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Preface

Coaching with colleagues

The era of coaching with colleagues

A book about learning with colleagues is entirely in keeping with the spirit
of our times. Both the nature and role of ‘work’ have changed radically in
the West in recent decades. Where we work can no longer be predicted on
the basis of family background and education. How we work changes
almost from month to month, if only due to new developments in the field
of information and communications technology. What we expect from
work is no longer clear either: for most of us, it is not just about earning
a living. Work now serves other purposes, for example satisfying our
more personal needs (Maslow, 1962) such as recognition, influence, self-
expression and self-fulfilment. As a result, we now expect more and more
from work and, by the same token, work has come to ‘expect’ more of us.
Our working lives are gradually becoming more exciting and interesting. It
is becoming increasingly difficult to take refuge behind unique expertise or
customised approaches — instead, we now have to find a tailored solution
for every job or client, to show more of our personal side in our work and
to make that personal side ‘effective’. “Work® is becoming more like
‘school’, in two respects:

e In the contemporary sense of school: a place of training and education,
a learning environment or study centre. A place we go to seeking self-
development and self-fulfilment.

e In the original sense of the Greek schole: leisure, rest, pleasure and, par-
adoxically enough, free time and ease. A place we go to find ourselves,
to reflect and to spend time doing things that really matter to us.

Not surprisingly, more and more people are feeling the need for a sanctuary
where they can reflect on their work, and professionals have higher and higher
expectations of such a sanctuary. What they want is a good conversation — a
conversation that helps them to think things through systematically and under-
stand them better, to reinforce the connection between themselves and their
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context, and to help them tackle things differently and more effectively the
next time. In the same way as Plato elevated dialogue to an art form for the
Ancient Greeks, the aim of many modern professionals is to elevate these
‘good conversations’ to an art form.

Which brings us to Coaching with Colleagues, as a sequel to Learning
with Colleagues (de Haan, 2004). This book is not concerned with
performance appraisal, planning or cathartic conversations. Coaching with
colleagues goes much further and involves:

e building up a coaching relationship and making it so strong that both
parties can say what is really at issue

e paying attention to the link between work issues and the personality of
the colleague

e considering fundamentally different working methods and tailoring their
contribution to the colleague, issue and context

e being aware of your own strengths, pitfalls and preferred approaches —
and knowing what assumptions underpin your coaching style

e exploring and discussing the limits of your effectiveness as a coach, and
making this process of exploration and investigation itself part of the
helping conversation.

How are you going to stay ‘professional’, if not by means of ‘helping con-
versations’ with fellow professionals? What are you going to learn from as a
professional? Training programmes and courses, which you have already
completed? Textbooks, which are outdated almost as soon as they reach the
shelves? Clients and customers, who often aren’t quite sure themselves what
questions they want to ask you?

In our view, coaching is both the easiest and the most complex form of
learning with colleagues. Easy: after leafing through these pages for even
just ten minutes anyone can apply the most basic yet effective of methods
(see the techniques in Chapter 6). And difficult: in the narrow confines of
the one-on-one conversation, every contribution - indeed every facial
expression or minor shift in attention — can send the conversation off in a
completely different direction. This, for us, is what makes coaching such a
subtle and wide-ranging craft.

In our view, coaching is an activity that fits in with both meanings of
‘school’: the learning environment and the place of leisure. The pleasure
lies in taking a playful approach to serious and dramatic issues and,
conversely, in a serious approach to fantasy and play. The learning aspect
lies in the fact that coaching has an advantage over many other methods
of professional development in that it can be organised with and through
colleagues (from inside or outside the organisation), it can take place close
to the place of work, and it affords an opportunity for much-needed peace
and concentration.
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The structure of this book

This book, Coaching with Colleagues, consists of three parts:

1. Part L, Context for coaching, contains a brief introduction to coaching and
explains a number of central concepts (“What are we actually talking
about?’).

2. Part II, Approaches to coaching, examines a number of approaches to
coaching in greater depth and provides a link to the main currents of
psychotherapeutic thinking (‘How do you go about it?’).

3. Part III, Reflection on coaching, illustrates some of the skills of the
coach and considers the context within which coaching often takes
place (‘Who coaches where?’).

Writing this book was a valuable learning process for us, and one which
involved a great deal of mutual coaching. Now that the writing is behind
us, we notice that many of our pet subjects have found a home in the book.
The final result:

e is eclectic, and therefore places a minimum of restrictions on the
reader’s freedom of choice

e starts from the reader’s own coaching practice and the invitation to
develop, from a variety of perspectives, a personal approach to coaching

e contains specific checklists and aids as well as references to underlying
theory and research

e describes applicable methods and specific, ready-to-use coaching
styles

e includes many examples from our own experience of coaching a wide
variety of coachees.

Besides the full, cover-to-cover reading that we, of course, heartily
recommend, the reader can take other routes through this book:

e Readers who are looking for a brief introduction to the subject of
coaching and are keen to hone their own abilities and skills as coaches
in an organisational setting can opt for the route via Chapters 1 (defi-
nitions of coaching, mentoring, supervision, etc.), 3 (conditions for
coaching), 4 (structure of coaching relationships), 12 (capabilities of
the coach) and 14 (organisation coaching).

e Readers who wish to deepen and broaden their own practice as a
more experienced coach can opt for the route via different
approaches, applications and frameworks, i.e. Chapters 2 (layered
communication during coaching), 5, 6, 7, 8, 9, 10 and 11 (different
coaching approaches and what works for whom) and 15 (limitations
of coaching, both internal and external).
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e Readers who wish to develop the role of coach in their own organisation,
looking at different approaches and the choice between internal or exter-
nal coaching, can opt for the route via Chapters 1 (differences between
coaching, counselling, mentoring and supervision), 5 (different
approaches), 11 (choices between different approaches), 13 (impact of
coaching on different learning styles and professional careers) and 15
(limitations of coaching, both internal and external).

The authors as mouthpieces

Who are the authors of an action guide to coaching with colleagues? Develop-
ers of coaching methods? Innovators in their field? Coaches with a distinguished
record of service? That would be nice. The authors of this book see themselves
primarily as editors of work done by others, ‘mouthpieces’ for methods and
specialist knowledge which are often as old as the discipline of coaching itself.!
All of the coaching approaches in this book — other than, perhaps, the IRONIC
METHOD which we developed ourselves (see Chapter 9) — have a long history.
Our own contribution is to have translated these approaches into simple
methods. As often as possible, we include source references to the authors who
actually developed the concepts and methods discussed.

While writing this book we were very involved in learning about coach-
ing — through doing it a lot, reading about it and, together with many
colleagues, organising seminars on the subject. We would like to thank
some of the colleagues who made this possible:

e The business schools Sioo and De Baak for the many opportunities given
to us to develop, for the benefit of participants in coaching courses, some
of the material for this book. Since 2001 Erik has been involved as a
developer and co-trainer of the second module of De Baak’s programme
The Professional as Coach, and Yvonne and Erik together have been
developing and facilitating Sioo’s professionalisation module Coaching!
since 2002. Both programmes have been running twice a year for several
years now, and are attracting considerable interest. On a more personal
note, we would like to thank Debbie Molhuizen and Tamara van Duin (De
Baak) and Marguerithe de Man (Sioo) for taking on the management of
these programmes.

e Ina Smith and Bill Critchley of Ashridge Consulting and Charlotte Sills
of the Metanoia Institute for their ‘mentoring’ in applying many of the
ideas from this book in Ashridge Consulting’s programme Coaching
for Organisation Consultants and for the opportunity to work with

1. Or ‘young’ in fact, compared with many other fields. Coaching — individual
consultation, mentoring and supervision — really became a discipline only in
the latter half of the twentieth century.



PREFACE xvii

verbatim reports (see Appendix B) in the Ashridge accreditation
process for professional coaches.

e Sarah Beart of Ashridge Consulting for her idea of applying the ladder
of inference method within analytic coaching. We have now gained
experience with it ourselves, and the LADDER METHOD has found a
home in Chapter 8.

e Lorraine Oliver for her patience in looking for quantitative, ‘outcome
research’ articles about coaching, the needle in the proverbial haystack,
at which she has been wonderfully successful.

e Our Canadian-Dutch colleague Nico Swaan for countless detailed
suggestions for the English translation, many of which made us
rewrite the original Dutch text.

e Trevor Ashwin of Curran Publishing Services for exceptionally careful
and patient editing, and for coming up with detailed suggestions regard-
ing every single page of the manuscript.

e  Our colleagues Charlotte Sills of the Metanoia Institute and Eunice
Aquilina of the BBC’s Internal Coaching Services for many helpful and
supportive comments and suggestions on the first English draft.

e Selma van Vemde for her ability to bring coaching in all its varied forms
—and more! — to life in her attractive illustrations.

This book is dedicated to our own coaches with whom we have learned so
much: Erik with Ric Oostburg, Gerard Wijers and Anton Obbholzer, and
Yvonne with Hanneke Elink Schuurman and, last but not least, Peter
Janssen.

Erik de Haan and Yvonne Burger
Erik.DeHaan@Ashridge.org.uk
http://home.hetnet.nl/~e.de.haan
Burger@Sioo.nl

www.Sioo.nl
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Context for coaching



Introduction:
‘Helping’ conversations

We all have experience of conversations that are helpful to us. Conversa-
tions in which we can open our hearts, in which we feel truly understood,
in which things become clearer, or in which we can hear ourselves think.
These are conversations in which we gather the courage to face difficult
issues — and which fill us with gratitude towards the people we have been
talking to, even though the latter have often done little more than listen
and offer a candid opinion. These are conversations in which we ourselves
can take centre stage and ponder out loud on our main preoccupations.
Such ‘helping’ conversations have certain features in common, features
which we will try to identify and formalise in this part of the book. As an
illustration of the form taken by such ‘helping’ conversations and how
they may arise, this first section contains a brief but fairly comprehensive
summary of the coaching profession.

Part I consists of four chapters which go together in pairs:

1. Chapter 1 outlines the breadth of 2. Chapter 2 outlines the richness of

coaching, as regards the type of prob- coaching: richness in the subtlety of
lem and the corresponding coach's the communication and richness in
role: as mentor, supervisor, consult- the network of interconnections and
ant, internal and external colleague. references within what is expressed.
We give an initial indication of the We provide a window onto the
limitations of coaching and of the contribution made by the coachee,
main skills of the coach, subjects to from verbal, explicit input to the
which we return in more detail in conversation, via implicit and non-
Chapters 12 and 15. verbal input, to things of which the

coachee is less aware. We also
provide a window onto the contribu-
tion made by the coach, which ranges
from exploring to suggesting and
from supporting to confronting.



Chapter 3 illustrates the external
conditions which are important for
coaching conversations, by outlining
in chronological order the kind of
process the coach and coachee go
through together. We give a summary
of the basic principles of coaching,
from making preparations and
structuring the conversation to the
ingredients of coaching contracts.

CONTEXT FOR COACHING

Chapter 4 illustrates the internal
involvement which is important for
the development of a coaching rela-
tionship, by outlining in chronological
order the way in which the relation-
ship between coach and coachee can
develop. This gives a checklist for the
registration of a new coachee, a
summary of different forms of rela-
tionship during coaching, and a list of
points for attention when evaluating
coaching.

The aim of this first section is therefore to give a straightforward indication
of the way in which a cycle of ‘helping’ conversations can be structured, and
what the most striking events and elements within it are. This first section is
aimed in principle at every coach and every coachee. As a result, it is rather
general and lacking in direction in terms of interventions and approaches.
We hope to add sufficient differentiation and depth later, in Parts IT and III,
to enable the reader to feel more at home as a unique coach or coachee.



A wide scope for conversation

What do we mean by coaching?

Coaching is a method of work-related learning which relies primarily on
one-to-one conversations. The two colleagues in the coaching conversa-
tion have different roles. The coach is focused on facilitating the
coachee’s learning and development process. As such, the coach’s primary
concern is that the coachee takes care of him- or herself. The coach may
be a more experienced colleague, an outside professional with the same
expertise as the coachee, or an outside adviser who is experienced prima-
rily in ‘coaching professionals’ and is not — and has never been — active
in the coachee’s field of expertise. Coaching by one’s own manager
(‘coaching leadership’) is usually not geared solely towards learning, as
in the definition above, in view of the judgmental nature of the manag-
ing relationship. In general, ‘managing by coaching’ means applying
coaching techniques in the practice of leadership.

The aim of coaching is to improve the coachee’s professionalism by
discussing his or her relationship with certain experiences and issues. The
coach’s intention is to encourage reflection by the coachee, to release
hidden strengths and to overcome obstacles to further development. The
focus is on topics such as:

how the coachee works with others
how the coachee acts in specific situations, such as those involving
managing, negotiating, giving advice or exerting influence

e how the coachee handles difficult situations, with colleagues and clients
for example

e how the coachee forms judgments and makes decisions.

These topics are linked not only to the content of the specialist area but also
to the person and the knowledge and skills at the coachee’s disposal, the way
in which (s)he acts, forms judgments, and so on. This makes coaching suitable
for many different professional roles.
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The coaching process roughly consists of the following phases (see also
Chapter 3):

Intake and establishment of a coaching contract.
Building and maintaining the relationship.
Raising awareness.

Refining the contract.

Facilitating change.

Integration, review and evaluation.

Closure.

NoansEwh =

The first and sixth of these, those of intake and integration, often take place
together with colleagues of the coachee, or with the coachee’s manager.

During the coaching conversation the coachee raises issues related to
recent experiences, such as experiences and queries relating to:

leading others, or managing professionals

drafting and evaluating proposals

maintaining relationships with clients, customers or colleagues

rejected proposals

internal evaluation of services rendered per customer

external evaluation: gauging customer satisfaction

advising customers and clients

handling differences of opinion with direct reports, customers or clients.

The main feature of coaching is therefore that a professional is given an oppor-
tunity to reflect, with the coach’s assistance, on his or her own actions and
thoughts.

A characteristic feature of coaching is that issues arising from the coachee’s
professional practice always provide the starting point. The conversations are
not therapy sessions during which individuals’ personalities are delved into
deeply. It is useful, however, to consider the way in which the person contrib-
uting an issue deals with that issue personally, and to investigate the extent to
which aspects of his or her behaviour are causing or prolonging the issue. The
conversation can therefore centre on personal performance, but always in the
context of practice.

1. Questions where 2. Questions with a 3. Questions where
content and specialist content-related compo- personal characteristics
knowledge are at the nent, but where the way of the coachee are at
centre, in which this in which the coachee the centre.
knowledge needs to be relates to and handles
applied in specific, the content is
difficult situations. important.

-«
<

Y

Range of coaching questions
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‘Coaching conversations’ therefore cover an area similar to peer consultation
(see Chapter 2 of Learning with Colleagues):

1. TIssues where content is at the centre will often relate to unexpected experi-
ences, for example in drafting proposals and giving advice. These are often put
forward in terms of ‘what’ questions: “‘What kind of system should T use here?’

2. Issues where the actions of the issue holder and the way in which (s)he
handles a problem are central, are often put forward in terms of ‘how’
questions: ‘Will you, as my coach, help me to decide how to do this, or
how to tackle this issue?’

3. Issues where the very person raising the issue is at the centre are often
put forward in terms of ‘what’ questions too. “What kind of assignments
suit me?” “What is it about me that makes me come up against this time
and again?’ As these are more personal ‘what’ issues, they can also be
put forward as ‘who’ questions, along the lines of “Who am I, and what
type of work is suitable for me?’

Because there is a personal component, it is important for the coachee to
become aware of his or her actions and to consider alternatives open to
them. The coach will help in this respect, primarily by clarifying the prob-
lem. The coach therefore has a consultative role and aims to support the
coachee in developing a personal approach to a personal issue or problem.

Different forms of coaching

Coaching is an ‘umbrella’ or ‘container’ term.! A variety of forms of facili-
tation, mentoring and supervision can be differentiated.? What these forms

1. To be precise, coaching is both a ‘container’ and a ‘containment’ term. Coaching
affords scope and containment to a broad variety of issues and concerns. We see
coach and coachee as the ‘container’ and ‘contained” within a ‘dyadic’ relationship
(see Chapter 8 and Bion, 1963).

2. When considering the distinction between mentor and coach, it is interesting to
look at the original meanings of both words:

e Mentor is introduced in Homer’s Odyssey as an old friend of the family. The
goddess Pallas Athena assumes his form as a disguise in order to help Odysseus’
son, Telemachus, find his father. Both Mentor and Athena have wide
experience and knowledge of the situation, and advise and assist Telemachus.
A typical example of Mentor’s coaching style can be found in Book 22: ‘Come
hither, friend, and stand by me, and I will show thee a thing’. It is astounding
how much insight can be gained from the Odyssey — one of the oldest works
in Western literature, dating to the eighth century BC — about a concept as
modern as ‘mentoring’!

e Coach, on the other hand, is defined in the dictionary as: ‘A large, closed, horse-
drawn carriage with four wheels which conveys esteemed individuals from
where they were to where they want to be.” The coach is therefore a vehicle, a
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Figure 1.1 The coach is at your disposal

of guidance have in common is the fact that they centre on a relationship
between a coachee and a coach (‘one-to-one’) and that that relationship is
focused on the coachee’s learning in his or her work. Table 1.1 contains an
overview of a number of forms of coaching; we should emphasise that the
same terms are defined slightly differently in different places.

way of getting from A to B, and not a person who contributes knowledge or
experience and gives instructions. In our view, this is the main difference
between a mentor and a coach: one is a more experienced professional who
contributes her own expertise; the other is an instrument in the coachee’s learn-
ing who is not necessarily familiar with or experienced in the coachee’s field of
work. It is interesting that the word ‘coach’ comes from the name of the Hungar-
ian village Kocs, where in the 15th century AD a distinctive cart was produced.
For us the history of the word symbolises the gradual change in our society from
craftsmanship to industrial (‘railway coach’) to knowledge-intensive (educator-
coach) to emotionally intelligent production methods.

In this book we assume that mentoring is a special form of coaching. As a
result, we do not refer specifically to mentoring, except in Chapter 11 where
we cite research by Ragins et al. (2000), which is particularly concerned with
the mentoring relationship.
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10 CONTEXT FOR COACHING

In Table 1.1, coaching methods are differentiated by objective, target
group, subject matter, working method, qualifications of the coach and level
of intervention. This final distinction, level of intervention (see Chapter 2 of
Learning with Colleagues), is an important issue in personal guidance. It
relates to the degree in which personal characteristics and behaviours of the
coachee form a part of the learning process.

The ‘depth’ of coaching conversations

In general, there is a link between the person who has an issue and the nature
of the problem. For example, a given question can be very difficult for one
individual to address, while someone else barely registers it or is able to
resolve it with no problem. The degree to which a problem affects us, makes
us insecure, causes sleepless nights or intrigues us, says something about the
problem, of course, but also something about the person who perceives and
‘owns’ the problem. The following possibilities can be distinguished:

1. Some problems are ‘objective’ or technical in nature. For example, if some-
one is having trouble with certain software packages this might relate to
resistance to information technology, or simply to a lack of knowledge or
skill. Sometimes, therefore, there is simply a need to acquire knowledge or
learn a particular skill. Expert advice can provide a solution here.

2. Sometimes, however, acquiring knowledge or learning new behaviour is
not enough. There are underlying patterns which suggest that, though
this specific problem may be solved, the same problem (possibly in a dif-
ferent form) will reappear the next day. Here it is important to consider
not the incident, but the work context and the pattern generated by the
incident. This is not always easy, because a feature of such patterns is
that they often go unrecognised by the person concerned. Many people
have a tendency to define problems as separate from themselves: ‘It’s not
my fault; it’s the work environment; it’s my colleagues’. Coaching can
provide a solution here.

3. Sometimes issues and problems are so personal that a thorough exploration
within the context of work and professional experience is insufficient. An
individual’s abilities and limitations underlie the problems and issues at
hand. A characteristic aspect of such problems is that they are experienced
as much privately as they are at work. Therapy can provide a solution here.

In coaching, a number of different levels are present simultaneously (a mat-
ter also considered in Chapter 2). The focus is not only on the issue raised,
and on ways of dealing with it, but also on the patterns underlying such
issues. The coach can often choose which of these levels to pursue, or at
which level to make a personal contribution. In making that choice, the
coach determines to a large extent how the conversation will continue. The
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Type of questions

Procedural questions,
knowledge-related
questions,

technical questions ...

Questions about
working methods,
time management,
planning ...

Questions concerning
forms of consultation
and working relation-
ships with others

Questions connected
with feelings and
perceptions with
respect to others
(interpersonal)

Questions about per-
sonal motives, con-
flicts and internal
resistance
(intrapersonal)

Level of
intervention

Surface
interventions

10

\

/

‘What’

‘How’

“Who’

Deep interventions

Figure 1.2 The scope of coaching

11

Forms of guidance

A

A

Coaching @

Therapy

Expert advice

Supervision
by
experienced
colleagues  On-the-job
training
Mentoring
by Individual

professional consultation
coaches

Counselling

importance of choosing the ‘right’ level of intervention therefore often
becomes clear only in retrospect.
A much-used summary of levels of intervention is shown in Figure 1.2.

Role and competencies of the coach

The table above makes clear that the demands placed on a coach depend
on where the emphasis is placed. An ‘all-round’ coach understands the
main principles of organisation, change and intervention management, and
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also of clinical psychology. As the depth of intervention increases, the
coach must rely increasingly on his or her intuition, psychological under-
standing and experience, and on ‘shadow coaching’ by another coach or a
peer consultation group. These enable the coach to recognise patterns and
mental models, both in the processes described by the coachee and in the
meetings between coachee and coach. Bringing these patterns up for
discussion can yield significant insights.

Generally speaking, a coach is able to

e identify with the coachee’s problem and support the coachee in the
search for a solution or an approach,

e encourage the coachee to find new perspectives on his or her problem,
explore relationships between the problem and the organisational context,
view his or her own interaction with the coachee as if from the ‘outside’,
and give a transparent account of it when asked,

e relate the issue raised by the coachee to what happens during the coach-
ing conversation, and raise that relationship during the conversation
with the coachee.

Part III of this book focuses on the skills a coach can be expected to have,
and on the manner in which the coach can bring those different skills to bear.
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Summary: a wide scope for conversation

Coaching is a method of work-related learning which relies primarily on
one-to-one conversations.
The aim of coaching is to increase the coachee's professionalism by
discussing his/her relationship to the experiences and problems raised.
The scope of coaching is fairly wide, embracing:

Supervision: approach, procedures, results.

On-the-job training: approach and behaviour.

Mentoring: approach, forms of consultation and working relationships.
Individual consultation: the person in relation to work.

Counselling: the person within the work.

Coaching is therefore situated somewhere between expert advice and
therapy, at different levels of intervention.
The main skills required of coaches are:

e Listening skills: identifying with the coachee's problem.

e Intervention management: encouraging the coachee to find new
perspectives and solutions.

e Organisation management: exposing links between problem and
organisational context.

e DPsychological understanding: exploring and raising the coachee's
interaction during the conversation.




A rich field of exploration

This chapter sets out to provide a clear explanation of the complex and multi-
layered nature of coaching conversations. It starts with a window onto the
coachee used by both coach and coachee: this is an extended version of the
Johari window (see Luft, 1969, or Learning with Colleagues, Chapter 10). It
then introduces a window onto the coach, which gives an idea of the different
emphases that coaches can apply in their approach.

In our experience, coaching conversations are very rich and full conversations.
They often deal with issues of real importance to the coachee — issues with a broad
background, and issues the coachee has worked on previously, either alone or
with friends and colleagues. In addition, the coachee reveals not only something
about the issues and situations, in words and in gestures, but also something
about themself in the way in which they handle those issues. In the way in which
he or she tells a story, the coachee invites the coach to contribute in a specific
manner — for example by listening, asking questions, being stern, empathising or
lending expertise. Clearly, the attitude of the coach makes a real difference. By the
way in which he or she asks questions and listens — and, more generally, by every
contribution to the conversation (not contributing is not an option!!) — the coach
influences the conversation both intentionally and unintentionally. An orderly,
well-controlled conversation is out of the question — there are simply too many
variables. It sometimes feels as if we are ‘playing’ in a very confined space where
every tiny movement, every glance and gesture acquires meaning, a meaning
that interacts with other meanings and causes ripples in pre-existing patterns of
meaning. For us, coaching conversations are quite literally a “craft of skill and
precision’, offering access to an extremely rich field of exploration for those who
open themselves up to it. A good coach does precisely that.

Window onto the coachee

In a coaching conversation, both coach and coachee are focused on what is
going on in the coachee’s mind. They are therefore working together on the

1. See Watzlawick et al. (1967) on the fact that we cannot #ot communicate.
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same territory: the ‘material’ which is the coachee. It is useful to have a ‘map’
of that territory, or a ‘window’ onto everything the coachee is contributing
to the conversation at each moment. Figure 2.1 is a map of the playing field
between coach and coachee, derived from the ‘Johari window’ (see Learning
with Colleagues, Chapter 10).2

At any one moment in a coaching conversation, coachee and coach are
standing side by side on the map and looking out at what is going on
within the coachee. This is not a conventional model of communication,
with a sender, a receiver and numerous distortions in the communication
process (as, for example, in Schulz von Thun, 1982). Such models fall
short when it comes to coaching: all too easily we give in to the tendency
to experience our communication with other people as our interaction
with the things that surround us. Sure enough, ‘things’ send out ‘signals’ —
and, sure enough, those signals come through clearly or less clearly — and,
sure enough, we receive those ‘signals’, process different aspects of them,
construct some sort of internal ‘representation’ of the things and react to
that in turn. Yet this representation does not do full justice to the complex-
ity of our interaction with things, and definitely falls short as a represen-
tation of our communication with people, where something fundamentally

a. ‘Conversation space’ b. ‘Blind spot’
(Verbal and explicit) ‘Previously ‘Unknown
known to to coachee’
coachee’

: <
‘Non-verbal’ SN
7 ‘Implicit’ 4 1 ‘Moral authority’

T
>C. ‘Prlvate person’ /_}

d. Unknown territor
‘Not picked up’ Y

e ‘Repressed’

{/ ‘Not communicated’ .
%\S—N\Mlt thought C__G;;:_

Figure 2.1 The window onto the coachee: the playing field between coach and
coachee

2. There are good alternatives to our map, such as the Comparative Script System in
Lapworth, Sills and Fish (2000) or the more complex Grid used by Bion (Bion,
1962). The use of one of these maps can be ‘liberating’ for coaches as they will be
able to ‘place’ new information quickly, thereby freeing themselves for what is to
come. Maps also help to summarize what is not said, to trace what is perhaps being
overlooked both by the coach and by the coachee.
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Figure 2.2 Coach and coachee walk side by side on a map provided by the
coachee. Together they discover the landscape and the map.

different is going on. People literally become absorbed in each other when
they communicate, and create a communicative unit (Watzlawick et al.,
1967) — even a hermit is not a hermit without the group of people with
respect to which (s)he assumes the role of hermit. It is this communicative
unit which we attempt to illustrate below. It consists of four ‘fields’,
discussed in the following sections.

a. The conversation space or ‘free space’

The conversation space is the field worked out in most detail on our map
(see Figure 2.3). This represents the explicit and visible part of the
coachee’s contribution. The coachee’s ‘story’ always has both ‘expressive’
and ‘appellant’ aspects simultaneously (Schulz von Thun, 1982):

e  Expressive describes the part that reveals something about the coachee and
their issues. The coachee expresses him- or herself and so provides personal
insights. The stories told by the coachee — for example about the back-
ground to an issue, or things that have happened this week, are expressive.
The opinions, feelings and facts (s)he contributes are also expressive.

o Appellant describes the part where the coachee makes an appeal to the
coach. In other words, (s)he implicitly or explicitly conveys an expectation
or hope of a particular response. At the simplest level the coachee tells his
or her story, assuming the coach is listening. Or the coachee asks a ques-
tion and then usually expects an answer from the coach — unless it is a
rhetorical question, when the coachee rather expects agreement from the
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coach. Or else the coachee has an overt request for help (T’d like your
opinion on this!’). At a subtler level the appeal may be implicit, as in ‘I’'m
absolutely hopeless at this’, which often implies ‘will you do it for me?’
Appellant behaviour becomes even subtler, and often more interesting for
the coaching process itself, when the coachee appeals to the coach for help
in a specific way — for example, by pressing for solutions, or by adopting
a superior stance.

