Pattern Recognition and Systems Thinking), and five of the seven of the SI
competencies (Empathy, Organizational Awareness, Coach and Mentor, Inspirational
Leadership and Influence). However, the clients alone mentioned two additional
competencies, Conflict Management and Teamwork, both part of the Relationship
Management Cluster of the SI competencies. This will be further explored in the
discussion section. Figure 10 offers a visual illustration of where the coaches and clients
shared EI perspectives, and where they diverged.
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Figure 10. Shared versus unique EI perspectives from Coaches and Clients

When I analyze the data through a competency intelligence lens, the breakdown
of the competencies is reflected in Figures 11-14.
Figure 11. Overall Percentage of Total Competencies by Intelligence Cluster

Additional insight into the competencies separated by emotional intelligence
cluster is reflected in Figures 12–14.
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Figure 12. Percentage of Competencies within Social Intelligence Cluster

Figure 13. Percentage of Competencies within Emotional Intelligence Cluster

Figure 14. Percentage of Competencies within Cognitive Intelligence Cluster
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Over 60% of the EI competencies reflected in the dyadic coaching interviews fell
into the Social Intelligence category—an unsurprising finding given that the focus of the
social intelligences is the ‘other’ instead of the ‘self’ and that the coach’s focus ideally is
the client. (Please reference Figure 1 for the ‘self’ and ‘other’ foci within the Emotional,
Social, and Cognitive Intelligences). The pie chart in Figure 11 further illustrates that
Emotional Intelligence competencies comprise 30% of the remaining total, with
Cognitive Intelligence accounting for just 7%. I will further examine potential
antecedents for this discovery in the discussion section.
Relational Climate Scale. To explore the relationship between relational climate
scores and competency presence, I compared 62 participant responses gathered from
Rochford’s (2015) relational climate scale (RCS) with the presence or absence of the top
four competencies demonstrated in the interviews. One coach did not return relational
climate scale responses, so that coaching dyad was excluded from the calculations,
resulting in a dyad sample population of 31 instead of 32 (n=31).
Table 13 reflects the distribution of competency scores across the study
population using a zero, one, or two value, the individual RCS score for coach and client
displayed on a Likert scale of 1–7, and the average coaching dyad score from 1–7. In the
four competency columns, a zero (0) indicates absence of demonstrated or observed
competency; a one (1) reflects presence demonstrated by coach or observed by client; and
a two (2) highlights presence demonstrated by coach and observed by client. In the RCS
Individual and Dyadic Mean Scores columns, means for the coaches, clients, and the
coaching dyad were calculated. The average Coach values ranged from 5.17 to 7.00,

97

whereas client mean scores varied more greatly from 4.33 to 7.00. The dyadic mean
scores were narrower, fluctuating between 5.25 and 6.96.
I expected to see a tighter link between dyadic competency presence and dyadic
mean RCS scores, since the RCS contains a glimmer of empathy within its compassion
dimension. However, further discussion of these differences would be more meaningful
with results from tests of statistical significance. These two considerations lend
themselves to future quantitative research efforts to better understand how and to what
extent emotional intelligence competencies are correlated with relational climate
dimensions.
I now explore this phase’s observations further by comparing and contrasting the
top four coach competency discoveries from four different perspectives: coaches, clients,
relational climate scale (RCS), and top competencies by gender and role.
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Table 13. Illustrative Comparison of Dyadic Competency Presence and RCS Scores
Competency Presence
(Neither Coach nor Client = 0; Either Coach or Client = 1;
Both Coach and Client = 2)
Dyad #

Empathy

5
8
10
25
20
27
16
12
13
24
29
17
22
11
7
6
1
15
2
30
19
28
21
18
23
26
9
31
14
3
4

1
1
0
1
2
1
2
2
1
1
1
0
1
2
1
2
2
1
1
2
2
1
2
1
1
2
1
2
2
1
1

Coach and
Mentor
2
1
0
0
1
2
1
1
1
1
2
1
1
1
2
1
0
1
2
0
2
2
2
1
0
1
2
1
0
0
0

Inspirational
Leadership
1
0
1
0
0
1
1
1
1
2
1
1
2
0
1
1
2
1
1
2
0
0
0
0
0
1
1
1
0
0
0

Adaptability
1
0
1
0
0
1
1
1
1
0
1
1
0
0
1
1
0
1
1
0
0
0
0
0
0
1
1
1
0
0
0

RCS Individual and Dyadic
Mean Scores
Coach
(n=31)
6.92
7.00
6.83
6.83
6.25
6.92
6.08
6.00
6.33
6.50
6.17
6.33
6.00
6.25
6.00
5.67
6.17
5.83
6.42
6.08
6.08
6.25
6.17
5.17
6.00
6.17
5.75
5.50
6.17
6.83
5.25

Client
(n=31)
7.00
6.83
6.58
6.50
7.00
6.17
7.00
7.00
6.67
6.42
6.75
6.50
6.83
6.50
6.67
6.92
6.33
6.67
6.00
6.33
6.25
6.00
6.00
6.92
6.08
5.67
6.00
6.17
5.33
4.33
5.25

Dyad
Average
6.96
6.92
6.71
6.67
6.63
6.54
6.54
6.50
6.50
6.46
6.46
6.42
6.42
6.38
6.33
6.29
6.25
6.25
6.21
6.21
6.17
6.13
6.08
6.04
6.04
5.92
5.88
5.83
5.75
5.58
5.25

Discovery 1: Empathy (94% = 30 of 32 Coaches)
I identified 79 unique demonstrations of empathy by coaches across 42
interviews, with 30 of 32 dyads observing empathy. On average, coaches demonstrating
empathy conducted coaching sessions 10% longer (68 minutes) than those coaches not
demonstrating empathy (60 minutes). Coaches using empathy initially contracted with
their clients for a mean of thirteen months, whereas coaches not demonstrating empathy
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engaged in initial coaching contracts of six-month durations on average—a difference
exceeding 50%.
The 30 clients whose coaches demonstrated empathy extended their coaching
engagements resulting in a mean engagement of 35 months and met with their coaches an
average of 40 times. Although these numbers don’t support causation without further
empirical quantitative analysis, they do hint at a potentially significant positive
correlation between the coach’s demonstrated empathy within the dyadic coaching
relationship, engagement length, session frequency, and relationship quality and provide
direction for future research.
My qualitative study suggests presence of empathy within 30 of 32 coaching
dyads when considering both coaches’ demonstrations and clients’ observations of this
competency during coaching sessions. The ways in which coaches demonstrated empathy
included “interpreted moods, feelings, or non-verbal behaviors of clients,” (Coach 5)
“asked questions to deepen understanding of clients’ behaviors and thinking,” (Coach 18)
and “explained reasons for clients’ behavior - i.e. motivating or demotivating factors,”
(Coach 20) among others. Coaches revealed multiple intentions underlying their use of
empathy, including: “wanted to better understand client’s emotions,” “desired to explain
factors leading to client’s behaviors and actions,” and “aspired to build rapport, trust, and
a strong relationship with the client.” These actions and intent reflected an overall
genuineness and authenticity in the coach’s interactions with their clients as well as
highlighted their desire to help move their client toward the desired outcomes. Quotes
representing the coach’s empathy competency are listed in Figure 15.
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Study data reflect 20 of 32 clients (63%) observing their coach’s demonstration of
empathy during their coaching session. Clients observed the following actions from their
coach, including “(Coach) … sensed my inappropriate emotional reactions to situation”
(Executive 30), “(Coach) … asked client to quantify their energy level in order to
properly gauge emotions” (Executive 28), “(Coach) … shared his own humanity with
me” (Executive 27). Despite the challenge in inferring the coach’s intent through the
client’s eye, I gleaned multiple examples from their stories, such as: “wanted to provide
client techniques to appropriately manage emotions,” “desired to better understand
client’s workplace challenge,” and “aspired to make the dyadic coaching relationship a
safe and trusting space.” Please see Figure 15 for quotes reflecting the coach’s
demonstrated empathy from the client’s perspective.
Figure 15. Empathy Competency Examples from Coaches and Clients
Coach
I've judiciously shared "my humanity" and it unlocked (my
client's) willingness to be more honest about what's going on
for them … it reinforced the quality of listening, the quality of
care, the added relationship value, etc. - Coach 1

Client
He's humble and vulnerable and makes the relationship very
safe and trusting … Coach always asks about my family ...
and shares things with me about his family ... he's a friend,
he's not just a coach - Executive 9

I was listening to what (my client) was going through and
being empathetic and present with her in that space to better
understand the situation ... Then I asked her "what would be
the learning for you from this experience" and "how will this
instance help you to become an even better leader" - Coach 22

I'm a very emotional leader, and Coach has been really
helpful in filtering a lot of the emotion that I've been
experiencing and understanding me from that perspective Executive 18

I can see why (my client) is having a difficult relationship with
her boss right now ... and it shows up in subtle ways. What I
say to her is, "I get it, I hear you and I respect what you're
saying - Coach 28

Coach helped me with a subordinate who had all the right
technical skills and needs, but had leadership issues. Coach
helped me work through and understand what the subordinate
was going through, helped me understand ways to properly
communicate with him - Executive 14

As demonstrated by the coach and client anecdotes in Figure 15, empathy
involves more than just listening to the client and focusing on their goal: the quality of
the relationship is critical. Similarly, engaging the client’s Positive Emotional Attractor
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(PEA) is paramount to sustainable behavior change. Boyatzis states that the PEA
originates from emotional and hormonal arousal as well as neurological activation, is a
psycho-physiological state (Boyatzis, 2008a), and enables a mindset shift from
‘problems’ to ‘possibilities.’ This psycho-physiological enabler of behavior change
combined with empathy will be further explored in the future research section.
Empathy through Gender and Role
When I employ gender and role filters, the breakout of data is reflected in Figure
13. Empathy has nearly equal representation by both female and male coaches with 21
and 20 instances respectively yet was identified more frequently by female clients (21
instances) than male clients (17 instances). Women (regardless of role) noticed 6% more
instances of empathy with 42 instances overall, compared to the males’ 37 instances.
However, the male coaches noticed more presence of empathy than did the male clients.
These observations raise additional questions and lend support for future research streams
focused on gender and coaching competencies.
Figure 16. Empathy Competency by Gender and Role (n=64)
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Empathy Competency and Relational Climate Scale
I expected to see parallels between higher mean RCS scores and the presence of
empathy; however, the observations were mixed. 94% of coaches demonstrated empathy
and their mean RCS score equaled 6.16. Clients experiencing empathy (values of 1 and 2)
in their coaching dyads had an average RCS score of 6.33. The average dyadic RCS score
was 6.25. While these scores appear relatively high, the average coach score for absence
of empathy (value of zero) was 6.58, the mean client score 6.54, and average dyadic
score 6.56. All of these values are significantly higher than their presence counterparts’
scores. I will explore this more in the discussion section.
Discovery 2: Coach and Mentor (75% = 24 of 32 Coaches)
My qualitative study’s observations suggest that 24 of 32 coaches (75%)
demonstrated or clients observed presence of the coach and mentor competency within
their coaching sessions. I identified 50 unique demonstrations of coach and mentor by
coaches across 33 interviews, with 24 of 32 dyads observing coach and mentor. The ways
in which coaches demonstrated this competency included “proffered performance
feedback for improving or maintaining effective performance” (Coach 18), “equipped
client with information, tools, other resources, or opportunities to help them get their job
done or to improve their abilities” (Coach 10), and “explicitly told client that he/she can
accomplish an objective and provided encouragement and support” (Coach 29). Coaches
shared multiple intentions underlying their use of coach and mentor, including: “wanted
to augment resources in client’s leadership toolbox,” “desired to interpret performance
results feedback,” and “aspired to be client’s cheerleader.” These actions and intent
reflected the coach’s competence in sensing clients' development needs and bolstering
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their abilities. Quotes representing the coach’s coach and mentor competency are listed in
Figure 17.
Study discoveries reflect 13 of 32 clients (41%) observed their coach
demonstrating the coach and mentor competency during their coaching session. Clients
observed the following actions from their coach, including “(Coach) … provided client
with different tools to address personnel issues” (Executive 24), “(Coach) … interpreted
client’s 360⁰ performance feedback for him” (Executive 2), “(Coach) … demonstrated
belief and confidence in client’s ability to succeed” (Executive 1). Although slightly
more challenging in inferring coach intent through the client’s perspective, I uncovered a
number of illustrations of intent throughout the interviews, including: “wanted to provide
encouragement and support for client,” “aimed to develop client’s skill”, and “desired to
improve client’s performance through feedback.” Please see Figure 14 for quotes
reflecting the coach’s demonstrated coach and mentor competency from the client’s
perspective.
Figure 17. Coach and Mentor Competency Examples from Coaches and Clients
Coach
Client
My client has been trained to coach himself when I'm not
Coach helped reassure me that I had a responsibility to the
around ... So he is more mindful, more self-aware, more
rest of the team. - Executive 32
attuned to trust his instincts and to ask himself those questions
that I would ask. - Coach 14
I suggested to my client she start carrying a notebook and
start writing notes about her observations, so she would have
data for her boss who didn't think she was engaged or
listening. - Coach 16

Sometimes I feel very alone and lonely because everything in
my work has to stay confidential ... but ... Coach reminds me
that she's my cheerleader and she is there for me 100%. Executive 23

My client was a bit rough around the edges and although he
had gone to college, he was just kind of using his instincts to
run the plant and had gotten into trouble, so I spent the day
helping him learn from his 360 ⁰ data … - Coach 18

Coach helped me identify influence models and helped me
walk through what kind of role are you trying to play as it
relates to this situation, and how do you identify when it's time
for you to play one role versus the other. - Executive 28
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Coach and Mentor through Gender and Role
When viewed through the gender and role lens in Figure 18, the coach and mentor
competency reflects measurable differences between the two perspectives. These
observations suggest that coach and mentor are slightly more represented by female
coaches with 58% of the coaches’ total instances yet was observed more frequently by
male clients (8 instances) than female clients (6 instances). Women (regardless of role)
noticed 15% more instances of coach and mentor with 27 instances overall, compared to
the males’ 23 instances. However, the male coaches seemed to notice more presence of
coach and mentor than did the male clients. Future research could focus on how these
phenomena occur and gain clarity on the competency antecedents of coaching
relationship quality from a gender perspective.
Figure 18. Coach and Mentor Competency by Gender and Role (n=64)

Coach and Mentor Competency and Relational Climate Scale
The coach and mentor RCS observations varied slightly from the empathy
competency. Seventy-five percent of coaches demonstrated the coach and mentor
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competency (values of 1 and 2) and their mean RCS score equaled 6.16—a result
identical to the empathy score. Clients experiencing coach and mentor in their coaching
dyads had an average RCS score of 6.52—much higher than the empathy score. The
average dyadic RCS score was 6.34, just slightly higher than the empathy score. When
viewed from the competency absence perspective, the average coach score (value of
zero) was 6.27, the mean client score 5.84, and the average dyadic score 6.06 for coach
and mentor competency—all lower than the empathy competency scores.
Discovery 3: Inspirational Leadership (59% = 19 of 32 Coaches)
The third main discovery from this study suggests that 19 of 32 coaches (59%)
demonstrated or clients observed presence of the inspirational leadership competency
with their clients. I identified 30 unique demonstrations of inspirational leadership by
coaches across 23 interviews, with 19 of 32 dyads observing inspirational leadership.
The ways in which coaches demonstrated this competency included “inspired the client”
(Coach 22), “brings out the best in the client” (Coach 10), and “inspires the client to craft
and articulate their own vision” (Coach 29). Coaches shared multiple intentions behind
their leverage of inspirational leadership, including: “wanted to bring out the client’s
ideal-self,” “enabled the client’s best-self to emerge,” and “wished to help the client
reveal his/her own life vision.” These actions and intent reflected the coach’s competence
in inspiring and guiding clients within a coaching dyad. Quotes representing the coach’s
inspirational leadership competency are listed in Figure 16.
Study data propose that 12 of 32 clients (38%) observed their coach
demonstrating the inspirational leadership competency during their coaching session.
Clients observed the following actions from their coach, including “(Coach) … sent
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client article about bringing his best-self to work” (Executive 14), “(Coach) … propelled
client to create future vision through a series of visioning exercises,” (Executive 19) and
“(Coach) … asked client to create a life vision” (Executive 26). And when I transitioned
to exploring the clients’ perceptions of their coaches’ intentions, multiple examples of
intent appeared throughout the interviews, including: “wanted to surface client’s idealself,” “desired clarity for client on his future vision,” and “wanted to keep client focused
on best-self instead of pressure triggers.” Please see Figure 19 for quotes reflecting the
coach’s demonstrated inspirational leadership competency from the client’s perspective.
Figure 19. Inspirational Leadership Competency Examples from Coaches and
Clients
Coach
In his case, I took him to that visioning level because he really
indicated that he felt like he'd been just following this
trajectory that was expected of him as opposed to just taking
the time to really think about what was important to him, or
how he wanted contribute in the world. - Coach 8

Client
Coach ... has helped me figure out how to be my "one" self at
work ... I'm better when I bring my whole self versus part of
myself into work … it turns out that there's no "work" self and
"home" self, it's "one" self. - Executive 1

(The client) and I did some life purpose work so he had a very Coach worked with me to help me figure out what my future
clear vision for his own life and work, and he wanted his
path looked like: staying as a consultant, becoming an
career to be consistent with that ... so I helped him uncover
employee, or leaving. - Executive 18
how he was or was not fulfilling that within this context. Coach 6
I helped (the client) discover that he envisioned a "gold
medal" life for his future self, which included his relationship
with his wife and his children, his health and fitness, a
promotion to a CEO role and a wide variety of other areas
that were important to him. - Coach 14

Coach helps me always stay focused on my authentic self yet
aware of my ought self… He works with me weekly on moving
towards purpose in how I bring life to my authentic self in my
work. - Executive 8

Inspirational Leadership through Gender and Role
Inspirational Leadership competency observations by gender and role are slightly
different from their coach and mentor and empathy competency counterparts. These
observations are similar to the empathy and coach and mentor competencies in that
female coaches display more instances of inspirational leadership than do male coaches
(eight to seven instances) yet were observed more frequently by male clients (nine
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instances) than female clients (six instances). However, the women (regardless of role)
noticed fewer instances of inspirational leadership with fourteen instances overall,
compared to the males’ sixteen instances. While these results may be in part due to the
particular scenarios coaches and clients chose to share, future quantitative research using
a gender control could focus on what factors drive these results.
Figure 20. Inspirational Leadership Competency by Gender and Role (n=64)

Inspirational Leadership Competency and Relational Climate Scale
The inspirational leadership RCS observations varied slightly from its empathy
and coach and mentor competency counterpart scores. Fifty-nine percent of coaches
demonstrated the inspirational leadership competency (values of 1 and 2) and their mean
RCS score equaled 6.19—a result slightly higher than the empathy and coach and mentor
scores. Clients observing the presence of inspirational leadership in their coaching dyads
had an average RCS score of 6.51—nearly identical to the coach and mentor score, and
higher than the empathy score. The average dyadic RCS score was 6.35, a bit higher than
the empathy and coach and mentor scores. When viewed in absentia, the average coach
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score (value of zero) was 6.19, the mean client score 6.08, and the average dyadic score
6.14—reflecting variation between its two top competency counterparts.
Discovery 4: Adaptability (47% = 15 of 32 Coaches)
I identified 23 unique demonstrations of adaptability by coaches across 20
interviews, with 15 of 32 dyads observing presence of adaptability within their dyads.
This qualitative phase suggests that 15 of 32 coaches demonstrated adaptability within
their coaching sessions. The ways in which coaches demonstrated adaptability included
“changes a plan, behavior, or approach to one that is more appropriate in response to a
major change in a situation or changing circumstance” (Coach 25), “is present and
flexible during the coaching engagement, fluidly changing styles and approaches as
needed” (Coach 3), “uses allegorical words such as ‘dance’ to refer to the coaching dyad
processes and interactions” (Coach 5), and “considers multiple tools in the toolkit and
chooses ad-hoc what s/he perceives most effective” (Coach 24), among others.
Coaches revealed multiple intentions underlying their use of adaptability,
including: “wanted to alter behavior to fit situation,” “desired to help client change
perspective,” and “adapted to changing circumstance.” Quotes representing the coach’s
adaptability competency are listed in Figure 21.
This phase’s exploratory research suggests 10 of 32 clients (31%) observed their
coaches demonstrating adaptability during their coaching sessions. Clients observed the
following actions from their coach, including “(Coach) … perceived my need to meet
more often due to this stressful situation” (Executive 24). “Coach offered an agile
framework and tool choice to structure sessions” (Executive 25), and “Coach’s sense of
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humor and being able to laugh during tough sessions was pretty awesome and helped a
lot” (Executive 30).
Despite the challenge in inferring the coach’s intent through the client’s eye, I
gleaned multiple examples from their stories, such as: “wanted client to modify approach
to situation” (Executive 13), “desired client to understand multiple perspectives”
(Executive 11), and “aspired to be adaptable with meeting approach that works best for
client” (Executive 16). Please see Figure 21 for quotes reflecting the coach’s
demonstrated adaptability from the client’s perspective.
Figure 21. Adaptability Competency Examples from Coaches and Clients
Client
Coach
If (the client) is a giraffe, we're not going to make them into an Coach says let's look at it from this option, let's look at it from
elephant, right? So, we can't change the client's stripes, but we that option. All the options that are available, let's look at
can make the client a better giraffe ... - Coach 28
each of those and walk through them and see how this could
play out. - Executive 11
I iterate very often with regard to what does (the client) want Coach has been very flexible when I've had to rearrange our
more of, what does (the client) want less of, what of the dance scheduled meetings. Coach asked me where would it be easier
to meet and has since come to my office once. We also
we have is working for the client, what isn't. - Coach 5
coached by phone one time and several other times we've met
at a coffee shop near my house. - Executive 16
I'll start out a little gentler, but as time goes on, I'll test things Coach's ability to mould and change and give me what I
with the client, like pushing back a little bit, challenging them, needed was phenomenal because it works. - Executive 19
not just buying into all their stories. - Coach 31

Adaptability through Gender and Role
When I employ gender and role filters, the breakout of observations is reflected in
Figure 22. Adaptability has equal representation by female coaches and male clients with
4 instances each yet was identified slightly more frequently by female clients (8
instances) than male coaches (7 instances). Women (regardless of role) noticed one more
instance of adaptability with 12 instances overall, compared to the males’ 11 instances.
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However, like empathy, the male coaches noticed more presence of adaptability than did
the male clients. These exploratory observations raise additional questions and lend
support for future research streams focused on gender and coaching competencies.
Figure 22. Adaptability Competency by Gender and Role (n=64)