Expressive and appellant elements of conversations are not easy to distinguish.
Most typically expressive comments also have an appellant aspect (for exam-
ple, Tthink it’s a good idea to take another look at that” implies ‘and T hope you
will go along with me’). Conversely, the most strongly appellant comments also
have an expressive significance (for example, ‘I would like to hear your opinion
about a conversation that I had this week’ also communicates ‘because T am
preoccupied with it at the moment’).

Another useful distinction in the conversation space is that between the
different levels in the conversation, from factual to personal. We normally
assume four levels of conversation, or four different levels of explicit com-
munication that qualify each other:

1. Contributions concerning the content of the conversation, that is, the story
being told by the coachee, and facts and statements (s)he provides. This
concerns all sorts of information being conveyed at any particular moment
in the conversation. Contributions on this level are often expressive.

2. Contributions concerning the procedure of the conversation, in other
words, its different stages, structure and working method. This concerns
attempts by the coachee to organise the conversation. Contributions at
this level are often appellant (‘How would you like me to tell my

1. Content

2. Procedure

versation space

3. Interaction

4. Emotion

Expressive
wepddy

Figure 2.3 The conversation space in the Johari window in more detail
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story?’), but are not necessarily so (‘First I will talk about the meeting
and then I will say something more about my colleague herself’).

3. Contributions concerning the interaction in the conversation: how the
parties to the conversation respond to each other, what roles they adopt
and their attitude towards each other.* Contributions at this level are
often appellant (‘Yes, but you are my coach ...”), and can also be partly
expressive (‘I think we’re stuck here ...").

4. Contributions concerning the emotion in the conversation, i.e. about
feelings currently being experienced by the coachee or coach.
Contributions at this level are often largely expressive (‘I still feel angry
about it now’; ‘Your response moves me’).

In general, these four levels are easier to distinguish than the expressive and
appellant aspects of communication, even if it is not always easy to separate the
third and fourth levels (see, for example, the last example under ‘emotion’,
which could also have appeared under ‘interaction’!). An important boundary
between these levels is that between the first and the other three, between:

e statements concerning the coachee’s ‘case’ (content), and
e statements concerning this conversation, at this moment (procedure, inter-
action, emotion).

The first level (content) always concerns ‘there and then’ and the other levels
always concern ‘here and now’ — the procedure now, the interaction now and
the feelings now. Other procedures, interactions and feelings remain more
remote and cannot be distinguished from the content of the conversation. If a
contribution relates to the structure of the conversation, it is purely procedural.
If it relates to the way in which the two parties to the conversation respond to
each other, it is purely interactive. If it relates to the feelings of individual
parties in the conversation, it is purely emotional.

As with the distinction between ‘expressive’ and ‘appellant’, it is clear that all
four levels are always present implicitly in every conversation. The coachee and
coach can answer the four accompanying questions at any moment:

What is the content of the conversation now?

What is the structure of the conversation now?
What is the interaction within the conversation now?
What are my feelings in this conversation now?

All parts of the conversation space which are not explicitly on the table at this
moment and which concern the coachee remain safely hidden in the ‘private

3. This aspect of communication is often also classified under the relationship
aspect, which concerns not only this conversation but also the relationship
between coach and coachee more generally (Schulz von Thun, 1982).
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person’ quadrant in the Johari window, where they await (possible) communi-
cation in the future.

b. The private person

In Figure 2.1 (page 15) we drew thought bubbles in this quadrant. Ultimately
this quadrant concerns what happens within the coachee during the conver-
sation but is not directly communicated or picked up by the coach. This is
therefore the part of the map where the coachee is more at home than the
coach. The following levels can be identified in this quadrant, in order of
decreasing accessibility to the coach:

1. Non-verbal information from the coachee (Mehrabian, 1972), such as:

e proximity, attitude, movement, gestures and facial expressions
e intonation, volume, strength and tone of voice
e interjections such as ‘mmm’, ‘er’ and ‘um’.
It is well known that our non-verbal communication conveys an enormous
amount of information. In the event of contradictory verbal and non-
verbal signals, the non-verbal impression generally appears to be the
stronger.* Non-verbal information is generally implicit and therefore leaves
a lot to intuition and guesswork. As a result, non-verbal communication
occurs primarily in the space of the private person.

2. Implicit information from the coachee, that is, information which can be
read ‘between the lines’. This information is again both expressive and
appellant. Here too, a wealth of information is expressed through word
choice, word repetition, word stress and internal contradictions.’ In fact,
implicit communication forms a grey area between all four quadrants.
Think of vague, barely audible words: do they belong to the ‘conversation
space’, or the ‘private person’ space? Do they reveal something about the
coachee in the ‘blind spot’, or do they make coach and coachee guess
about their origin, which means that they remain ‘unknown territory’? To
a large extent, coaching results in implicit communication of this kind
becoming more explicit, and the coachee literally being able to find a place
for it.

3. Information from the coachee that remains unheard: information
which is explicitly communicated by the coachee, but is not picked up
or consciously registered by the coach.

4. Uncommunicated thought — this is all of the information that the
coachee has decided to keep to him- or herself.

4. Mehrabian (1972) — with regard to the communication of ‘liking’ in words, voice
and facial expression — describes how subjects’ reactions can be described as 0.07
% (influence of words) + 0.38 x (influence of voice expression) + 0.55 X (influ-
ence of facial expression). The non-verbal signals appear to dominate strongly!

5. The coachee is unaware of much of his/her own implicit information, which
therefore then belongs in the ‘blind spot’.
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5. Everything that is not currently on the table: the entire remaining private
person of the coachee, including everything (s)he has experienced and is
able to retrieve. This field is connected with the unknown territory,
which contains all sorts of experiences which the coachee can no longer
recall.

Clearly, the ‘size’ of the private person decreases the more the coachee is
prepared to reveal personal details, but also the better the coach is able to
register less obvious signals.

c. The blind spot

The blind spot is that part of the coachee (or of his/her contribution) that the

coach can observe but that the coachee is unaware of personally. It is therefore

the part of the map where the coach is more at home than the coachee. For

example, certain emotions may become visible on the face of the coachee; or

the coachee may omit certain aspects of a story, or have forgotten them entirely.
This area can be divided into two general areas (Freud, 1923):

1. The part previously known to the coachee, sometimes called the ‘pre-
conscious’. The coach has only to mention or recall a fact and the
coachee remembers it. An example is the ‘homework’ for a particular
session, with which the session was intended to begin. Imagine that the
coachee starts off on a completely different tack. When the coach men-
tions the homework, a surprised and slightly guilty expression may
appear on the coachee’s face: an indication in the blind spot that the
homework was in his or her preconscious mind.

2. The part unknown to the coachee. The coachee has a lot to learn here,
by definition, so the coach can make a valuable contribution by raising
aspects from this field in the conversation.

d. Unknown territory

The coachee’s ‘unknown territory’ also contains a ‘preconscious’ area. This
area concerns information which may come to the coachee’s attention acci-
dentally and is then recognised as the coachee’s reaction shows. This
preconscious is connected with the preconscious in the ‘blind spot’, which
is known to the coach, but not to the coachee at this moment.

Leaving aside this ‘preconscious’ area, the unknown territory is in fact one
great unknown: we don’t actually know for sure whether there is anything
in it. This is where coach and coachee embark on a voyage of discovery
together. The area as such remains fundamentally, and by definition,
unknown: if coach or coachee are indeed able to say something about it, it
appears immediately in one of the other quadrants of the Johari window.
However, there are many signs that there is ‘something else’ in addition to
these quadrants, if only because memory ebbs and flows, or because new
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feelings and ideas sometimes present themselves initially in an incomplete
state. The generation of new ideas and the unearthing of memories seem to
be based on an activity which itself lies outside our own awareness.
Chapter 8 shows that there are many pointers to the existence of a personal
‘unknown territory’ and that we can find pointers to the existence of this
unconscious in our Freudian slips, humour, emotions and dreams. Freud
wrote about this at length, and was also bold enough to classify the content
of this unknown — and in principle unknowable — zone using the following
main distinction (Freud, 1923):

1. The moral authority that influences what ends up in the unknown
territory, and what can emerge from it. This area consists of the
‘unconscious conscience’ (an internal representation of ‘evil’) and the
‘ego ideal’ (‘an internal representation of good’) and exercises a sort of
controlling influence on memories, utterances and emotions, in terms
of what is ‘permitted’ or ‘not permitted’. Freud referred to this as the
‘super-ego’ (Uber-Ich). We believe it is helpful if the coach is aware of
the possible existence of a super-ego, which opens the possibility that
a coachee is unknowingly not permitting thought about certain things,
or does not allow him/herself to find and implement certain solutions.

2. The hidden or repressed material itself: the facts, desires, feelings and
fantasies being created or dismantled. This material is indeed present but
the conscious mind has no access to it, nor is it visible in the coachee’s
blind spot. Sometimes we are capable of perceiving the existence of
something like this within ourselves: for example, while scanning a
newspaper or magazine our thoughts may suddenly be drawn to some-
thing or someone, but only later do we notice that the relevant name was
printed on the very page we were reading. Evidently, we did perceive the
key word but did not initially admit it into our conscious mind.

This simple classification of the unknown area can sometimes come in
handy. The simultaneous presence of so many fields — in the ‘conversation
space’, the ‘private person’ and the ‘blind spot” as well as in the ‘unknown
territory’, all at the same time — gives an indication of the richness of a
coaching conversation at any moment in time. Bear in mind too that the
fields also qualify and comment on each other, and it becomes clear that
the sheer number of possibilities is incalculable.

An example
A coachee who says ‘T have a pain in my big toe’ is reporting all of the
following simultaneously:

e afact
e 2 topic for a conversation
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e an implicit qualification which may say something about the seri-
ousness of the conversation
e an implicit relationship definition (‘I talk about my pain and you

listen”)
e an appeal to the coach (‘Help me endure my pain!’)
o a feeling

e a non-verbal qualification which may say something about the
severity of the pain

e the need not to continue with previous topics of conversation

e an expression of him- or herself as coachee.

All of these things come together at the moment of the conversation.
The coach has the choice of doing nothing, following up any of these
messages, or indeed continuing with or proposing a completely differ-
ent type of conversation or conversational content. An overwhelming
variety of choices.

We hope, of course, that our ‘map’ has brought some clarity and order
to coaching conversations. At the same time, however, such a simple map
skims over much of the subtlety, misunderstanding, incomprehension and
fantasy that also enter coaching conversations. The different fields in the
map often refer to each other, and the coachee’s communication may
bring together meanings on many levels at the same time (a phenomenon
known as ‘condensation’ — see Malan, 1995). Moreover, the coachee tells
personal stories which (s)he has already self-censored to a large extent;
these stories lead the coach to think about the coachee in a certain way,
again coloured with a mixture of interpretations, self-censorship and
misconceptions. One might say that the distortions and misconceptions
of the coachee are still somewhere in the ‘private person’ and that the
distortion and (mis-)understanding on the part of the coach lie some-
where in the ‘blind spot’ — but that too would be to skim over all of the
destructiveness and creativity inherent in one-on-one conversations. Our
aim has been to show how rich the playing field of coaching is — all the
simultaneously present ambiguity and uncertainty simply provide more
evidence of that richness!

Window onto the coach

In the coaching conversation the coachee continually produces new informa-
tion which can find a place somewhere in the Johari window. At the same time,
the coach has great freedom in the way (s)he responds to that information. To
bring some structure to that freedom, we also offer a window onto the contri-
bution made by the coach. Later, in Part II of this book, we will introduce at
least one specific coaching method for each quadrant in this window. We will
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also examine in greater depth the effects of the different methods, the similari-
ties between the methods, and their correspondence to combinations of
coachees and coachee issues.

It is assumed that the coach makes two fundamental contributions:

1. Direction of contribution: exploring or suggesting? The coach can
choose at each moment to follow and liberate the coachee’s thoughts and
contributions, or to constrain them and introduce his or her own
thoughts and contributions. This enables the coach to influence the
direction of the conversation, by deciding whether to ‘lead’ or to ‘follow’
the coachee. In the first instance the coach will suggest or propose some-
thing; in the second the coach will put him- or herself at the service of a
joint exploration or discovery process.

2. Nature of contribution: supporting or confronting? The coach can
decide at each moment to build on and reinforce the coachee’s strengths,
or else to bring up the coachee’s weaknesses and help him or her over-
come them. This enables the coach to influence the construction or
deconstruction of the conversation, by deciding to support or challenge
the coachee more. In our experience, most coachees expect both support
and confrontation from their coaches. The coach can decide when to

contribute one or the other.

Figure 2.4 The coach attempts to portray the coachee as faithfully as possible.
Coaching means observing with great clarity and then painting in
minute detail.
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Combining each of these possibilities gives a minimal playing field for the
coach encompassing four options:

1. Exploring and supporting, or facilitating the coachee with encouragement
and understanding. The coach attempts to explore the issue together with
the coachee and contributes warmth and understanding to the conversation.
This approach is referred to henceforth as person-focused.

2. Exploring and confronting, or facilitating the coachee at a greater dis-
tance. The coach attempts to look at what the coachee is leaving out and
cannot appreciate personally, thus contributing understanding and
objectivity to the conversation. This approach is referred to henceforth
as insight-focused.

3. Suggesting and confronting, or helping the coachee with suggestions and
instructions. The coach attempts to offer the coachee a new framework
or approach to the problems being considered, and contributes ideas and
recommendations to the conversation. This approach is referred to
henceforth as problem-focused.

4. Suggesting and supporting, or helping the coachee with options and pos-
itive feedback. The coach attempts to send the coachee off on a more
positive, constructive train of thought and to help with suggestions for
the future. This approach is referred to henceforth as solution-focused.

As Figure 2.5 shows, each of the four orientations on the playing field results
in a different orientation on the part of the coach.

Interestingly, the orientations in the quadrants, to which we return later
(in Chapters 5 and 12), show other familiar polarities which are relevant to
coaching:

Suggesting

Problem-focused Solution-focused
Confronting Supporting
Insight-focused Person-focused

Exploring

Figure 2.5 The window onto the coach: different contributions from the coach
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The level of addressing coaching issues (from top left to bottom right) —

ranging from the coachee’s problem to the coachee as a person, from
‘what’ to ‘who’ questions, and from superficial to more personal levels of
intervention (see Chapter 1). This is a dimension that runs from content to
person. The coach makes a choice, with regard to intervention level, by
adopting a problem-focused or person-focused stance.

A time orientation from past to future (from bottom left to top right)

— from the current situation, how it came about and what can be
learned from it, to solutions and suggestions for the future. This is a
dimension that runs from causes to options. The coach makes a choice,
on this time dimension, by adopting an insight-focused or solution-

focused stance.

In Figure 2.6, these intervention levels and time axes have been added.
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Figure 2.6 The window onto the coach, showing intervention level and time axes
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Summary: a rich field of exploration

During coaching conversations, both coach and coachee are focused on
the coachee’s issues.

These conversations are extremely rich and complex in nature, because
the coachee offers a great variety of ‘material’ simultaneously and because
all sorts of information and behaviours are interwoven and qualify each
other.

The ‘material’ that is the coachee can be presented with somewhat
deceptive clarity using the Johari window:

1 The conversation space, containing:
— expressive and appellant aspects
— four levels of communication: content, procedure, interaction and
emotion.
2. The private person, containing:
- non-verbal information
— implicit information
— information which remains hidden
— thoughts which are not expressed
— everything else the coachee might contribute but does not.
3. The blind spot, containing:
— that of which the coachee is unaware at this moment but of which
the coach is aware (the ‘preconscious’)
— that of which the coachee is entirely unaware but of which the
coach is aware (the actual blind spot).
4. The unknown territory, containing:
— a moral authority
— that which is repressed on behalf of the moral authority.

The coach’s contribution can be presented clearly using the window onto
the coach.

1. Person-focused: observing and supporting the coachee from the
coachee’s perspective.

2. Insight-focused: considering the coachee from an independent per-
spective.

3. Problem-focused: helping the coachee with an approach to the problem.

4. Solution-focused: supporting the coachee in his/her search for solutions.




Structuring the coaching journey

This chapter outlines a number of aspects that we generally attend to at
the start of coaching and when structuring our coaching conversations. We
give generally applicable suggestions for structuring and conducting the
whole process and individual conversations and point out that different
approaches to coaching are dictated by different initial conditions. Some
coaching approaches can be applied during a stroll with the coachee; for
others, taking notes during the conversation is vital. The differences
between approaches are dealt with in Part II.

At Ashridge, we usually assume an underlying coaching process which is
basically circular, spiralling upwards, and has seven intuitive and sometimes
overlapping phases:

1. Intake and establishment of a coaching contract
In every intake there should be some check for boundary issues and
conflicts of interest. Coach and coachee clarify their mutual expecta-
tions as much as possible. A coaching contract has three areas of
significance: administrative, professional and psychological. At the
very least, the contract contains a mention of the objectives, the
number of sessions (often between five and twenty), the frequency,
duration and location of sessions, and the range of learning methods
to be utilised.

2. Building and maintaining the relationship
This ‘working alliance’ means agreement in practice — and not only in
the letter of the contract! — about such things as tasks and goals of the
coaching relationship, and the establishment of empathy, genuineness
and efficacy in the relationship.

3. Raising awareness
Where coach and coachee explore key issues, needs, gaps, patterns and
problem triggers. The coaching serves largely to strengthen insight and
self-acceptance.
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Figure 3.1 The coaching process, as seen through the eyes of the coach: with
the help of the famous spiral staircase of Bramante we have tried
to express the circular, and at the same time progressive, nature
of a coaching journey

4. Refining the contract
Where coach and coachee review the coaching process up to a given point,
take stock of the outcome in the light of the original goals, and explore
options for the future. This may take place halfway in the coaching journey
and may be a moment to liaise with other involved parties.

5. Facilitating change
The coach helps the coachee to build commitment and enthusiasm for
practice and experiment.

6. Integration, review and evaluation
Coach and coachee explore together the results of the journey and impli-
cations of the outcome. The coachee evaluates the coaching and a decision
is taken towards either renegotiating the coaching contract or ending the
journey.

7. Closure
Where coach and coachee appreciate their common achievements, perhaps
look once more at forestalling relapse and — more or less ceremoniously —
make their farewells.
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Basic principles

General principles

e The coach and the client are equals (i.e. they are not in a reporting
relationship).

e Clients ultimately know best what is good for them and can decide
themselves what they do or do not want, both in their private and in
their professional life — clients are therefore responsible for the choices
that they make and accountable for their actions.

e The responsibility of the coach is to give the client an opportunity to
explore, discover and clarify ways of living and working more satisfyingly
and resourcefully.

e During coaching the goals, resources and choices of the client have
priority over those of the coach.

For the coach

e Individual coaching conversations aim to support the coachee in his or
her continued professional development.

e The conversation is shaped by the coachee’s learning objectives; how-
ever, the coachee remains personally responsible for achieving those
objectives.

e The coachee’s contribution is the starting point for the conversation, not
what the coach thinks the coachee should learn or do.

e Everything the coachee contributes is completely confidential. The person
being coached must be able to and dare to be vulnerable.

e Adequate time, peace and quiet are a sine qua non for coaching.

For the coachee

e Everything can be raised and subsequently may serve as ‘material’ in
order to explore the coachee’s own role and approach.

o Before the start, the coachee concludes a ‘contract’ with the coach speci-
fying learning objectives, and how they will work together to achieve
those objectives. The coachee also agrees the frequency (for example,
once a month or every six weeks), the length (for example, an hour and
a half) and the number of sessions. After that, coach and coachee decide
jointly whether to continue or terminate the sessions, and conclude a
new contract if necessary.

Making an appointment and preparations

Conversations are the methodological basis of coaching. The first conversation
starts even before it has actually begun. Coach and coachee have expectations,
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questions, and conscious or unconscious impressions of each other. The first
step on the coaching journey has been taken when the coachee decides to enter
into a conversation with you here and now.

The first action is usually taken by the coachee, namely making an appoint-
ment for a time and a place. A lot can happen during a short telephone conver-
sation. From their interaction with you, you learn something about the coachee’s
emotional involvement in the issue they wish to address , and how they deal with
time and space Sometimes you immediately notice something that will prove
later on to be a very significant detail.

Points for attention during such first contact situations include the
following:

e Set a time limit for the process, to monitor its effectiveness and to pro-
tect the space and focus needed for the conversation.

e  On a practical note: take the coachee’s telephone number, so you can get
back to him or her.

After the first conversation, the coachee will know if there is a ‘click’ —
if there is sufficient contact for you to work together. In addition, coach
and coachee will have gained an initial impression of the basic themes. If
you think that you are not the most suitable coach for these themes, or
for particular coachees, you can still help them by referring them to
someone else.

Preparation for a conversation

Novice coaches sometimes have a tendency to want to prepare for a conver-
sation. The risk here is that you will be concerned primarily with your own
agenda during the conversation. It is more important to ‘empty your mind’,
so that you can concentrate fully on your coachee, as well as:

e being aware of your own involvement (how do you feel and what does
that mean?)

e putting yourself in the role of coach (not colleague, manager, consultant or
trainer, for example).

Venue and set-up

The coach is generally the host or hostess. Consider the venue for the coaching.
Do you go to the coachee or does (s)he come to you? What are the possible
implications of this? In general, the following are recommended:

e some distance from the coachee’s workplace: in your office or on neutral
territory

e 2 quiet room with pleasant lighting and atmosphere, where you yourself
feel comfortable
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e a seating arrangement where you are at an angle to each other, so that
the coachee can choose to look away and does not feel put on the spot
e chairs in which you can easily keep your balance.

Ask yourself who is sitting nearest the door and what the implications of this
might be.
The following set-up is recommended:

seating position: 120 degree angle

table not too large (moveable)

chairs in which you can relax, but not slouch
room tidy, well-lit, not too cold.

Starting the conversation

The first five minutes are often critical. There is no such thing as a neutral
introduction. The coachee’s theme often comes up right at the start of the
conversation. The first question should therefore be as open as possible. In
his or her first sentences, a coachee often outlines a relevant problem and
offers a personal view on it. But this can also happen in the last five minutes,

Figure 3.2 The coach organises the most appropriate set-up for the conversation
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when the ‘door-knob phenomenon’ may operate: some people may be unable
to say what is really bothering them until the last five minutes, so that they
don’t have to talk about it any further during this session.

Try to establish why the coachee is coming to you at this point in time
with this issue. Be clear and check that the other person understands you. It
is not the intention that this conversation should result in further confusion
on the part of the coachee.

Taking notes during the conversation has advantages and disadvantages:

Advantages of note-taking Disadvantages of note-taking
e Helps to focus attention e Diverts attention from non-
verbal information
e Helps to structure the coachee’s e Distances the coach from the
contribution coachee
e Helps to prepare for the next e Provides a form of foothold for the
conversation coach that can be deceptive

Often, it comes down to the coach’s personal choice: whatever (s)he is more
comfortable with. It can also depend on the approach and working method
that you choose as coach (see Part II of this book).

Some coaches ask their coachee to make notes during or after the conver-
sation. Similar advantages and possible disadvantages apply here too, this
time for the coachee.

Continuing the conversation: the art of listening

Coaching is mainly a matter of listening and asking questions, although a
whole range of different interventions also enter into it (summarised in
Chapter 12).

The following points are important when asking questions (see also Chapter 3
of Learning with Colleagues):

e Open questions are the most effective way to increase awareness and
accountability. Open questions start with ‘what’, ‘when’, ‘who’, ‘how
many’. “Why’ is not recommended because it often puts others on the
defensive. A better approach is to ask questions such as: “What are your
reasons?’; ‘In what stages?’; “What does that achieve?’. Leading ques-
tions are not recommended — if you have a suggestion, better to just
come out with it.

e In principle, start with general questions and concentrate increasingly on
specific details. This allows you to uncover important (hidden) factors.

The following points are important when listening:
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e Be aware of the different aspects attached to a message (see previous

chapter):

— the content-related aspect (things, facts, other people)

— the expressive aspect (own feelings or judgments)

— the appellant aspect (appeal to the coach to behave in a certain way)

— the relationship aspect (how the coachee defines the relationship with
the coach, for example as a relationship based on trust).

You can raise these aspects with the help of ‘meta-communication’; then

the listening moves from the content to the way in which the coachee

communicates.

e Listen for intonation and word choice.

e Pay attention to body language.

e Show that you are listening to your coachee by offering small encour-
agements (gestures, posture, facial expressions) and by following the
coachee verbally (in your responses, using the other person’s language as
much as possible).

e Give back what you hear by mirroring or summarising and checking
(‘So, if I understand you correctly ... is that right?).

e Bring things back to specifics if the coachee has a tendency to generalise
problems (in terms of ‘everyone’, ‘always’, ‘everywhere’, ‘never’). Ask
for examples, precise details, and so on.

e Reflect the feelings of the coachee by naming them, so that listening
becomes more explicit and the coachee also has an opportunity to ‘listen
to’ his or her own emotions.

e Be aware of how you are feeling yourself! Your own feelings may yield
additional information about the coachee, but may also affect your
impartiality or objectivity.

e Beaware of possible projection(s) or (counter-)transference (see Chapter 8)
which may get in the way of pure listening.

The coaching contract

After the first conversation, coach and coachee usually conclude a
contract. In the case of internal coaching, it is usually sufficient to make
(verbal) agreements concerning:

o the objectives of the coaching

e the topics to be addressed by the coaching, including the way in which you
are to work on specific topics, in relation to working on underlying
patterns and career or management development issues

e the approach and methods to be used
the intended effects of the coaching in the workplace
the method of checking or evaluating whether the objectives and intended
results have been achieved
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the length, frequency and duration of the coaching sessions

the venue for the sessions

unconditional confidentiality

reference to an applicable Code of Conduct and conditions (see also
Chapter 15).

In the case of external coaching, the usually formal, written contract covers
all of the above plus an agreement of the fee, specifying:

the level of the fee

any reimbursement of other costs

the method of payment

financial arrangements for cancelled sessions.
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Summary: structuring the coaching journey

The coaching process involves the following steps:

Intake and establishment of a coaching contract.
Building and maintaining the relationship.
Raising awareness.

Refining the contract.

Facilitating change.

Integration, review and evaluation.

Closure.

N d e =

Preparation by the coach:

e ‘empty your mind’
e be aware of how you are feeling at this moment
e decide whether or not you intend to take notes.

Setting for the conversations:

e comfortable chairs set at a wide angle to each other
e moveable table
e tidy, well-lit, pleasant room.

During conversations:

asking questions

listening, to the coachee’s body language as well as their statements
mirroring, including the coachee’s feelings

maintaining awareness of yourself as coach.

Ingredients of the coaching contract:

e the objectives and topics of the coaching
the intended outcomes of the coaching in the workplace
the method of checking or evaluating intended objectives and
outcomes

o the length of each session; the number of sessions and the interval
between them

e the venue for the sessions
unconditional confidentiality
the level of any fee and reimbursement of other costs.




Entering into and ending the
coaching relationship

Coach and issue often enter into an interesting interaction with each other.
This often begins right at the start of coaching: for example, if the coachee
presents an issue and an opinion on it, or an interpretation of it. Issue and
issue holder become entangled and one wonders where to begin in a
coaching conversation — with the issue, with the relationship between
coachee and issue, or with the coachee? Just as issue and issue holder in
coaching often enter into these patterns and play out recurring ‘scripts’,
the coachee often plays fascinating games with his or her coach — games
which are normally related to the initial issue(s) and to the subject matter
of the coaching. For the coach, the dynamic of the coaching relationship
may give clues to the relationship between the coachee and others and to
the relationship between the coachee and his/her issues. For the coachee,
the coaching relationship may develop into something meaningful — into a
significant relationship which frequently springs to mind even outside the
coaching conversations. More than enough reason to enter into, develop
and wind down the coaching relationship as carefully as possible, and to
take regular time out to consider the nature of the evolving relationship.
In addition, minor frustrations in this relationship can have significant
consequences for the results of the coaching. For a consideration of really
difficult relationships between coach and coachee, and how to interpret
and handle them, see Chapter 9.