Adaptability Competency and Relational Climate Scale
I expected to see a connection between higher mean RCS scores and the presence
of adaptability; however, the observations were mixed. Forty-seven percent of coaches
demonstrated adaptability and their mean RCS score equaled 6.09. Clients experiencing
adaptability (values of 1 and 2) in their coaching dyads had an average RCS score of
6.33. The average dyadic RCS score was 6.21. These scores are overall lower than the
other three competencies. The average coach score for absence of adaptability (value of
zero) was 6.25, the mean client score 6.35, and average dyadic score 6.30. All of these
values are slightly higher than their presence counterparts’ scores. I will explore this
more in the discussion section.
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Discussion
The discoveries of my exploratory, empirical qualitative phase strongly suggest
what coaches and their clients intuitively already know—that empathy or client
sensitivity is the key characteristic of an effective coach (Boyatzis, 2006a). My empirical
observation that these four social intelligence competencies are key factors in quality
coaching relationships supports prior empirical relationship research in psychology and
management (Gregory & Levy, 2011; Kilburg, 1997; McKenna & Davis, 2009; Najavits
& Strupp, 1994; Norcross, 2002). To craft a quality coaching relationship, this study’s
discoveries offer empirical support for coaches to demonstrate empathy, coach and
mentor, inspirational leadership, and adaptability competencies within their dyadic
coaching engagements. I will explore this from an operational perspective in the
implications for practice section.
My observations instantiate prior scholarly works which have demonstrated that
coach competency predicts outstanding performance and effectiveness in coach/mentor
relationships and other helping relationships (Boyatzis, 2008b; Bray, Campbell, & Grant,
1974; Kotter, 1982; Stubbs Koman & Wolff, 2008). Moreover, my discoveries appear to
align with prior scholars who have posited that the Emotional Intelligence competencies
(consisting of the EI, SI, and CI competencies) are well-suited to fostering effective and
quality executive coaching relationships (Boyatzis, 2006a, 2009; Boyatzis & McKee,
2005; Goleman et al., 2002).
Of particular note, my qualitative exploration in this phase also supports prior
research reflecting the potent role of the adaptability competency in driving behavior
change and performance (Boyatzis, Good, & Massa, 2012) as well as being considered a
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“meta-competency” in the field of leadership (Amdurer, Boyatzis, Saatcioglu, Smith, &
Taylor, 2014). The ability of an individual to nimbly adapt to new contexts, whether in
business, psychology, or dance, reflects a capability to modify one’s behavior and by
extension, performance. Adaptability is therefore a critical component of behavior change
and lends itself to further exploration as the dance of change core finding in this study’s
next chapter.
I compared dyadic relational climate scores (n=31 dyads) with the coaches
demonstrating the top four competencies and found mixed observations with top mean
scores, but stronger alignment between low scores and lack of competency presence. The
mixed outcome was a bit surprising, but appears to correlate with multiple scholars’
discoveries that the client and coach experience the dyadic coaching relationship
independently of one another and as such, may evaluate it differently, as evidenced by the
differences between their respective relational climate scale scores (de Haan et al., 2013;
Horvath & Marx, 1990; Horvath & Symonds, 1991).
If I extend the above ‘independent experience’ rationale to demonstrations or
observations of competency presence or absence by the coaching dyad members, this
may also provide explanation for these differences. Clients observed the presence of the
conflict management and the teamwork competencies, both located in the SI Relationship
Management cluster, whereas the coaches did not. However, coaches and clients
identically observed the presence of Inspirational Leadership from the SI Relationship
Management cluster. These differences are intriguing and lend themselves to additional
qualitative research investigating how and to what extent coaches gain awareness of,
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identify, and demonstrate competencies during coaching, and the ways in which these
competencies may be identified and observed by clients.
The placement of the Emotional Self-Awareness competency within the twelve
shared competencies is also notable. Given the theoretical and empirical importance of
emotional self-awareness in coaching, it is surprising that this competency did not appear
as one of the top four competencies. I propose there are several reasons for this
interesting phenomenon.
First, this phase’s method of behavioral event interviews may not be best suited to
reveal interviewees’ thought processes in sufficient depth. It may have required a 360
approach to dive deeper into the clients’ perceived observations. Second, it may also have
been an effect of conducting the data collection by personal interviews rather than a
quantitative survey. Third, I coded for both the coach’s demonstrated competency and the
client’s observation of the coach’s demonstrated competency, so emotional selfawareness may have appeared higher in the results if I had coded solely from the coach’s
perspective.
Fourth, the coaches in the study may or may not have been effective. If I had been
able to measure coaching effectiveness, emotional self-awareness may have placed
differently in the results. Fifth, the rapid and unconscious emotional contagion stemming
from the three social intelligence competencies took precedence over the slightly slower
and conscious emotional self-awareness activity and may have impacted the coaches’
demonstration and clients’ observation of emotional self-awareness. Lastly, I propose that
if the dyad members had shared different stories or if each member of the dyad had
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shared the same incident for both interview questions, different competencies may have
appeared at the top of the list.
This phase’s observations reveal a combination of the three EI domains
contributing to quality coaching relationships. The observed presence of competencies
spread across multiple EI clusters appears to align with prior research in multiple fields
suggesting that a combination of the clusters differentiates outstanding and top
performers from their average peers in the U.S. as well as globally (Boyatzis, 2006b;
Luthans et al., 1988; Spencer & Spencer, 2008). Further, the presence distribution across
the three EI domains is uneven with SI at 63%, EI at 30%, and CI at 7%.
The simultaneous requirement of the coach to suppress the ‘self’ and focus on the
‘other’ reflects a dynamic interplay between the SI and EI competencies. The majority of
coaches referenced this altruistic focus on the ‘other’ in various ways during the
interviews, including: “I focus all the questions toward the client. It's important to let
them know that I am not the important person; they are” (Coach 16); “My job as a coach
is to help the client reach their potential, have them recognize their strengths and
weaknesses, identify where they want to go and help them get there” (Coach 10); “My
job, as a coach, is to stand for the dreams that my client has and for what they say they
want, and then to be with them no matter what they choose” (Coach 26).
My exploratory phase offers gender demonstration and observational differences
within the top four competencies. This finding was unexpected yet appears to agree with
prior scholarly research on gender differences related to competencies. Multiple
researchers have demonstrated that male leaders rate lower than female leaders on
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measures of emotional and social intelligence (Boyatzis & Sala, 2004; Brackett, Rivers,
Shiffman, Lerner, & Salovey, 2006; Hopkins & Bilimoria, 2008).
Limitations
Given this phase’s sample size of 32 unique coaching dyads, it is more than
double the threshold guidance of 20-30 individuals for inductive qualitative studies and
may be considered a large study (Creswell, 2003). As with any large qualitative study,
there are certain limitations.
First, despite considerable attempts to expand the study’s global reach, 86% of the
study population was based in the United States, so results may not be generalizable to
individuals and organizations from non-Western cultures or based outside of the United
States. Second, the percentage of study participants holding a master’s degree or higher
(83%) may have impacted the relational climate scores, as there were multiple questions
regarding the scale’s semantics related to the dyadic coaching context. Third, in spite of
my best efforts to expand the study’s racial diversity, just 16% of the study population
was non-Caucasian, perhaps limiting the breadth of this study’s application to Caucasian
coaches and clients.
Fourth, the study relied on participants’ recollections of events occurring
throughout the coaching engagement, so there is a possibility of poor or faulty recall and
interpretation of those lived experiences. Fifth, I have extensive experience in
professional services and industry for the past 25 years and has been an executive
leadership coach for the past eight years. I made every effort to listen and attend to the
interview experiences with an open mind; however, the potential influence and bias of
my experience are acknowledged. Sixth, for the thirteen percent of respondents (8) who
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were non-native English speakers, language may have impacted their comprehension of
the interview protocol and scale questions as well as my accurate interpretation of their
responses.
Seventh, I acknowledge that the 32 single-coded interviews pose a possible threat
to the stability of the reported observations due to low initial reliability scores during the
interrater reliability process. Eighth, although I documented the coaches’ certifications
(or lack thereof) during the interviews, certification was not a requirement for study
participation. Please see Table 11 representing the coaches’ certifications. Ninth, coach
methodology with respect to coaching for compliance or coaching with compassion was
not a requirement for study participation. Future quantitative research may wish to
require coach certification and methodology as conditions for study participation and use
these two items as control variables. It would be interesting to compare and contrast
coaching effectiveness with compliance or compassion coaching as well as coach
certification or lack thereof.
I accepted McKenna and Davis’ (2009) proposal that research findings on
common factors central to effectiveness in the helping relationship from the older and
more established field of psychotherapy may be equally applied to the nascent field of
executive coaching for this study. Furthermore, similar to de Haan et al. (2013), I
assumed general effectiveness and quality of the executive coaching relationship, based
on preliminary coaching outcome studies and established psychotherapy outcome studies
(Cooper, 2008; Wampold, 2001). I also accepted the premise of the executive coaching
relationship being akin to the helping relationship or working alliance in psychotherapy
(Baron & Morin, 2009; Boyatzis, 2006a; McGovern et al., 2001).
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Finally, given these parameters, I neither collected performance data from the
executive’s organizations nor requested coaching outcomes from coaches or clients to
demonstrate effectiveness or quality and realize this may be a significant limitation to this
study. However, both coaches and clients voluntarily shared anecdotal evidence of
coaching relationship effectiveness and improved performance throughout the research
interviews, such as: “Within a year of working with me, the client’s business tripled and
he opened a new office … twelve months later, he’s looking at opening a third location”
(Coach 26); “She had set an initial goal of becoming COO within five years when she
started coaching with me, but attained the role within twelve months” (Coach 27); “Since
we started coaching, his U.S.-based office has brought in more revenue than the other six
global offices combined” (Coach 13).
Implications for Practice and Future Research
Implications for Practice
As this study’s discoveries suggest, outstanding coaches demonstrate four unique
EI competencies in their coaching practice. The top four EI competencies exhibited are
empathy, coach and mentor, inspirational leadership, and adaptability from the Social
Intelligence and Emotional Intelligence dimensions of EI. Coaches who display these
competencies may realize tangible and intangible benefits for themselves and their
clients, including but not limited to clarification of the client’s vision and goals, higher
caliber dyadic coaching relationships, and extension of coaching engagements.
Prior empirical research suggests that EI is critically important in predicting
outstanding performance (Goleman, 1998; Goleman et al., 2002; Mayer, Salovey, &
Caruso, 2004). It is, therefore, not sufficient for coaches to solely focus on building their
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technical abilities and toolkits for client coaching engagements. In light of this as well as
my study’s observations, I recommend that coaches enhance their emotional intelligence
competencies, which have been shown to differentiate outstanding coaches from their
peers. To better understand the extent to which coaches may or may not display these
competencies, coaches should undergo a multi-source assessment of their behavioral
competencies such as the ESCI instrument (Korn Ferry, 2018). Upon receiving the
completed assessment results, coaches will gain 360⁰ feedback to understand whether or
not they effectively display any of the twelve competencies, and a starting point from
which they may gauge future progress.
To demonstrate empathy, a coach should “connect with the client at a human
level, be interested in them as a person, and genuinely engage in the relationship” (Coach
21). With regard to displaying the coach and mentor competency, coaches can ensure the
client understands and internalizes their support and confidence: “I really am his person.
I'm there to support him, do what’s best for him, and he knows that” (Coach 13). For
inspirational leadership, the coach can ask the client to “craft a life purpose statement,
talk about my values, my vision, what gives, or consumes energy and what I want my
future to look like” (Leader 29). Related to adaptability, a coach can demonstrate
flexibility with their approach: “I chose Coach because of the operating framework and
structure she shared with me during our interview conversation: it’s agile and nimble”
(Executive 25).
Implications for Research
Suggestions for future research include several areas lightly touched upon in this
qualitative exploratory phase. My empathy observations combined with the relational
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climate numbers appear to hint at a potentially significant positive correlation between
the coach’s demonstrated empathy within the dyadic coaching relationship and
Rochford’s RCS scale. A quantitative study using these variables moderated by
engagement duration could be investigated accordingly.
Further, as mentioned in the empathy discovery section, the quality of the dyadic
coaching relationship, empathy, and engagement of the PEA are paramount to sustainable
behavior change enabled by possibilities of a personal vision. This combination of PEA
theory with emotion offers relatively new avenues to explore sustainable behavior change
within high-quality dyadic coaching relationships.
Boyatzis, Rochford, and Taylor suggest that the PEA theory is one of the first to
integrate earlier work on emotion and the self with recent advances in physiological
measurement and neurological activity (Boyatzis, Rochford, & Taylor, 2015). To the
extent that coaches facilitate the client’s creation of a personal vision, it follows that if I
better understood how emotion contagion occurs within a coaching relationship, I could
better understand how the PEA impacts the quality of the relationship as well as
subsequent behavior change on the client’s part. This stream of research offers rich
opportunities for future quantitative and qualitative studies related to empathy, PEA,
sustainable behavior change, and quality coaching relationships.
Viewed from a gender perspective, my data notionally suggest a relationship
between gender, demonstration, and observation of outstanding coach competencies.
Future research could focus on better understanding how these phenomena occur and
gain clarity on the antecedents of demonstrated competencies and relational climate
through the gender lens.
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This qualitative research phase of my study offers the dynamic juxtaposition of
the adaptability competency and client behavior change which forms the basis for my
upcoming chapter focused on navigating the dance of change. Drawing out more of the
rich, qualitative data from this study to examine how the dance of change emerges
through dyadic coaching relationships offers exciting avenues for my future scholarly
research. Further extending the unprecedented concept of integrating dance into the study
of executive coaching and leadership development interventions presents equally
compelling opportunities for my subsequent academic empirical work.
Qualitative exploratory studies by nature frequently lead to more questions than
answers. Such is the case with my exploration into the key factors, competencies, and
capabilities influencing quality coaching relationships. Although this phase’s
observations reflect a spectrum of emotional intelligences involved in quality coaching
relationships, there remains a myriad of factors influencing dyadic coaching relationship
quality to be discovered. This phase’s work offers a solid foundation upon which to build
subsequent empirical research studies.
Conclusion
I embarked on this exploratory, qualitative research phase based on a desire to
deepen my understanding of the factors and capabilities that contribute to quality
coaching relationships within a management context. Sixty-four interviews with 32
unique coaching dyads revealed the extent to which the coach’s competency is a key
factor dynamically shaping the quality of the relationship and its outcomes.
The coach’s competency was comprised of a triad of social intelligence-based
competencies and a lone emotional intelligence-based competency distributed across
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three of the four clusters of Goleman’s emotional intelligence model. The empathy
competency stemmed from the social awareness cluster of SI, whereas the SI relationship
management cluster housed the coach and mentor and inspirational leadership
competencies. The adaptability competency found its home in the self-management
cluster of EI.
My qualitative phase makes a contribution to the broader executive coaching
literature by linking helping relationship theory from psychology and emotional
intelligence theory from management within a business coaching context. It also expands
the extant body of work within the coaching relationship literature by contributing shared
perspectives on coach competencies, frequency of coach competencies by the coaching
dyad, insight into the broad diversity of tools coaches employ, and learning focus areas
for coaches to develop and stay on top of their game.
This is the first dyadic, qualitative study with external professional coaches and
executive-level (Director, V.P., and CxO-level) clients to empirically demonstrate a
qualitative connection between the coach’s emotional intelligence competencies and
quality coaching relationships within a business context. In addition, this is the first study
to establish shared agreement of what executive coaches and executive clients experience
as relevant and important competencies in their interactions. Furthermore, this study
contributes the dynamic juxtaposition of the adaptability competency and client behavior
change which creates the stage for the interplay of dance and coaching within a business
context as discussed in the following chapter.
By exploring how the executive coach’s emotional intelligence behaviors
influence quality dyadic coaching relationships, this empirical study aims to contribute to
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research and practice in the fields of psychology, management, and executive coaching.
This exploratory inquiry also led to additional questions, which form the basis for
scholars to conduct future empirical research within the coaching realm.
A Google web search of “top executive coaches” on February 1, 2018, revealed
over 1,110,000 results. In this crowded marketplace, coaches must differentiate
themselves to successfully attract, retain and build quality relationships with clients. This
study’s discoveries suggest effective acquisition and leveraging of EI competencies might
just be the coach’s key to influencing quality coaching relationships and standing out
from the crowd.
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CHAPTER 5: GENERAL DISCUSSION, IMPLICATIONS, AND CONCLUSION
Discussion
The results of the preceding three research phases collectively offer a valuable
understanding of executive coaching as a leadership development intervention for
executives. In this final integrative chapter, I discuss the salient results of these three
research phases, as well as explore areas of future research. In lieu of summarizing the
previous four chapters, this chapter will focus on those results most pertinent to evidencebased practice and theory. I will begin by providing a mixed-method summary table to
offer a holistic overview of the study and illustrate the points of interconnection between
phases and outcomes.
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Table 14. Mixed-Methods Research Study Summary with Discoveries
Study Phase & Method
Phase 1 - Qualitative
Semi-structured, critical incident
interviews

Research Question

Rationale

Sample Population

Discoveries

What developmental
interventions, activities,
competencies or experiences
help executives grow as
effective leaders?

1) To investigate
developmental experiences of
executive leaders that result in
effective capabilities over their
lifetimes
2) To inform next study
phase's survey development

31 executives within four
organizations in three distinct
industries (Healthcare,
Manufacturing, Professional
Services) in two groups
(Outstanding and Average) and
two levels (CxO and
Director/Vice President)

Outstanding Leaders:
F1: 90% had a coach while 72% had
two or more throughout their lives
F2: 72% prioritize lifelong learning for
self and others (100% of C-suite leaders
did so)
F3: 67% demonstrate an awareness of
others
F4: 61% create a positive,
psychological climate and use relational
language to describe work
F5: 56% demonstrate awareness of self

How and to what extent are
relational climate dimensions
correlated with coaching
relationship quality between
a coach and a client?

1) To understand correlation
between three relational
climate dimensions and quality
of employee coach
relationship
2) To inform next study
phase's interview protocol

Total N=293 Executives
(Director, Vice President, or
CxO)

Empirical contribution: First study to
establish a positive correlation between
relational climate and coaching
relationship quality.
H1: There is a positive relationship
between shared vision and quality of
employee coach relationship
H2: There is a positive relationship
between compassion and quality of
employee coach relationship
H3: There is a positive relationship
between relational energy and quality of
employee coach relationship

What are the capabilities and
factors enabling quality
coaching relationships?

To better understand how to
enable flourishing of quality
coaching relationships

32 Executive Coaching Dyads
(32 Coaches and 32 Executive
Clients at the Director, Vice
President, or CxO level)

Established a shared agreement of
experienced competencies needed for
quality coaching relationships to
flourish.
F1: Empathy
F2: Coach and Mentor
F3: Inspirational Leadership
F4: Adaptability

Inductive coding (Boyatzis, 1998);
Constant comparative analysis (Glaser
& Strauss, 1967)

Phase 2 - Quantitative
Anonymous Online Survey via
Qualtrics
Structural Equation Modeling (Hair et
al., 2010)

Phase 3 - Qualitative
Semi-structured, critical incident
interviews
Inductive coding (Boyatzis, 1998);
Constant comparative analysis (Glaser
& Strauss, 1967)
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Phase 1
The first phase’s research question sought to explore how and to what extent
various leadership development experiences result in effective capabilities over the
leaders’ lifetimes. Discoveries suggested that outstanding leaders demonstrated a higher
percentage of the Emotional and Social Intelligence competencies than their averageperforming peers. This was not surprising, as it corroborates previous empirical research
demonstrating links between outstanding performance and EI competencies (Goleman et
al., 2002) and extends the empirical literature on the role of EI competencies and
leadership development with executive leaders in a business context.
In addition, one of the developmental intervention themes appearing to enable and
differentiate outstanding leaders from average leaders was noteworthy. 90% of the
outstanding executives in the study had one coach, while 71% had two or more coaches
throughout their lives. The presence of a coach—and therefore a coaching relationship—
clearly had some type of performance impact in the outstanding leaders’ lives, given that
all four executives who did not have a coach fell into the average-performing category.
This theme strongly reflects prior empirical research suggesting that executive
development and outstanding performance is due to the presence of one or more coaches,
mentors or similar individuals who helped them in their journey (Goleman et al., 2004;
Kram, 1985). I represent this dual focus of ‘self’ and ‘other’ and the presence of a
coach/coaching relationship in my revised conceptual model of executive performance
differentiators in Figure 23.
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Figure 23. Outstanding Leadership Performance Differentiators

When I consider this conceptual model reflecting my empirical study’s results, the
dynamic interplay between the focus on the ‘self’ and the focus on the ‘other’ becomes
prominent. When outstanding leaders exercised this dual focus on themselves and others,
results suggest they improved performance on both personal and organizational
dimensions. To apply a dual focus, outstanding leaders demonstrated Emotional SelfAwareness, Achievement Orientation, and Emotional Self-Control competencies from the
EI self-awareness and self-management clusters respectively. They also leveraged
Organizational Awareness and Teamwork from the respective SI social awareness and
relationship management clusters to differentiate their own performance from their
average-performing peers.
Furthermore, my first research phase reflects that leaders emphasized three
specific themes for this dual focus: learning, psychological, and relational climate. When
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viewed holistically across the study, the discoveries of learning and relational climate
came to the fore. An expanded discussion of the learning section follows, with relational
climate addressed in the second phase’s section.
Core Finding 1 – The Learning Mindset
Many organizations’ leadership development efforts to help executives learn to
continue to rely on outdated, fixed, static methods that neither result in long-term
behavior change nor the needed competencies to lead, grow, and thrive in today’s
dynamic business environment. As one executive in my study commented on her
previous training experience: “It’s just shit-dipping people into training without any
regard for learning, iterative practice, change, reflection, or feedback” (Executive 28).
And in a recent conversation with a seasoned CEO of a $6 billion U.S. manufacturing
organization, he shared that “I have 30 leaders in my ‘ready-now’ pipeline, but not one of
them is ready to step up and lead my Eastern European plant.” As an executive leadership
development consultant and coach, I frequently hear these types of laments.
Given the discoveries of my first empirical qualitative phase and these anecdotal
practitioner viewpoints, I propose that it’s not the executive who isn’t ready, rather it’s
the organization that needs a new way of thinking about and executing executive
development as opposed to using decades-old training and development techniques and
thinking. Organizations should change their learning mindset from developing static
skills and capabilities needed for technical proficiency to developing executives’ dynamic
problem solving, critical thinking, and emotional intelligence competencies as my
qualitative study suggests.

128

There are three primary reasons why executives experience a readiness gap. First,
as an executive ascends the corporate ladder, the nature of their work increasingly shifts
from a technical and transactional focus to a strategic and transformational focus, which
relies on interpersonal skills and influence to achieve organizational goals. Goldsmith
concurs with this thinking that technical competencies may have gotten the executive to
their current level, but it’s not what will enable them to get to the next level (Goldsmith,
2007), and suggests that it’s the core interpersonal skills, known as Emotional
Intelligence/Social Intelligence (EI/SI) in Goleman’s and Boyatzis’ terminology
(Goleman et al., 2002), which enable relationships to grow, culture to flourish, and work
to get done in organizations.
Second, today’s executives need learning agility to flex and adapt to the rapidlychanging conditions in an increasingly VUCA (volatile, uncertain, complex, ambiguous)
marketplace, which a traditional training focus on technical skills won’t help them
achieve. Amato and Molokhia (2016) corroborate this recommendation with their article
highlighting learning agility as one of the eight necessary leadership capabilities for
leaders in today’s VUCA world.
Thirdly, organizations historically have struggled to build employees’ leadership
toolkits, yet are aware of the importance and potential gains of doing so. Research
reflects 1) acknowledgment of this need for soft skills, with over 92% of leaders rating
soft skills a priority in 2016 (Deloitte, 2016) and 2) connection of soft skills to improved
personal and organizational performance (Adhvaryu, Garg, Kala, & Nyshadham, 2017).
A potential rationale for many organizations’ inability to develop these skills may
be related to the organization’s learning mindset. Murphy and Dweck (2010) further
129

elaborate on this position with fixed- versus growth-mindset research reflecting that
growth-mindset firms value learning whereas organizations stuck in a fixed-mindset view
intelligence as a stable trait without potential or need for improvement.
Furthermore, in my experience as an executive coach and consultant, the
leadership development process is typically imposed upon an executive, is owned by
someone other than the executive (usually HR), and is presented as a way to address the
executive’s negative 360⁰ feedback or in other words, ‘fix’ what is ‘wrong’ with the
executive. This negative, ‘fix-it’ focus is also found in psychotherapy, as evidenced by
one of the executives in my study: “I've also gone through lots of therapy and the focus is
always on what's wrong, on fixing what's broken” (Executive 15). Seligman corroborates
this position and asserts that the science and practice of psychology was historically and
primarily focused on the disease-patient framework of repairing damage (Seligman,
2002).
When developmental feedback is presented through a ‘fixing’ lens or an unhelpful
or negative way, individuals are less likely to respond favorably, own their development
efforts, and effect positive behavioral change. As one of the coaches in the study
explained: “I simply don't accept coaching assignments that are mandated by the
organization or a senior executive for the client where I have to ‘fix them’ because those
are not successful engagements” (Coach 16). This ‘fixing what is broken’ and negative
mindset contributes to the unfavorable perception of coaching in many organizations, as
evidenced by the 47% of organizations in my study whose executives identified them as
either having a mixed or a negative viewpoint of coaching.
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In light of these observed practices, the VUCA marketplace, and the
organization’s static thinking and methods regarding training and development, it
becomes clear why the majority of leadership development efforts are ineffective and fail
to equip leaders to be ‘ready now.’ This further supports Ready and Conger’s observation
that despite significant financial interest in developing leaders, massive investment has
not produced a sufficient pipeline of leaders for most organizations (Ready & Conger,
2003).
This poses the question then of how organizations can effectively develop
executives and facilitate meaningful learning. On an organizational level, companies can
enable executives to initiate and own their professional development efforts, instead of
imposing the development agenda upon them by an external entity such as HR.
Secondly, the mindset of many organizations and its workforce regarding
coaching is still stuck in a fixed mindset or compliance approach. Coaching for
compliance (responding to performance deficiencies) results in a person being defensive
and reduces cognitive functioning (Boyatzis, Smith, & Beveridge, 2013a). As one coach
study participant shared with us: “Coaching in my client’s organization has been viewed
as a tool to go ‘fix someone’ or as a ‘short-term fix’ to a performance problem, in other
words ‘make this person better so they bug us a little less’ and this is probably how 90%
of companies still view coaching today” (Coach 26).
Organizations should adopt a more positive learning mindset around coaching and
its benefits and view it as a long-term, empowered support system that enables executives
to be fully engaged, fully thriving, and fully producing. This positivist approach has been
shown in academic research to effect positive behavior change on the client’s part since
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“…coaching with compassion invokes a psychophysiological state that enables a person
to be open to new possibilities and learning (Boyatzis et al., 2013a). My study’s results
reflect this same phenomenon of thriving: “(My client) learned how to articulate and
recognize her strengths, re-conceptualize her weaknesses not as deficits, but as growth
opportunities, and successfully relaunched her career with a promotion to a new
organization” (Coach 15).
Thirdly, organizations should consider more recent approaches of developing
executives such as the use of external executive coaches. Executive coaches are uniquely
positioned to help executives identify and resolve the challenges of leading in chaotic
environments, as they offer a personalized development approach for the executive. Hall
et al. corroborate this viewpoint and further add that coaches offer unmatched dynamic,
tailored interventions as well as provide a sounding board for isolated, lonely executives
who find there are very few people to trust at the executive level within the organization
(Hall, Otazo, & Hollenbeck, 1999).
A curated coaching approach benefits the executive on multiple dimensions, but
especially so from a learning perspective. Lindeman posited that experiential learning and
inquiry are optimal for executives given their rich depth of lived experiences:
“…experience is the richest resource for adults’ learning; therefore, the role of the
(coach) is to engage in a process of mutual inquiry with them rather than to transmit his
or her knowledge to them” (Lindeman, 1926). An experiential approach to the
executive’s current business challenge enables practice in the workplace, with
opportunity for feedback during the coaching session and subsequent iterations. A
Socratic questioning approach facilitates reflection, opportunity for consideration of
132

different viewpoints, surfaces assumptions, and drives clarity around the executive’s
challenge and resolution options. I offer that coaches should consider deploying both
approaches with their executive clients to realize maximum benefit.
Another beneficial feature of executive coaching for the client is when the coach
uses a holistic approach. With this approach, executive coaches address the whole person
during coaching sessions, which requires not just consideration of the business problem
at hand but also integrates personal dimensions into the conversation. These personal
facets tend to include such key factors as “the softer skills” of leadership—i.e. emotional
and social intelligence competencies—to help executives build relational skills, develop
problem-solving and critical thinking skills through iterative practice in the field, and
effect positive, lasting behavioral change within themselves and their teams. The
comments of one of my study’s executives reflect a similar experience with their coach:
“I thought I was pretty self-aware before I met with Coach, but having met with Coach,
there's a lot of stuff that I still don't know about myself and about business as well. So, I
think what I would come away with is that there's always more to learn about yourself
and other people, there’s always room for improvement, to experience other things and
grow” (Executive 18).
From the coach’s perspective, it would be prudent to recognize that not all adult
learning contexts are identical and that not all executives have the same competency skill
sets and life experiences. Therefore, coaches should bolster their knowledge and
application of adult learning principles—also known as andragogy—and then ‘flex them
as needed to fit varying circumstances’ (Knowles et al., 2015). This flexing ability is
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similar to the adaptability competency highlighted as a top finding in phase three’s
qualitative study.
One of the supplemental ways in which coaches may flex their style to help
clients learn is through gaining additional aptitude and facility with the digital world. The
current rise of digital technology, the interconnectedness of the Internet of Things (IoT),
and the prevalence of web-enabled learning technologies enable executives to cater to
their self-directed learning desires now more than ever. However, not all adult learners or
executives will be at identical developmental stages or have the same cognitive skills, so
coaches may want to delicately explore how to integrate this prolific growth in
technology into their coaching practice.
My study suggests that 20 of 32 coaches (63%) still prefer to meet face-to-face
with their executive clients, although due to the rise of the digitally-connected world,
there is an array of less expensive and time-consuming coaching session and extended
learning options available including online communication channels, video meeting
mediums, and other electronic resources. These alternate options may be attractive to
clients who do not receive financial support from their organizations for coaching. My
study reflected that 10 of 32 executives (31%) paid out of pocket for coaching services.
As I considered this research phase’s discoveries in light of my holistic study, I
concluded that coaching relationship quality was also a core finding and of significant
academic interest given the lack of extant empirical research on the coach-client
relationship, and the investigation into developmental experiences of executive leaders.
As practicing executive coaches, we intuitively understand and regularly see anecdotal
evidence regarding how the coaching relationship enables an executive leader to thrive
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and grow, but the academic coaching literature lacks sufficient qualitative and
quantitative empirical insight into the same. A desire to more deeply understand from a
quantitative empirical viewpoint how a relational focus impacts coaching relationship
quality led me to conduct my second phase of the study.
Phase 2
The second phase’s research question sought to explore how and to what extent
relational climate is associated with the coaching relationship quality between a coach
and a client. Discoveries revealed that the three dimensions of relational climate (shared
vision, compassion, and relational energy) are positively and directly correlated with the
four dimensions comprising the quality of the coaching relationship (genuineness of the
relationship, effective communication, comfort with the relationship, and facilitating
development). The relational climate measure stemmed from Rochford’s relational
climate scale (RCS) (Rochford, 2015) while perceived quality of the coaching
relationship (PQECR) originated from Gregory and Levy’s (2011) work. Mine is the first
study to establish a positive correlation between relational climate and coaching
relationship quality and as such provides validity and reliability for the role of relational
climate as an antecedent of coaching relationship quality. Furthermore, it extends the
empirical quantitative literature on the relationship between coaching relationship quality
and relational climate with executive leaders in a business context. This leads me to my
study’s second core finding—that of the power of relationships and in particular, the
coaching relationship.
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Core Finding 2 – The Power of Relationships
The importance of placing an intentional emphasis on building a quality
relationship is not only linked to outstanding individual performance for the executive
leader as previous studies have shown (Nash, 2015) but I suggest that doing so offers
benefits in multiple realms for both the coach and the client. Prior work in the
management field from Boyatzis and McKee substantiates my recommendation to
coaches that focusing on relationships has a plethora of benefits, including increased
focus on others, reduced feelings of isolation by executive leaders, decreased stress, and
increased effectiveness (Boyatzis & McKee, 2005). This is also supported by empirical
studies from psychology as well as an 80-year longitudinal Harvard study which reveals
that quality relationships have a powerful, positive influence on our health, favorably
impacting both physical and mental aspects (Waldinger, 2015).
As I consider my study’s overall results from both empirical and anecdotal
practitioner evidence, I propose the following relationship benefit matrix in Figure 24 to
succinctly illustrate these dimensions. These benefits are derived from my phase three’s
qualitative themes and observations. I then follow this with a brief discussion of select
matrix benefit elements, including resonance, rapport, and readiness.
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Figure 24. Quality Coaching Relationship Benefit Matrix