Entering into a coaching relationship as a theme of coaching

The first impressions that people gain of each other have a significant impact
on the course of their subsequent communication. First impressions can,
after all, be strong and persistent. They can tell you a lot about the underly-
ing themes, but can also be deceptive. A particularly positive or negative first
impression often indicates that something is going on that might obstruct an
open, exploratory approach. It is worthwhile registering a number of things
consciously right at the outset, such as:
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e Are both parties on time, or does one arrive early or late?
Do they shake hands? What does it feel like? Do they look at each other?
What associations does this person have for you? Who does (s)he remind
you of?
How do the two parties get on? What body language do you notice?
Do you use first names? Do you break the ice, or give a formal introduction?

There is no one correct answer to these questions, but it is important to
consider them because experience shows that ‘minor’ impressions at the
start can have major consequences later on.

The start of a coaching relationship is often dominated by the needs of both
coachee and coach, and on their degree of openness about those needs. The
coachee often needs help, and it is quite possible that (s)he may also have a
clear need for a specific type of help and a specific approach from the coach.
In a sense, such a coachee supplies the problem and the solution right at the
outset! The coach needs a coachee in order to be a coach — he or she often has
a need to be helpful to someone and to consolidate that helpfulness.

It helps to be aware of the existence of such needs, their translation into
specific wishes or their concealment using diversionary tactics, right from the
start. Managing them explicitly and in a productive way can then commence,
if necessary, right at the start of the coaching relationship.

An example

One of us receives a call from the executive secretary of a large com-
pany. She says that one of the directors wants to make an appointment
for a coaching conversation. Strikingly, he doesn’t call himself but has
his secretary make contact. It is also striking that the coachee won’t
come to the coach: the coaching has to take place in his office.

When it comes to it, the coach is welcomed by the secretary and has to
wait a while until the coachee is available — a revealing start, with hind-
sight! The coachee finds it difficult to make contact. He comes across as
somewhat single-minded and pays little heed to the interaction between the
people in his department. He finds people difficult, in fact, and looks for
ways to avoid people if he doesn’t get on with them, instead of discussing
the issues openly with them. He feels threatened easily and comes across
as anxious. In the first conversation he says that he wants to learn from
coaching how to exercise influence better in different contexts. He adds
that he wants to come across more forcefully. The coach tells him how he
has come across to her, and what influence he has had on her so far, and
asks whether there are similarities with the behavioural patterns between
him and his colleagues. This generates understanding. Later, the coachee
experiments cautiously with different behaviour, paying more attention to
interpersonal processes and making them the subject of conversation.

After a hesitant beginning, things gradually get better. He feels more
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influential and more valued by his colleagues, but still finds it difficult
to make contact. Suddenly, the coach is informed that the coaching is
over! Saying goodbye, as a form of contact, is also difficult for this
coachee. He could have been better prepared for that by the coach.

It is advisable for you, as the coach, to enter into and build up the relationship
as consciously as possible. To that end, it may be useful to investigate for your-
self — patiently and almost a little suspiciously — how the coachee arrived at his
or her issue, and what role you are seen to play in handling the issue and there-
fore in the life of the coachee. The following thought experiment may be useful
in this connection:

e “What does this coachee actually want? Does (s)he want to get away
from something, or to achieve something? To explore something, or to
arm themselves against something ...?’

e ‘How has the coachee arrived at the situation in which (s)he is recount-
ing their issue? What else might this issue relate to? What does it point
to? What might be hidden behind the issue? What is the history of the
issue and what attempts have already been made to address it ...?’

e  ‘Why coaching? What has led to this request? What does (s)he expect
from it? What recommendations does (s)he generally accept, and from
whom ...?’

e ‘And why me? What expectations does this coachee have of me — what
prejudices, perhaps — what assumptions about my method? What is the
coachee hoping for ...?’

o ‘What feelings does this coachee prompt in me? Do I think we get on?
What do I think of the quality of our contact? What is (s)he appealing
to in me? Can I and do I want to offer it? What is my own interest? And
what am I hoping for myself ...?’

e ‘What approach is the coachee requesting? What approach do I think
myself is best? Coaching or no coaching? Person-focused or problem-
focused? Solution-focused or insight-focused? Does the coachee have
sufficient strength to handle my preferred approach ...?’

e “What does this mean for our relationship? How is it going to develop?
How am I to enter into that relationship itself? How can I show in my
behaviour what kind of relationship I envisage? How can I adopt this
coaching approach from my very first meeting ...?’

Once the coaching has started, many types of coach/coachee relationship can
develop, often geared very specifically to the specific interaction between this
particular coach and this particular coachee. Technically, we refer to positive
transference or working alliance' — in other words, to replicating previous
helpful relationships in someone’s life, making use of the coachee’s previous

1. These terms come from Freud (inter alia 1912b), who also provides other useful
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experience of other helpful conversations. The following typical forms of
positive transference can be differentiated:

o The guild master/freeman relationship, in which the coachee presents
practical issues and the coach immerses him- or herself in those issues
and says something meaningful about them. This relationship is often
seen between mentor and mentee, or in supervision.

o The doctor/patient relationship, in which the coachee turns him- or herself
inside out, revealing uncertainties and emotions as completely as possible;
the coach interprets the problems and outlines possible solutions. This rel-
ationship often arises with more emotional themes and issues.

e The midwife/mother relationship,” in which the coach anticipates the
coachee’s problems and seeks to help provide strength to tackle them.
This relationship is characteristic of a very concerned and caring coach.

e The peer review relationship, in which coach and coachee look together
at the coachee’s day-to-day practice and subject it to as independent an
examination as possible. They ‘dot the i’s’ together and take a critical
look at the coachee’s approach and proposals. This relationship often
arises in a more insight-focused setting.

e The old boys relationship, in which the coachee seeks out the coach as a
sparring partner in order to exchange experiences and try out ideas. The
coachee often rehearses certain approaches and conversations with the
coach. This relationship often arises in the coaching of senior managers.

Of course, in our day-to-day practice we see various mixtures of these typical
relationships and we often see a coaching relationship evolve from one to
another, depending on changes in the nature of the themes.

Take care that coaching relationships do not deteriorate unnoticed into
‘ordinary’ significant relationships, like that of a courting couple, rival scien-
tists, a rich uncle and favourite nephew, or a parent and dependent child. The
coaching relationship comes into everyone’s life after many other important
relationships have already been entered into. Almost inevitably, the coaching
relationship comes to resemble one or more of its predecessors. This is not a
problem in itself, as long as

it does not happen completely unnoticed, and
it does not undermine the essence of the coaching relationship (as help-
ing, delineated and for the benefit of the coachee).

phrases such as zirtliche Ubertragung (tender transference) and erwartungsvoll
bereitgehaltene Libidobesetzung (expectantly maintained libidinal cathexis).

2. 'This is the relationship that Socrates entered into with ambitious young men
in ancient Athens — see, for example, Plato’s Theaetetus. However, Socrates
combined this welcoming and caring role with that of the ‘gadfly’ that saw
through any gratuitous stories and excuses.
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Figure 4.1 Coaching relationships already exist within most households; the
coachee is therefore prepared very early for working alliances of
the kind necessary for coaching

This is also considered in our discussion of transference and counter-trans-
ference in Chapter 8. As long as the coach continues to reflect — patiently and
almost suspiciously! — on the nature of the relationship and is not led astray
into non-coaching interventions, any resemblance to other, earlier relation-
ships can only be enriching and instructive. Forces that exert an influence in
all other relationships, such as the quest for inclusion, control, or affection
(see Schutz, 1958 and Learning with Colleagues, Chapter 12), will unavoid-
ably also come into play in this coaching relationship. What those forces are,
and how and when they surface, often depends on the coachee’s issue and
how the coachee deals with it personally. Following on from this, it is worth
viewing the nature of the evolving relationship (implicitly and explicitly) as
a theme of the coaching itself.

Saying goodbye as a theme of coaching

Most coaching literature does not devote much attention to the end of a coach-
ing journey, yet the end of coaching is certainly an important moment and an
important theme it its own right. In the following paragraphs we examine this
theme, the actual ‘goodbye’ and the evaluation of a coaching journey.
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The psychoanalytic literature, compared with that on coaching, devotes
more attention to termination, parting and loss. Growing up always entails
saying goodbye: to breastfeeding, nappies, primary school, the parental
home, and parents themselves. The process can be a difficult one and
ambivalent feelings come into play each time we say goodbye. Saying
goodbye is something we have to do throughout our lives and it can some-
times be very traumatic. Saying goodbye within significant relationships is
a particularly painful process.

Malan (1995) mentions a number of quite different responses by clients to
endings — which can always be related to the main issues in the coaching process:

e Simple gratitude, or a last session very similar to the others — which is
the more likely to occur the shorter the coaching.

e A sense of having received ‘enough’, even though the coach may have
misgivings and feel there is more to work on.

e  The so-called ‘“flight into health’, where the coachee suddenly has no more
issues and says (s)he has resolved them all. This can only be ‘apparent
health’, and may be a way to end the coaching before the coach can
announce the ending him/herself.

e  Premature withdrawal, where the coachee comes to the penultimate session
fully intending to come again and then suddenly decides not to attend the
last session. This often represents a way of avoiding feelings about the
ending itself (see the example on pages 37-8).

e Intense grief and anger, which seems much more serious that the limited
scope of the coaching relationship would indicate. This is a ‘transference
phenomenon’ (see Chapter 8); like the previous response it usually stems
from earlier difficult endings in the coachee’s life experience when ‘normal
mourning’ was not possible.

Every coaching process has boundaries. As a coach, you want to handle
this boundedness professionally. Be aware that saying goodbye can be
difficult for your coachee, and try not to add a new negative experience
to other painful experiences of saying goodbye. It should not be a simple
repetition of old pain — saying goodbye must be made manageable by the
departing coachee personally. Ideally, therefore, the coachee herself
should say goodbye to the coach and not feel abandoned or rejected. If
you are aware that saying goodbye is a relevant theme for the coachee,
it is important to facilitate it carefully.
A number of points may help make it easier to say goodbye:

e Make clear arrangements in advance about saying goodbye, so the
coachee knows what will happen.

e Bring up the subject of what saying goodbye means to the coachee, if
you notice that (s)he finds it difficult to stay or to go away.
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e  Ask specifically what it means to the coachee to say goodbye to this
particular coach, to yourself.

e Be aware that saying goodbye involves a sort of ‘mourning process’
which can be broken down into phases: denial, anger, depression,
acceptance and renewed forward impetus ...

e Think about what saying goodbye means to you: what are you losing,
and what holds you back from letting a coachee go?

The actual goodbye

And then it is over: the end of the journey. To be able to round off a coach-
ing relationship well, it is advisable to arrange a final meeting in which you
and the coachee can discuss the working relationship, and its meaning to the
coachee and his or her future development.

Some coaches ask their coachee to describe their process of develop-
ment in pictures, in a drawing. Others ask for a reflective report or a
learning log. Still others request a verbal conversation. Whatever the
case, it is useful to take a look back together to the start of the coaching
journey, its stages of development, its outcome and the coachee’s future
perspectives.

The evaluation of the coaching journey

Saying goodbye is not the same as evaluating a coaching process. By evalu-
ating the coaching after a period of time, the coach confronts the coachee
with where (s)he is at that time and the coach learns more about his or her
own coaching style. It also allows the coach to demonstrate reflection on his
or her own practice and explore opportunities for development. Questions
which might be asked in this context include the following:

About the coachee:

e How does the coachee look back on the process and the outcome of the
coaching?
What became of the original objectives?
What plans did the coachee make at the end of the journey?

e What became of those plans in the intervening period? What new plans,
if any, has (s)he made?

e How does the coachee intend to continue the personal process of pro-
fessional development?

About the coach:
e  What has the coach contributed to the coachee’s learning process?

e  What is the evidence for that contribution?
e How did the coachee experience the interaction during the conversations?
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e  What were difficult moments in the coaching, and how did the coach
handle them?

e  What tips does the coachee have for the coach in his or her continued
development?

We ourselves experience more and more clearly feelings of loss, or even pain,
at saying goodbye at the end of every coaching conversation. This too feels
like a break in the relationship and the start of a period in which the coachee
is alone again. As a result, we are increasingly moving towards a brief review
and evaluation at the end of each conversation, reviewing what went well in
this conversation and what less so. A few minutes’ evaluation at the end of
each coaching conversation helps to facilitate the coachee’s transition to the
‘world outside’.

It has also proved to be a good idea for the coaching contract to incorpo-
rate a formal evaluation and possible refining of the contract halfway through
the coaching, especially when other parties such as the coachee’s manager
were closely involved in setting the objectives for the coaching. The coachee
can then go back to these other parties and check if they think the coaching is
on track and whether they already experience something changing.
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Summary: entering into and ending the coaching relationship

The coaching relationship itself is always a theme of coaching, because:

o the coachee’s issues overlap with the way in which the coachee handles
them

e the way in which the coachee handles the issues overlaps with how
the coachee handles him/herself and others

e the way in which the coachee handles others overlaps with how the
coachee handles the coach.

When entering into a coaching relationship, the following factors are crucial:

e the first impression that coach and coachee make on each other

e the different needs that coach and coachee have on entering into the
relationship

e the expectations and assumptions that coach and coachee have about
each other

e the initial skirmishes which mark the entrance into a coaching relation-
ship of a specific type.

Later on, the coaching relationship often evolves into a significant relation-
ship for the coachee which is reminiscent of, for example:

a guild master/freeman relationship
a doctor/patient relationship

a midwife/mother relationship

a peer review relationship

an ‘old boys’ relationship.

Allowing a helping coaching relationship to deteriorate unnoticed into an
ordinary, more two-sided relationship is extremely risky.

Saying goodbye itself is another theme of coaching, and is a painful
process that needs to be facilitated and made explicit. It is helpful to
spend some time evaluating the coaching, considering factors such as:

the process and outcome of the coaching

the coachee’s learning process

the interaction during conversations and the ‘difficult moments’
how the coachee can develop further in relation to his or her issues
how the coach can develop further as a coach.




Part II

Approaches to coaching



Introduction:
‘Authenticity’

Having built a picture of the characteristics and set-up of ‘helping
conversations’ in the first part of this book we intend, in Part II, to
outline different approaches taken by the coach in such conversations.
This can only be done in a rather abstract and general way that fails to
take account of some of the subtlety of coaching conversations. Haven’t
we seen earlier that coach and coachee exchange information at different
levels simultaneously, and that such interwoven and interconnected
patterns of information exchange can qualify and even contradict each
other? How can we then make unambiguous statements about the
approach taken by the coach? Only if the coach is consistent over time
and also consistent in all of the various layers of communication? If so,
then that is by no means always the case — which is why ironic and para-
doxical descriptions, introduced later in Part II (in Chapter 9), are
perhaps the most realistic ones.

In order to be able to comment on different coaching approaches, this part
of the book assumes for the sake of convenience that the coach is sufficiently
consistent:

e across different communication channels, i.e. in his or her own expres-
sive and appellant communication, and in verbal and non-verbal
communication, and

e over time; in other words, during all events taking place in longer
sections of coaching conversations.

Certainly an inconsistent coach can make things unnecessarily difficult for
the coachee, so these assumptions will carry a positive connotation for most
readers in most situations.

In the next seven chapters we give a wide-ranging overview of coaching
approaches. The different approaches are justified on the basis of our ‘window
onto the coach’ (Chapter 2), and of the historical development of psychotherapy.
Coaching may have grown out of management training and sports coaching, but
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we believe it has a sound foundation in principles and methods of psycho-
therapy.! We have therefore decided to place it within the context of the main
currents of psychotherapy. We realise that, in so doing:

e Implicitly we are making great demands on coaches, demands to which
we return in the chapter on the capabilities of the coach (Chapter 12).

e We cannot be exhaustive and will stick to the major trends. Some impor-
tant contributions to the coaching profession, such as those that have come
out of therapeutic schools like RET, NLP, TA and Gestalt, will not be
covered in this book. This is partly because these approaches overlap signif-
icantly with approaches that we do introduce. It is also because some of
these approaches do not fit into our definition of coaching (see Chapter 1),
in which the coach facilitates the coachee’s development and so leaves the
giving of expert advice to the coachee him- or herself. On the basis of that
definition, advice from the coach should serve primarily to stimulate the
learning process, with less emphasis on telling the coachee what to do.

In Chapter 12, the approaches introduced in Part IT are made more explicit
by linking specific interventions — in other words, specific behaviour - to
different coaching styles and approaches.

Our own position with respect to the different approaches is largely neutral
and eclectic: it is as independent as possible and chooses what is most helpful
or effective in a given situation. All of the methods given here, as in Learning
with Colleagues, can be applied to every coaching issue in principle, although
each method does of course have its own specific merits, drawbacks and
preferred applications (see Chapter 11). We both have our own personal pref-
erences as well, but we are aware that they are not set in stone, and vary with
the coachees that we meet and the developmental process that we ourselves
undergo. In addition, we believe emphatically that coaches and coachees must
discover for themselves which approaches suit them best. Such discoveries are
among the most important outcomes of coaching, and we would not wish to
deprive anyone of them by stating our own preferences.

In our view, the most important contribution that the coach can make
to ‘helping conversations’ is genuineness — in other words, an honest and
authentic interest in the coachee and his or her issues. We believe that
spontaneous and genuine interest cannot be replaced by any form of train-
ing, study or supervision. In that respect, there is nothing to beat a unique,
personal style of coaching.? We appreciate that trying out and practising

1. We recommend the book by Bruce Peltier (2001), which provides a more detailed
theoretical foundation for coaching in both psychotherapeutical and sports
coaching literature.

2. Research has shown that even leading therapists such as Freud, Rogers and Erick-
son, in the approaches they described, introduced many methods and techniques
which fitted in with their own personalities (Corsini and Wedding, 1989).
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new approaches can adversely affect that ‘genuineness’ in the short term.
In the long term, however, we are confident that the genuine interest that
a coach can demonstrate is only reinforced and broadened through
increasing familiarity with, and study of, different approaches. We believe
that another characteristic of genuineness, and hence of good coaches, is
that they maintain close links between theory and application — in other
words, they are who they claim to be and are happy to be held account-
able for the way in which they work. We hope that this part of the book
can help coaches to increase the genuineness of their approach.

Part 1T of the book is structured as follows. After a short historical
summary, Chapters 6, 7, 8 and 9 describe four different coaching app-
roaches. In Chapter 10 all four are translated into specific methods, as far
as this is possible, in the form of consecutive steps in coaching conversa-
tions. In Chapter 11 we examine the applicability of the different
approaches and methods and give suggestions arising from both research
results and experience.

This structure is intended to give coaches the opportunity:

e to reflect on their own approach to coaching conversations and to pick
up new ideas

e to increase their flexibility by considering a range of approaches and by
investigating when to apply which approach

e to bring their genuineness more to the fore by harmonising reflection
and action or theory and practice as far as possible

e to gain inspiration for (even) more authentic coaching, rather than to
learn recipes for ‘good’ coaching.



Historic roots and summary
of approaches

Personal development through coaching may have grown out of management
training and sports coaching but it has much in common, in our view, with the
older field of psychotherapy (see also Peltier, 2001). As a consequence, we look
primarily to psychotherapy to find historic roots for various coaching
approaches. In the history of psychotherapy different authors have made differ-
ent choices and different recommendations, often related to their own
approach or personality, or to the type of clients for whom their approach was
developed. Strangely, research has shown that there is much more agreement
between psychotherapists in practice than there is in theory (Corsini and
Wedding, 1989). Therapists using completely different theoretical approaches
therefore do largely the same things in the consulting room.

It is interesting to review the main currents of psychotherapy one by one,
because the evaluations made by psychotherapists are also relevant to the
choices you can make as a coach. We therefore propose a ‘selectively eclectic’
approach to coaching, where the coach considers various options and chooses
the one that fits best in the given situation and with their own personality and
expertise as a coach.

Historic roots

Table 5.1 offers a brief summary. In order to organise the different psycho-
therapeutic approaches, we consider how a number of important currents
in psychotherapy handle the therapist’s involvement in the client’s learning
objectives. In all psychotherapy, and also in coaching, the therapist/coach
becomes part of the client’s past and risks doing things that consolidate,
instead of changing, problematic aspects from that past. This can happen,
for example, if the coach only goes through the motions, or attempts to
change from the outside things that can only be changed from the inside
by the coachee.

An extremely clear-cut formulation of this basic dilemma within
psychotherapy or coaching can be found in the book Strategies of
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Psychotherapy (Haley, 1963), where Haley asserts that clients generally
seek out psychotherapy as a last resort in order 7ot to change, in order to
stay the same despite external pressure. What they then ask of the thera-
pist is paradoxical: ‘Change me without changing me!” This poses a
dilemma for the therapist, who is being asked to intervene, on the one
hand, but on the other hand to leave the client the same! Different currents
handle this basic dilemma differently, as we see in the Table 5.1.

Each of these four main currents in psychotherapy has influenced the way in
which professionals in organisations are coached. Each current has a differ-
ent emphasis, which can be useful at different times and with different
coachees. In the following chapters we show how these different approach-
es found their way into our own coaching practice. We introduce four
approaches that follow on from these four main currents:

Directive coaching: attempting to improve from the outside.
Person-centred coaching: attempting to move the focus inside.

Analytic coaching: attempting to understand from the inside.
Paradoxical coaching: attempting to upset, surprise or manipulate from
the outside.

Table 5.1 The main currents of psychotherapy and their approach to the
dilemma

Some leading

Emphasis is on

How to handle the

figures ‘basic dilemma’
Analytic/ Sigmund Freud Primary process  Deferment, until:
Psychodynamic  Carl Jung thinking Emergence of the
Melanie Klein Conflicts dilemma in this
Transference interaction
Understanding and
interpretation
Cognitive/ Ivan Pavlov Rational analysis ~ Counter-question
Behavioural Albert Ellis Step-by-step plan  Finding solutions
Burrhus Skinner
Aaron Beck
Person-centred/ Carl Rogers Internal (self-) Complete
Humanistic Abraham Maslow  evaluation acceptance
Self-actualisation — Relaxed
Paradoxical/ Milton Erickson ~ Paradoxes Posing a ‘counter-
Provocative Gregory Bateson ~ Drawing on and paradox’
Jay Haley mobilising Positive
Frank Farrelly defences reinforcement
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Figure 5.1. A ‘family tree’ illustrating the growth of different therapeutic

1890:
1935:
1940:
1950:
1955:

1960:

trends

The directive trunk splits into two, with the advent of psychoanalysis.
The directive trunk sprouts a new branch — behaviourism.

A branch splits off from the psychoanalytic trunk - client-focused or
Rogerian counselling.

The directive trunk sprouts a new branch - the rational-emotive
approach.

The directive trunk sprouts a new branch — the paradoxical approach,
and (in 1974) the provocative approach.

The directive trunk sprouts a new branch — the cognitive approach.
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Roots in the personality of the coach

Depending on his or her own personality, every coach has personal prefer-
ences which make certain approaches more attractive than others. It is a
good idea to fill in your own coaching profile at this point (Appendix A) so
that you can compare your own approach with the four approaches dis-
cussed here. But please note — if you do not ask your coachees or colleagues
to fill in Appendix A as well, this will only be a self-report. Self-reports are
of limited value because you are reporting only what you think about your-
self, not what you actually do as a coach.

Table 5.2 illustrates the preferences that characterise four different
approaches to coaching, within five different polarities. ‘I’ stands for the
‘left-hand pole’ and ‘R’ for the ‘right-hand pole’.

The different approaches can also be placed in the ‘window on the coach’
matrix in Chapter 2. Under the horizontal axis, ‘analytic’ and ‘person-cen-
tred’” appear next to each other while above the horizontal axis are the ‘direc-
tive’ and ‘paradoxical’ approaches, except that they come out at roughly the
same place. One special directive approach (see Chapter 6) is the only one to
appear in the first quadrant — this is ‘solution-focused’ coaching, which is
strongly influenced by solution-focused therapy.

Otherwise, the directive coaching approaches introduced in this book are
less directive than most therapies in the behavioural and cognitive domain
(see Hawton et al., 1989). The coachee generally submits less to the coach’s
authority, although this may take place to a greater extent in mentoring and
‘coaching leadership’.

Figure 5.2 shows the ‘window onto the coach’ from Chapter 2 once again,
with a number of different approaches described in the following chapters.

For more specific suggestions about coaching styles, interventions and conver-
sational techniques appropriate to each of these approaches, see Chapter 12.

Table 5.2 Preferred approaches in different coaching methods
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Focused on change <— Accepting L R R
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Suggesting

Problem-focused Solution-focused

Directive coaching
Paradoxical coaching Solution-focused coaching

Confronting Supporting

Insight-focused Person-focused

Analytic coaching Person-centred coaching

Exploring

Figure 5.2 The window onto the coach with specific approaches

Summary: historic roots and summary of approaches

Our summary is based on the following four main currents in psychotherapy:

analytic or psychodynamic therapies
cognitive or behavioural therapies
person-centred or Rogerian therapies
paradoxical, ironic or provocative therapies.

Based on this distinction, and on different approaches developed in part
by psychotherapists, we arrive at the following specific approaches:

Directive coaching: attempting to improve from the outside, such as:
- the GROW method

— the solution-focused method.

Person-centred coaching: attempting to move the focus inside.
Analytic coaching: attempting to understand from the inside, such as:
— the analytic and organisation coach method

— the ladder method.

Paradoxical coaching: attempting to upset, surprise or manipulate
from the outside, such as

— the ironic method

- the paradoxical method

— the provocative method.




Directive coaching;:
Structuring with an objective

Your every separate action should contribute towards an integrat-
ed life; and if each of them, so far as it can, does its part to this
end, be satisfied; for that is something which nobody can prevent.
‘There will be interferences from without,” you say? Even so, they
will not affect the justice, prudence, and reasonableness of your
intentions. ‘No, but some kind of practical action may be pre-
vented.” Perhaps; yet if you submit to the frustration with a good
grace, and are sensible enough to accept what offers itself instead,
you can substitute some alternative course which will be equally
consistent with the integration we are speaking of.

Marcus Aurelius, Meditations

Introduction: the coach at the helm

The most basic and straightforward coaching approach is undoubtedly the
directive approach, in which the coach keeps a grip on the conversations and
puts the coachee on a leash, so to speak, providing encouragement and help-
ing him or her resolve their issues.! This book does not describe the most
directive methods, which simply involve the coach answering the coachee’s
questions and explaining how to tackle the issues arising. These sorts of
directive technique are not examined more closely because we believe that
coaching always focuses on helping the coachee to find his or her own

1. In fact, the directive approach has the longest history of all, because an age-old
tradition of restraint, disciplining conversations and hypnosis of psychiatric
patients is entirely in keeping with this approach. For an introduction to the field of
modern directive therapeutic techniques, see Hawton et al. (1989). Otherwise, the
description ‘cognitive and behavioural’ is a more common description, at least in
psychotherapy, than ‘directive’. This also highlights the distinction with the
systemic and paradoxical approaches (see Chapter 9), which are also directive. We
retain the word ‘directive’, nevertheless, because it appears more frequently in the
coaching literature.
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answers (see also the definitions in Chapter 1). We do discuss a number of
extreme directive methods in Chapter 9, in which the coachee does receive
answers to his or her questions, albeit highly absurd ones. These are given
with a completely different aim in mind than that of providing a solution —
namely, that of mobilising the coachee’s own problem-solving abilities.

This chapter outlines two methods in which the coach is purely directive
in the structuring of the conversation, but purely facilitating with respect
to the content of the issue: the GROW method and the ‘solution-focused’
method. Both methods are directive with regard to the conversation itself
but open or ‘empty’ with regard to the content of the conversation. These
coaching methods can be used for any subject matter.

An example

The coachee has become bogged down in his job. He experiences
himself as being controlled by the issues of the day while he feels a
need to exert more control himself. He has become stressed and his
employer has terminated his temporary contract. He has time to think
about what he expects from a new job. He wants to learn how to
avoid the same pitfalls and how to exercise more control in the
future. His therapist refers him to a coach. They agree on a course of
action: the coach will facilitate his search for a new job, where he
hopes to adopt a different attitude.