There are many benefits to crafting quality coaching relationships, one of which
includes relationship effectiveness. As Boyatzis and McKee posit, great coaches “need to
build resonant relationships with other people to be effective” (Boyatzis & McKee, 2005:
195). Resonant in this context originates from the physics of music—meaning one note’s
sound wave is oscillating at the same vibrational frequency as another sound wave, so
both notes are in tune with each other.
Resonance in a coaching context refers to the coach being on the same
wavelength as the client and was frequently mentioned by coaches in my third study
phase as critically important. For example, multiple coaches reflected on the necessity of
feeling resonance, of being in tune with the other, of connecting at the initial meeting: “I
don't want to be involved, if it's not magic” (Coach 29); “The very first thing I do is look
for the lovable part - what do I love about and where do I have an affinity for that person?
(Coach 16); “She’s really one of those clients with whom there was instant partnership,
which is incredible. I wish I had 20 clients like her in my practice because it’s so
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gratifying” (Coach 26). “The catalyst is chemistry… it's a magic secret sauce that you
viscerally feel” (Coach 25).
Similar to the spark of attraction that ignites romantic relationships, coaches seek
that magical coaching experience; that intuitive chemistry; that feeling of resonance that
piques their interest about working with the client. But it’s not just coaches who desire to
experience the magic: clients want to feel this resonant connection as well. Comments
from several executives in my study reflect this aspiration: “The reason I selected (my)
coach was that we straightaway had a very personal connection; he had a sense of
warmth and personality that I was very easily able to connect to” (Executive 6). “There's
that kind of magic that you can't really put your finger on, but it's instantly there”
(Executive 18). “When I first met Coach, I immediately liked her” (Executive 14).
Equally as important and beneficial as the initial coach-client chemistry is the
process of rapport building. Rapport is critical to dyadic coaching relationships as it
forms the beginning foundations of trust. Scholars across a breadth of disciplines have
highlighted the importance of rapport building and trust-based relationships in diverse
fields such as social psychology, medicine, and management (Boyce et al., 2010;
Dimatteo & Taranta, 1979; Ely et al., 2010; Gremler & Gwinner, 2000; Lewicki &
Bunker, 1996).
Coaches in my study recognized the criticality of rapport-building and reflected
various ways in which they worked to build it: “I start with a mindset of intention to build
rapport and then let it happen naturally” (Coach 1); I’m very open to new possibilities
and stories and ask a lot of questions to demonstrate I’m keenly interested in the client’s
whole self” (Coach 11); “I build rapport through regular communication, listening, and
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follow through” (Coach 19); “Rapport starts with the client intake form and resultant
discussion around its content” (Coach 25); “I want to spend time just getting to know
them, understand if they’ve had a coach before, clarify my particular process and address
their expectations” (Coach 30).
From the client’s standpoint, coaches who build rapport engender trust. This
establishes a solid foundation for future interactions and positively shapes the early stages
of the coaching relationship. Clients in my study mirrored their coaches’ intention on
crafting rapport: “I build rapport with Coach by sharing what I value and it turns out if
that's something that she values as well, then we build a shared experience” (Executive
1); “I make myself available to Coach appropriately, make sure the boundaries are set
and that my expectations, needs, and wants are articulated, and I’m kind and humane”
(Executive 18). “I'm very honest with Coach” (Executive 21). “I wanted Coach to
experience me in my domain and see what I have built because that was personally
important, and I wanted to meet her in person the first time” (Executive 3).
Resonance and rapport are critical to quality coaching relationships, yet of equal
import is the readiness of the client to engage in coaching. Readiness in this context is
three-dimensional and involves mindset, planning, and action. This multi-dimensional or
staged approach is in line with prior scholars’ empirical work on readiness for and
complexity of change (Cunningham et al., 2002; Prochaska, Redding, & Evers, 1997).
To demonstrate readiness, clients must first have an open mindset. This objective
cognitive outlook is essential to accepting the coach’s questioning of their deeply-held
extant mental models, current ways of thinking, and inherent assumptions. In the words
of one of my study’s coaches: “A client who is ready is someone who is committed to the
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process, who is open to trying new ideas, someone who is interested in learning, is
willing to be vulnerable and take risks” (Coach 29). And per one of my study
participants: “I was vulnerable to Coach, I was my true self and she saw that” (Executive
25).
As clients continue to demonstrate readiness, their initial step as described earlier
involves creation of an ideal self which enhances self-awareness and engages and
unleashes the PEA, paving the way toward the next phase of the journey (Boyatzis &
Akrivou, 2006). The second step involves exploration and consideration of alternative
ways of thinking and acting. Clients should design a transition plan to intentionally move
from their current status quo to the future desired state, or ideal self. This plan may take
the form of a vision statement, an ideal self-image, or an action plan with milestones to
solve a current business challenge. A coach’s example from my study illustrates this
process: “The breadth and depth of exploration that helps a client learn is critical. No
sustainable behavior change happens without that. Then the next step is to not stay there,
of course, but to begin to move to that future state. Make a clear selection of the next step
and construct a new reality. Activate a capacity to originate new thinking. Imagine how
to take that idea and put it into action; leverage the creative force” (Coach 17).
Clients who are ready and willing to move forward into the unknown embrace
positive behavior change as a third readiness component. Prochaska and Norcross define
this third phase as the ‘action’ phase which is characterized by the modification of
behaviors, experiences, and environment (Prochaska & Norcross, 2001). As one coach
shared: “My client gives me status on the action item and lets me know how she decided
to execute it. We then revisit if needed based on the desired versus actual outcome”
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(Coach 3). And from an executive’s perspective: “A quality coaching relationship creates
for me a new way of seeing my goals and way that I approach reaching them” (Executive
8).
Resonance, rapport, and readiness are all critical to building a quality dyadic
coaching relationships and mutually working toward the client’s goals. As I demonstrated
through my quantitative phase’s research, coaches who foster the triadic elements of
relational climate into the coaching relationship realize quality coaching relationships.
However, I propose that coaching relationship quality is not just limited to the three
relational climate elements of shared vision, compassion and relational energy used in
this study.
For example, in the psychotherapy domain, Bordin (1994) suggested that forming
a quality working alliance in the early stages is built on three dimensions: a positive
emotional connection (such as trust, respect, and liking) between the therapist and the
client, agreement on treatment goals, and consensus on tasks that form the specific
therapy’s foundation. And, as my matrix demonstrates, many of the ‘self’ and ‘other’
benefits for both clients and coaches offer a plethora of key relationship ingredients
which extend outside of the relational climate scale and lend themselves to further
empirical investigation. As an outcome of this empirical investigation, I propose the
development of the Nash R3 scale to assess the quality of early coaching relationships.
This will be discussed in the future research section.
Given the dearth of research on factors and capabilities driving quality coaching
relationships, Palmer and McDowall (2010) urged coaching scholars and practitioners to
“help build an evidence-based framework for refining understanding of interpersonal
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relationships in coaching.” Desiring to answer this call through a deeper dive into how
these quality relationships are formed and sustained serves as the entrée to the third and
final phase of my study.
Phase 3
The third phase’s research question sought to explore what factors, competencies,
and capabilities enable flourishing of quality coaching relationships. The preeminent
competencies identified were empathy, coach and mentor, inspirational leadership, and
adaptability. Empathy is considered part of the Social-Awareness Cluster of Social
Intelligence (SI) competencies, while Coach and Mentor and Inspirational Leadership are
considered part of the Relationship Management Cluster of the SI competencies.
Adaptability is situated in the Self-Management Cluster of the EI competencies.
These discoveries were not wholly unexpected, as they confirm previous scholars’
empirical work across multiple fields demonstrating the criticality of empathy in helping
relationships (Bluckert, 2005; Boyatzis, 2009; Reynolds & Scott, 1999; Wasylyshyn,
2003). These discoveries also support prior research on how coaches create quality
coaching relationships through a strong focus on interpersonal relationship building using
EI competencies (Goleman et al., 2004). In addition, Hall et al. (1999) found that
adaptability contributed to improved relationships as well as the learning of both parties
in the coaching dyad.
Mine is the first empirical study to establish a shared agreement of emotional
intelligence competencies needed for executive coaching relationships to flourish. In
addition, mine is the first dyadic, qualitative study with external professional coaches and
executive-level (Director, V.P., and CxO-level) clients to empirically demonstrate how
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the coach’s displayed emotional intelligence competencies influence quality coaching
relationships within a business context. My discoveries contribute to the empirical work
on coaching relationship quality, helping relationships in a business context, and EI coach
competencies.
When viewed in aggregate across my study, this phase’s discoveries may not only
enhance the study’s previous core observations but also enable execution of the client’s
behavior change. Coaches help executives learn how to navigate the dance of change
through a quality coaching relationship. This leads me to my study’s third core finding—
that of change, and in particular, the client’s behavior change enabled by the coaching
partnership.
I offer a conceptual framework in Figure 16 of this dance of change linked to the
study’s previous core observations. An explorative discussion of the similarities between
a dance partnership and a coaching dyadic relationship, the impact of EI competencies
within these alliances, and how this comparison might inform new methods of future
executive coaching interventions follows.
Figure 25. Conceptual Framework for the Dance of Change
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Core Finding 3 – The Dance of Change
As the first strains of Englebert Humperdinck’s beautiful song “The Last Waltz”
played over the sound system at the 2016 Cincinnati Ballroom Competition in Cincinnati,
Ohio, Coach Glenn was formally dressed in a tuxedo replete with a black bow tie. As
Coach waited for me on the dance floor, he stood forward on the balls of his feet, with
90% of his weight on his left leg and 10% on his extended right leg with a pointed toe to
the side. His left arm was outstretched at a 90-degree angle to his body with his elbow
bent at 120 degrees and his hand extended out, inviting me to join the dance.
Dressed in a beautiful, flowing, sparkly turquoise formal gown, with my hair
elegantly coiffed, my feet in competition heels, and my ears, neck, and wrists bedecked in
glittering jewels, I took one step forward onto the competition floor with my left foot and
closed my feet together, extended my arm with a bent elbow while still keeping it loose
and active, then placed my right hand in Coach’s left with the side of my hand nestled in
his palm. I took another step forward with my right foot toward Coach, placed 90% of my
weight on that foot, extended my left leg out with a pointed toe, and extended my left arm
out at 90 degrees to my body.
Once Coach placed the palm and fingertips of his right hand on my left shoulder
blade, I kept my shoulders and hips square to him while extending slightly backward and
tilting my head to look left, then closed the hold by placing the fingertips of my left hand
just above his left bicep but below his shoulder. On the waltz’s next count of “three,” I
felt Coach begin to transition the majority of his weight to the opposite foot and bend the
knee of his standing leg. On the count of “and,” Coach communicated that he intended to
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change our position on the dance floor. Through lowering of his hips and bending his
standing leg’s knee, Coach wordlessly initiated our first steps of the beautiful waltz.
As the music played, we danced around the parquet floor at the regulation
competition pace with the bottom of my dress flaring out and spinning brilliant circles of
turquoise against the beautiful hardwood floor. Coach demonstrated outstanding
floorcraft by deftly maneuvering us in between other couples on the floor, maintaining
our line of dance, and preserving awareness and control of his body at all times. At the
same time, he was acutely aware of my body position, movement, and hand pressure
which alerted him if I saw danger coming from behind him. I, in turn, maintained
awareness of his frame and directional changes as well as my own body position and
movement, adapting as necessary to keep our dance flowing smoothly and gracefully.
At the end of the dance, I felt Coach prepare to spin me out for a bow in front of
the toughest judges. I executed two perfect 360 degree turns, followed by a final 180degree turn with a head spot to face the judges and bowed, sinking down at the hips with
my left foot behind my right and knees bent together. As I came up from the bow, Coach
proffered me his left arm with elbow bent parallel to the floor. We exited the competition
floor together, sustaining proper competition demeanor with outstanding posture,
musicality, and professionalism.
After competing in more than 180 rounds across fourteen individual dances
within two days, I won not only the Top Newcomer title, but also the Top Bronze student
title at this national competition with my Coach’s partnership and guidance. My
outstanding dance performance is an example of how the coach-athlete relationship in a
dance context mirrors executive change in a coach-client context. I now explore the
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similarities between a dance partnership and a coaching dyadic relationship and how EI
competencies facilitate this comparison in further detail.
To Dance or Not to Dance
As demonstrated in the dance allegory above, Coach extends his hand and invites
me to the partner dance, offering me the option of partnering with him, choosing a
different partner, or not dancing at all. This aspect of the dance partnership is akin to the
coach matching process in a business context. As two of the coaches in my study
commented: “Do (the client and I) want to dance together?” and then further elaborated:
“Nothing happens until we agree that we want to work together” (Coach 25); “It's like the
dating game—she interviews two or three coaches and then gets to pick the one she likes
the best” (Coach 24).
Moreover, multiple scholars agree on the importance and criticality of the
matching process for quality coaching relationships (Boyce et al., 2004; de Haan et al.,
2013; McGovern et al., 2001), with Joo (2005) specifically commenting: “A good match
and relationship between the client and coach is a critical factor for enhancing selfawareness, learning, and thus behavioral change” (p. 480). The emotional intelligence
competencies of empathy, positive outlook, and emotional self-awareness each fill an
important role in this step of the dance by facilitating the matching process, building the
initial stages of rapport and trust, and being open to new possibilities. These behaviors
form the foundation for the next stage of the partnership—navigating the dance.
Navigating the Dance
Once I accepted Coach’s outstretched hand as my waltz partner, I then had to
learn how to navigate the dance. I learned how to properly set up for the dance, recognize
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and interpret Coach’s non-verbal communications, and sense and attune my body’s
movement to his. All of these navigational capabilities required me to learn how to move
my body in new and awkward ways, which was intimidating and didn’t feel natural or
comfortable. Further, the similarity between the dancer’s discomfort in learning how to
move their body in new ways on the dance floor is like the executive client’s unease at
learning how to behave in new ways in the workplace.
To internalize a new behavior at work, the client must learn how to adapt and
engage differently in the workplace dance. It’s a step in which they may not yet be
versed, so must trust their coach to shine a light through the potentially uncomfortable
journey of change. Per one of the coaches in my study: “You have to choose the person
that's going to take you to the place that you're not able to get to by yourself … it can be a
scary process” (Coach 16). And as two of my executive clients shared: “I left the
conversation incredibly raw and more uncomfortable than I've ever been, but had to
figure out how to go on with life after being this uncomfortable” (Executive 28); “My
coach never tells me what to do, she guides me by shining a flashlight down the various
paths I need to consider” (Executive 18). These unknown elements add risk to the change
dance, which the competency of adaptability as well as a quality coaching relationship
can mitigate.
The relationship that is built between the coach and the client has far-reaching
impact on both personal and organizational dimensions, as demonstrated across my
study’s three phases. Deutsch and others portend that trust essentially protects the
relationship against negative consequences of risk (Deutsch, 1958; Lewicki & Bunker,
1996; Shapiro, Sheppard, & Cheraskin, 1992). In addition, when high-quality
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relationships are constructed, trust promotes feelings of psychological safety (Carmeli,
Brueller, & Dutton, 2009).
This psychological safety is what enables the dyadic coaching relationship to
flourish and encourages the dancer or executive client to step out of their comfort zone
toward a new way of dancing or interacting with the world around them. The emotional
intelligence competencies of adaptability, relationship management, emotional selfawareness, and coach and mentor each play a crucial role in facilitating skill acquisition,
mitigating risk and building the dyadic coaching relationship—all of which contribute to
the next step in the process—executing the dance.
Executing the Dance
The two dance components mentioned above—to dance or not to dance and
navigating the dance—dovetail neatly with the learning mindset and the power of
relationships—the first two core discoveries of my study. To realize a beautiful dance in
tandem, the coach and athlete must be open to dancing with the other. They must
subsequently acquire the necessary knowledge to navigate the dance together and
effectively build the partnership. Without these two components of the journey, the
change dance wouldn’t be possible since neither the capabilities nor the dyadic
relationship would exist.
As the coaching relationship matures and the dyad’s knowledge of each other
grows, each gains a better understanding or intuition of what their dyadic counterpart
may say or do. This dynamic has been demonstrated in Kelley and Stahelski’s empirical
work (Kelley & Stahelski, 1970) and is also anecdotally reflected by coaches in my
study: “Over time you anticipate what a client will say because you've anticipated this
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dance with them” (Coach 25). “We’ve worked together so long, the client pretty much
knows how a conversation with me is going to work—we're in a pattern” (Coach 32);
“The longer the relationship, the more I'm able to see patterns that are recurring and then
we discuss” (Coach 8).
I propose this intuitive knowledge based on shared partnership experiences is
equally reflected in dance, where dancers in a mature dance partnership play equal roles
in moving the dance down the floor, as well as in business, where the client takes more of
a partnership approach in facilitating coaching sessions and driving new behaviors.
Coaches and executives in my study alike noted the differences between the early and the
mature relationships: “In the early stages of the relationship, I had to be more directive
but later on it became more collaborative, more advanced and he drove the sessions”
(Coach 14); “Our relationship has grown and changed over time in terms of becoming
more sophisticated, complex, and mature … we are more a partnership than my being the
coach and him the client” (Coach 18); “It evolved over time as we got to know each other
more intimately, there were less explaining that I had to do, so it just got richer and
deeper and very personal—the relationship definitely changed over time” (Executive 19).
“It's become more led by me and has evolved over time to have Coach driving some self-

discovery conversations. It’s more participative now” (Executive 6).
As the partnership executes the dance of change, there is significant opportunity
for nimble adaptation, iteration and feedback. The emotional intelligence competencies of
adaptability, achievement orientation, and inspirational leadership are particularly critical
to this stage of the dance, as it involves striving to perform in new and better ways,
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adapting to changing circumstances, and providing support and encouragement for a
potentially challenging change experience.
Clients may find themselves using adaptability to try out new actions and shift
perspectives, while coaches may fluidly change their style and approach to better meet
existing conditions. One perspective from a coach in my study reflects this iterative
approach: “I helped the client see how a set of guiding principles worked in practice …
she tried them out in the meeting, came back, debriefed, we adjusted and iterated how to
do it differently the next time” (Coach 9). Research on adaptability and flexibility has
also demonstrated how behavior must adjust to accommodate for unforeseen conditions
(Canas, Quesada, Antolí, & Fajardo, 2003).
To execute a beautiful, seemingly effortless dance, both partners must strive to
improve technical excellence while interpreting the music, communicating through body
movement, and interacting with each other and the audience. Dancers who execute in this
fashion clearly demonstrate achievement orientation and include Torvill and Dean,
British ice dancers and former British, European, Olympic and World champions who
scored perfect 6.0’s in the 1984 Sarajevo Olympics (Editors of Encyclopædia Britannica,
2018a) as well as Fred Astaire and Ginger Rogers, partner dancers who made ten
Hollywood musical comedies together and are widely regarded as the most influential
dancers in the history of film and television musicals (Editors of Encyclopædia
Britannica, 2018b).
In business, although there may not be music, there are similar components to
those dance elements mentioned above, such as organizational awareness, political savvy,
and other organizational actors that influence the dance. Coaches in my study remarked
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on the importance of, continual focus on, and orientation to achieve, improve, and deliver
outstanding technical ability: “It would be oxymoronic to me that you could want to be a
coach and not want to be a lifelong learner, continually upping your game and improving
your skills” (Coach 5); “I show up prepared to perform with a high standard of
excellence” (Coach 2); “I bring the highest skills I have; parts of my doctorate, aspects of
my coach training and certifications, learnings from conferences, past conversations and
continually build the tools, techniques, procedures, processes that I share with the client”
(Coach 5).
During the execution phase of the dance, coaches should actively demonstrate
support and offer verbal encouragement to their clients, as several participants in the
study exemplify: “I'm always a cheerleader of them and try to identify positive traits that
I'm hearing or I'm seeing during the change” (Coach 8); “It's a partnership where I help
the client create the daily actions that get them where they ultimately want to go… during
the execution phase I celebrate with the client, I'm their cheerleader” (Coach 29); “Coach
supports me, shows me that I’m not alone in this, and encourages me that we’ll get
through it” (Executive 20). These demonstrations of support and encouragement are
conceptualized as the inspirational leadership competency.
Whether on the dance floor or in the executive suite, behavior change is difficult
and without the support of the coach or a helping relationship, may not be sustainable.
While substantial practice aids in muscle memory for both contexts, it also may not be
sufficient to sustain new movements or actions. Boyatzis offers resonant relationships as
a means to support an individual’s developmental experience in his theory of intentional
change (ICT).
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Figure 26 represents the overall ICT process, while discovery #5 in the middle
reflects the presence of the helping relationship in the intentional change process. For a
comprehensive discussion of intentional change theory within a complexity framework, I
direct you to Boyatzis’ 2006 and 2008 works (Boyatzis, 2006b, 2008a).
Figure 26. Intentional Change Theory