In the subsequent conversations, and in the coachee’s homework
between sessions, they explore the sources of his energy (using an
energy diary), how he has made decisions in his life so far (using a
biography assignment), what he is looking for in a job (using a
‘career drivers’ questionnaire) and what his main qualities are. He
starts his job hunt (via the Internet, newspapers, his own network
and the coach’s contacts) and is invited to attend a number of inter-

views. He rehearses the final interview with his coach and is offered
the job.

Goal-oriented coaching: the GROW method

A coaching method which has been very successful in organisational
settings is John Whitmore’s GROW method (1992). The origins of the
method betray the roots of ‘coaching’ in sports coaching: Whitmore
based his book on The Inner Game of Tennis by the tennis coach Gallwey
(1974). Thanks to its rigid structure and ease of use, with its pre-prepared
questions, this form of coaching can be quickly learned and applied in a
wide variety of situations. Even ten-minute informal coaching conversa-
tions can be fitted into the GROW format.

The structure of a GROW coaching conversation is an easily remembered
acronym:
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1. G for Goal: ask about the coachee’s goal or objective, as far as the issue
is concerned and as far as this conversation is concerned.

2. R for Reality: ask for a description of the reality relevant to this issue.

O for Options: ask about the different options open to the coachee.

4. W for Will: ask about the coachee’s decision and the strength of his or
her accompanying willpower.

(O8]

In the following paragraphs we go through the different stages of the coach-
ing conversation according to Whitmore (1992), step by step.

Step 1: the personal goal

The coach starts by asking the coachee about the goal of this conversa-
tion, even before coach and coachee explore the background and context.
This helps the coachee to focus on the future and, right at the start of the
coaching conversation, to state the direction (s)he wants the coaching
session to take, as well as his or her ultimate personal goal. This goal
may be adjusted after Step 2, the reality test.

The coach can ask about both potential goals: the goal for this session and
the goal as far as the problem or issue is concerned. If the latter, the ‘ultimate
goal’, also depends on external circumstances outside the coachee’s control, the
coach also asks about a ‘personal target’: what does the coachee hope to
achieve personally en route to the envisaged ultimate goal.

The coach is looking for a positive formulation of the goal and checks
that it is specific, measurable, attainable, relevant and time-bound (these
are known as the ‘SMART’ characteristics).

Sample questions relating to G: the goal:

e  What is the goal of this conversation?

What exactly do you want to achieve - in the short term and in the

long term?

Is this an ultimate goal or a target?

If it is an ultimate goal, what is the associated target?

When do you want to have achieved it?

To what extent is it positive — in other words, a challenge, attainable,

measurable?

What intermediate steps are involved, and which milestones?

e In how much detail do you expect to be able to work on this in this
session?

Step 2: the underlying reality

The coach attempts to elicit an objective description of the coachee’s reality.
The coachee is asked to describe, as objectively as possible, how things stand at
the moment with regard both to achieving the goal and other relevant factors.
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The intention is to gather as much factual and measurable information as possi-
ble about the context and background. In the face of value judgments, personal
biases and indirectly expressed emotions, the coach perseveres with targeted
open questions. Questions focusing on matters of fact, such as ‘what’, ‘who’,
‘when’ and ‘how much’, are more useful in this respect than questions that elicit
opinions and rationalisations, such as ‘why’ and, to a lesser extent, ‘how’.

The coach is looking for facts and circumstances, specific actions taken,
obstacles standing in the way of fulfilment and specific sources which can be
drawn on, in terms of time, money and manpower for example.

Sample questions relating to R: the reality:

e What is happening now? (What? Where? When? How much?)

e  What is the situation exactly?

e  Who are the parties involved?

e  What exactly is the crux or essence of the problem?

e  What exactly are you concerned about in relation to the current
situation?

e  What have you done about it so far, and with what results?

e  What prevented you from doing more?

e How much control do you yourself have over the situation?

e  Who else has control, and to what extent?

e  What are the main obstacles in your path?

e  What internal obstacles still exist?

e  What sources can you tap into in order to overcome those obstacles?

e  What other resources do you need? How can you get them?

e How does it feel exactly? What emotion is that? What effect does that
emotion have on you?

e How would you rate your own confidence on a scale from 1 to 10?
What exactly are you afraid of?

e  What circumstances are reinforcing your self-confidence at this
moment?

Step 3: the possible alternatives

The coach helps the coachee maximise his or her own freedom of choice,
by asking for possible alternatives. The intention is to gather together as
many options as possible, so once the coachee has made an exhaustive list,
the coach generally asks for ‘just one more’. All conceivable (and also
inconceivable) options are welcome — the more the better.

The coach is looking for positive options, possibilities and alternatives.
As soon as the coachee comes up with restrictions or reservations about
certain options the coach asks: “What would the option be like if those
restrictions or reservations weren’t there?” (‘What if ...?°). The coach is
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hesitant to contribute personal suggestions because that would make him
or her an expert advisor. Options provided by the coach may prompt
resistance, or receive a disproportionately high rating in the coachee’s
estimation. The coach does not make any suggestions without checking
that they are really welcome, and ensuring the coachee has already made
a complete personal list.

Sample questions relating to O: the options:

e  What are all the different ways in which you could approach this
issue?

e  What options do you have?

e Make a list of different alternatives, important and less important,
complete and partial solutions.

e  What else could you do?

What would you do if you had more time, or a bigger budget, or if

you were the boss?

What would you do if you could start all over again?

What would you do if all circumstances were under your control?

Would you perhaps like to hear a suggestion from me?

What are the pros and cons of all of these different possibilities?

Which option would produce the best result?

Which option appeals to you most or feels best?

Which would give you the most satisfaction?

Would it be convenient to combine options?

Step 4: determining commitment

The coach attempts to round off the conversation with a sound decision by
the coachee - or, if necessary, with the conclusion that the original goal was
too ambitious and no decision can be taken. The coach helps the coachee to
decide what to do and when — and how likely it is that (s)he will actually act
on that decision. It is important for the coach to remain outside the decision-
making process. There is a real risk that the coachee will take a ‘decision’
now only for form’s sake or for the sake of the coach, which would of course
be a decision of no actual value.

The coach aims to ask, in turn:

which alternative or combination of options the coachee chooses;
when the option is to be put into effect, and with what kind of assis-
tance; and

e how great the coachee’s commitment is.

Despite this orientation towards closure, the coachee should not feel
rushed. If this is the case, it usually comes from a desire on the part of the
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coach, overtly or covertly, to push the coachee towards a specific decision
or course of action. It is therefore a good test, at the end of the conversa-
tion, to ask to what extent the coachee has felt (s)he had worked on his or
her own authority in this conversation.

Sample questions relating to W: the will:

What are you going to do?

Which option, or combination of options, are you going to choose?
When are you going to do that?

Will that meet your goal?

Does this conclusion meet your goal for this conversation?

What obstacles do you expect, and how are you going to overcome
them?

What internal obstacles do you perceive within yourself?

How are you going to overcome that internal resistance?

Who needs to know?

What help do you need and how are you going to get it?

What can I do for you in order to support you?

Indicate on a scale from 1 to 10 how likely it is that you will carry
out that action.

If lower than 10: why not 10?2 What can you do to make it a 10?

If lower than 8: is it not better to give up? (As it seems unlikely that
you will actually do it.)

e [s there anything else we should talk about, or have we finished?

Positive coaching: the solution-focused method

Solution-focused coaching is an approach derived from solution-focused
brief psychotherapy.? This current in psychotherapy developed as a reac-
tion to many variants of behavioural and cognitive therapy which were
invented as ‘problem-focused therapies’. In those variants, therapists
worked mainly on exploring problems, interrupting and replacing clients’
ineffective solutions. The inventors of solution-focused therapy discovered
that building on ‘exceptional moments’ (times when the problem did not

2. Solution-focused brief psychotherapy was developed at the Brief Family
Therapy Center in Milwaukee and at the Institute for the Study of Thera-
peutic Change in Chicago, by Insoo Kim Berg, Steve de Shazer, Barry
Duncan, Scott Miller and others. In management consultancy and coaching
there is a very similar approach known as Appreciative Inquiry (see Cooper-
rider and Srivastva, 1987). This chapter borrows from Keys To Solution In
Brief Therapy by De Shazer (1985) and Interviewing for Solutions by De
Jong and Berg (2001).
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exist or was less serious) had much more effect on their clients. Instead of
advising clients to try out different solutions (therapist-centred), they
encouraged clients to do more of what already seemed to be helping, or to
do more of what they were already doing when the problem did not arise
(client-centred). In so doing, they were working towards a form of therapy
that had maximum effect in minimum time.

An important difference between solution-focused coaching and the
conventional ‘psychoanalytic’ approach (Chapter 8) is that the latter
establishes causal connections between past and present (phenomena
emerge from an underlying structure). In the solution-focused approach,
causal connections are not taken as the starting point; causes are
regarded as ‘narrative constructions’ (stories) constructed by the coachee
him- or herself. There is no absolute truth; on the contrary, we are
constantly constructing our own world (Gergen, 1999). We do this by
talking about it and by attaching our own meaning or interpretation to
it. Language therefore shapes reality. The coach is not an expert, but
explores the stories together with the coachee, challenges him or her to
find new definitions and to construct a future in which the problem no
longer arises. The coach can help by steering the conversation in that
particular direction.
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Basic principles of solution-focused coaching
The basic principles of this coaching style are:

e Coachees have access to all the resources they need in order to be able
to change. Change is inevitable, because stability is an illusion. The
coach encourages change by working together with the coachee.

e No problem is ever-present; there are always times when a problem
does not present itself. The coach investigates what the coachee is
doing differently or how (s)he is thinking differently, at those times.

e The coach can use coachees’ fantasies about the future in order to
construct achievable solutions.

In this approach, the coach’s task is to accept the problem as presented by
the coachee. There is therefore no need for an exhaustive diagnosis or
problem analysis. It is not necessary to know precisely how problems came
about. What is useful is to concentrate on solutions, asking appropriate
questions. ‘How would your work look then?” “What would you be think-
ing?’ “What would you be doing?’ ‘How would you be feeling?’ The art is
to listen to the coachee’s story without having any theories of your own in
mind (because that would mean you pay less attention to the coachee’s
theories) and to construct new stories about the coachee’s life together,
starting from the premise that if you don’t like your circumstances or your
work, at least you can change your stories about it. By making new defi-
nitions, the coachee’s experience changes and it becomes easier for him or
her to start to act differently. Moreover, talking about solutions is a more
motivating experience than talking about problems.

Approach
In order to construct a new story, it is best to start at the beginning. A
coaching conversation in this style is characterised by questions focusing
on what the coachee is good at, on the exceptions to the problem and on
the hypothetical solutions (s)he is considering. You challenge the coachee
to suggest specifically and in detail how things could be improved. You
draw on the coachee’s own problem-solving skills. Understanding the
problems and their origins is not necessary.

The coach is concerned with keeping a solution-focused conversation

going, by:

e emphasising the coachee’s abilities and praising his/her inherent
strengths;

e asking for examples of situations in which the coachee did not experi-
ence the problem (exceptions); and

e asking about behaviours on the part of the coachee that made a positive
difference (successes).
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The coach disregards elaborate descriptions of the problem as far as possi-
ble. This also applies to blame attributed to third parties and solutions
which are outside the coachee’s control. The coach helps the coachee to set
realistic personal objectives. Minor changes now are sufficient to bring
about bigger changes later on.

The coachee embarks on a voyage of discovery around everything that
(s)he is already doing right, so that the homework is often: ‘Go away and
do more of the same’. This leads to successful experiences which the
coachee can talk about, and as a result, allow the coachee to take charge
personally. The coachee is the expert and finds the solutions. The coach
helps with support and praise for what has been achieved.

An important question in solution-focused coaching is the ‘miracle ques-
tion’, which asks the coachee to imagine exactly how his or her situation
will have changed once the problem is solved.

An example of the ‘miracle question’

Imagine that a miracle occurs one night while you’re asleep and the
problem that you raised here is solved as a result. But you don’t know
that the miracle has occurred. What will be different at work the next
morning? What will show you that the miracle has occurred and that
your problems have disappeared?

The answer to this question gives a clear picture of what the coachee wants
to change and what (s)he can do personally to achieve that goal. The coach
can have the coachee rate the current situation on a scale from 0 (in which
the problem is overwhelmingly dominant) to 10 (in which the problem has
disappeared). This makes it possible to track small changes.

Each coaching session ends with the coach giving feedback, praising the
coachee on progress and providing relevant homework assignments.

Types of questions
A coaching conversation in the solution-focused style follows the structure
outlined below, which is derived from current protocols.

In the first conversation:

e  Problem: “What brings you here? How is this a problem for you? What
have you already tried? What was useful? What helped?’

o Objective: “What do you want to change as a result of the coaching?’
(‘Miracle question’; further questions about what would be different.)

o Exceptions: ‘Are there times when the problem does not arise? When, and
what happens then? Are there times when the problem is less serious?
When, and what happens then?’ (Ask for details; praise the coachee on
what (s)he did at the time.)
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e Rating: improvement since request for coaching; motivation; confidence
(all on a scale of 1-10).

e  Feedback: compliments, reason for the homework assignments (from
reflection to doing, depending on whether the coachee is seen as visitor,
complainer or customer — see below), setting homework.

In the follow-up conversation:

e Askabout improvements: ‘What has improved since our last conversation?’
Details: ‘How is it going? How are you doing that? Is that new for you?
What is the effect on X?’

Compliments on behaviour.

Continue to ask questions: ‘And what else is better?’

Positive suggestion: ‘Do more of the same!’

Rate the progress (scale 1-10).

Feedback: compliments, reason for homework, homework itself.
Signing up for another session: ‘How much time do you need for that?
When do you want to come back?’

Application

Clearly, the solution-focused method does not make any recommendations
for an in-depth exploration and analysis of the problems. In some cases it
is necessary to find out more about the problem, but only if it cannot be
done more simply and in a more solution-focused way. You can continue
to persevere with the solution-focused style if:

e an improvement has already occurred between the request for coaching
and the first conversation

e there are exceptions to the problem - in other words, occasions where
the problem does not arise or is less serious

e a hypothetical solution can be formulated — a description in behavioural
terms of what would be different if the problem were resolved completely.

In other words, according to solution-focused coaches, in the vast majority
of cases you can work directly towards a solution without first analysing the
problem itself in depth.

The solution-focused coaching style works best if the coachee is open to solu-
tion-focused suggestions relating to his or her own behaviour. In that respect,
together with De Jong and Berg (2001), we distinguish between ‘visitors’,
‘complainers’ and ‘customers’.

e  Visitors are coachees who don’t think they have a problem. They are
often sent by their bosses and just want to be left in peace. Minimal
coaching is possible in these cases. The coach can do no more than
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attempt to create a working relationship in which coaching becomes
possible, by recognising the coachee’s situation, supporting and praising
him or her, and being as ‘hospitable’ as possible.

o Complainers do provide information about their problem, but see them-
selves neither as part of the problem nor of the solution. In such cases,
the coach can encourage the coachee to reflect on the real possibility of
personal change.

o Customers are the ideal coachees for the solution-focused coach. They
say they want to do something about the problem themselves. The
coach can give customers homework with some expectation that they
will actually do it.

An example

The coachee works in a government department where she feels com-
pletely isolated. Like a dedicated professional, she churns out memo-
randa and reports, only for them to remain unread. What she does is
clever, but she’s doing it all on her own. She doesn’t involve any col-
leagues because she’s afraid they won’t really be able to understand
what she’s doing. Gradually, she starts to feel thoroughly miserable and
under a lot of stress. She is not getting enough sleep, all sorts of ideas
keep going round in her head, and she is touchy at home. She no longer
finds any enjoyment in her hobbies.

Figure 6.2 Solution-focused coaching can put you back on the right track
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This is no time for confrontational interventions, as this approach
might only cause the coachee to become overly stressed. The coach
therefore opts for reinforcing interventions: exploring when the
coachee feels better and when things are going well. The coach tries to
identify times when the coachee does experience collaboration and sat-
isfaction and, together with the coachee, works out homework assign-
ments which will enable closer collaboration.

These lead to positive experiences. The coachee notices that col-
leagues are open to her if she acts with greater initiative, and that it is
inspiring to think about things together. She becomes more and more
enthusiastic and finds that, as time passes, she is better able to make a
real contribution. One small step at a time, she goes a long way.
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Summary: directive coaching

A characteristic feature of directive coaching approaches is that the coach
takes a strong lead, and either structures the conversations or comes up
with solutions and hands out assignments.

Two directive methods are introduced:

1. The GROW method

Goal-oriented coaching, oriented towards the future: the coach facilitates
the coachee and proposes ways of achieving a stated goal. Conversations
are structured as follows:

e G for Goal: have the coachee formulate the outcome or objective
personally.
R for Reality: ask for a description of the reality relevant to this issue.
O for Options: ask about the various options open to the coachee.

e W for Will: ask about the coachee’s decision and commitment.

2. The solution-focused method

Solution-focused coaching, moving away from the problem: the coach
tries to find situations when the problem does not arise, looks for reasons
for those positive experiences, and attempts to build on them.
Conversations are structured as follows:

e Objective: What do you want to achieve?

e Solutions now: What is going better already? How exactly? What
positive exceptions do you experience?

o Characteristics of solutions: What tells you that things are going bet-
ter (‘miracle question’)?
Feedback for solutions: Positive evaluation and compliments.
Reinforcement of solutions: Reinforcing what is already going well
with the aid of homework.

The solution-focused method distinguishes three types of coachee, and
can actually help only the third group:

e  Visitors: don’t think they have a problem.
Complainers: don’t see themselves as part of their problem.
Customers: indicate that they want to do something about their
problem.




Person-centred coaching:
Facilitating the coachee

The most personal is the most universal.
Carl Rogers, On Becoming a Person

Introduction: counselling as a form of coaching

‘Person-centred counselling’ is a form of coaching in which the coachee is
welcomed entirely on his or her own terms and is given a maximum of space
to work in his or her own way on personal issues. The coach refrains as far as
possible from any form of direction, contributes a minimum of new informa-
tion or advice, and acts as a sort of partner and companion in the coachee’s
process of development. We might start by considering where counselling lies
in terms of the various facilitating styles that we can identify (see Learning with
Colleagues, Chapter 16), namely:

e  Expert: focused on the coachee’s issues and problems.

e Process manager: focused on the process between the coachee and his or
her problems.

o  Trainer: focused on the skills and abilities of the coachee.

e  Developer: focused on the person and values of the coachee.

The counsellor is very much in the camp of the developer. Counselling is there-
fore a form of coaching in which the coachee is always at the centre; it focuses
on increasing the self-confidence, strength and abilities of the coachee person-
ally. In the counselling approach the coachee as a person is central from the
outset, and coach and coachee tackle the problems and issues on that basis.

An example

The coachee is silent at the start of the conversation and looks
at the coach in a wait-and-see mode. The coach looks back with
a friendly smile and full of expectation. The situation starts to
resemble a children’s game in which players try to out-stare each
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other without blinking or looking away. Until the coachee shrugs
her shoulders and bursts out slightly provocatively, ‘Oh well, I
suppose I’ll have to do it myself then ... that’s what you’re trying to
tell me, isn’t it? I decide what to talk about.’

The coach ignores her own inclinations to, first, give a response,
second, start to structure the conversation, and third, interpret the
coachee’s striking behaviour. Perhaps out of shyness, perhaps
because no other specific option presents itself, she keeps smiling in
a friendly and inviting way, until the following sentence issues forth:
‘What do you want to talk about today? We agreed to look at
specific practical issues, but also at your career development. Do
you want to start somewhere?’

There is another short silence, until the coachee clears her throat
and says: ‘You know, I’ve prepared for this conversation and have
already gone through a few things.” The unaccustomed openness,
willingness and compliance of the coach at the start of this conversa-
tion makes such an impression that the coachee refers to it frequently
in subsequent conversations: “You showed me then that I could really
bring anything to these conversations.’

Carl Rogers on counselling

The psychologist Carl Rogers has promoted person-centred counselling in a way
that can be inspiring for the coach. Rogers tends towards an extreme position,
in which the coach contributes and directs as little as possible. In his view, the
coach in the first instance should provide the conditions that enable the coachee
to design and undergo a personal process of growth or learning. The coach can
do this primarily by offering empathy, respect, warmth and genuineness in his
or her relationship with the coachee (Rogers, 1957).
In Rogers’ person-centred approach, the following beliefs are central:!

e Confidence in the self-actualisation of the coachee: Rogers assumes this
self-actualisation to be a fundamental, driving force of personality. If all
circumstances are favourable and there is nothing to obstruct the person-
ality, it will grow into an ‘optimal individual form’: an ever-increasing
development and refinement of personal capabilities. Rogers therefore has
a deep and unshakeable confidence in every personality and in its ability
to develop ever-greater balance and health.

e In order to create the favourable conditions referred to above, the coach
must accept the coachee unconditionally. Outside the counselling rela-
tionship, unconditional acceptance by another person who has no wish to

1. Rogers’ ideas about counselling appear in many publications. We particularly
recommend On Becoming A Person (1961), about individual counselling, and
Carl Rogers On Encounter Groups (1970), about team counselling.
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influence them is relatively rare. Within the counselling relationship, this
attitude on the part of the coach is essential for the coachee’s development.

e The coachee is the focal point of the counselling. This is made possible
by approaching the coachee with as much empathy as possible. By
‘empathy’, Rogers means the ability to take on board the coachee’s per-
ceptions, experiences and concerns as if they were the coach’s own.
Empathy means identifying your own perspective completely to that of
the coachee and also demonstrating the extent to which you have suc-
ceeded (however imperfectly) in understanding him or her from the
inside, thereby seeking even greater understanding.

e It is asking a lot of the coach to meet the coachee with unconditional
acceptance and empathy. According to Rogers, the coach can do this
only if (s)he also accepts him- or herself unconditionally and is therefore
free of differences between the way (s)he is’ and the way (s)he ‘should
be or would like to be’ in his or her own eyes. Rogers calls these differ-
ences incongruences. What is therefore required of the coach is to be
congruent. A congruent coach is above all genuine, especially with
respect to him- or herself, and so accepts all of the internal feelings — pos-
itive and negative — with respect to the coachee. Whether or not all of
those feelings are expressed depends on the contribution that this would
make towards offering safety and unconditional acceptance.
Congruence combined with empathy does call for a great deal of open-
ness on the part of the coach with regard to what is going on in his or
her own mind. Rogers called this transparency: showing what is going
on in yourself in response to issues of the coachee.

Techniques of the counsellor

Structuring techniques

The coach finds diary space for the coachee and draws up a type of contract
in which the coachee states learning objectives for the coaching process. The
coachee determines the number and frequency of meetings. During the
coaching process the coach reflects the coachee’s contribution regularly by
summarising and referring to links in the material submitted.

Directive techniques

All directive techniques which involve structuring the conversation, making
suggestions, or giving feedback, advice, assignments or instructions are quite
out of place here. The aim is that the coachee should work on personal issues
at his or her own pace and in his or her own way. The only direction from
the coach serves to ensure that this comes about — in other words, the ini-
tiative in the conversation is left to the coachee. Rogers was well aware that
the complete avoidance of directive tendencies is not feasible in practice and
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Figure 7.1 The counsellor approaches the coachee with an unconditionally
positive regard

is in itself a sort of direction. Using himself as an example, he writes that he
is generally interested in emotions and deeper personal convictions, such as
standards and values (Rogers, 1961). He is not surprised, therefore, that his
own counselling conversations were often concerned with those more per-
sonal layers of the communication However, Rogers does go so far as to
avoid giving any form of feedback. Feedback, or opinions offered by the
coach, which always have an element of appreciation or rejection about
them, would be too directive because the viewpoint from which the feedback
is given (the ‘locus of evaluation’ — Raskin, 1952) is an external one. For
Rogers, appreciation and rejection act as conditional acceptance of the
coachee, and are consequently quite inappropriate.

Non-directive techniques

Counselling makes particular use of techniques involving an accepting pres-
ence, a listening, relaxed attitude and a minimum of ‘initiating’ behaviour.
The primary aim here is to observe closely — and ‘from the inside’, as it were
— the words, opinions, behaviours and emotions of the coachee. The coach
attempts, so to speak, to look together with the coachee and through the
coachee’s eyes. Other non-directive interventions are those which communi-
cate safety and acceptance within the counselling relationship, such as a sym-
pathetic smile, eye contact, relaxed movements and gestures that emphasise
proximity. The coach says little about him- or herself, usually only in
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response to a direct question from the coachee. When the coach does so,
(s)he tries to be as genuine and truthful as possible — in accordance with the
principle of transparency.

It is important to point out that these techniques for counselling provide
a sound basis for any form of coaching. In coaching, coach and coachee
consider the coachee’s issue together, so it is always important for the
coach to observe issues carefully and to understand them from the
personal perspective of the coachee. In counselling these observational
techniques are in fact the only techniques that are recommended, and any
other intervention by the coach, such as direction or analysis, is disruptive
to the coachee. The coach adopts a receptive attitude and need not add
anything new, original or helpful. Indeed, counselling benefits greatly if
the coach can control any selfish inclination to be helpful or inventive.

Approach to counselling

When we see counsellors at work or watch videos featuring Carl Rogers,”> we
can identify a number of non-directive interventions:

e [nvitations to speak, in complete openness and without pressure to do
so in any specific way.

e Deepening by attention, summaries and reflecting feelings. Sometimes
the coach uses a single, non-directional, open question, but not often.
Usually, time and space is given as well as summaries, often almost
word-for-word, and reflections of feelings. In addition, some summaries
are deepening because they also summarise what can be read between
the lines.

e Reinforcing contact by encouragement, gestures and words which
increase contact, as well as self-disclosure, primarily relating to how the
coach is feeling here and now.

In the appendices to this book we provide two instruments which may help
you to become more proficient as a counsellor. Appendix C contains a ‘slid-
ing scale of push and pull’, to demonstrate that you have both directing and
facilitating alternatives at any moment in a conversation. In our view, pure
‘pulling’ behaviour is an extremely valuable skill for a coach (see also
Chapter 12, where we summarise the associated interventions in terms of the
styles ‘exploring’ and ‘supporting’, which we consider to be the most pure
coaching styles). Appendix D contains the ‘person-centred reflection form’,
an instrument which enables you to look back at a coaching conversation
and identify the many obstacles to a non-directive or person-centred
approach to coaching within yourself.

2. See, for example, Carl Rogers Counsels an Individual on Hurt and Anger, or The
Right To Be Desperate, both available from Concord Film, Ipswich.
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Summary: person-centred coaching

Counselling is a form of coaching in which:

e The coachee is, as far as possible, at the centre of attention.

e Coach and coachee work from the coachee’s perspective and at the
coachee’s pace.

e  The coachee can develop as autonomously as possible.

Basic principles of counselling:

e  Self-actualisation of the coachee: the coachee has genuine freedom to
develop in the right direction by him/herself.

e Unconditional acceptance and an unconditional positive regard.

e The coach seeks as much personal empathy with the coachee as
possible.

e The coach’s behaviour is as congruent and as genuine as possible.

e The coach is transparent about his or her own feelings and convic-
tions.

The following basic principles result in a counselling approach that is as
non-directive as possible:

Give the coachee as much space and acceptance as possible.
Understand the coachee as much as possible on his or her own terms.
Reinforce contact by encouragement, proximity and self-disclosure.
Let observation, evaluation and monitoring take place from the
coachee’s perspective as far as possible (‘internal locus of evaluation’).
e Structure and summarise, but without interpreting or analysing the
material.




Analytic coaching:
In search of insight

There are a thousand unnoticed openings, continued my father,

which let a penetrating eye at once into a man’s soul; and I maintain

it, added he, that a man of sense does not lay down his hat in coming

into a room — or take it up in going out of it, but something escapes,
which discovers him.

Laurence Sterne, The Life and Opinions of

Tristram Shandy Gentleman

Introduction: psychoanalysis and analytic coaching

In analytic coaching, ‘understanding from the inside’ is central, in the form
of a joint journey of discovery by coach and coachee. The aim is to
increase the coachee’s insight into his or her own issues and problems. The
coach does not pose as an ‘expert’, or even as someone who has acquired
a large measure of self-knowledge or insight into human nature. The
coach’s position is rather that of an ‘empiricist’ — someone who has
already trodden this path of insight and understanding — and of a
‘companion’ on the journey of discovery. Preparation for analytic coach-
ing consists mainly of acquiring deep understanding of your own coaching
issues from the inside.!

Why is ‘insight into your own issues’ considered so important? For the
following four reasons in particular:

e Because you can only change yourself, or that which you yourself
contribute to difficult situations.

e Because ‘insight’ as such can bring a healthy form of relief — painful
feelings often dissolve? when you know where they come from.

1. There are many introductions to the analytic or psychodynamic approach. We
refer in the text to Freud, its founder, and have also used Brown and Pedder
(1979), Symington (1986) and Malan (1995), among others.

2. In ‘dissolve’ the two meanings of the English word ‘solution’ come surprisingly
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e Because obtaining insight is a first necessary step towards expressing
your feelings, which brings more of that same kind of relief.

e Because insight and expression contribute to the realisation that things
are not as ‘terrible’ as you may have thought before.

Surprisingly, ‘learning’ is not central in this approach, despite the empha-
sis on ‘insight” and ‘understanding’. The aim here is not to ‘learn about
yourself’ ... indeed, as we will see later, this form of learning is considered
suspect by analysts. Rather, the aim is to ‘learn in yourself’: by examining
your actions and feelings, identifying the barriers to insight within yourself
and reflecting on the effect that enhanced insight has on you.

What is it that we are trying to understand in analytic coaching? To answer
this, it is useful to go back to the coachee’s initial position, or the problem as it
is presented at the outset. That initial position always concerns either:

e something that the coachee has but does not want, or
e something that the coachee does not have but would like.

To put it briefly, in this initial position there is always a degree of conflict.
As coaches we start with a conflict as often as we start with a new issue, and
when we dig deeper we usually find ... a conflict! Conflicts pile on top of
each other and exist on several levels:

e To start with, there are often conflicts between myself and my circum-
stances, or between myself and others.

e Below that level, I often note a conflict within myself, in the form of
inconsistencies between opposing needs and tendencies — for example,
between ‘what I want now’ and ‘what is good for me’, or between my
actions and my reasoning.

e Below that level, I note conflicts within deeper layers of myself. What
do T actually want? Am I myself working to achieve what I really
want? Are there internal barriers preventing me from doing so?

The analytic coach attempts to explore these conflicts between opposing
forces; hence psychodynamic coaching as an alternative name for analytic
coaching, derived from the dynamics of opposing force fields.

The assumption of conflicts within and between layers of our personali-
ties point to contributions from an unconscious part of ourselves, according
to the founding fathers of psychoanalysis. This position is debatable, because
it assumes the existence of deeper layers that we cannot apprehend — so how
do we know that those layers do indeed exist? It is difficult to demonstrate
something that we cannot apprehend.3

close together, as Freud (1900) also points out with reference to the German
words ‘losung’ and ‘auflosung’ (‘resolution’ and ‘solution’).
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Phenomena

The analytic approach focuses on everything that can produce deeper
insight, as well as on all of the barriers to greater insight. Over the years, var-
ious people have listed the psychological phenomena that we may encounter
in this approach. Many of these are also mentioned in other approaches,
thereby testifying to their debt to the psychoanalytic approach.

Transference

In the relationship between coachee and coach, things happen that also hap-
pen between the coachee and others, and between the coach and others.
With the coach, the coachee repeats patterns of interaction which (s)he has
played out previously with others. These patterns of interaction may shed
light on the coachee’s expressed problem. This phenomenon of the repetition
of patterns originating outside the coaching situation itself was referred to by
Freud as transference (Ubertragung). More specifically, when it occurs in the
coachee it is known as #ransference and when it occurs in the coach it is
known as counter-transference.

Transference can often be recognised in disproportionate responses, or in
responses which do not seem to bear any relation to what has just been said.
It is worth the coach’s effort to unravel carefully — and sometimes together with
the coachee — ‘what’ comes from ‘whom’. In other words, “What originates
within myself?’ and “What does the other person trigger in me?’

In his early collaboration with Breuer, Freud realised how much insight
these transference phenomena can give into the client’s problem.* Freud and
his followers connected transference with formative patterns in a person’s
life: in other words, patterns within the family in which a person is raised.
Transference is therefore usually described as the repetition of patterns of
interaction originally played out vis-a-vis parental figures. These days, we see
more and more interpretations that refer to current patterns, for example to
the coachee’s present working relationships (Malan, 1995). Chapter 14 — on
‘organisation coaching’ — looks in more detail at transference originating in
the coachee’s organisation.

We see transference as a phenomenon that occurs in virtually every situa-
tion in which someone is talking about their own situations or experiences.
It starts in fact when someone talks in an agitated manner about something
that has led to anger, or gloomily about some disappointment. The coachee

3. Nevertheless, the books and articles in which Freud gathers together the differ-
ent clues to the existence of an unconscious — in dreams (Freud, 1900), slips of
the tongue, slips of the pen, mistakes, forgetfulness and clumsiness (Freud,
1904/1924), jokes (Freud, 1905), works of art (e.g. Freud, 1914b), humour
(Freud, 1928), denials (Freud, 1925) and symptoms (Freud, 1926) — are among
his most illuminating works.

4. For information on waxing insight in transference, see Breuer and Freud (1895),
and Freud (1912b) or (in the entertaining guise of a novel) Yalom (1992).
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is not just talking about that situation but, in a way, also expressing him- or
herself as if it were being relived. Chapter 11 of Learning with Colleagues —
on ‘reflections of there-and-then in here-and-now’ — contains examples of
transference in peer consultation groups: behaviour during the session that
reflects behaviour from the situation described by the issue holder. Similar
reflections occur very easily in coaching conversations.

There are clear indications that the discoverers of transference phenomena,
Breuer and Freud, were greatly shocked at first by the power of the (sexually
charged) transference that they experienced in the presence of ‘Anna O.” and
‘Dora’ respectively (see, for example, Lear, 2003). Only gradually did Freud
become aware of the high value that transference can have in terms of the bene-
ficial impact of therapeutic conversations themselves. It enables coach and
coachee to explore together what is happening with them in the present moment.
From this, they can gain insight into what is going on within the coachee.

The value of counter-transference — or the feelings and response patterns
that the coachee, during the conversation, triggers in the coach — was
recognised explicitly only after Freud’s death. The first generation of
analysts usually saw counter-transference as something that the analyst
keeps ‘under control’. In these terms, a well-trained analyst continuously
‘delivers’ the same dispassionate and exploring behaviour, as a firm
reminder of the task at hand and as a ‘smooth mirror’, and thereby to be
as open as possible for transference phenomena originating with the client
The usefulness of counter-transference in the coaching process itself was
only appreciated subsequently. Paula Heimann (1950) was among the first
to propose that counter-transference be viewed as a tool for understanding
the client better. She suggests that feelings aroused in the therapist be used
as a key to deeper understanding of the client, so that the therapist no
longer regards the repression or communication of those feelings as the
only two alternatives.® An analytic coach must be able to listen not only to
the coachee, but also to internal reactions and feelings as they arise during
the coaching process.

When looking into transference phenomena, it is often useful to consider
the following patterns or scenarios:

1. Successful attribution to the other person of a part of oneself, also
known as projective identification (Klein, 1946). Here, the coachee
attributes something to the coach with which the coach can identify.
Conversely, the coach attributes something to the coachee with which
the coachee can identify.

5. According to Heimann (1950), both of these alternatives have an adverse effect
on the quality of the coaching. If counter-transference feelings are repressed the
coach would greatly restrict his/her own scope for action; if counter-transference
feelings are communicated, however, they would distract coach and coachee
from the coaching itself, which should remain focused on the coachee.
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2. Attempts to influence the relationship and possibly to undermine the
clear division of roles between coach and coachee. This can include:

— the desire to experience earlier relationship patterns again and again
(re-enactment)

— the attempt to provoke another party into adopting a different position
or a different role.

3. An addition to the process of exploration within the coaching: the trans-
ference phenomena add something to the joint verbal exploration (see
Freud, 1914a and the examples in Chapter 11 of Learning with Colleagues).

4. An addition to the results of the coaching: ‘trying out’ or ‘testing’ with the
coach of new or almost forgotten patterns of interaction. This often goes by
the name of the corrective emotional experience, see for example Malan
(1999).

The value of the addition of (counter-)transference to the exploration process is
particularly hard to overestimate. As coach you can offer considerable added
value if you are able to note the initially unconscious transference phenomena,
draw attention to them and use them in the exploration with the client.

An example

The coachee and the coach have made a first appointment and the
coachee arrives very early. The coachee later admits that she wanted
to avoid arriving late at all costs. A revealing start, as it later emerges.
The coachee always has the feeling that she is being asked to meet
very high standards and is not up to it. She is so afraid of failure that
she works away endlessly on reports which she thinks are never good
enough. She lacks the nerve to ask colleagues for feedback on her
ideas. This recurs in the coaching relationship as well. The coach has
a tendency to behave in a similar manner to the coachee. Through her
efforts to ‘do the right thing’, she reinforces the pre-existing pattern
in the coachee. The latter feels that her coach is making demands on
her and endeavours to meet those demands. She wants to do the right
thing for the coach and wants to meet all of her (assumed) expecta-
tions. The coach feels that she is treading on eggshells and cannot give
any feedback that may come across as overly critical. The coachee
starts to talk less, in order to prompt fewer reactions. When the coach
points out that relationships at work may be repeating themselves in
the coaching relationship, this comes as an enormous relief to the
coachee. She can now be herself in the coaching relationship and
gradually learns to be a little easier on herself. And so does the coach!

Defences against emerging insight
The coachee is free, even without the coach, to gain a great deal of insight
into his or her own issues. However, the coachee often fails to take up
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these opportunities and does not admit certain insights — or, according to
Freud, represses the possibility of insight within the unconscious. It may be
that certain insights are unpleasant or painful, that they bring conflicts too
close to the surface, or that they stand in the way of certain ways of living
and working. If such insights break through into the coaching situation the
coachee may, instead of welcoming them, erect all sorts of barriers against
them, just as (s)he does outside the coaching context. In the analytic liter-
ature, these barriers are known as defences.® Freud’s daughter Anna listed
all the defence mechanisms uncovered by her father (Freud, 1936):

1. Repression, in which we are unaware, or no longer aware, of unpleasant or
unwelcome feelings or experiences. Suppression is a more active variant, in
which we intentionally try not to think about something.

2. Regression: withdrawal from painful situations and difficult responsi-
bilities. In more extreme situations, this can quite literally give rise to
a return to childhood behaviour. Harmless examples of this are sleep
as regression from our waking existence and holidays as regression
from the seriousness of our work. Dissociation and phobic avoidance
of certain situations are more extreme variants, as are delusion and
depersonalisation.

3. Reaction formation: feeling or behaving in a way that is diametrically
opposed to the unpleasant fact and to one’s own experience. Specific
examples include:

— active denial of unpleasant facts or perceptions

— rationalising, by presenting current facts in an unrealistically positive
light, or by dismissing them as irrelevant

— undoing, by actually erasing traces of surviving memories, such as
photographs and letters, or by changing the narrative when it is
recounted

— obsessive-neurotic phenomena, in which we permit ourselves all sorts
of rituals and controlling behaviour.

4. Isolation: removing an impression or feeling from the context in which
it arose.

5. Projection: externalising unacceptable feelings by attributing them to
others. ‘The pot calling the kettle black’ is an expression of this.

6. Introjection: just as we can externalise unacceptable feelings (pro-
jection), we can also attribute positive qualities observed in others to
ourselves. The combination of projection and introjection of positive
and negative qualities is known as splitting.

7. Displacement as a way of dealing with unpleasant experiences. Instead
of approaching directly a person who has offended us, we take it out on
someone else. We may even take out our anger or other negative feelings
on ourselves as the ‘safest’ target: turning against the self.

6. For the earliest discussion of defence or ‘Abwehr’, see Freud, 1894 and 1896.
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10.

Inversion of a feeling into its opposite: for example, if we feel power-
less we can lose ourselves in daydreams in which we are in control and
all-powerful.

Conversion, in the form of a translation into a physical reaction.
Examples can be found in all sorts of psychosomatic, and often stress-
related, phenomena.

Sublimation: using the emotional energy released by frustration or
unpleasant feelings towards ‘higher ends’, such as creative and altruistic
work. This is a defence which is seen as very positive in a social context
and may lead to positive results.

Clearly, these defences cannot be considered independently of each other,
and basic defensive reactions such as repression and projection may give
rise in a subsequent phase to other, more subtle defences” — especially when
the pressure increases and new, unpleasant insights and feelings present
themselves.

An example®
Coachees often talk about their relationships with their managers. For
example, when a coachee expresses dislike of a boss, this is an unambigu-
ous expression of an unpleasant feeling and so probably not a defence. Or
perhaps it is after all a displacement of an inexpressible dislike of another,
much more significant person in the coachee’s life: (s)he might actually
want to say: ‘I don’t know how to deal with my father and therefore I can’t
stand people in authority.’

A coachee may raise a dislike of the boss in another way, as a
defence:

Repression: ‘I wonder why I often feel so tired and tense at work.’

Suppression: ‘I am irritated with my boss but I don’t know why.’

Regression (dissociation): ‘’'m always telling my boss stupid jokes.’

Reaction formation (denial): ‘My boss is irrelevant to me.’

Reaction formation (rationalisation): ‘My boss still has a lot to

learn about managing.’

e Reaction formation (acting out): “Without thinking about what I
was doing, I smashed my computer by throwing it on the floor.’

o Isolation: T don’t agree with my boss’s strategic plan.’

e  Projection: ‘My boss doesn’t like me.’

Within reaction formation in particular, there are many interesting and complicated
defences, such as acting out (converting one’s own impulses into behaviour without
thinking), intellectualising (giving oneself over to abstract thinking) or learning
(merely understanding what is happening without converting that understanding
into a response). These are defences that we often encounter during coaching.

The idea for this example comes from Vaillant (1992)
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o [ntrojection: ‘Strange that it should be my boss who made me
realise how well 'm actually doing.’

e Displacement: ‘I don’t like that bootlicking colleague.’

e Displacement (turning against the self; passive aggression): ‘I don’t
like myself”

e [nversion: ‘I love my boss.’

e  Conversion: Yesterday I spent another day with my boss (...) Later
I went home with a fever.’

o Sublimation: ‘I rewrote my boss’s strategic plan and had it
approved by him and the board of management.’

e Sublimation (to altruism): ‘I have become the works council medi-
ator for people who have trouble with the style of management in
this organisation.’

Approaches to analytic coaching

Traditional approach

Historically, analysts have not been keen to prescribe or to follow fixed
procedures. However, Freud wrote six ‘technical papers’ (Freud, 1912-15
inclusive) which we can draw on for advice on to how to proceed as an
analytic coach. The papers start from the analyst’s basic rule which states
that coachees undertake to share everything that comes into their head,

Figure 8.1 In analytic coaching the coachee submits to a thorough exami-
nation, and defends him or herself against it
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without censorship or selectivity. The coachee talks and associates freely
and easily, so providing ‘material’ that can be analysed. The analytic coach
reflects this basic rule with a receptivity that accepts all of the material,
also without censoring or selecting. The coach practises an ‘evenly hover-
ing attention’ (‘gleichschwebende Aufmerksamkeit’ — Freud, 1912c¢), which
listens to everything without censure. The aim is to receive information
without focusing one’s own attention on specific points or being
concerned, for example, about whether something that has already
emerged is significant or needs to be analysed further. The coach trusts that
insight will come of itself, from the coach’s ‘unconscious memory’. The
intention is, therefore, that the ‘giving unconscious’ of the coachee should
come into contact as closely as possible with the ‘receiving unconscious’ of
the coach.

As the coach, you seek to disconnect yourself from your memory and your
desires,’ in order to be as fully present as possible in the here and now with the
coachee. You end up with a negative capability (Bion, 1970) — the ability to be
in situations where uncertainty, ambiguity and doubt prevail, without making
laborious attempts to get out of them, for example via the route of statements
of facts, interpretations and solutions.

An example

(The coachee is talking about a difficult client with whom she is just not
making any headway) ‘... it’s like walking through treacle. He is so ambi-
tious but so quiet at the same time, almost timid, but not very aware of his
own impact. He’s not my type of person ... he works on the trading floor,
isn’t really interested in people ... “Your type of person? What do you
mean?’ ‘He has a tendency to be controlling, to keep a tight grip on every-
thing, so we’re unable to complete the project. It is unbelievably frustrat-
ing. I just feel confusion when I think about him ... What am I to do with
that man? In fact, I feel confused now as well.” “What does his “type”
remind you of?’ “What? What does he remind me of? Perhaps he reminds
me most of my brother ...” (Talks about her brother, and suddenly inter-
rupts herself) ‘... perhaps T am avoiding something here. Maybe I have the
same sort of rivalry with that client as T do with my brother? Phew ... Isn’t
life difficult sometimes? There aren’t many people as difficult as my
brother ...” “You said that you’re feeling the same confusion in this
conversation as well ...?’

Another attempt to sum up in a word what is expected of the coach in ana-
lytic coaching is containment (Bion, 1963). The aim is quite literally to act
like a vessel to ‘contain’ the problem presented by the coachee, including the

9. Bion (1970) refers to an active elimination of memory and desires, and even of
sensory impressions and understanding, in order to be able to free attention for
the emotional quality of the client’s ‘material’.
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accompanying emotions, so that it becomes possible for the coachee to trans-
form the emotions and gain new insight into their own defences. This con-
tainment helps the coachee to pause and reflect at precisely those moments
when strong emotions or difficult issues are in the room. Containment offers
space to think about these emotions and issues, and keeps boundaries
around that thinking space to protect it from tendencies to move away to
other, safer issues which are, again, defences to emerging insight.

Containment places great demands on the coach:

e not just remaining calm and neutral in an emotionally charged situation

e but also accepting the widest possible range of expressions and accom-
panying emotions

e while using one’s own emotions, which are often triggered unconsciously
by the coachee’s emotions

e and intervening on the basis of one’s own emotions, without actually
expressing them as emotions (Heimann, 1950)

e and being able at the same time to offer clear and firm boundaries on the
coaching relationship — the coach offers exceptional acceptance, but only
within the limits of the coaching, outside which that availability disappears.

The coach usually finds indications of conflicts and defences in the coachee’s
material, which also express themselves in transference as resistance to the
analysis and to the coach.! The difficult task of the coach is to bring these
conflicts and resistances, and this transference, to the surface. This requires a
considerable courage — not only to look for snags, omissions and discrepancies
in the coachee’s story, but also (and even more) to explore the coach’s own rela-
tionship with the coachee out loud. This also requires a great deal of experience,
and the ability to communicate possible insights into conflicts and hidden forms
of resistance in a measured way that is manageable for the coachee.

The aim of analytic coaching is to shine the light of insight on what the
coachee has repressed and kept to him- or herself and thereby to overcome
internal defences and resistance (Freud, 1914a). Analysts have become fairly
strict in terms of their methodology to achieve this. Freud, too, after an infor-
mal, exploratory start, made his own contribution. The now ‘traditional’
psychoanalysis is intensive and thorough, with four to six sessions a week
taking place over a period of years, the arrangement with a couch where the
coachee is unable to see the coach, and a long period of training for analysts
as analysands and as physicians (although Freud himself was never keen to
impose the latter obligation). Freud defended the spatial arrangement with the

10. Freud (1912b) points out that in virtually every case where the basic rule
becomes difficult for the coachee, and free association thus breaks down, there
is something going on within the coachee that is connected with the person of the
coach. This illustrates just how strong transference is.
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couch by saying, among other things, that he did not want to be stared at all
day (Freud, 1913). Crucially, of course, this arrangement allows considerably
more scope for free association and transference.

The ladder of inference
A tried and tested method to stimulate insight in a coaching conversation is
described in Argyris (1990). It is designed to facilitate moving the coachee away
from complaining and finding fault in others or in external causes and towards
his or her own stake in the problem, Argyris is not, like Freud, looking for
unconscious motivations. He starts with something that all of the defences
described above have in common, and that their existence discloses: the fact
that something unpleasant has been warded off or kept at a safe distance. The
unpleasant feeling or problem has been ‘dealt with’ or ‘processed’ in a defensive
manner. The experience with even the beginnings of increasing insight was
experienced as unpleasant, disagreeable or even intolerable, and so was
brushed aside. Conclusions have been arrived at and the defence is the result. In
practice, this usually results in the coachee taking action on the basis of his or
her own first impression, without first going over scenarios, alone or together
with the coach. It is as if the coachee is climbing a ladder very quickly, missing
out the occasional rung: a ladder that runs from a specific event, to the impres-
sions it makes, to the emotions, to the interpretations, to the conclusions, and
finally to the actions.

In this analytic approach, coachee and coach slowly go back down the
ladder of inference and attempt to return to the situation that preceded the

. o { G I s s .

Figure 8.2 The ladder of inference can expose new insights
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defences: in other words, before the current situation in which everything
appears to be ‘resolved’. Put another way, the question is: ‘How can we,
nevertheless, gain insight from that first, painful event? How can we find
other interpretations/draw other conclusions/prepare other courses of
action?’ Much too often, we assume that (Senge et al., 1994):

our actions are well-founded in our convictions
our convictions are the truth

our convictions are based on real data

the reality is clear

the data that we select are the (only) real data.

A coach using the ladder of inference goes about it as follows. On the basis
of a statement or question from the coachee, (s)he tries to identify the
underlying conflict that generated the negative experience. The coach tries
to adopt as independent a position as possible. The procedure is roughly
as follows:!"!

1. The coachee presents a concern or problem — something (s)he is having
trouble with or wants to resolve.

2. Together with the coachee, the coach looks at the way in which the
concern or problem has been formulated — what sort of conclusions or
assumptions are evident? For example, the coach looks at the descrip-
tions of self and others. What does the coachee seem to emphasize,
and what appears to have been left out?

3. The coach considers personally what these assumptions are based on. What
are the observations or impressions that lead the coachee to draw these
conclusions? In this step we sometimes come close to the source of the
defences. If not — if no powerful, painful observations or impressions come
to the fore — the coach can ask about associations, or about intuitions that
support the assumptions. These may even be things that seem not directly
relevant here. The more spontaneous, the better.

4. The coach endeavours to keep the conflict that has now emerged — the
unpleasant impressions, the contradictions, the offences, the fragility
of the coachee, and so on — the focus of the conversation. The coachee
is often tempted to respond to this by releasing a new defence: a ratio-
nalisation perhaps, or a strongly intellectualising label, or perhaps a
projection vis a vis the coach. But this is precisely the moment that can
produce insight. However painful it may be, it is worth sticking with
it and examining it a bit longer.

11. This procedure has similarities with the U METHOD from Learning with colleagues
(Chapter 4) and with some RET approaches. One difference is that these two
approaches attempt to replace the assumptions with other, more ‘appropriate’,
‘rational’ assumptions. This makes these methods much more directive.
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5. Finally, there is time for a critical review of the assumptions referred to
above (Step 2). Often, the defences (generalisations, attributions, repres-
sions, rationalisations, and so on) do not stand up to careful examination.
The coach now asks: “What other assumptions might you make?” Coach
and coachee seek out alternative assumptions which can serve as a provi-
sional point of departure, rather than a new way of defining and ‘fixing’ the
issue.

Summary: analytic coaching

Analytic coaching is a form of coaching in which:

e Coach and coachee work towards increasing insight into the coachee’s
problem.

e Coach and coachee work with internal conflicts within the coachee
and the resulting defences and resistance.

e The aim is to overcome defences and resistance, in order to gain
insight into factors that were previously less obvious.

Psychological phenomena investigated in analytic coaching:

e  Defences as barriers to enhanced insight, such as repression, regression,
reaction formation, isolation, projection, introjection, displacement,
inversion, conversion and sublimation.

e Transference as a carrier wave for defences to become visible as resist-
ance to the coaching process and to the coach.

We introduce two different analytic approaches:

e Traditional analytic coaching, in which the basic rule is to share
everything without censure or selection (coachee) and to receive
everything without censure or selection (coach). Moreover, the coach
offers evenly hovering attention and containment.

e More cognitive analytic coaching: the ladder of inference in which, in
a more systematic, directive manner, statements are investigated with
a view to identifying assumptions, perceptions and underlying con-
flicts.




Paradoxical coaching:
Moving with defences

[Change does not exist, for] what would be in change changes
neither in the shape it is in nor in the shape it is not in.
Zeno of Elea, Fragment DK 29B4

Introduction: the ‘difficult’ coachee

The paradoxical approach is eminently suited to tricky coaching situations
in which ‘things are not going smoothly’; where, for example:

e The coachee does not appear to accept the coach whole-heartedly.
Initiatives appear to get bogged down.
In one way or another, the coach feels constantly challenged — to be a
better coach or to give more, less, or cleverer advice.

When coaching is going well, there is harmony between coachee and coach.
The coachee has a real problem or questions; the coach possesses real expertise
and authority — also in the eyes of the coachee! — and there is a willingness on
the part of the coachee to be coached and on the part of the coach to coach.
When things are not going smoothly, invariably one or more of these condi-
tions are not being met, though other conditions may well be — if this were not
the case, then the coaching relationship would have been discontinued. Things
may not go smoothly because the coach does not feel capable or motivated to
coach, in which case it is time to refer the coachee to someone else. But it may
also be because the coachee does not meet some of the conditions and is there-
fore sending out ambiguous messages. This can happen overtly or less overtly.
Signs of this may include:

e ‘I don’t have a problem’ (e.g. by referring to others who ‘do have a
problem’).

e ‘Nothing can be changed here’ (e.g. by emphasising the extent and
complexity of the situation, or by referring to one’s own powerlessness).



PARADOXICAL COACHING: MOVING WITH DEFENCES 89

e ‘I doubt your expertise’ (e.g. by saying that the coach doesn’t under-
stand, or doesn’t understand well enough, or by suggesting that (s)he is
not offering useful advice or appropriate interventions).

All of these signals are completely reasonable and understandable but, within
the coaching relationship, they have a paradoxical significance: the coachee is
evidently appealing to the coach to look at his or her concerns and problems,
but simultaneously undermining that appeal. The paradoxical signal is that
within an appeal for help and influence, there is simultaneously an undeniable
appeal to leave the coachee alone or to let everything carry on as usual. In this
situation, nothing the coach can do is ever good enough: helping is good but
not all good, and not helping is good but not all good. In the literature this is
known as the double bind (Watzlawick et al., 1967): the coachee double-binds
the coach using contradictory requests and, simultaneously, exerting pressure
(coming from the contract, an on-going relationship, or even a threat) to make
progress. A confusing, frustrating and dispiriting dilemma, but one that we
have all experienced as coaches at some time.

Ambiguous communication

The paradoxical approach claims to provide an answer to dilemmas of this
type and says that it is necessary, in these situations, for the coach to start
sending out ambiguous signals as well. The coach thereby puts the coachee
under pressure to resolve the dilemma personally. The paradoxical approach
is extremely directive: not only within the coaching, which employs directive
interventions, but also within the coaching relationship, which the coach
puts to the test. Another feature of the paradoxical approach is that it is
above all interactional: it focuses less on the problem and its background
than on the interaction between the coachee and others, specifically the
coach. The aim is to influence this interaction in such a way that it becomes
less ambiguous.

The main paradoxical technique is the ‘utilisation technique’ (Erickson,
1959): instead of persevering with a more or less overt conflict, the coach starts
to (counter-intuitively!) utilise the specific characteristics of the difficult inter-
action, in such a way that the coach helps the coachee to:

e take more responsibility for her own behaviour, even if that behaviour
consists of such ‘negative’ things like symptoms, moaning, ambiguities
or resistance

e introduce and test alternatives to the coachee’s current patterns of
behaviour.

The utilisation technique does this by, first, inviting the coachee to continue
doing the same, second, requesting more of the same, or third, suggesting the
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same thing in new guises. In fact, the coach puts the coachee in a paradox-
ical situation that cannot be resolved as long as the coachee continues to
undermine a productive coaching relationship. All examples of ‘utilisation
technique’ are ambiguous and paradoxical, because the coach accepts all of
the coachee’s resistance to the coaching relationship while remaining present
and available in that relationship as the coach. The coach therefore reacts
paradoxically to the coachee’s paradoxical behaviour.