Future Executive Coaching Interventions - Dance
More often than not, the dynamic spheres of arts and of business rarely intersect.
As an active participant in both, it is logical to me that each could grow and develop by
learning more about and integrating with the other. As I illustrated throughout the three
phases of the dance of change conversation above, a dyadic coaching relationship in a
dance or business context has more similarities than differences.
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To further support this innovative mindset, several researchers have begun to
sound the call for integration of insights from the arts, aesthetics, and the humanities to
broaden current understanding of what is meant by leadership (Ehrich & English, 2013).
Given this study’s earlier discussion around organizations’ outdated and static
development methodologies, I propose there is equally a need to broaden current
understanding and means of leadership development. One of the ways this may occur is
through integrating the arts into coaching development interventions.
Scholars Denhardt and Denhardt (2005), Duignan (1997), and Ropo and Sauer
(2008) focused on the allegory of dance to illuminate leadership would agree with my
proposition. As dance is an art and offers multiple points of intersection and integration
across the dyadic coaching relationship, it appears uniquely suited to offer an innovative,
creative approach to future development interventions designed for executives and future
leaders. To begin testing this proof of concept, I conducted three pilot tests in 2016, one
with executives from a large management consultancy in the Midwest (n=10) and two
with undergraduate business students at a Tier 1 research institution in the Midwest
(n=36 and n=41 respectively).
Participants attended a 50-minute dance class taught by an internationally-ranked
professional ballroom coach and learned how to ballroom dance with a partner. After the
class, there was a 60-minute debrief session at a local restaurant. The participants were
not paid for their time, but the professional coach received compensation for instructional
hours. Participants ranged in age from 20–50, with both genders represented.
Qualitative, anecdotal feedback reflected the interest, enthusiasm, and surprise at
combining an art form with the business world for a professional development
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opportunity. Verbal and written feedback received included: “I wasn’t sure how you
would combine dancing and leadership development, but you did and it was effective”
(Student); “This is applicable to all leaders and should be a part of our firm’s
development initiatives” (Executive); and “This was fun, I learned and retained way more
than sitting in class for three hours, and now I want to know more about leadership and
coaching” (Executive); “The dancing was hands-on, broke down barriers and promoted
conversation within class members who usually didn’t interact with one another”
(Student); “Dance class was the best because we learned more about organizational
behavior in a real setting” (Student).
The evolution of today’s workplace into an increasingly complex environment
involving information ambiguity, constant change, and non-linear interactions results in a
distinct disconnect between the dynamic challenges executives face today and the static
methods used for development. Consideration of non-traditional ways in which
development interventions can adapt and grow to meet these needs is needed to move the
art, science, and practice of coaching and leadership development forward. My proposal
of integrating dance into the field of executive coaching as a leadership development
intervention is unique, does not exist in today’s literature, and is a contribution to the
field of executive coaching and quality relationships.
Limitations
This dissertation offers multiple common limitations. The limitations specific to
each individual study phase of the study are discussed in their respective chapters and are
not repeated here. Below, I discuss holistic limitations across the study, including non-
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longitudinal aspects, executive performance data, effectiveness considerations, interrater
reliability, and coaching perceptions.
Time Period
This study did not incorporate a longitudinal component, despite scholars’
acknowledgment that it is an effective method of demonstrating individual behavior
change in empirical work (Pettigrew, 1990; Rogosa, Brandt, & Zimowski, 1982). Given
the program’s tight deadlines, workplace constraints, and study participation challenges I
experienced during the research components of this study, it simply wasn’t feasible to
conduct a longitudinal study.
Performance Data
Executive performance data as well as dyadic coaching engagement effectiveness
data were lacking across the study. The unavailability of these two data types rendered
the variable of effectiveness absent particularly from phase two’s quantitative research.
Conducting the quantitative research again with the inclusion of performance data may
offer richer insights into and deeper confirmation of the correlation between relational
climate and the quality of the coaching relationship.
Definitional and Measurement Limitations of Effectiveness
Since neither a common definition of effectiveness nor a measurement scale of
outcomes exist in today’s coaching literature, similar to de Haan et al. (2013), I assumed
general effectiveness and quality of the executive coaching relationship, based on
preliminary coaching outcome studies and established psychotherapy outcome studies
(Cooper, 2008; Wampold, 2001). However, multiple scholars acknowledge these
definitional and measurement limitations and have called for additional empirical
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research on coaching effectiveness (Boyatzis, Smith, & Van Oosten, 2015; Evers,
Brouwers, & Tomic, 2006; Feldman & Lankau, 2005; Grant, 2012; Grant, Passmore,
Cavanagh, & Parker, 2010; Kampa-Kokesch & Anderson, 2001).
Interrater Reliability
The first qualitative phase involved just a single rater and did not include a
measure of interrater reliability which may have limited its potential reliability and
validity. Although still an empirical study with meaningful discoveries, an interrater
reliability test might be conducted at some point to confirm observations and ensure
reliability and validity of the results. Furthermore, the qualitative third phase’s reliability
could be considered low, as the interrater reliability numbers for the single-coded
interviews pose a possible threat to the stability of the reported observations.
Perceptions of Coaching
As I conducted the three research phases, multiple interview responses (as well as
pre- and post-interview conversations) included comments referencing co-workers,’
bosses,’ or organizations’ negative perceptions of coaching. For example, the comments
of this executive reflect many of the participants’ coaching perceptions: “Does the team
even know I have a coach? No, they don't and it’s none of their business” (Executive 5).
In addition, some organizations as mentioned earlier in my study had a mixed or
negative impression of coaching. These perceptions were not the majority but were
prevalent enough throughout the study that they may have skewed the results. Moreover,
they may be a lasting result of HR and organizations’ historical use of coaches to ‘fix’
executives, rather than a way to focus on the positive and enhance their abilities.
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Future Research
The combination of all three study phases lays the groundwork for future
executive coaching relationship research, in addition to the future research directions
pertinent to each phase and future research recommended to overcome limitations. I now
explore future research avenues based on the overarching core discoveries of this study:
the learning mindset, the power of relationships, and the dance of change.
The Learning Mindset
In my practice, I often find that some executives are simply not coachable.
Coachable in this context refers to the quality of being open to feedback for growth and
personal development (Dean & Shepard, 2012). There may be multiple reasons why an
executive isn’t coachable, yet in many instances, these barriers aren’t sufficiently
identified and resolved prior to the coaching engagement. While this was not an issue in
my study, it is, however, a significant problem of practice that, based on a search of
Google Scholar on February 25, 2018, appears to be understudied across the psychology,
coaching, sports, and management disciplines.
I propose the development of a quantitative scale which would surface
antecedents of and barriers to readiness as well as assess the executive’s actual readiness
for coaching. Scale items may include potential, motivation, and adaptability to learn as
well as goal orientation, interest, developmental efficacy, relationship building, and
emotional intelligence. Several of these items follow Hannah and Avolio’s
developmental readiness (DR) suggestions in their 2010 work that leaders' developmental
readiness is a function of at least two general parameters: leaders' motivation and ability
(Hannah & Avolio, 2010).
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I touched on the organization’s historical challenges in developing executives’
leadership skills. Based on my observations of client organizations over two decades, I
regularly see this problem of practice in effectively building executives’ soft skills. If I
understood more about how and to what extent organizations have struggled to build
executives’ toolkits, perhaps I could better conceptualize and operationalize a solution. In
the same vein, if I understood more about organizations’ unfavorable perceptions of
coaching, I could help move the needle on increasing acceptance to help develop said
skills. I propose the development of a qualitative study focused on the organizational
factors enabling and hindering executive development through a coaching lens.
My study reflected the preference of coaches to meet face-to-face, and I
mentioned a need for alternate meeting mediums given that 30% of clients in the study
paid out of pocket for their coaching. However, it would be helpful to assess the impact
on learning when using various coaching modalities as empirical research is silent on this
dimension. Passarelli, Van Oosten, Varley, and Trinh (2018) have recently focused
efforts to better understand how the use of different media impact coaching quality, yet
the question of media richness and coaching effectiveness remains unexplored. I propose
exploring the effectiveness of different coaching modalities (face-to-face, telephone,
Skype video, etc.) on the executive’s ability to learn through a quantitative approach.
Furthermore, in light of how digital technology is transforming our world, future
empirical research should explore the practical application of coaching in a digital world.
Just like in medicine, where a patient can jump online and instant message with a doctor
or nurse practitioner to diagnose a medical concern, coaches may need to transition from
a face-to-face model to one incorporating digital technology to remain relevant.
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Qualitative scholarly research would be helpful to understand perceptions of this type of
coaching model as well as quantitative work to gauge the early adopter’s appetite for and
desired intended outcomes of this model.
The Power of Relationships
In my discussion of coaching relationship quality, I mentioned extending the
measurement of coaching relationship quality to include relational dimensions other than
shared vision, compassion, and relational energy. I believe this measurement should have
a longitudinal component and should consist of three separate scales designed to assess
early, mid-, and mature relationships. The working title for this scale is ‘Nash R3’ and
will include scale items for the triadic elements of resonance, rapport, and readiness on
both coach and client dimensions.
The Dance of Change
I recognize that the conceptualization of partner dancing as a coaching
development intervention remains empirically and scientifically untested despite my
three pilot tests in industry and academia. I, therefore, propose future qualitative and
quantitative research to explore the reliability and validity of this as a sound coaching
development intervention. The three phases of the dance of change discussed earlier in
the chapter could serve as the parameters for the study and include a longitudinal
evaluation of their respective emotional intelligence competencies as well as behavior
change.
Conclusion
As Coach and I whirled our bodies around the dance floor, the ballroom itself
became a blur of motion and color, with people, sound, and lights dynamically changing
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with every step I took. Our bodies are complex systems which are meant to move and
aren’t designed to sit immobile for hours a day. Just as our bodies aren’t meant to be
static, neither is our approach to learning, relationships, and change. Change happens
within dynamic, complex systems, and the complexities inherent in those systems reveal
ambiguities which coaches are perfectly positioned to help clients address.
When I consider the results of my three studies in conjunction with one another,
what comes to the forefront is the critical importance of executive coaching as a bespoke
development option. Its ability to swiftly adapt, anticipate, and respond to the executive’s
experiences in their chaotic world renders it distinct from typical executive leadership
development interventions. This personalized approach to the executive’s needs offers
them unparalleled opportunity to change, grow, and reach their desired goals.
This study offers significant insights into the power of coaching relationships to
help executives navigate the dance of learning and change. As one executive in my study
commented: “Having an executive coach is the closest I've come to having a crystal ball.
Coach guides me through current challenges, but even more importantly, prepares me for
the journey ahead by equipping me with the necessary tools and techniques” (Executive
25). This quote illustrates my study’s overall discoveries of the dynamic interplay
between the client’s readiness to engage in a learning journey, to develop a coaching
relationship, and to navigate the dance of change through each of these dimensions. All
of these elements must be present in order for behavior change to occur.
In addition, this study contributes to the extant empirical literature on executive
coaching and proposes several areas for future research, including evaluation of coaching
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readiness, identification of effective coaching mediums and their impact on client’s
learning, and integration of art into executive coaching interventions.
As I write this, the 2018 Olympics in PyeongChang are coming to a close. Many,
if not all, of these elite athletes competing at the Olympic level have a coach, facilitating
their ability to perform at the highest levels and strive for outstanding performance. As in
sports, executive coaching is a valuable development tool critical to facilitating business
executives’ desired behavior change.
Executive coaches truly are the catalysts which enable the executive’s transition
from chrysalis to butterfly. As one of the executives in the study declared: “I don’t want
to be a chicken, I want to be a phoenix rising” (Executive 23). Whether it’s on the dance
floor, in the executive boardroom, or on a mountaintop in South Korea, a quality
coaching relationship is vital to navigating the dance of personal change and achieving
outstanding performance. The results of this dissertation suggest that executive coaching
is a differentiating, bespoke tool for executive development interventions and that
coaching relationship quality is instrumental in facilitating executives’ desired and
sustained behavior change.
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Appendix A: Letter of Cooperation

<Date>

Case Western Reserve University
Office of Research Compliance
Sears Building, 6th Floor
Cleveland, OH 44106-7235
To Whom It May Concern:
Jennifer Nash, a student in the Doctor of Management program at the Weatherhead
School of Management, has described to us her proposed research, titled “Developmental
Factors Influencing Effective Leaders.” As the <fill in title here>, I approve this research
to occur within our organization.
Sincerely,
<Signature>
<Name & Title>
<Address>
<Phone & Email>
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Appendix B: Interview Protocol
Introduction (Interviewer):
“Good morning/afternoon/evening (subject name). I’d first like to thank you for your
time today—it is greatly appreciated. Before we begin, I’d like to ensure this environment
is comfortable for you. To set the stage for today’s conversation, I’d like to first share
context regarding this research effort and then review confidentiality and privacy steps in
place to ensure your anonymity and protect your data.”
Interview Purpose and Format (Interviewer):
“As a current doctoral student at Case Western Reserve University’s Weatherhead
School of Management, I would like to develop a greater understanding of the
experiences in your life that have contributed to your success as a leader. To develop this
understanding, I have prepared several questions for you, and will follow-up with one or
more probing questions subsequent to your responses. Interview duration will be
approximately 60 minutes.”
Confidentiality (Interviewer):
“All interview data is confidential, and transcriptions will be performed anonymously to
protect the names of individuals referenced during the interview as well as any current
and past organizations. Your interview data will be analyzed and reported in aggregate
with all other interview data to protect the confidentiality of each interviewee.”
Audio Recording (Interviewer):
“To accurately document your thoughtful responses, reduce distractions, and enable me
to be fully present during the interview, I would like to seek your permission to record
this conversation. Please remember that your responses will be held in strictest
confidence. At any point during the conversation, please advise me if you do not wish to
have your comments recorded and I will immediately cease recording the interview. Do
you have any questions before we begin?”
Part 1 – Demographic Questions:
1.
2.
3.
4.