Paradoxical coaching approaches

Well-known applications of utilisation technique (Haley, 1963) include the
the ones we will work through in the following example.

An example

A manager has received disappointing reactions from her own staff to
the distribution of a 360° feedback form (“You don’t spend enough time
with us’; “You’re not in the department very much and seem more inter-
ested in the external, ceremonial aspects of being a manager’, and so
on). She takes this feedback very much to heart. She calls in a coach
but, right from the outset, displays little confidence and is despondent
about her own prospects: ‘I’ll never be a good manager’; “This is going
nowhere ...>

1. Positive labelling of symptoms and problems as well as of the resistant
behaviour itself. A positive motive, and sometimes a positive result, is
consistently attributed to the apparently negative behaviour. The coach
emphasises the positive side of the problem and the advantages associated
with the current situation. In fact, the coach accepts and confirms all of
the coachee’s behaviour, including the behaviour that is undermining the
coaching itself.

Example, continued

The coach says that the manager is just showing that her heart is very
much in it by representing the department so often, and that she is
doing the right thing by treating her staff as independent adults and not
trying to ‘pamper’ them too much. And that it is very professional of
her to call in a coach. It is precisely by not always running after people
that you can take time to be a great manager. Furthermore, the very fact
that the manager is dispirited is interpreted by the coach as a sign that
her heart is in it.

2. Prescribing problems and resistance. The coach suggests that the ‘difficult’
or ‘problematic’ behaviour be displayed more, even extended, and applied
in more situations. Coach and coachee can also make agreements about
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planning and applying the same behaviour more frequently, so that the
coachee can get an (even firmer) grip on it.

Example, continued

The coach says: ‘In my view you would do best to be present even less,
so as to become an even better manager. Moreover, they don’t accept
you anyway, so concentrate on the tasks that you prefer and that you
do best.’

3. Eliciting change through surprises. The coach does not react ‘congru-
ently’ to the behaviour presented, but incongruently: instead of going
along with the usual patterns of interaction (for example by offering
help, or wearing herself out), the coach opts for the unexpected. (S)he
intervenes in surprising ways and introduces new situations and
circumstances.

Example, continued
‘Perhaps it would be a good idea to have your staff distribute a 360"
survey of their own. Then you can tell them what you think of them!’

4. Negotiating en route to the ‘continuum of change’. Knowing that a
small step in the right direction sometimes makes a big difference, the
coach makes a proposal for a minuscule change, usually as an experi-
ment and often merely a change in an irrelevant aspect of the problem
situation. Negotiating techniques can be used here: “To what extent are
you prepared to try something different?’; “When would you be
prepared to change?’, and so on.

Example, continued

‘What’s more, while you’re still managing the department and before
you’re finally rejected by your staff, you can also experiment with
‘attention’, in preparation for your next job as a manager. I wonder if
anything will change if, for example, you maintain eye contact for one
second longer each time you meet someone. Do you think they will
notice the difference?’

5. Posing the counter-paradox. The most powerful intervention, in
which the coach him or herself poses a similar unsolvable dilemma
for the coachee. The coach creates a situation which is unpleasant for
the coachee, one from which (s)he can escape only with unambigu-
ous behaviour. The most common application of this is the (appar-
ently) realistic assertion that no change or improvement is likely, so
that the coachee herself feels called upon to ‘prove’ that something
better is indeed possible.
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Example, continued

‘And perhaps we can extrapolate the experiment to this coaching situ-
ation, because this will come to an end too of course — there will come
a day when I reject you as my coachee. How far could you take things
with me? You could turn up late next time, or forget the appointment,
or talk absent-mindedly as if your thoughts are elsewhere. And then ask
me for feedback.’

Two variations: ironic and provocative

There are two further variations on this directive, ambiguous and interactional
path, one of which is less severely manipulative and directive, while the other
goes even further than the paradoxical approach. The gentler variation is the
ironic approach (de Haan, 1999) and the more radical variation is the
provocative approach (Farrelly and Brandsma, 1974).

The ironic approach resembles ordinary directive coaching. The coach
offers frequent, honest and sound advice within the context of the coachee’s

Figure 9.1 Paradoxical coaching sometimes finds completely unexpected,
almost magical, answers to the coachee's questions
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question while simultaneously hinting at quite different advice outside that
context. The advice is therefore communicated ambiguously, with the sug-
gestion that other kinds of advice might also be given. This prompts the
coachee to think carefully about what ‘the ironic coach’ actually means. Due
to its ambiguity, irony provides a strong incentive to independent thought on
the part of the coachee. At the same time, it is a gentler intervention than the
paradoxical approach because you do not encourage the coachee to do
something really unusual, such as repeating and amplifying symptomatic
behaviour.

Example, continued

‘It strikes me that your staff are only able to talk about you in a 360"
feedback survey. Are they so intimidated by you that they can only
say that they want to see more of you by means of a questionnaire?
You must really keep them under your thumb! Or is something else
going on?’

The provocative approach, on the other hand, is an exaggeration or enlarge-
ment of the paradoxical approach. The coach is now truly a Devil’s advocate
who provokes, challenges and derides the coachee in every possible way. The
coach becomes a sort of court jester who uses gallows humour and applies a
reductio ad absurdum to all the coachee’s behaviour, making it appear more
and more ridiculous. The intention behind this rather tormenting approach
(coachees must first sign a document confirming that they agree to this
provocative method!) is to mobilise as much of the coachee’s resilience as
possible. This approach toughens up and strengthens the coachee: if the
coachee can stand up to the provocative coach, life in the work situation will
no longer pose any problems either, so the thinking goes.

Provocative utilisation techniques include the following;:

6. Drawing out resistance. In provocative coaching, the ‘difficult’ situation
with ambiguous messages from the coachee is precisely the situation that
is desired, so the coach attempts to engineer that situation as quickly as
possible, for example by saying: ‘There is an enormous problem here’,
T'm not really an expert’ or ‘Really everything needs to change here’.
(Compare these statements with the three conditions for coaching at the
start of this chapter).

Example, continued

‘But that is terrible. The last time I “treated” a manager with such a
feedback profile it led via the works council to a case before the senior
management. The manager was sacked on the spot and hasn’t worked
since. I’'m none too optimistic for you. What can you still do to conceal
these feedback results from the rest of the organisation?’
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7. Jokes, anecdotes and associations. The coach seizes the initiative in the
conversation by talking animatedly about his or her own past and all
sorts of interesting previous coachees. In addition, the coach introduces
a joke or a strange, exaggerated association each time the coachee makes
a contribution to the conversation.

Example, continued

‘This isn’t great for me either. I can’t always be associated with
coachees who lose their jobs, unless I can attribute the dismissal to
myself of course. What do you think about us drafting a letter of
resignation for you together now, saying something like: “After care-
fully studying the feedback from my staff I decided that I was not up
to the job of manager. My coach made me realise that, for my future
career, I would do well to aspire to a purely ceremonial position.”’

8. Interrupting and frustrating the coachee’s story. In fact, the coach does
not even allow the coachee to present a problem or initial question at
the start of the conversation. Sometimes, the coachee doesn’t get
halfway through a sentence before the coach is shouting ‘You look
funny today!” or ‘Did you brush your hair this morning?’ Interruptions
and discouragements of this type remain a permanent part of the
coaching.

According to practitioners of these three coaching approaches, which are
all manipulative in nature, all other coaching approaches are also manip-
ulative, though their practitioners don’t always admit it. The non-directive,
person-centred opening, for example, which states explicitly that the coach
will not influence the coachee (see Chapter 7), is in fact very paradoxical
and manipulative because the coachee is specifically entering this relation-
ship in order to request influence from the coach. Paradoxical coaches say
that the most important ingredient of any effective coaching is the fact that
the coachee does not gain control over the coach (see the marvellous
epilogue about ‘one-upmanship’ in Haley, 1963).
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Summary: paradoxical coaching

Paradoxical coaching is a form of coaching in which:

e  The ambiguity in the coachee’s presentation of the problem is central.

o The coach answers that ambiguity with his or her own ambiguity
vis-a-vis the coachee.

e  The coach intentionally influences the patterns of interaction between
coachee and coach.

The paradoxical coach approaches the coachee with utilisation techniques
that utilise the coachee’s difficult behaviour, such as:

positive labelling of the coachee’s symptoms and problems
prescribing new problems and resistance

eliciting changes by surprising assignments

negotiating with the coachee about the extent to which (s)he is going
to change

e posing the ‘counter-paradox’.

An alternative, gentler form of paradoxical coaching is ironic coaching:
the coach gives advice but also suggests that different advice is possible,
or deliberately introduces doubt about the advice (s)he is giving.

An alternative, more radical form of paradoxical coaching is provocative
coaching: the coach deliberately provokes resistance and frustrates the
coachee’s thought processes. Examples of provocative coaching techniques
include:

e drawing out resistance by exaggerating the problem
e jokes, anecdotes and associations at the coachee’s expense
e interrupting and frustrating the coachee’s story.




10
Coaching methodologies

Every coach, consciously or unconsciously, uses certain conversational mod-
els, or established ways of developing a coaching conversation. In this chap-
ter, the different approaches to coaching conversations introduced in the
previous four chapters are summarised as conversational models in terms of
specific methods for use in coaching conversations. Bear in mind that the
non-directive approaches to coaching cannot be summarised in step-by-step
methods — by definition, such conversations are structured not by the coach,
but by the coachee. In two of the following methods, the ANALYTIC METHOD
and the COUNSELLING METHOD, therefore, no formal steps are indicated.
The suggested approaches are as specific as possible and can be used by the
coach in facilitating the coachee. It is also advisable to work with one of the

Figure 10.1 A step-by-step coaching method gives the coach the opportunity
to observe the coachee while she is hard at work
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methods explicitly, putting it on the table during coaching: this creates a sit-
uation where coach and coachee regularly and explicitly reflect on their
process in the here-and-now, which can be very effective.

The methods necessarily simplify the coaching approaches that we have
described before. In principle, each method shows how to handle a single
issue or problem, while coaching conversations generally involve the hand-
ling of several, intertwined issues on many levels. Moreover, we often set
aside the last few minutes of every coaching conversation for a short review,
something that does not feature in every method.

Two of the conversational models illustrated below have been published
previously: the GROW METHOD in Whitmore (1992) and the RONIC
METHOD in de Haan (1999). Some methods display similarities with the
consultation methods in Learning with Colleagues (Chapter 4). In partic-
ular, the SOLUTION-FOCUSED METHOD displays similarities with the
LEARNING FROM SUCCESS METHOD and the LADDER METHOD - inspired by
Argyris (1990) — shows some similarities with the U METHOD.
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The GROW method

Step Description Time

Step 1 Presentation of the problem 1 min
Coachee introduces his/her issue briefly.

Step 2 G: Goal 5 mins

Coach asks about the goal for the issue and for this session:

e What do you want to achieve, and when?

e What do you want to achieve with me now?

e To what extent is that goal specific/challenging/attainable
measurable?

N.B.: avoid negatively-worded goals.

Step 3 R: Reality 5 mins
Coach asks about the current state of affairs:
e What have you done about it so far, and with what
results?
N.B.: do not ask any ‘how’ or ‘why’ questions at this stage.

Step 4 O: Options 10 mins
Coach asks about the options open to the coachee:
e What options do you have?
e What are the pros and cons of the different options?
N.B.: when you seem to have all the possible options, ask
for just one more.

Step 5 W: Will 5 mins
Coach asks about the option, or combination of options,
that the coachee is going to put into practice:

e What are you going to do, and when?

e Does that meet your goal? And what about the goal of
this conversation?

e What obstacles do you expect and how are you going to
overcome them?

e What resources do you need and how are you going to
get them?

e Indicate on a scale from 1 to 10 how likely it is that you
will carry out that action.

Time needed 26 mins
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The solution-focused method!

Step Description Time

Step 1 Presentation of the problem 5 mins
Coachee briefly introduces his/her issue and what has already
been tried. The coach asks in particular about what was use-
ful, and what helped.

Step 2 Miracle question S mins
Coach asks about indicators of improvement: how can the
coachee check that an improvement has actually taken place?

What exactly will be different at that moment?

Step 3 Exceptions 10 mins
Coach asks about times when the problem does not arise:
what are those times like? What happens then? What is the
situation like exactly?

Option: Coach asks for a rating of progress at the present
time, on a scale from 0 (no change) to 10 (issue has been
completely resolved).

Step 4  Suggestions 5 mins

Coach gives positive feedback, and suggestions for creating
more of that sort of ‘exception’.

Contracting 10 mins
Coachee says what (s)he wants to do next and how. The

coach assigns ‘homework” and explains the rationale behind

it. Coach and coachee make a new appointment to review the
situation.

Time needed 35 mins

1. Within ‘appreciative inquiry’ there is a similar structure, the 4-D model
(Cooperrider and Whitney, 2002):

e Discover: discovering in a structured way when the coachee is at his/her best.

e Dream: a dream in which the situation from the first step (‘discover’) is the
norm rather than an exception.

e Design: together with the coach, working towards the realisation of the dream
with specific plans.

e Deliver: making arrangements about how to put the plans into practice.

Discover corresponds to Step 1, Dream to Step 2, Design to Step 4 and Deliver
to Step 5 of the SOLUTION-FOCUSED METHOD.
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The counselling method

N.B.: this is not a step-by-step method in the usual sense. The scheme
presented here merely indicates what types of intervention can be used by
the coach. It is the coachee, rather than the coach, who determines what
stage the process is at, at any given time. Nor can any indication of time

be given, because the coachee decides personally when to move on.

Option Description Time

Option 1  Introduction ?
The coachee starts the conversation, in the way (s)he wishes.

Option 2 [nvitation to explore ?
The coach adopts an inviting and available stance, but without
applying pressure to say more or to explain any particular
aspects.

Option 3 Broadening ?
The coach broadens the issue by summarising and by reflect-
ing feelings. The coach also tries to paraphrase ‘between the
lines’ — stimulating awareness of attitudes, values, etc. — and
asks the occasional open question.

Option 4 Reinforcing contact ?
The coach increases the contact with the coachee by reflecting
on the contact itself and by means of self-disclosure: how the
coach feels at this moment and how (s)he is involved at this
moment.

Option 5 Review ?

Coach and coachee review the session together and try to
describe how they feel following the conversation.

Time needed
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The analytic and organisation coach method

N.B.: this is not a step-by-step method in the usual sense. The scheme presented
here merely indicates what types of intervention can be used by the coach. It is
the coachee, rather than the coach, who determines what stage the process is at,
at any given time. Nor can any indication of time be given, because the coachee
him-/herself decides how long to devote to any one subject — although the coach
often monitors the overall length of the session when using this approach.

Option

Description

Time

Option 1

Option 2

Option 3

Option 4

Introduction
The coachee starts the conversation, in the way (s)he wishes, as far
as possible using the basic rule that (s)he can voice anything,
including fancies and thoughts that arise in the moment, without
selection or criticism. The coach listens, also without selection or
criticism.

The coach asks him/herself: “What sorts of signal am I picking
up?’

Background
The coach looks out for what may lie behind the coachee’s spoken
words, as well as for assumptions implicit in the coachee’s story.
The coach is also sensitive to what the coachee leaves out.

The coach asks him/herself: “What is not being said?’

Obstacles to insight
The coach explores with the coachee what obstacles there are to
incipient insight; what conflicts may be playing a role in the back-
ground; and how the coachee attempts to keep those conflicts and
other unpleasant feelings out of his/her consciousness and out of
the conversation.

The coach asks him/herself: “What conflict do I see?’

Transference
The coach explores with the coachee what obstacles there are to
gaining fresh insight in the course of this conversation, and what
conflicts and resistance are emerging in this conversation.

The coach asks him/herself: “What does the coachee want from
me?’

Time needed

Fixed

Extension for the organisation coach method

Option 4a Organisation transference

The coach explores with the coachee what barriers existing
within the coachee's organisation might resist fresh insights,
and what role the coachee ‘automatically’ takes on.

The coach asks him/herself: ‘How does the coachee’s organis-
ation want the coachee to feel now?’
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The ladder method
Step Description Time
Step 1 Presentation of the problem 5-10 mins

The coachee presents an issue or problem and provides an
explanation as necessary.

Step 2 Assumptions 5-10 mins
Coach and coachee look together at this formulation: what
conclusions or assumptions emerge? What attributions does
the coachee make, what does (s)he take for granted?

Step 3 Motivation for the assumptions 5-10 mins
Coach and coachee explore together the bases of these conclu-
sions. What observations or experiences led the coachee to
make these assumptions?
Alternative: The coachee undertakes a free association in rela-
tion to the assumptions: what do they remind him/her of?

Step 4  Underlying conflict 5-10 mins
Coach and coachee explore together what the ‘issue behind
the issue’ is: what problem or deeper conflict lies behind
the problem presented? To what extent do the identified
assumptions play a role in creating the problem?

Step 5 Testing the assumptions 5-10 mins
Coach and coachee consider what different assumptions they
could make.

Step 6  Alternative presentation of the problem 5-10 mins

Coach and coachee explore what this means for the nature
of the problem.

Step 7 Review 5-10 mins
Coach and coachee review this conversation together and try
to describe what insights they have gained from it.

Time needed 35-65
mins
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The ironic method

Step

Description

Time

Step 1

Step 2

Step 3

Step 4

Presentation of the problem
The coachee presents an issue or problem and explains it if
necessary.

Reformulation as a dilemma

The coach attempts to reformulate the issue as a dilemma, in
which an internal contradiction or discrepancy comes to the
surface: ‘The coachee wants to ... but feels held back by ...’; or
‘The coachee wants to put an end to ... but is aware that ...’

The ironic intervention

The ironic communication itself. This can consist of a strong
empbhasis on an aspect of the dilemma that the coach wants to
query. Alternatively, the coach can contribute his/her own
point of view and place it in a different perspective at the same
time. Example: ‘Listening to your enthusiastic story, I am
strangely reminded of something which went quite wrong last
week. But I imagine that it is quite irrelevant in this situation.’

Working through

The coach monitors the coachee’s response attentively and
tries to facilitate this response as much as possible, by means
of invitations, open questions or summaries. The coach will
summarise the coachee’s response to the ironic intervention,
without removing the ambiguity of the irony.

Time needed

10 mins

10 mins

10 mins

15 mins

45 mins
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The paradoxical method

Step Description Time

Step 1 Presentation of the problem 10 mins
The coachee presents an issue or problem and explains it if
necessary. The coach helps to make the problem as specific
and verifiable as possible and attempts to reformulate the
problem for him/herself in terms of a dilemma.

Step 2 Positive labelling 10 mins
The coach looks for as many positive aspects and motives as
possible in the coachee’s behaviour in the problem situation.
If there are any defences or resistance, the coach accepts and
encourages them.

Step 3 Paradoxical instruction 10 mins
The coach formulates an assignment for the coachee that also
contains a dilemma. This new dilemma is designed in such a
way that it reflects the initial dilemma, and thereby invites the
coachee to persist with both aspects of the initial dilemma.
N.B.: a break for reflection is often necessary before the
coach can find a suitable paradoxical instruction; Step 3 then
takes place in a subsequent coaching conversation.

Step 4  Contracting for the future 15 mins
Coach and coachee look to the future and the completion of
the paradoxical instruction, the coach providing further
encouragement.

Time needed 45 mins
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Summary: coaching methodologies

The following coaching methods are introduced:

the GROW METHOD

the SOLUTION-FOCUSED METHOD

the COUNSELLING METHOD

the ANALYTIC METHOD and the ORGANISATION COACH METHOD
the LADDER METHOD

the IRONIC METHOD

the PARADOXICAL METHOD.

Together, these coaching methods cover the entire window of coaching,
from exploring to suggesting and from supporting to confronting, including
the four different approaches:

1. Problem-focused: GROW METHOD, PARADOXICAL METHOD and IRONIC
METHOD.

2. Solution-focused: SOLUTION-FOCUSED METHOD.

Person-focused: COUNSELLING METHOD.

4. Insight-focused: ANALYTIC METHOD, ORGANISATION COACH METHOD
and LADDER METHOD.

8}




Choosing the right method

The more the therapist is able to tolerate the anxiety of not know-
ing, the less need is there for the therapist to embrace orthodoxy.
The creative members of an orthodoxy, any orthodoxy, ultimately
outgrow their disciplines.

Irvin Yalom, Love’s Executioner

In this chapter we offer suggestions for using the different coaching approaches
and methods and the conversations within which they can be applied. We start
with a summary of conclusions from research into the effects of coaching and
psychotherapy, which quickly refutes the myth that there is a single ‘right’
method for every coaching issue, or even for one specific issue. Then we take
a look at the evidence from research and practical experience that argues for
or against certain methods. This evidence gives rise to recommendations as to
the choice of method. However, our main recommendation is to choose a
method that fits as closely as possible with your own personality, and to keep
exploring and developing that ‘personal’ method on an on-going basis.

An example
She’s a woman in a ‘macho’ organisation with an abrasive business
culture. She didn’t have the chance to go to university — her parents
thought it unnecessary — but she is clever and has progressed from admin-
istrative worker to insurance specialist. Her husband has been unable to
keep up with her progress. He trivialises what she does and would prefer
that she stay at home with the children. She feels little understood by
those around her, including her boss. Her boss notices that sometimes she
freezes completely when they are discussing her work. At those times she
feels undervalued by him, but doesn’t dare to say so. They are unable to
work it out together and he refers her to a coach.

The coach might have chosen a provocative approach by trivialising
her contributions even more, which could have helped the coachee
find her strength through anger. The coach opts for a different, more
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person-centred approach, however. The coachee talks about her work
a lot and slowly her feelings, which fluctuated from feeling superior to
feeling injured, develop into a growing self-confidence. The coach helps
her to prepare for a performance appraisal with her boss, in which she
stands up for herself and says what is bothering her. She asks explicitly
for more appreciation for her work, and for a rise in salary. It works:
she gains greater recognition from her boss — though the boss doesn’t
refer anyone to that coach again.

What do we know about the effectiveness of coaching?

There is little quantitative research into the effectiveness of coaching. For a
detailed summary of the literature, including a total of seven empirical
research articles, see Kampa-Kokesch and Anderson (2001); for a more
recent article, see Wasylyshyn (2003).

Most empirical articles about coaching are concerned with the value of
coaching from the perspective of the coachee. These articles are often written
by coaches themselves and therefore serve partly to account for the quality of
their own work. The articles seldom consider control groups — managers or

Figure 11.1 Because we still know so little about the effectiveness of coaching,
choosing the right coach and the right approach is often still
mainly a matter of taste and following advertising slogans
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professionals in the same circumstances who are not being coached. Usually,
the research takes the form of an extensive evaluation among the coachees;
occasionally coachees even estimate how much their coaching has contributed
to the organisation in financial terms. McGovern et al. (2001) worked with a
group of 100 managers in 67 organisations who were coached for between six
and 12 months. They found that the vast majority of participants were very
satisfied with the coaching. In addition, they found that the coaching returned,
on average, 5.7 times the original investment!

Only a few studies explore the effectiveness of coaching by looking at
effects other than coachee satisfaction. One study without a control group
is that of Olivero et al. (1997), who studied 31 managers from the health
care sector. The latter took part in a three-day training course, followed by
eight weeks of coaching. They found that both the training and the coach-
ing increased productivity considerably, with the bulk of the increase
attributable to the coaching (average 22 per cent increase due to training
and 88 per cent due to training and coaching). Ragins et al. (2000) stud-
ied a group of 1162 professionals from many organisations and looked at
the effect of formal or informal mentoring relationships on a range of
work and career attitudes. Of the respondents, 44 per cent had an infor-
mal mentor, 9 per cent a formal mentor as part of a mentoring programme,
and 47 per cent no mentor (control group). Their results show that the
crucial factor is the mentee’s satisfaction with the mentoring relationship:
in the absence of satisfaction, there are no demonstrable differences
between professionals who are mentored and those who are not. If the
satisfaction is achieved, however, the professionals clearly demonstrate
more positive attitudes towards themselves (self-confidence), their work,
promotion prospects, organisation and career — albeit without significant
differences between formal and informal mentoring.!

One of the most thorough studies into the effects of ‘executive coaching’
was written by Smither et al. (2003). They work with a control group and
base their conclusions not only on self-evaluations, but also evaluations by
independent researchers and by the coachees’ superiors, colleagues and staff
(360° feedback). The research was conducted among 1202 senior managers
in the same multinational organisation and involved 360° feedback results
from two consecutive years. The researchers find a small, but significant and
positive effect in the score with regard to:

1. In this study, the authors cannot rule out the possibility that professionals with
more positive mentoring relationships are relatively more satisfied in general
terms, and so more satisfied with themselves, their organisation and their
career. As regards the differences between formal and informal mentoring
programmes (in other words, between assigned and chosen mentor relation-
ships), it is interesting that Ragins et al. (2001) can demonstrate slightly nega-
tive effects for formal mentoring programmes where the mentees are not able
to choose their mentor when (1) the mentor works in the same department as
the mentee and (2) female mentees are assigned to a male mentor.
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e agreeing specific goals,
e asking for ideas for improvements from superiors, and
e assessments by colleagues and superiors.

Smither et al. also ask the coachees to assess the effectiveness of their own
coaching experience; as in other studies, they record high scores (a good 4 on
average, on a scale of 1-5 —so ‘very effective’ on average!). However, generally
coaching appears to be primarily a ‘gift’ for coachees — ‘It can’t do any harm
so it may do some good’ — and the evaluations consequently turn out always
high. More independent and objective research into the effectiveness of coach-
ing records only small effects, albeit significantly positive ones.

In the small but fast-growing body of literature on coaching we found no
articles exploring the question of what sort of coaching is effective, and
which coaching approach can best be applied to which issues. If the reader
wants to know more about this, the best place to look is in psychotherapy
outcome research. In our view, many of the conclusions in that field can be
transposed to coaching. Much properly monitored and validated research
has already been conducted in psychotherapy, and researchers have investi-
gated which variables promote effectiveness under what conditions. There
are also review articles, such as those by Beutler et al. (1986, 1994), which
summarise dozens of empirical studies, and publications containing
overviews of many review articles, such as Roth and Fonagy (1996).

A number of disconcerting facts emerge from research into the effectiveness
of psychotherapy:

e For large groups of patients, it is possible to show that ‘therapy’ is
more effective than ‘no therapy’, and indeed more effective than
‘placebo therapy’, but the differences compared with the latter are
minimal (Lambert and Bergin, 1994).

e Therapists’ behaviours in the therapy sessions themselves seem to have
more in common than their theoretical approaches would lead one to
believe (Corsini and Wedding, 1989).

e Personal characteristics have a greater impact on the outcome of
psychotherapy than technique, method or approach, so non-specific
factors have a greater impact than theory- or technique-related factors
(Goldfried et al., 1990).

e  Some therapists are successful in every technique, others are unsuccessful
in every technique (Lambert, 1989).

e Experience, education and length of supervision are poor indicators of
success (Beutler et al., 1986). Indeed, inexperienced and non-professional
therapists sometimes turn out to be more effective than experienced and
trained colleagues (Dumont, 1991).

Similarly, it is very difficult to carry out truly comprehensive research into the
effectiveness of coaching (see Patterson, 1987). The outcomes of coaching
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depend on the technique and personality of the coach, the issue and personal-
ity of the coachee and the objective and context of the coaching — all six of
these dimensions have to be taken into account. If we carry out a taxonomy
of each dimension in only 10 classifications, we would have to research 10 x
10 x 10 x 10 x 10 x 10 = 1 million cells, a multivariate analysis which is
humanly impossible!

However, we can conjecture something about the effectiveness of coaching,
which seems to be so closely connected with the personality of the coach. The
following variables appear to have a positive effect on the outcome of
psychotherapy:

e  Empathy, respect, warmth and genuineness — the criteria emphasised by
Carl Rogers (Rogers, 1957; Goldfried et al., 1990).

e Creating an attractive (!), trustworthy and expert impression, in that
order (McNeal et al., 1987).
The emotional well-being of the therapist (Beutler et al., 1986).
The ability to let go of one’s own value system and to communicate within
that of the client (see Beutler et al., 1994; also Chapter 12 of this book).