Please describe your title and current responsibilities.
How long have you been in your current role?
Please share your tenure with your current organization.
How many years of overall work experience do you have?
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Part 2 – Core Questions:
1. If you were to break your life and career, staring as far back in your childhood as
you can remember, into chapters of a book, what would those chapters be in terms
of which years and what you were doing at the time?
Probes:
a. Can you say more about this?
2. Within each of these time periods captured by the chapters, tell me about an event
or incident that describes you learning something important to your future and to
you.
Probes:
a. Who was involved?
b. What did you say or do?
c. What else happened?
d. What did you learn from this event upon reflection (not necessarily at the
time)?

Part 3 – Conclusion (Interviewer):
“Thank you again for sharing your time and thoughts with me today. If you would like to
reach me subsequent to our conversation, please feel free to contact me via e-mail or via
phone. Enjoy the rest of your day and thank you again for your insights. They have been
instrumental in furthering my thinking.”
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Appendix C: Construct Development Information
Conceptual
Model /
Constructs /
Dimensions

RCS /
Shared Vision
(Organization)

Items

2-1

My organization’s daily work aligns with our vision

2-2

My organization’s purpose is clear

2-3

Members of my organization have a shared purpose

2-4

My organization’s actions are guided by a shared vision

2-5

Members of my organization have similar visions of the
organization’s future

3-1

Members of my organization are empathetic toward each other

RCS /

3-2

People in my organization notice when others are in need

Compassion
(Organization)

3-3

Members of my organization care about each other’s well-being

3-4

When someone in my organization is in need, my organization
takes action to assist them

3-5*

Members of my organization do not care about each other's wellbeing

4-1

The relationships in my organization are a source of energy

RCS /

4-2

The atmosphere in my organization is vibrant

Relational
Energy
(Organization)

4-3

Interactions in my organization are lively

5-1

The work we do in our Coach/Mentoring sessions aligns with our
vision

RCS /
Shared Vision
(Dyad-Coach)

5-2

The purpose of our Coach/Mentoring relationship is clear

5-3

My Coach/Mentor and I have a shared purpose

5-4

Our conversations and actions are guided by a shared vision

5-5

My Coach/Mentor and I have similar visions of my future

6-1

My Coach/Mentor and I are empathetic toward each other

RCS /

6-2

My Coach/Mentor and I notice when either of us is in need

Compassion
(Dyad-Coach)

6-3

My Coach/Mentor and I care about each other’s well-being

6-4

When either my Coach/Mentor is or I am in need, the other takes
action to assist them

7-1

The Coach/Mentoring relationship is a source of energy

Source(s) on
which Construct/
Dimension
measurement
items are based
and reliability
measures

Boyatzis and
Rochford 2015

Boyatzis and
Rochford 2015

Boyatzis and
Rochford 2015

Boyatzis and
Rochford 2015

Boyatzis and
Rochford 2015
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7-2

RCS /
Relational
Energy
(Dyad-Coach)
Perceived
Quality of the
Employee
Coaching
Relationship
(PQECR)
(Dyad-Coach)

The atmosphere during the Coach/Mentoring conversations is
vibrant

7-3

Interactions with my Coach/Mentor are lively

8-1

My Coach/Mentor and I have mutual respect for one another

8-2

I believe that my Coach/Mentor truly cares about me

8-3

I believe that my Coach/Mentor feels a sense of commitment to
me

9-1

My Coach/Mentor is a good listener

9-2

My Coach/Mentor is easy to talk to

9-3

My Coach/Mentor is effective at communicating with me

10-1

I feel at ease talking with my Coach/Mentor about my job
performance

10-2

I am content to discuss my concerns or troubles with my
Coach/Mentor

10-3

I feel safe being open and honest with my Coach/Mentor

10-4*

I do not feel at ease talking with my Coach/Mentor about my job
performance

11-1

My Coach/Mentor helps me to identify and build upon my
strengths

11-2

My Coach/Mentor encourages me to develop as a leader

11-3

My Coach/Mentor engages in activities that help me unlock my
potential

Boyatzis and
Rochford 2015

Gregory and Levy
2011; alpha of 0.96

*Only for Qualtrics panel respondents
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Appendix D: KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy.
Bartlett's Test of Sphericity

Approx. Chi-Square

.951
3665.884

df

120

Sig.

.000

167

Appendix E: Pattern Matrix
Factor
1

2

My Coach/Mentor is a good listener

0.819

0.206

My Coach/Mentor is easy to talk to

0.847

My Coach/Mentor is effective at communicating with me

0.764

I am content to discuss my concerns or troubles with my Coach/Mentor

0.740

I feel safe being open and honest with my Coach/Mentor

0.668

My Coach/Mentor helps me to identify and build upon my strengths

0.652

My Coach/Mentor engages in activities that help me unlock my
potential

0.711

-0.203

3

4

0.246
0.235

0.209

My Coach/Mentor and I have a shared purpose

0.807

Our conversations and actions are guided by a shared vision

0.818

My Coach/Mentor and I have similar visions of my future

0.673

0.207

My Coach/Mentor and I notice when either of us is in need

0.623

My Coach/Mentor and I care about each other’s well-being

0.689

When either my Coach/Mentor is or I am in need, the other takes action
to assist them

0.814

The atmosphere during the coaching/mentoring conversations is
vibrant

0.820

Interactions with my Coach/Mentor are lively

0.606

The work we do in our coaching/mentoring sessions aligns with our
vision

0.332

0.512

-0.202

Extraction Method: Principal Axis Factoring
Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in 7 iterations
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Appendix F: Means, Standard Deviations, and Item Correlations
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Appendix G: Final SEM Model
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Appendix H: Results Summary of Hypotheses
β

p

Supported

Hypothesis 1 – Shared vision is positively related to
Perceived Quality of the Employee Coaching
Relationship (PQECR)

0.23

**

Yes

Hypothesis 2 – Compassion is positively related to
Perceived Quality of the Employee Coaching
Relationship (PQECR)

0.31

***

Yes

Hypothesis 3 – Relational Energy is positively related to
Perceived Quality of the Employee Coaching
Relationship (PQECR)

0.44

***

Yes

Hypothesis
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Appendix I: List of Emotional, Social, and Cognitive Intelligence Competencies
The EI competencies reflected in this study are identified and described as
follows:
(1) Emotional intelligence competencies:
a) Self-awareness cluster concerns knowing one’s internal states,
preferences, resources, and intuitions. The self-awareness cluster contains
one competency:
–

Emotional self-awareness: recognizing one’s emotions and their
effects.

b) Self-management cluster refers to managing one’s internal states,
impulses, and resources. The self-management cluster contains four
competencies:
–

Emotional self-control: keeping disruptive emotions and impulses in
check.

–

Adaptability: flexibility in handling change.

–

Achievement orientation: striving to improve or meeting a standard of
excellence.

–

Positive outlook: seeing the positive aspects of things and the future.

(2) Social intelligence competencies:
a) Social awareness cluster refers to how people handle relationships and
awareness of others’ feelings, needs, and concerns. The social awareness
cluster contains two competencies:
–

Empathy: sensing others’ feelings and perspectives and taking an
active interest in their concerns.

–

Organizational awareness: reading a group’s emotional currents and
power relationships.

b) Relationship management cluster concerns the skill or adeptness at
inducing desirable responses in others. The cluster contains five
competencies:
–

Coach and mentor: sensing others’ development needs and bolstering
their abilities.
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–

Inspirational leadership: inspiring and guiding individuals and
groups.

–

Influence: wielding effective tactics for persuasion.

–

Conflict management: negotiating and resolving disagreements.

–

Teamwork: working with others toward shared goals. Creating group
synergy in pursuing collective goals.

(3) Cognitive intelligence competencies concerns the skill or ability to detect
patterns, causal relationships, and systemic consequences. The cluster contains
two competencies (in the ESCI-U version only):
a) Systems thinking: perceiving multiple causal relationships in
understanding phenomena or events.
b) Pattern recognition: perceiving themes or patterns in seemingly random
items, events, or phenomena (Boyatzis, 2009).
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Appendix J: Codebook
Nash 2017 Executive Coaching Doctoral Study Competency Codebook
Richard Boyatzis and Jennifer Nash
This codebook is based upon the 14 competencies in the ESCI-U Inventory (Boyatzis &
Goleman, 2007) which draws upon previous codebooks. In addition, it considers the International
Coach Federation’s 11 identified core coaching competencies. In order to code for a competency,
the coder needs to identify:
•
•
•

The specific action that indicates the competency
A signal of the intent to use the competency
A positive or desired outcome that resulted from the competency’s use

The unit of analysis is the individual (Coach or Client) and the unit of coding is the individual
interview. Each interview will be scored for competency presence, with one example of a
competency signifying presence.
Emotional Intelligence competencies are:
Self-Awareness cluster concerns knowing one's internal states, preferences, resources, and
intuitions. The Self-Awareness cluster contains one competency:
1. Emotional Self-Awareness:
Definition: Recognizing one's emotions and their effects.
Intent: To be aware of one’s feelings, strengths, and weaknesses, and their connection with one’s
own actions as well as external events.
It is indicated when a person:
a) Shows an awareness of own feelings;
b) Describes underlying reasons for own feelings;
c) Is able to describe how own feelings affect own actions;
d) Is aware of the connection between what is happening and own feelings; or
e) Acknowledges own strengths and weaknesses.
Coding Protocols (Inclusion / Exclusion Criteria):
• Emotional Self Awareness can be coded when the individual is self-critical (e.g.,
recognizes a limitation and tries to find ways to mitigate it), reflective (e.g., actively
thinks about their emotions and their impact) or when an individual is self-confident (e.g.,
recognizes a strength, and leverages it).
Self-Management cluster refers to managing one’s internal states, impulses, and resources. The
Self-Management cluster contains three competencies:
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2. Emotional Self-Control
Definition: Keeping disruptive emotions and impulses in check.
Intent: To inhibit personal needs, or desires for the benefit of organizational, family, or group
needs.
Although it is often not visible (i.e., if a person has self-control you cannot easily see them
controlling himself/herself), it is indicated when a person:
a) Remains calm in stressful settings (e.g., when being attacked);
b) Explicitly inhibits aggressive outbursts or impulsive behavior that may hurt others or hurt
progress toward goals; or
c) Explicitly denies a personal impulse, need, or desire (i.e., makes a personal sacrifice) for
the good of an organizational or group need.
Coding Protocols (Inclusion / Exclusion Criteria):
• The person may describe a situation in which he/she exhibited Emotional Self Control
towards a specific desired end.
• The Courage competency is similar to Emotional Self Control. While ESC demonstrates
the ability to keep disruptive impulses in check (e.g., remain passive when the impulse is
to act), Courage demonstrates the ability to act when the impulse or incentive is to remain
passive.
3. Adaptability
Definition: Flexibility in handling change.
Intent: To adapt to changing circumstances or alter one's behavior to better fit the situation.
It is indicated when a person:
a) Changes a plan, behavior, or approach to one that is more appropriate in response to a
major change in a situation or changing circumstances; or
b) Changes a plan, behavior, or approach to a situation to one perceived to be more
appropriate when the desired impact is not occurring.
c) Is present and flexible during the coaching engagement, fluidly changing styles and
approaches as needed
d) Uses words such as ‘dance’ to refer to the coaching dyad processes and interactions
e) Accepts not knowing and assumes risk
f) Considers multiple tools in the toolkit and chooses ad-hoc what s/he perceives most
effective
g) Employs humor and affect to craft an energetic and light environment
h) Tries out new actions and purposefully shifts perspectives
Coding Protocols (Inclusion / Exclusion Criteria):
• To have the potential to be scored as Adaptability the change in situation or circumstance
must be substantial or significant versus more minor or trivial changes.
• To have the potential to be scored as adaptability the changes in plans, behavior or
approaches must represent substantial or significant versus minor or trivial changes to
one’s plan, behavior or approach.
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4. Achievement Orientation
Definition: Striving to improve or meeting a standard of excellence.
Intent: Do something better. This may be expressed as a desire to be more efficient when
supported by output/input relationships (i.e., maximizing output per unit of input).
It is indicated when a person:
a) Assesses inputs and outputs, or costs and benefits, with the expressed intent of
maximizing efficiency (i.e., output/input);
b) Expresses a concern with doing something better or accomplishing something unique;
c) Organizes materials or activities to accomplish a task or reach a goal; or
d) Takes action first, not reacting to or being forced by events (e.g., he/she seizes
opportunities)
Coding Protocols (Exclusion / Inclusion Criteria):
• The intention to improve something or accomplish something new or unique should be
clear. Specifically, the organization of material or activities should be related to
improving something. Likewise, initiative taken should be related to doing something
better.
• To code indicators c and d the organization of materials or the taking of initiative must be
in the service of improving something or doing something better. For example, mention
of the use of formal project management techniques or project management software or
Excel is not enough to code for Achievement Orientation unless there is explicit or
implied mention of how these techniques will improve efficiency or result in a “better”
outcome.
• Just wanting to do a “good job” or “work to the best of my ability” is not enough to code
for Achievement Orientation unless compared to previous performance or aspiration
toward a specific or implied challenging goal or standard of excellence (e.g., “I tried to
do my best. I wanted to do a good job on the audit.” would not typically be coded). These
examples seem more like value statements or preferences or attitudes than behavioral
competencies emerging in the situation.
• General statements about self-improvement are generally not coded. (e.g., I thought
coming to ESADE would make me a better business person.)
• Specific statements about self-improvement with a link to efforts to making
improvements are potentially codable. (e.g., “I was able to apply what I learned in the
finance course to our family business and was able to reduce our interest charges by
5%.”)
• If the desire is clear and seems related to a person’s future advancement or life, then it
might be coded (e.g., “I wanted to be a successful entrepreneur. I thought my MBA at
ESADE would prepare me for that.” would be coded for AO).
• Expressed concerns about future (i.e. hypothetical) improvements, innovations, or unique
contributions are not coded (e.g., I was hoping that we would be able to do a better job on
the next presentation. Not coded because it is conditional or may reflect values or social
desirability.)
• Simple checking or routine monitoring of quality is typically not enough to qualify as
Achievement Orientation (e.g., “I proofread the report. I went over the schedule to make
sure there were not any mistakes.”)
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5. Positive Outlook
Definition: Seeing the positive aspects of things and the future.
Intent: To seek possibilities rather than problems and opportunities rather than threats, by
maintaining a positive outlook on current and future events.
It is indicated when a person:
a) Views the future with hope, or believes the future will be better than the past;
b) Sees the positive in people, situations, and events more often than the negative; or
c) Sees possibilities rather than problems, or opportunities rather than threats.
Coding Protocols (Inclusion / Exclusion Criteria):
• The display of Positive Outlook should be in response to a challenge that could
reasonably be expected to cause an individual to have a negative outlook instead.
Social Intelligence competencies are:
Social Awareness cluster refers to how people handle relationships and awareness of others’
feelings, needs, and concerns. The Social Awareness cluster contains two competencies:
6. Empathy
Definition: Sensing others' feelings and perspectives and taking an active interest in their
concerns.
Intent: To understand others.
It is indicated when a person:
a) Describes the strengths and/or limitations of others;
b) Explains the reasons for another person’s behavior (i.e., describes what motivates or demotivates specific others);
c) Interprets the moods, feelings, or nonverbal behavior of others; or
d) Shows that he/she has heard the person by asking questions or commenting on what was
said.
e) Builds rapport/relationship/trust
Coding Protocol (Inclusion / Exclusion Criteria):
• Simplistic or general statements about an individual’s strengths or limitations are
generally not coded (e.g., “He was smart/stupid.” “Or, He was a hard worker.” “Or, I
thought he was lazy.”) unless elaborated on further. Be careful about stereotypical
statements (not coded) versus a focused desire to understand a person which might
include understanding his/her culture, race, age, gender, social class, etc. which might be
coded.
• To be included as empathy, the intention to understand must be directed at a specific
person or persons versus more general statements about the moods and feelings of groups
or teams. (e.g. “Everyone was frustrated that the project was behind schedule. I was
thinking that this is the kind of organization where everyone feels appreciated”).
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•

When the intention to understand others is directed at more than one person the coder
should look for evidence the coded statement refers to specific individuals. For example,
“I could tell that in the meeting people were getting defensive.” (not coded). “I could tell
that people in the meeting were getting defensive. When I looked up I saw that Kathy
and Ken both had their arms crossed over their chest.” (coded as the interviewee actually
interprets the body language of specific people).