What works for whom?

The question which naturally concerns us most as a coach is: what will work
for this coachee? Which approach and which method can I apply in order to
best help this coachee, with #his problem, in this coaching session? Clearly,
there is no obvious answer to this question, if only because:

e In principle, any approach can be applied to any coaching issue.

e Research shows that good coaches are effective coaches, relatively
independently of the approach that they apply (Lambert, 1989).

e Problems are multi-layered: coachees often ask for a certain type of
‘treatment’ but, at a deeper level, they need something quite different
(consider, for example, the coachee who seeks advice because s/he is
afraid of giving him or herself advice).

e Coaches themselves have preferences and talents that fit in with one of
the approaches: for example, if you as a coach are blessed with really
good listening skills, why deny yourself the person-centred approach?

However, something can be said about the effectiveness of each method;
moreover, there are also some research results (for example, Roth and
Fonagy, 1996).2 Most of the suggestions below are no more than conjectures,

2. In their book What Works For Whom?, Roth and Fonagy (1996) summarise
many hundreds of quantitative research results for therapy outcome. Their
classification of therapies into five main currents corresponds very closely to
our own classification into four approaches: (analytic) psychodynamic
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resulting from research and our own experiences as coaches and coachees.
The four approaches are discussed in the order in which they have been
raised previously in this book.

The directive approach

While the directive approach is the one that emerges best from quantita-
tive research this is partly because this approach, which focuses on meas-
urable results, simply lends itself best to research of this nature (Roth and
Fonagy, 1996). Directive approaches are particularly successful in clinical
cases of depression and phobias. In these areas, directive approaches are
almost ‘unbeatable’ when compared with other approaches: coachees start
to believe in the future again and work systematically on different, more
effective behaviours. If we look at the directive coaching methods in this
book, we can see that the GROW METHOD and the SOLUTION-FOCUSED
METHOD are the easiest and quickest to apply, due to their step-by-step,
coach-directed nature, and often provide a solution in short and informal
coaching conversations as well.

e A step-by-step model such as the GROW METHOD can be learned
quickly and easily. The coachee always takes something away from the
session: (s)he brainstorms about possible approaches, lists those
approaches and makes a considered decision personally. Moreover,
this method helps to structure thinking, and to examine: “What was
our goal again?’

(Special use:) We prefer to use the GROW METHOD when a coaching
conversation becomes aimless or ‘plodding’. Asking about the ‘goal’ and
following up with a systematic exploration of subsequent steps can
restore dynamism to the coaching, and a focus on results.
(Contra-indication:) The GROW METHOD is not recommended where
strong emotions are involved: it is a highly practical method that com-
pletely skims over emotions, and this can result in the coachee feeling
completely misunderstood. This method can also reinforce unworkable
solutions, because it does not even pretend to investigate the underlying
‘issue behind the issue’.

e The SOLUTION-FOCUSED METHOD is suited to coachees who are anxious
about the future and have lost heart somewhat. This method often
increases the coachee’s enthusiasm and belief in the future. Moreover,
this approach encourages the coachee to draw on reserves that are
already present but are hidden from or inaccessible to them.

psychotherapy; (directive) behavioural, cognitive-behavioural and interper-
sonal psychotherapy; (paradoxical) systemic orientations; (person-centred)
supportive and experiential therapies. The fifth main current identified by
Roth and Fonagy is group therapy.
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(Special use:) This type of coaching is especially applicable where the
coachee has already fretted a lot about his or her problem and accompany-
ing difficulties, and is somewhat ‘stuck’ in the past and in previous, unsuc-
cessful approaches.

(Contra-indication:) Some solution-focused therapy manuals classify
coachees as ‘visitors’, ‘complainers’ and ‘customers’ (De Jong and Berg,
2001) and express a clear preference for the latter — in other words, for
coachees who see themselves as part of their problem and are prepared
to work on themselves (see Chapter 6). Clearly, this method is therefore
less suitable for ‘difficult’ coachees who do not want to change and who
tend to blame others, perhaps even their own coach.

The person-centred approach

The person-centred approach offers a helpful basis for any coaching. Being
open to the person of the coachee is very valuable in any coaching situation.
The counsellor is concerned almost exclusively with ‘being open’. As in the
analytic approach, the quality of person-centred counselling usually increas-
es with increasing experience and supervision, because these refine and train
listening skills. Because the counsellor adds far fewer personal interpreta-
tions to the coachee’s story, the risk of the coaching breaking down due to
its careless application is greatly reduced.

e  Our COUNSELLING METHOD is in fact hardly a method, more a compact
reminder of the main aspects of person-centred coaching.
(Special use:) In our experience, the COUNSELLING METHOD 1is particu-
larly applicable where there is a lack of self-confidence and assertiveness,
because this method devotes constant attention to the coachee: how
(s)he feels at this moment and sees his or her problems.
(Contra-indication:) Where the coachee asks for or needs — and is strong
enough for! — a critical ‘sparring partner’, who sees through excuses and
highlights weaknesses, the COUNSELLING METHOD is less suitable
because it is primarily supportive and uncritical.

The analytic approach

The analytic approach is the most meticulous when it comes to exploring the
problem, and is exceptionally powerful in that it subjects the interaction
between coach and coachee to explicit discussion. The analytic approach prides
itself on being better able than other approaches to handle multi-layered prob-
lems and coachees who do not (yet) see themselves as part of their problems.
There is clear evidence that psychoanalytic therapy achieves good results in
cases of depression and personality disorder (Roth and Fonagy, 1996). This is
perhaps the most ‘thorough’ coaching approach, where coach and coachee
look at possible courses of action only once the current issue has been exhaus-
tively explored. Even then, when the coachee has mapped out a course of action
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and wants to proceed, the coach continues to ask questions and draw attention
to alternative assumptions and courses of action. As a consequence, analytic
coaching is not always quick or easy to put into action.

e The ANALYTIC METHOD and ORGANISATION COACH METHOD. Like the
COUNSELLING METHOD, these methods provide a sound basis for any
coaching: listening properly to the problem is central, in such a way that
new, previously unseen aspects of that problem come into view.
(Special use:) The ANALYTIC METHOD starts where the directive approach
leaves off: with coachees who have a strong emotional involvement in their
own issue and do not at first (want to) acknowledge their own part in their
problem, or the issues underlying their presented issue. Instead of looking
only at the ‘customer’ in the coachee, the ANALYTIC METHOD endeavours
to expose the ‘visitor’ or ‘complainer’ in the coachee.
(Contra-indication:) Effective analytic coaching calls for a great deal of
training and supervision to develop the sensitivity of the coach and teach
him or her how to handle transference. This method is not recommended
for inexperienced coaches. The analytic method is also not recommended
in short-term, results-oriented coaching, and where the coachee lacks the
self-confidence needed to cope with challenging interpretations.

e The LADDER METHOD is primarily a way of applying the analytic
approach in less intensive or frequent coaching. The LADDER METHOD is
a specific translation of analytic principles, which can thereby be applied
to more specific issues.

(Special use:) This method is suitable where a coachee wants to think about
his or her own assumptions systematically and is prepared to subject
personal plans and emotions to a critical and strict examination.
(Contra-indication:) The LADDER METHOD is less suitable for non-specific
issues, or where strong emotions are involved.

The paradoxical approach

This fourth approach is manipulative in nature. For that reason alone, many
coaches never want to apply it in practice. The paradoxical approach does
not combine well with the person-centred approach, because of the coach’s
lack of transparency when using the former. If coachees are stuck in a par-
ticular defence that is interfering with the coaching itself, and if the coach
lacks the time or skill to analyse that defence, paradoxical coaching can be
used as an alternative to the directive and analytic approaches. We ourselves
use this approach only on a short-term basis and only if the coachee, in our
view, is manipulating us or sending out strongly ambiguous messages. The
IRONIC METHOD is used more frequently, and is easier to use, than the more
radical PARADOXICAL METHOD. Although it makes sense in most cases to use
a certain approach consistently, this is much less true for the paradoxical
approach: we can use it once, to stir things up or to influence the coaching



114 APPROACHES TO COACHING

relationship in some way. After that, we can continue with one of the other
approaches, preferably a directive approach.

e The IRONIC METHOD is particularly useful where:

— the coachee asks for advice, but the coach does not think that advice
will help much; or

— where the coach wants to give advice, but encounters resistance in
giving it.

For example (de Haan, 1999):

— When a price has to be paid for accepting the advice: irony continues
to point to other approaches even when a particular course has
already been embarked upon.

— When advice cannot be understood at face value: irony creates an
opportunity for a deeper, more integrated understanding.

— When the advice is too painful or disappointing: irony raises no
obstacles, but provides scope for other ideas.

— When the advice repeats something that was dismissed earlier: repetition
only prompts more resistance, whereas irony places the same advice in a
different perspective.

(Special use:) When the coachee finds it difficult to take responsibility for

his or her own situation: the IRONIC METHOD places the responsibility on

the coachee. When a more ‘reflective approach’ is required (in other
words, when we want to make the other person think more) irony offers
ambiguity, and thus scope for reflection.

(Contra-indication:) This method is risky if the coachee lacks self-

confidence, or lacks confidence in the coaching. Take care not to apply

ILR

Figure 11.2 Sometimes, after a lot of searching, we finally end up with the
right coach
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an ironic approach as an ‘excuse’. In a situation where it is hard for a
coach to give a specific piece of advice directly because (s)he fears
coachee resistance, irony can be an unhelpful ‘easy way’ of ‘saying it
anyway’.

In conclusion, we recommend that coaches should:

e choose a coaching style that fits in with their own personality;

e broaden their coaching style by trying out other methods;

e  continue to develop general coaching skills, such as empathy, sensitivity and
dealing with resistance, by (for example) receiving coaching themselves in
the form of supervision (Hawkins and Shohet, 2000) or peer consultation
(de Haan, 2004).

For more information on the use of various methods, see the following chap-
ter, where we discuss the use of more specific interventions.
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Summary: choosing the right method

There is no single best method of coaching and no single method of coach-
ing is equally effective in every situation. The sensitivity and personality of
the coach, the issue and personality of the coachee, the goals of the coaching,
and the context in which it is taking place are all factors that influence the
effectiveness of the methods described here.What works for whom? depends
not only on the problem and the coachee, but also on the objective, the
context and the personality of the coach. Assumptions for correct application
of the different coaching methods:

Method When can it be used? Recommended where Not recommended
there is/are where there is/are
GROW Broadly applicable, High motivation, but Emotional issues;
METHOD even to short, little idea of possible  non-specific issues;
specific issues ways to move double meanings
forward
SOLUTION- Broadly applicable, Discouragement, ‘Visitors’ and
FOCUSED especially to practical anxiety about the ‘complainers’, i.e.
METHOD issues future those not prepared to
consider their own
share in the problem
COUNSELLING  Broadly applicable,  Lack of self- Need for a critical
METHOD especially in a longer- confidence or sparring partner
term coaching self-motivation
relationship
ANALYTIC Broadly applicable,  “Visitors’ and Need to achieve
METHOD especially to multi-  ‘complainers’; multi-  quick results and find
ORGANISATION layered and layered issues solutions;
COACH emotional problems low self-confidence
METHOD
LADDER Multilayered prob- ~ Willingness and ability Non-specific issues,
METHOD lems, including short, to consider their own highly emotional
specific issues assumptions issues
IRONIC Broadly applicable ~ Those that ask for Low self-confidence;
METHOD advice; those that do  lack of confidence in
not take responsibility coaching
PARADOXICAL In the case of Strongly ambiguous ~ No strong and
METHOD ambiguous, inter- messages and unclear  absolutely necessary

nally contradictory
questions to the
coach

motivation for
coaching

reasons for using it

NB: These suggestions are merely indications and are generally not, or at
most barely, substantiated by independent research.
Conclusion: be genuine and stick with an approach that suits you!
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Reflection on coaching



Introduction:
‘Individuality’

‘Helping’ conversations are generally conversations in which someone thinks
with you, but not for you. Ironically, therefore, they are often conversations in
which someone is deeply involved and absorbed in your story, while at the same
time remaining detached, avoiding total immersion. We have all had experiences
that remind us that a truly objective and independent perspective is often more
valuable than input from a compassionate colleague who ‘suffers with you’. As
a final reflection on ‘helping’ conversations, this part of the book contains four
chapters which are intended to help to preserve the independence of coach and
coachee. This simultaneous independence and helpfulness is often a matter of
setting boundaries: boundaries between the coachee and the coach, as well as
boundaries between the coachee and his or her organisation, boundaries
between the coach and the other facets of the coach’s personal and working life,
and boundaries within the coaching relationship. We hope that these chapters
can help strengthen the individuality and fortitude of the coach, who knows that
(s)he can fall back on:

e the anchoring of his or her work in personal skills and qualifications
(Chapter 12);

e the autonomous learning process that the coachee goes through, which
takes place largely outside the coaching context (Chapter 13);

e organisational structures in the context of the coachee as a support for
his/her interpretations (Chapter 14); and

e the limits of internal or external coaching, which are protected by clear
codes of conduct (Chapter 15).

The four chapters go together in pairs, as in Part 1.

1. Chapter 12 contains a list of skills of 2. Chapter 13 concerns the development

the coach, ranging from values and of the skills of the coachee and so
ethics, attitude, knowledge and rela- examines the coachee’s learning styles,
tional skills to specific styles and both during coaching and during

interventions. his/her career more generally. Finally
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3. Chapter 14 demonstrates how difficult

it is to monitor boundaries in coach-
ing conversations properly, because
both coach and coachee bring differ-
ent aspects of their personalities with
them to the coaching process, while
the coachee’s organisation also plays
a significant role in the sessions.

4.

REFLECTION ON COACHING

we consider the limits of learning as a
coachee, when referral and solutions
other than coaching are indicated.

Finally, Chapter 15 examines the
boundaries between internal and
external coaching — i.e. the pros and
cons of both — and outlines ethical
boundaries in the coaching relation-
ship, in the form of ‘rules of conduct’
for coaching.



The capabilities of the coach

There is a wide range of literature on the skills of the coach. Most books and
articles about coaching contain directions and practical recommendations
described from the basis of a single perspective or preferred style, such as the
GROW model, Rational Emotive Therapy or Transactional Analysis. In our
view, there is no single best method of coaching and different coaching styles
are effective in different situations. Chapter 5 contains a broad overview of
four basic approaches for coaches: insight-focused, coachee-focused, problem-
focused and solution-focused. The talents and personality of the coach, the
issues and personality of the coachee, the goals of the coaching and the context
in which it is taking place all determine the effectiveness of any approach. An
experienced coach is aware of his or her own preferred approach or
approaches, and is able to deviate from them if something different appears to
be more effective. Flexibility in choosing a personal coaching approach is
perhaps the most important skill a coach can have.

However, in a general sense, there are many things to be said about the atti-
tudes and values, knowledge, methodical skills and behavioural techniques
displayed by ‘good’ coaches. The following pages contain some suggestions
regarding the skills of the coach, based on different layers of the ‘coach person-
ality’. Ideally, those different layers should fit together well and support each
other, resulting in an ‘integrated coach’. Our personality structure starts with
a relatively stable core and moves towards a more changeable outside: from
convictions, values and ethics, to attitudes, knowledge, relational skills and
specific styles, and lastly, to behaviour.

The convictions and values of the coach

The convictions and values of coaches can be as diverse as those of differ-
ent family backgrounds and cultures. We do often find that coaches have
a high regard for personal or cultural achievements and a certain openness
to convictions other than their own.

Downey (1999) challenges coaches to consider the following basic
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Behaviour/style

Relational skills
Knowledge
Attitudes

Values/ethics/™
convictions

Figure 12.1 The coach as ‘onion’: structure of the personality of the coach in
five nested layers

convictions, which can underpin their effectiveness even when they are
personally in doubt about the best way forward:

Coachees have huge potential.

Coachees have a unique map of reality — not to be confused with reality
itself.

Coachees have good intentions, for themselves and for others.
Coachees achieve their own objectives — perfectly — at all times!

Because coaching often concerns very personal problems, where one person
takes the role of client and the other the role of helper, there is a risk that the
coachee will see the coach too much as a ‘leader’ or ‘guide’ and attach excessive
importance to individual comments or signals. We have often been confronted
in our own practice with coachees who could still remember certain comments
years after the event. A good coach is well aware of the impact that coaching can
have on the coachee and weighs his or her words and gestures carefully. The
coach is continually aware that the coaching is for the coachee’s benefit, not for
the greater glory of the coach, and should therefore focus exclusively on the
interests of the coachee. The coach should therefore refer the coachee elsewhere
if (s)he feels unable to help further, and has a reliable referral network of fellow
coaches and therapists. These ethical aspects of coaching are examined in more
detail in Chapter 15, where we consider codes of conduct.
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Figure 12.2 The coach has many different layers, and they must all fit together
properly

The attitudes of the coach

As far as we are concerned, the attitude of a coach is characterised by:

e empathy, respect, warmth and authenticity in relation to the coachee (see

also Chapter 7)

tolerance and openness to different values and opinions

availability — calm and space for the coachee

an appropriate balance between detachment and involvement

an encouraging and gentle approach towards the coachee

readiness to let the other person take initiative and responsibility

an attitude of service towards the coachee, helping him/her to (learn how

to) do it in person

e an inclination to give as little advice as possible (even if that is request-
ed), based on the conviction that giving advice is often an insult to the
other person, who has already spent a long time thinking about the issue
and can give the best advice to him/herself

e a confrontational approach only if the coachee can take it and will benefit
from it, otherwise a preference for supportive interventions

e humour and an ability to put things into perspective.
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The knowledge of the coach

What knowledge does a good coach have? This depends partly on the
coachee’s question (see also Chapter 1). Where the coaching concerns
questions that centre on content and specialist knowledge (‘what’ and
‘how’ questions) the coach should also have that specialist knowledge. Yet
many questions asked by coachees are more personal in nature, with a link
to their work (‘who’ questions). For example, these are questions about
how the coachee holds his or her own in the organisation, how (s)he
works with others or acts with respect to his or her managers. When
addressing this type of question specialist knowledge is less important, and
can even be an impediment (the coach might switch from coaching to
giving expert advice). What knowledge, then, is relevant to addressing
these ‘who’ questions?

o In the first place, self-knowledge: the coach is aware of the way in which
(s)he tends to view problems, and is able to look at the coachee from
multiple perspectives. The coach knows the patterns and traps lying in
wait for the unwary coach (for example, being quick to give advice, asking
suspicious questions, or emphasising only the positive in the coachee’s
account); and is aware of the emotions (s)he experiences during sessions
and how to manage them professionally. The coach is also aware of his or
her main qualities, which are relevant because the biggest coaching pitfalls
are often associated with them.

e Good coaches have knowledge about the development of individuals
and groups. They know which problems are associated with particular
life stages and what patterns may emerge in them.

e Because coaching is always work-related, coaches also have knowledge
about the development of organisations. This includes a sound under-
standing of management and change. Context-less coaching is doomed
to failure (see also Chapter 14).

e Coaching is not therapy. Nevertheless, a basic knowledge of psychody-
namics and psychotherapy is necessary to enable the coach to choose the
right interventions, to keep a watchful eye on the boundary between
coaching and psychotherapy, and to make timely referrals.

e As stated above, no single coaching style is always effective. Knowledge of
different approaches to coaching, interventions and levels of intervention,
as well as of your own preferred styles and interventions, is necessary in
order to be able to tailor your approach to the coachee in his or her
context. It is also necessary in order for you to be aware what your own
contribution is at any moment in the coaching conversation.

e  Coaches have extensive knowledge of communication techniques (conver-
sational techniques, influencing styles) — in order to be effective personally
in directing the conversation and to make the coachee aware of his or her
effectiveness in communication and in using influence.
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The strategic skills of the coach

e The coach needs a number of skills in order to mould his or her
approach consistently over a longer period and so create a context for
constructive interventions within coaching sessions:

e  Coaches are able to engage in and maintain diverse types of relationship:
they have the ability to build up and wind down relationships with a wide
range of coachees, to create the working alliances in which coaching
becomes possible. It helps in this respect to be clear, unambiguous and
consistent, and to be able to tolerate a wide range of feelings, both within
oneself and in others.

e  An effective coach is able to use the different areas of knowledge outlined
above effectively in the coaching context. This starts with effective
management of expectations, an issue that comes up afresh in every
session. The coach is transparent and checks regularly that the goals of the
coaching are clear and attainable.

e An effective coach can work consistently with different approaches —
for example, insight-focused, coachee-focused, problem-focused and
solution-focused — and makes a considered choice, depending on the
question, the coachee and his/her context.

e Irrespective of the approach adopted, a coach is good at recognising pat-
terns and mental models. The coach is on the lookout during the sessions
for possible links between the ‘here and now’ and the coachee’s issue as
presented.

e Perhaps most importantly, a coach is able to manage his or her own
many painful experiences in coaching conversations, as in the case of:
— ambiguity, ‘not understanding’ and ‘not knowing’

— managing his/her own emerging ‘stuff’, in the form of personal
judgements, recollections and expectations
— handling criticism, unrealistic expectations and transference.

Along the lines of the list of ten defences in Chapter 8, to which the coach as
well as the coachee must not fall prey, the coach would do well to develop
an eleventh defence, namely a buffer between stimulus and response — stay-
ing calm and attentive in a situation marked by painful stimuli.!

The specific interventions of the coach

A useful model for the different specific skills that the coach can use at any
moment in a coaching conversation is provided by John Heron (1975). The
six styles proposed by Heron can be represented effectively (Figure 12.3) in
our ‘window onto the coach’ from Chapter 2.2

1. This strategic skill is sometimes referred to as a negative capability (Bion, 1970).
2. We have renamed Heron’s ‘six categories of counselling intervention’ as follows:
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Suggesting

Prescribing
Ciomint>
Problem-focused | Solution-focused
@ Supporting
Insight-focused Person-focused

Discovering

Exploring

Figure 12.3 The window onto the coach: six specific behavioural styles of
coaches

Three of these styles are relatively directive (challenging, directing and
informing) and three are more facilitative (releasing, discovering, support-
ing). The styles can also be viewed in complementary pairs, as follows:

e Discovering and directing are both strongly directional, one from the
coachee and the other from the coach.

e Releasing and challenging are both confrontational, although the former
is much less critical of the coachee than the latter.

e Supporting and informing are both supportive, the former on the basis
of feelings and the latter on the basis of content.

In the application of the different coaching approaches from Part I, it is clear
that each of those approaches relies particularly on a subset of the six styles. For
example, the COUNSELLING METHOD makes use almost exclusively of discover-
ing and supporting — even releasing would shift the perspective too much
towards the coach and weaken the internal ‘locus of evaluation’. Similarly,
discovering and releasing are the main styles for the ANALYTIC METHOD, while
directing, informing and challenging are the main styles of the PARADOXICAL
METHOD. In the SOLUTION-FOCUSED METHOD, directing and informing are the

prescriptive—directing, cathartic-releasing, confronting—challenging, supportive—
supporting, informative—informing, catalytic—discovering. We adopt Heron’s def-
initions in terms of skills here, but their placement in the ‘window onto the
coach’ is ours.
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main styles used by the coach, who uses a lot of discovering and supporting
within those styles at a more content-related level, while the GROW METHOD
can also use challenging in addition to those styles.

The following tables contain more detailed information on the different
coaching styles. Before you read these tables in detail, it is recommended that
you inquire about your own dominant coaching styles. In Appendix E we
present the Coaching Behaviours Questionnaire, a tool with which to
explore your own coaching styles.

Figure 12.4 Coaching can be a very enjoyable activity



128

REFLECTION ON COACHING

Directive coaching styles

1. Directing

Specific behaviours:

Examples of
interventions:

Traps to avoid:

When to use:

2. Informing

Specific behaviours:

Examples of
interventions:

Traps to avoid:

When to use:

Giving directions, advice, recommendations, suggestions
Contributing to alternatives and suggestions of the coachee
Insisting on a specific approach

Motivating with clear instructions

‘Have you also thought of ...?’

‘I think it would be good for you to ...’
‘My approach is ...

‘I suggest ...’

Giving unsolicited advice

Taking over and imposing solutions

Directing the conversation too much

Creating dependence on the part of the coachee

Weak application by doubting, hesitating or undermining
your own advice — or by being over-controlling

When the coachee lacks self-confidence

When the coachee is unable to direct own learning
When (ethical, legal, safety, professional) guidelines are
imposed

Imparting information and knowledge
Presenting new perspectives

Adding interpretations and summaries
Checking understanding

Answering questions

‘That book contains further information on ...’

“To my knowledge the most important approaches are ...’
“That seems (il-)logical, because ...’

‘My own answer to that is as follows ...’

Overloading with information

Too much jargon

Too little underlying structure

Too little linking with the directing style: unclear why
information is given

Too much emphasis on coach as ‘teacher’: teaching versus
learning focus

If asked to explain something
Adding missing information
Describing one’s own experiences
Structuring the coachee’s story
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3. Challenging

Specific behaviours:

Examples of
interventions:

Traps to avoid:

When to use:

Giving feedback

Posing direct questions

Testing (underlying) assumptions

Challenging possible defences, excuses and evasions
Encouraging (self-)reflection

‘That’s not how you come across to me.’

‘Do you realise that you are not making use of important
talents?’

‘T am not sure you are very clear on this.’

‘Are you assuming that it is the same problem as last
year?’

‘One could also look at that quite differently ...

‘T have just heard a lot of positive things about your
report.’

All of the traps associated with the giving of feedback?
Too much emphasis on the coach as ‘independent assessor’
External ‘locus of evaluation™

Putting relationship to the test over a ‘trivial” matter
Escalation to competition between coach and coachee

To increase the (self-)insight of the coachee

To increase insight into perceptions of others, or into the
possible consequences of actions

To challenge the coachee to reconsider automatic assump-
tions

To reinforce self-confidence by providing positive feedback

3. See also Chapter 10 of Learning with Colleagues.
4. See also Chapter 7 of this book.
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Facilitative coaching styles

1. Discovering

Specific behaviours:

Examples of
interventions:

Traps to avoid:

When to use:

2. Supporting

Specific behaviours:

Examples of
interventions:

Traps to avoid:

Asking questions and listening

Reflecting back statements or feelings of the coachee
Paraphrasing and summarising

Inviting new perspectives from the coachee

‘How would you like to start?’

‘What do you mean by ...?’

¢y

“What advice would you offer someone else in your situa-
tion?’

“What do you think about it yourself?’

“What would you do differently?’

Too many questions

Asking closed questions

Suggestions concealed in questions

Structuring too soon

Being led by your own curiosity instead of that of the coachee
Contributing your own experiences and allowing them to
dominate

Not clarifying — by asking! — the objectives

Good basis for any coaching conversation!

To foster deeper understanding, especially in the coachee
To help the coachee assume more responsibility

To promote commitment, self-motivation, self-evaluation
and self-confidence

Expressing appreciation

Displaying confidence

Displaying availability, involvement, concern
Explicitly increasing self-confidence
Expressing shared feelings

“You did that well’

‘T can imagine that you’re worried about that.’

‘Tll be here again tomorrow morning if you need me’

‘T am confident that you will make this a success’

‘Don’t worry if all of the details have not been worked out.”

Flattery, false compliments and exaggeration
Against all odds: ‘yes, but ...’-type support
Exaggerated protection; patronising the coachee
Being held back by own inhibitions
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2. Supporting (cont)
e Giving mixed signals
Levelling off using ‘plusses’ and ‘minuses’

To build morale and self-confidence

To offer support in taking risks

As an approach to ‘withdrawn’ coachees
To encourage learning from success

When to use:

3. Releasing

Specific behaviours: e Active and focused listening
e Asking follow-through questions
e Asking about what ‘seems to be hard to say’, or ‘what is
left unsaid’
e Self-disclosure, empathy and sharing own feelings
e Reflections on the coachee’s feelings at this moment
¢ Inviting underlying and different perspectives

Examples of e ‘Why do you lack self-confidence?’
interventions: e ‘What is going on here?’
e ‘By the way in which you talk about it you seem to be say-
ing ...

e ‘What exactly?’

e ‘What you seem to be talking about less this time is ...’
e ‘Is it difficult to talk about that here?’

e ‘But you don’t seem to feel confident about that.’

e ‘That leaves me feeling rather lost.”