7. Organizational Awareness
Definition: Reading a group's emotional currents and power relationships
Intent: To understand internal workings of an organization.
It is indicated when a person:
a) Understands social networks;
b) Understands the values and culture, or unspoken rules, of a team or organization;
c) Understands the informal structure of a team or organization; or
d) Understands the informal processes by which work gets done in a team or organization.
Coding Protocols (Inclusion / Exclusion Criteria)
• Can be similar to empathy but displayed at the group level rather than the individual
level. For example, a person who shows the intent and indicators of empathy regarding
one individual would be coded as empathy. However, a person who shows the intent and
indicators of understanding the mood, motivations, etc., of an organization would be
coded for Organizational Awareness.
Relationship Management cluster concerns the skill or adeptness at inducing desirable
responses in others. The cluster contains four competencies:
8. Coach and Mentor
Definition: Sensing others' development needs and bolstering their abilities.
Intent: To develop specific other people.
It is indicated when a person:
a) Gives someone performance feedback to be used in improving or maintaining effective
performance;
b) Provides others with information, tools, other resources, or opportunities to help them get
their job done or to improve their abilities (e.g., giving a promotion as part of their
development);
c) Explicitly tells another that he/she can accomplish an objective and provides
encouragement and support.
Coding Protocol: (Inclusion / Exclusion criteria):
• Helping others with their work/task is not necessarily Coach and Mentor unless the
intention to teach or develop skills is explicit or implicit. (e.g., “I know a lot about Excel
and he didn’t know how to use it very well, so I just helped him finish the report.” Intent
to teach or develop is unclear in this example).
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•

Attempts to “influence others” when the intent is to Coach and Mentor, is scored as
Coach and Mentor and not Influence.

Examples:
• “I realized that he didn’t know how to make the calculations. So, I sat with him for about
an hour teaching him how to do it. I could see after the hour that we was more
comfortable doing it himself.”
9. Inspirational Leadership
Definition: Inspiring and guiding clients within a coaching dyad
Intent: To bring out the client’s ideal self and best self in a coaching engagement.
It is indicated when a Coach:
a) Inspires the client;
b) Builds pride in the client;
c) Brings out the best in the client;
d) Leads by creating a positive emotional tone; or
e) Articulates a compelling vision; or
f) Inspires the client to craft and articulate their own vision
Coding Protocols (Inclusion / Exclusion Criteria)
• The Coach should display specific action within a leadership role (formal or informal) to
be coded for Inspirational Leadership. If the Coach is not in a leadership role, then the
coding would more likely be for Teamwork.
10. Influence
Definition: Wielding effective tactics for persuasion.
Intent: To convince another person, or persons, about something. It may be to adopt an attitude,
opinion, or position (i.e., getting others to do or think what you want them to do or think).
It is indicated when a person:
a) Explicitly expresses a need or desire to persuade others;
b) Attempts to convince others by appealing to their interests (i.e., pointing out what each
will gain personally);
c) Attempts to convince others by anticipating how people will react to an argument, appeal,
or situation and develops the communication to their level of understanding or emotional
condition at that time; or
d) Uses questions or other techniques explicitly intended to result in the audience feeling
and accepting ownership of the ideas, projects, or activities.
Coding Protocols (Inclusion / Exclusion Criteria):
• When coding indicator “a” the need or desire to persuade should be clear as well as the
specific attitude(s), opinion(s), or position(s) that the interviewee needs or desires others
to adopt.
• Influence and Courage can go together, in cases of “speaking truth to power.”
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11. Conflict Management
Definition: Negotiating and resolving disagreements
Intent: Stimulate individuals or groups toward resolution of a conflict. This ability may be
demonstrated in situations in which the person is one of the parties in the conflict or merely a
third party.
It is indicated when a person:
a) When there is a conflict, helps to reduce the tension or de-escalate the conflict;
b) When there is a conflict, involves all parties in openly discussing the conflict with the
intent of resolving it; or
c) When there is a conflict, identifies areas of mutual interest or benefit, often an objective
to which all parties can aspire.
Coding Protocol (Inclusion / Exclusion Criteria):
• Attempts to “Influence others” when the intent is to resolve a conflict are typically,
scored as conflict management not influence. But be careful because a person could
easily show both. Again, the dilemma is in understanding the intent. If the intent includes
both influencing others AND moving toward resolution of a conflict or difference, it
would be coded for both-- but the influence should be clear and typically a sub-step
within the overall conflict management situation.
• Behavior intended to prevent, preempt or lessen potential conflicts (e.g. being proactive
in bringing sources of potential conflict into discussions) is also potentially codable, so
long as the intent to lessen potential future conflict is clear.
12. Teamwork
Definition: Working with others toward shared goals. Creating group synergy in pursuing
collective goals.
Intent: To stimulate members of a group to work together effectively.
It is indicated when a person:
a) Creates symbols of group identity, pride, trust, or team effort;
b) Acts to promote commitment to a team, task, or shared goal through friendly, personal
contact;
c) Explicitly communicates to others the need for cooperation or teamwork within the
group; or
d) Consciously leverages teams of individuals in order to accomplish a task.
Coding Protocol: (Inclusion / Exclusion Criteria):
• Attempts to “Influence others” when the intent is to promote cooperation, teamwork or
commitment to the team is typically scored as Teamwork not Influence. But again, as in
Conflict Management, it might be coded for both-- but you should be able to underline or
highlight the specific sentence eligible for coding each.
• Related to Inspirational Leadership. See note on that competency.
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Cognitive Intelligence Competencies (in the ESCI-University version only) are:
13. Systems Thinking
Definition: Perceiving multiple causal relationships in understanding phenomena or events.
Intent: To order multiple causal events.
It is indicated when a person:
a) Describes multiple causal events (i.e., multiple cause and effect relationships) in terms of
a series, or plan of action and events or flow diagram; or
b) Establishes priorities among a list of at least three alternate actions reflecting a concept of
multiple causality (i.e., A should be done first because it leads to B, which leads to C and
we want C to occur).
Coding Protocols (Inclusion / Exclusion Criteria):
• While Pattern Recognition represents recognizing the applicability of past events to
current or future situations, Systems Thinking represents an ability to understand the
interconnections between elements that combine to produce a given result.
14. Pattern Recognition
Definition: Perceiving themes or patterns in seemingly random items, events, or phenomena.
Intent: To identify a pattern in an assortment of information, unorganized, or seemingly random
data.
It is indicated when a person:
a) Identifies a pattern in events or information not used by others and uses the pattern to
explain or interpret the events or information;
b) Reduces large amounts of information through the use of a concept not previously
applied to this situation or information;
c) Sees similarities of a new situation to aspects of past situations of a different type; or
d) Uses metaphors or analogies to explain events or information (this should be more than a
figure of speech or single phrase).
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Appendix K: Coaching Relationship Literature Review – Illustrative
Year

Author

Title

Location

1999

Hall et al. (1999)

Behind closed doors: What really happens
in executive coaching.

Organisational Dynamics, 27:
39-53.

1999

Bray et al. (1974)

Formal developmental relationships: A
survey of organizational practices.

Human Resource
Development Quarterly, 10(3):
203-220.

2000

Wilkins (2000)

A grounded theory study of personal
coaching.

Dissertation Abstract
International, A, (Humanities
and Social Sciences), 61(5):
1713.

2001

McGovern et al.
(2001)

Maximizing the impact of executive
coaching: Behavioral change,
organizational outcomes, and return on
investment.

Manchester Review, 6(1), 1-9.

2001

Kampa-Kokesch and
Anderson (2001)

Executive coaching: A comprehensive
review of the literature.

Consulting Psychology
Journal: Practice and
Research, 53(4): 205-228.

2003

Wasylyshyn (2003)

Executive coaching: An outcome study.

Consulting Psychology
Journal: Practice and
Research, 55, 94-106.

2003

Schmidt (2003)

The nine critical success factors in
individual coaching.

The International Journal of
Mentoring and Coaching, 2(2).

2004

Dingman (2004)

The effects of executive coaching on jobrelated attitudes.

Doctorate thesis, Regent
University, Virginia Beach

2005

Berry (2005)

A comparison of face-to-face and distance
coaching practices: The role of the working
alliance in problem resolution.

Doctoral thesis, Georgia State
University, Atlanta.

2005

Bluckert (2005)

Critical factors in executive coaching - the
coaching relationship.

Industrial and Commercial
Training, 37(7): 336-342

2006

O’Broin and Palmer
(2006)

The coach-client relationship and
contributions made by the coach in
improving coaching outcome.

The Coaching Psychologist,
2(2): 16-20.

2007

Gyllensten and
Palmer (2007)

The coaching relationship: An interpretative
phenomenological analysis.

International Coaching
Psychology Review, 2(2):168189.

2009

McKenna and Davis
(2009)

Hidden in plain sight: The active
ingredients of executive coaching.

Industrial and Organizational
Psychology, 2(3): 244-260.

2009

Baron and Morin
(2009)

The Coach–Coachee Relationship in
Executive Coaching: A Field Study

Human Resource
Development Quarterly, 20(1):
85-106.

2010

Boyce et al. (2010)

Building successful leadership coaching
relationships: Examining impact of
matching criteria in a leadership coaching
program.

Journal of Management
Development, 29(10): 914931.

2010

Ely et al. (2010)

Evaluating Leadership Coaching: A review
and integrated framework.

The Leadership Quarterly, 21:
585-601

2011

Baron L.; Morin, L.,
Morin, D. Baron,

Executive coaching: The effect of working
alliance discrepancy on the development of
coachees’ self-efficacy

Journal of Management
Development, 30(9): 847-864
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Morin, and Morin
(2011)
2011

Gregory and Levy
(2011)

It's not me, it's you: A multilevel
examination of variables that impact
employee coaching relationships.

Consulting Psychology
Journal: Practice and
Research, 63(2): 67.

2012

Jowett, Kanakoglou,
and Passmore (2012)

The application of the 3+ 1Cs relationship
model in executive coaching.

Consulting Psychology
Journal-Practice and Research,
64(3): 183.

2013

de Haan et al. (2013)

Executive coaching outcome research: The
contributions of common factors such as
relationship, personality match, and selfefficacy.

Consulting Psychology
Journal: Practice and
Research, 65(1): 40-57.

2013

Van Oosten (2013)

The Impact of Emotional Intelligence and
Executive Coaching on Leader
Effectiveness

Manuscript being prepared for
submission

2014

Fritz (2014)

Researching workplace relationships: What
can we learn from qualitative organizational
studies?

Journal of Social and Personal
Relationships, 31(4): 460-466.

2015

Gessnitzer and
Kauffeld (2015)

The working alliance in coaching: Why
behavior is the key to success.

The Journal of Applied
Behavioral Science, 51(2):
177-197.

2015

Gan and Chong
(2015)

Coaching relationship in executive
coaching: a Malaysian study

Journal of Management
Development, 34(4): 476-493.

2016

de Haan et al. (2016)

A large-scale study of executive and
workplace coaching: The relative
contributions of relationship, personality
match, and self-efficacy.

Consulting Psychology
Journal: Practice and
Research, 68(3): 189-207.

2016

Spaten et al. (2016)

The Coaching Relationship-and beyond.

Coaching Psykologi-The
Danish Journal of Coaching
Psychology, Special Issue
November 2016 5(1): 9-16.

2016

Nash (2016)

Understanding drivers of coaching
relationship quality: the relationship
between RCS and PQECR.

In Academy of Management
Proceedings, 2017(1): 13217

2017

Nash (2017)

Key factors influencing quality coaching
relationships: The role of emotional
intelligence competencies.

Unpublished Working Paper,
Case Western Reserve
University

2018

Nash (2018)

The Power of Relationships: Navigating the
Dance of Change through Executive
Coaching

Unpublished Doctoral
Dissertation, Case Western
Reserve University
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Appendix L. Interview Protocol
1. Tell me about a time when you helped your client with a situation or challenge they
were facing.
2. Tell me about a time when you didn’t help your client with a situation or challenge
they were facing.
3. Is there anything else that you’d like to add?
Probes:
a.
b.
c.
d.

Can you say more about this? How did it start? Who was involved?
What did you say or do or feel?
What happened next?
What was the outcome?
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Appendix M. Demonstrated and Observed Presence of Coaches’ Competencies by
Role and Interview
Competency

Cluster

Pattern Recognition
Systems Thinking
Achievement Orientation
Adaptability
Emotional Self-Awareness
Emotional Self-Control
Positive Outlook
Coach & Mentor
Conflict Management
Empathy
Influence
Inspirational Leadership
Organizational Awareness
Teamwork
Total Instances

CI
CI
EI
EI
EI
EI
EI
SI
SI
SI
SI
SI
SI
SI

Coaches (n=32)
(Demonstrated)
3
3
8
11
12
7
6
36
0
41
3
15
3
0
148

Clients (n=32)
(Observed)
12
1
15
12
1
3
9
14
1
38
2
15
5
3
131

Interview
Total
15
4
23
23
13
10
15
50
1
79
5
30
8
3
279
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Appendix N. Initial Interrater Reliability Table
Competency
Teamwork
Systems Thinking
Conflict Management
Organizational Awareness
Emotional Self-Awareness
Emotional Self-Control
Pattern Recognition
Positive Outlook
Influence
Achievement Orientation
Inspirational Leadership
Adaptability
Empathy
Coach & Mentor

Initial Interrater
Reliability
94%
91%
86%
86%
84%
83%
80%
77%
75%
66%
59%
52%
36%
16%
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Appendix O: Presence and Gap Comparison of Coaches’ and Clients’
Observed Competencies
Competency
Empathy
Coach & Mentor
Inspirational Leadership
Adaptability
Emotional Self-Awareness
Achievement Orientation
Emotional Self-Control
Positive Outlook
Influence
Organizational Awareness
Pattern Recognition
Systems Thinking
Teamwork
Conflict Management

Coaches Clients
(n=32) (n=32)
69%
63%
34%
31%
31%
22%
19%
13%
9%
9%
6%
6%
0%
0%

63%
41%
38%
31%
3%
38%
9%
22%
6%
13%
28%
3%
6%
3%

Gap
6%
22%
3%
0%
28%
16%
9%
9%
3%
3%
22%
3%
6%
3%
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