Filling in too much for the coachee

Psychologising; going too deep

Making a mountain out of a molehill

Showing sympathy too easily

Losing own independence by feedback or support
Denying or criticising coachee’s feelings (unintentionally)
Putting up barriers for the coachee

Traps to avoid:

When to use: To deepen insight

To make space for new perspectives

When the coachee feels blocked or incompetent
When the coachee is frustrated, demotivated or angry

e When the coachee is afraid to take risks
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Finally, we give a list of common and more elaborate coaching interventions
which are not so easy to classify in terms of Heron’s coaching styles:

Interventions

Reflection on the coachee’s use of language,

e.g.:

e talking without using the first person:
‘you’, ‘people’, ‘everyone’

e talking in terms of impossibilities

e indirect allusions which may refer to
this conversation or the coach, for
example.

Pattern recognition, such as reflection on:
e links with what was said in a previous
session
e repetition of certain words or
expressions
e use of certain types of imagery and
associations.

Converting objections into opportunities,

e.g.:

e by using the question ‘How could it be
done?’ if the coachee keeps pointing
out why something cannot be done

e by the ‘miracle question’ (see Chapter 6).

Research in the form of questionnaires, e.g.
concerning personality, stress indicators,
learning styles, leadership styles, team
roles etc.

Homework in the form of diary, biography,
logbook, coaching conversation report,
mind map, story, drawing, etc.

Exercises in the form of role-play with the
coach or with the aid of a video camera
in the workplace.

Matching
coaching
approaches

Analytic

Analytic

Directive
Solution-
focused

Directive
Analytic

Directive

Directive

Matching coaching
styles

Depending on directive
or facilitative
intervention:
informing or
discovering

Depending on directive
or facilitative
intervention: releasing
or challenging

Depending on directive
or facilitative
intervention: directing
or discovering

Combination of
directing (handing
out questionnaires)
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Summary: the capabilities of the coach

The convictions held by different coaches can vary widely, but good
coaches are transparent about them and open to alternatives.

The most important attitude is one of respect for the coachee and
involvement in the coachee's learning process.

A successful coach has self-knowledge, knows his or her own style and
is able to deviate from it if a different style appears to be more effective.
In addition, (s)he has knowledge of:

development of individuals and groups

organisation and change management

psychodynamics and psychotherapy

approaches to coaching, interventions and levels of intervention
communication techniques.

An effective coach is skilled at:

maintaining relationships with a wide variety of coachees
managing expectations

working with different methods

recognising patterns and mental models

utilising painful impressions and experiences.

The behaviour of an effective coach can be characterised as focusing on
the following six central coaching styles:

directing or giving directions, advice and recommendations
informing or giving information, knowledge and summaries
challenging or increasing (self-)awareness and exploring assumptions
discovering or deepening insight by facilitating self-exploration
supporting or raising self-confidence and self-esteem

releasing or exploring emotions which are blocking progress.




Learning through coaching

Coaching is a form of individual learning which helps people to progress
in their professional development — their ‘career’.! In this chapter we exam-
ine how coaching fits in with individual learning styles and individual
careers. We also explore situations when coaching is perhaps not the best
answer. As a coach, reflecting on the coachee’s learning can help you
emphasise the autonomy of the coachee and so avoid becoming too
involved yourself. Finally, the role of the coach is to encourage the
coachee’s autonomous learning process. The coachee remains the owner of
that process: (s)he will have to go through it in person!

Coaching and individual learning styles

Being coached is a very personal and completely unique experience. Mindful
of Rogers’ well-known words,> however, we can still perhaps make some
general comments about this personal and unique experience. What is the
impact of coaching, and how can a coach reinforce that impact? Coachees
report that coaching can have an impact on many fronts — sometimes even
apparently opposing ones — through (for example):

facilitating reflection on one’s day-to-day practice

facilitating reflection on one’s own role at work, and on one’s own career
providing a haven and support when going through transitions at work
offering challenge and inspiration in breaking out of periods of stagnation
at work

e helping find new answers and untapped potential

1. Earlier, in Chapter 8, we wrote about ‘learning’ as a possible defence for the
coachee against new insight. In this chapter, we write about the opposite: learning
not as a method of masking repression but as an expression of authentic progress
and change.

2. ‘The most personal is the most universal’ — see Chapter 7.
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e allowing preparation and practice of a new attitude or new behaviour at
work.

Learning is personal, and different professionals differ with regard to how
they would prefer to learn (see Learning with Colleagues, Part 1II). In his
book Experiential Learning (1984), Kolb describes four different learning
styles. If we think of coaching as stimulating individual learning processes, it
is important for a coach to know which learning style best suits the coachee.
To this end Kolb drew up the learning style inventory, which we included in
Learning with Colleagues as Appendix D. Kolb identifies the following
learning styles:

Divergent

In this learning style you consider specific situations from many different
perspectives and establish links between different aspects and approaches.
Besides listening and looking carefully, your imagination and powers of
observation help you to consider events, issues or problems from a variety
of angles. This is a divergent learning style because you keep seeing new
aspects, which keep leading to new meanings and values. It is especially
suited to the appropriation of new experiences and the generation of new
ideas. Interest in, and sensitivity to, personal and interpersonal aspects
often go hand-in-hand with this learning style.

Assimilative

In this learning style you move from diverse observations and reflections to
an integrated explanation or to theoretical models. Using precision and
sharp logic, you judge information and models on their merits. This is an
assimilative learning style, because you assimilate diverse ideas and informa-
tion or adapt them to an encompassing theoretical framework. This learning
style is especially suited to the inclusion of data in models, and when testing
whether these models are complete and offer a basis for generalisation. The
learner’s interest lies mainly in the beauty and completeness of the models
themselves, at the expense of interest in people or in practical matters.

Convergent

In this learning style you combine theory and practice in usable and achievable
solutions. Using selective attention, problem-solving capability and progress-
oriented decision-making, you adapt and apply models in order to provide new
answers and solutions to practical questions. This is a convergent learning style,
because the style helps you get to grips with complex and ambiguous experiences
and transform them into a single experiment or defensible approach. This learn-
ing style is therefore eminently suited to situations where a single hypothesis or
solution is necessary and possible. Concentrated attention and the nerve to break
new ground and take decisions often go hand-in-hand with this learning style.
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Accommodative

In this learning style you can achieve practical results by rolling up your
sleeves, trying things out and seeking out new experiences. Using adaptabil-
ity, commitment and entrepreneurship, you take steps to follow up choices
and try out solutions. This is an accommodative learning style, because you
react and adapt to changing circumstances. It is particularly suited to com-
plex situations in which progress is required, and where ‘trial-and-error’
offers a good approach. The learner’s interest here is often intuitive and
implicit, directed towards action, influence, mastery and new experiences.

A coach can act within each of a number of facilitative roles (compare
Chapter 16 of Learning with Colleagues), serving as:

e adeveloper within divergent learning, encouraging reflection and different
ways of looking at things

e ateacher within assimilative learning, encouraging reading and research,
linking with theory and literature and helping to structure divergent
learning

e a process manager within convergent learning, preparing and testing
new approaches

e a trainer within accommodative learning, giving support, looking for
opportunities to practise and encourage actual application of skills and
learning

e a sparring partner between the learning styles, encouraging balance and
approaches other than the usual, preferred style

e a meta-teacher between the learning styles, inviting the coachee to look
at the quality of the learning itself and at his or her own way of learning
(in other words, inviting meta-learning).

Coaching may therefore facilitate learning processes in all of the different
learning styles. Due to its conversational nature, however, and because it
occurs away from the workplace, it is geared primarily towards divergent
learning, just like the ‘coaches’ or ‘consultants’ in peer consultation (see
Chapter 19 of Learning with Colleagues).

Coaching and individual careers

If we take a longer-term perspective, then coaching is located somewhere
within the coachee’s ‘individual career’ and aims to enrich and facilitate that
career by raising his or her relationship with certain experiences, ambitions
and issues for discussion The extent to which the longer term — and hence
the coachee’s career trajectory — is a subject of coaching depends, of course,
on the objective of the coaching, and differs for each unique coaching rela-
tionship. If coaching has an impact, however, it will certainly have an impact
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on the coachee’s future career as well. This is why we also consider its effects
on professional careers.

Combining the insights within influential articles by Kanter (1989) and
Arthur (1994), we can assume four different generic careers or ‘career scripts’:

e The bureaucratic career entails moves from rank to rank and job to job
in a succession of hierarchical positions. In this pattern, people are not
particularly attached to specific tasks or colleagues, but are often very
loyal to the organisation as a whole. Progress in this career is vertical —
the only way is up! If progress stagnates it is usually because the person
concerned does not understand the rules of the game, or does not apply
them properly.

e The entrepreneurial career is focused on entrepreneurship. In this script,
professionals are entrepreneurial, creative, innovative and competitive.
Once they have found their niche, they stay there. The more commercial
success, the more income. Progress in this career is strongly linked to the
extent to which someone is able to create new products or services.
Progress stagnates when the business is not prepared to (continue to) grow.

e The professional career is a career based on expertise. The person
concerned acquires status and reputation by excelling in professional
knowledge and skills, for example in academia. The professional is
very loyal to his or her specialism, but less so to the organisation.
Progress is assessed in terms of an individual’s response to increasingly
demanding assignments. It stagnates when the professional notices,
too late, that his or her specialism is no longer necessary and fails to
develop a new specialism in time.

o The boundaryless career has no standardised script. Professionals write
their own script while working on projects — often in a self-employed
capacity or in temporary networks. They create progress by continually
developing new things, both in terms of form and content, and by renew-
ing their own network. Each new project brings a new challenge. Progress
in this career takes place when the person concerned feels ready to take on
increasingly complex and uncertain assignments. Progress stagnates if
(s)he makes choices without carefully considering his or her own interests,
or lacks market discipline, resilience and/or powers of recovery.

These four types of career entail different sorts of learning issues. The fol-
lowing barriers can be identified:

e In the bureaucratic career there is a risk of passive, risk-averse learning
behaviour and it is particularly difficult to develop accommodative
learning.

o In the entrepreneurial career, the usual focus on action and objectives is
at odds with the calm and reflection of divergent learning, in particular.
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e In the professional career, there are already so many intrinsic, content
challenges that these ‘knowledge workers’ sometimes do not take on
extrinsic challenges and may have difficulty with application-oriented,
convergent learning.

o In the boundaryless career there is a lot of experience of meta-learning, but
professionals may be so exposed to fragmentation, discontinuity and an
excess of information that confusion results, and systematic assimilative
learning in particular becomes difficult.

Coaches can, as usual, point out what is missing and what appears to be going
badly. They can help more generally by, on the one hand, helping the coachee to
break out of periods of stagnation and, on the other, helping bring calm to peri-
ods of transition.> Professionals can go through substantial transitions, for
example by acquiring new responsibilities in new jobs, new contacts with clients,
and new sorts of assignments. These transitions call for new knowledge, skills
and behaviour, which are themselves essential components of their learning
processes. If a professional does not handle a transition well (s)he may be uncer-
tain and unproductive for a while, and might even burn out. The dominant
career thinking often associates difficulties in transitions with individuals ‘not
fitting in’, ‘not managing’ or ‘not being strong enough’. We prefer to describe
problems of this sort as relevant learning opportunities that call, above all, for
solid coaching.

Limits on coaching

So far we have considered a range of indicators for coaching and a variety of
individual learning styles and careers to which coaches, in our view, can make
a useful contribution. However, when is coaching not the right answer? When
would it be sensible to initiate a different learning activity or to refer the
coachee to others? We believe that the limits of effective coaching have been
reached in any situation where one of the following three statements applies.

The coachee presents puzzles instead of problems

The difference between puzzles and problems is that puzzles have a single, opti-
mal solution that can be found with the right expertise, while problems have
many solutions, but are never really completely resolved. A work-related prob-
lem that the coachee can solve using the Internet, or by looking up certain
information inside the organisation is, in our view, not ‘interesting’ enough to
bring to a coach. In more general terms it is useful, in the case of ‘one-off’
coaching issues, to consider whether coaching is necessarily the best answer or
if it would be better just to call in an expert, as in the example below.

3. Similar to the confronting of ‘what could be done differently’ versus the sup-
porting of ‘what is going well’ in our ‘window onto the coach’ (Chapter 2).
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An example

A director of a small charity has placed an advertisement for an office
manager, who will be only the third full-time employee of the organi-
sation. He realises that this is an important expansion of the team and
that he himself has little experience of taking on staff. He therefore asks
his coach to coach him in the recruitment and hiring of staff. The coach
suggests that he attend a number of job interviews himself, instead of
focusing on the way in which the director handles this issue during
coaching conversations. This is what happens and the outcome is to
everyone’s satisfaction.

The coachee presents organisational rather than personal problems

Coaching, in the first instance, looks at the coachee’s own stake in a prob-
lem, and the way in which (s)he can strengthen and develop his or her per-
sonal contribution towards its resolution. Where organisational problems or
‘team problems’ are concerned, therefore, it is debatable whether coaching is
appropriate. Coaching can certainly reinforce individuals in their handling of
team and organisational issues, and so reinforce individuals’ effectiveness in
teams, but it can also reinforce a mistaken belief within an organisation that
an individual coachee plays a key role in a problem of some kind. Coaching
can therefore reinforce an ‘individualising’ tendency in the organisation, and

JOU'D BE BETTER
OFF SEEING A
COACH FIRST !

174 IR0

Figure 13.1 Sometimes the advice to enter into coaching is not the best advice
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may (unintentionally) aggravate problems if it feeds a habit of placing too
much emphasis on the individual’s contribution to wider problems and to
their resolution. In the following chapter we look in more detail at the role
of the organisation in coaching issues. When considering issues involving the
dynamic between groups of colleagues, Learning with Colleagues (de Haan,
2004) is usually a more appropriate source of information. In the case of
organisational issues, it sometimes helps to call in an external organisational
development consultant to look at the broader organisational system, and to
work in a learning manner with the organisation as a whole.

The coachee presents all-pervading problems, extending far beyond work-related
issues

If the issues for which the coachee is seeking coaching extend over many
areas of his or her working and private life, coaching may not provide the
right answer. If the problem is of all-pervading personal significance, and
so has a constant hold on the coachee, it is important to refer him or her
to a physician and psychotherapist. There are several indicators that such
an all-pervading problem might be present, such as:

e disturbances and major exaggerations in the coachee’s self-image or
images of others
major anxiety, expressed as anxious, attacking or controlling reactions
insensitivity, alienation or strongly dependent behaviour.

An important indicator when deciding if coaching is appropriate is the
coachee’s resilience. Is the coachee able to undergo and use the sometimes
painful learning experiences in the coaching?

Often, the coach realises soon enough that there is something ‘fishy’
going on, or that the coaching is not working. At such times it is a good
idea to make a referral, to summarise your own impressions objectively
and decisively, and to have recourse to names and telephone numbers of
other professionals who may be able to help.
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Summary: learning through coaching

Coaching is a form of individual learning in which coachees explore their
own relationship with issues in their professional development - in other
words, addressing specific concerns but also with regard to the broader
context of their ‘career’.

Kolb (1984) identifies the following learning styles:

divergent (concrete experience)
assimilative (reflective observation)
convergent (abstract conceptualisation)
accommodative (active experimentation)

Different sorts of careers may benefit from emphasising different sorts of
learning issues:

e the ‘bureaucratic’ career, in which accommodation in particular is
difficult

e the ‘entrepreneurial’ career, in which divergence in particular is difficult

e the ‘professional’ career, in which convergence in particular is difficult

e the ‘boundaryless’ career, in which assimilation in particular is difficult.

The coach can support the coachee in tackling these learning issues, offer-
ing assistance in going though and balancing periods of stagnation and
transition in career development.

Sometimes coaching is not the right answer to an individual problem, for
example:

when dealing with puzzles instead of problems

when an issue is more truly an organisational than an individual one
e when severe or complex personal issues on the part of the coachee are

in play.




The organisation coach

Every coach is an organisation coach. All coaching described in this book is
coaching not only of a coachee, but also of an organisation, because the
coachee’s organisation is present in and through every coachee. This is the
main difference between coaching and psychotherapy: coaching is work- and
organisation-oriented, while therapy is more remote from the working
organisation — the organisation being only one dominant system of which the
coachee forms part.

This chapter is concerned with the ‘use’ of the organisation in coaching
conversations. It therefore focuses on external coaching slightly more than
other chapters. We assume that the coach here is not part of the coachee’s
organisation. However, internal coaches can also find something for themselves
here: the word ‘organisation’ is a broad and vague concept. For example, if the
coach is part of a corporate services department and the coachee’s position is
deep within a division or business unit, we can safely assume that the coach is
not part of the coachee’s relevant organisation. The coach is therefore ‘external’
enough to apply the principles outlined in this chapter. For the limitations of
internal coaching, see also Chapter 15.

This chapter looks primarily at the struggles, shortcomings and conflicts
within the coach/coachee and coach/coachee/organisation relationships. We
therefore concentrate to some extent on negative or imperfect aspects of organ-
isation coaching. However, in our view the positive and constructive thing about
coaching is precisely that the coach can draw attention to, examine and perhaps
resolve these aspects. We provide only brief descriptions of the different ways of
looking at the dynamics of the coach/coachee/organisation triad, but references
to relevant literature are also given.

The psychodynamics of organisations

We cannot cover the whole of the theory of organisation in this book, of
course — not even what has been said about it from a psychodynamic per-
spective — but we can raise some relevant aspects regarding working in an
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organisational context and discuss how those aspects can come into play in
coaching conversations.

We are all members of different groups and organisations, and we all
have some degree of ambivalence about working and living in groups. In
short, groups are hard to live with, but also hard to live without. We have
great difficulty in giving up parts of our individuality in order to fit into an
organisation yet we find it hard, if not impossible, to live or work without
connections. For the sake of convenience, we view organisations here in
terms of activities of sensemaking (Weick, 1995) and adjustment (De
Board, 1978) with regard to a variety of processes and activities. In Learn-
ing with Colleagues (Chapter 22), the following three, fairly general,
processes in organisations were distinguished:

e Working, which includes the primary process of the organisation, but also
a variety of jobs and tasks that employees take on for various reasons.

e Controlling or managing, which includes the management of the organisa-
tion, but also a range of local management tasks such as the development
of a departmental strategy, annual departmental plans, a planning and
control cycle, meetings, daily planning, and so on.

e Learning: all efforts to acquire knowledge in order to bring about
improvements in the other two processes.

All members of organisations have to keep defining and re-defining their
own positions in relation to these ‘organising processes’, via sensemaking
and adjustment. Most coaching conversations concern doing this as effec-
tively as possible: in other words, they concern boundaries, authority and
taking responsibility (Czander, 1993). Coaching is about boundaries to,
authority within, and responsibility for the role adopted by the coachee in
the organisation.

Often, the aim of a professional within an organisation is to connect his or
her own thoughts and feelings to processes that are of personal relevance, in the
form of role behaviour. Role behaviour means the ability (Reed, 2000):

|:| |:| Workin.g.

¥

Leaining
Controlling
or managing

Figure 14.1 Working, managing and learning processes in organisations
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e to find a role (finding a suitable work process or function; analysing the
state of that process)

e to make a role (flexibility and authority in creating a suitable role)

e to take a role (assuming responsibility for and authority within one’s
own role).

Right from the start of coaching, it is important to think in terms of roles. If we
simply look at the coachee’s issue and disregard the coachee’s organisation, we
initially ask ourselves the question: “Why is this dysfunctional?’ If we consider
the issue from the perspective of the psychodynamics of organisations,
however, we ask ourselves the completely different question: “Why is this issue
thought to be dysfunctional?” We follow up with another question: ‘And how
does this issue, which may have a negative significance for the coachee in his or
her own environment, impinge upon the functioning of the greater whole?’

As the coach, it is therefore helpful to ask yourself regularly during coaching
conversations: ‘How does this problem contribute to the functioning of a
greater whole? What is the function of this problem? Why did it arise, and what
role does it play in the continuation of the status quo?’

The coach in the role of coach

The coaching conversation, too, involves two clearly different roles, to which
the two parties adjust to a greater or lesser extent: the role of coach and the
role of coachee. In the previous chapters we discussed many characteristics of
— and hence boundaries to — the role of coach. See, for example, Chapter 12
on the coach’s capabilities, or the role choices in the different approaches in
Part II. Many of the boundaries concern the coach’s availability to focus on the
coachee and the ‘material’ of the coachee:

e As the coach, you confine yourself largely to observation and exploration:
seeing and saying what you see.

e As the coach, you dissociate yourself as far as possible from your own
memory and desires (Bion, 1970), in order to be present here and now
in this situation as far as possible.

e As the coach, you also have a ‘negative’ capability (Bion, 1970): the ability
to be in situations where uncertainty, ambiguity and doubt prevail, without
making laborious attempts to get out of them, for example by means of
observations, interpretations and solutions.

Perception has its own limitations and is subject to distortion. In fact, much of
perception is a magnificent illusion that we conjure up ourselves (de Haan,
1994). Yet illusions, while they subtly deceive us, also frequently enable us to
explore our surroundings better. It is these illusions that enable us to take in the
‘right’ information. Consider a television set. If we were to see it as it is — as a
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distorted, multi-coloured, changing series of flat images — we could no longer
take in the content of the programmes. Illusions come about by filtering and
aggregating, removing from our consciousness the unimaginable amount of
information that is available to us but that we do not need in order to act. Illu-
sions are the result of collecting the ‘raw’ information on a higher aggregation
level. Whether or not illusions are a by-product of that process is a question that
remains unanswered. Perhaps it is precisely thanks to our illusions that we can
use our perceptions in order to act! Illusions often relate, therefore, to our own
generalisations, and to the things that we ourselves ‘take for granted’.

Selective attention also contributes to a distorted view of reality and
enables us to expand our scope for action and, more importantly, to choose
what we want to perceive.

Finally, there are the distortions: the things that we do not see or see
poorly because we have not developed any sensitivity to them, or because we
have (often unconsciously) developed barriers or prejudices against them as
a result of our own experience.

The aspects of perception outlined above are difficult to apply in coach-
ing because they would no longer be illusions, selections or distortions if we
were fully aware of them. They would become different perspectives, ways
of looking at things that we could use as we choose. Especially when con-
fronted with confusion and ambiguity, we often feel we do not have control
over our perceptions, and feel ourselves inadequate. We then sometimes feel
frustrated and think that we need more information, more perceptions.
However, we may be deceiving ourselves by our own — not entirely conscious
— realisation that more accurate perception might give rise to all sorts of
painful feelings. The art is sometimes to convert ‘not being able to perceive’
into ‘perceiving what is not there’: something that is missing, that does not
fit in, that is incongruous ...

It is therefore helpful, as the coach, to ask yourself regularly during coaching
conversations: ‘What am I not perceiving?’ What is missing from the coachee’s
story? What aspects of the story do I find hard to make sense of? What ‘colour’
are my own (metaphorical) glasses at this moment? It is difficult but, with train-
ing, not impossible, to perceive one’s own ‘perspective’, or way of perceiving!

The coachee in the role of coachee

The tensions in the coachee — in terms of ‘being’ coachee — have already been
discussed, in Chapters 8 and 9 among others.

Coachees frequently come to the coach not in order to change, but as a last
resort in order to stay the same. Consequently, the initial question is often at
best a symptom of an underlying question that the coachee is initially unable or
afraid to raise.! The initial question then acts to divert attention away from,

1. The original Greek word symptoma means literally ‘accident’ or ‘discomfort’.
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and to hide, the actual problem. It is difficult to underestimate how painful
change is, or the lengths to which coachees and organisations will go in order
to avoid it. They often prefer to live with a ‘symptom’: a painful inconvenience
that simply will not go away, and over which they have limited influence. The
coachee’s initial question often translates as: ‘Help me without taking my
symptom away’; or ‘Just take my symptom away and don’t change anything
else’; or ‘Change me without changing me!’

The coach’s basic principle is generally: ‘In order to change you will have
to learn.” However, ‘learning’ can also be used to avoid change: it can act as
a last line of defence (see the list of defences in Chapter 8) for the coachee.
Learning is not the same as ‘becoming’ or ‘growing’. Learning can mean
understanding what is going on and leaving it at that. Learning can easily
become a goal in itself.

If the issue is worth the trouble of entering into a coaching relationship,
there are usually powerful emotions at stake. These emotions will be con-
nected with the issue, the problem and failed attempts to resolve it to date,
but also with entering into the coaching relationship itself. The latter feelings
occur both in the coachee and in the coach.

Much of the emotional charge of a coaching relationship, especially at the
start (see also Chapter 4), is still unprocessed and so is partly unconscious.
Unprocessed emotional charge can be expressed in a variety of ways: resist-
ing behaviour, controlling behaviour, attributions to others in the form of
projections, and so on.

For the coachee, coaching is a process which begins with a cocktail of
emotions, and moves first towards contemplation of those emotions and
then to action — instead of acting immediately on the basis of those emotions.
This process can be seen as the transformation of emotional experience into
new opportunities for action (see Bion, 1965). ‘Acting’ in this context means
making use of the thinking — not in the first instance to learn, but rather to
become and to grow.

It is therefore helpful, as the coach, regularly to ask yourself: ‘How does
this coachee want me to feel?” In other words: what impact does my
coachee’s story have on me? What aspect of the story do I find hard to make
out? How does it feel to be in conversation with the coachee at this moment?

The coachee in the role of coachee and of professional in the organisation

The coachee is the person who translates and applies the outcome of coaching
conversations in his or her own practice. With the aid of coaching, (s)he makes
renewed sense of the situation, and prepares to adapt accordingly. The coachee
is the link between the coaching relationship and organisational practice. In
fact, for the coachee, entering into a relationship with a coach means an addi-
tional adjustment and finding a new role, namely that of coachee of this coach.
Because it is a role that is situated partly outside of his or her ordinary working
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practice, it offers greater opportunities for gaining insight and for experiment-
ing. However, it is sometimes useful to look at your coachee as a translator or
intermediary between coach and organisation. This is particularly true if it
emerges that certain actions planned during the coaching conversation are not
carried out in the coachee’s refractory day-to-day practice — in other words,
when the coachee experiences (in the view of the coach) a ‘relapse’.

The coachee attempts to develop within a role provided by his or her
organisation. The coachee develops him/herself and a personal role at the
same time. On the basis of life experience, the coachee brings along all sorts
of (behavioural) patterns, which are visible in his or her role-behaviour. After
some time in the role, moreover, the coachee carries the organisation inter-
nally, as in a hologram.? A hologram has the amazing property that a frag-
ment still contains the entire original image. Like a hologram, the coachee
reflects elements of his or her entire emotional experience in an organisation
in every fragment of conversation. Like a fragment of the hologram, the
coachee presents a complete and personal image of the organisation. The
coachee’s problems and emotions can often be related to the problems and
emotions prevailing within the organisation. It is as if the organisation is
contained within the coachee, just as the coachee is contained within the
organisation. Coaching may start from either angle.
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Figure 14.2 The coachee’s entire organisation is present during a coaching
conversation

2. This phenomenon of representing in oneself the emotional experience within the
organisation is also known as the ‘organisation in the mind’ (see Armstrong, 1997).
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It is possible to carry out a role analysis: in other words, to explore with
the coachee his or her available roles, and the choice of roles that may be
open (Reed, 2000). The following distinctions can be made in this respect:

e Role biography focused on the coachee: what roles has the coachee
played in this and in other work processes, and what experiences are
associated with those roles?

e Role history focused on the organisation: what roles has the organisation
traditionally offered and nurtured?

e Role dialogue focused on both: what conversation or negotiation takes
place — partly unconsciously — between organisation and coachee, in
order to arrive at the most appropriate role interpretation?

Pay attention during the coaching to the coachee within yourself: be aware
of what the coachee and what (via the coachee) the organisation triggers in
you.? This can tell you a great deal about the less conscious aspects of the
organisation in the experience of the coachee. Pay attention too to the coach
within yourself. What needs, unprocessed emotions, uncertainties, change
issues and other factors do you bring to this coaching relationship yourself?

Why did you actually choose the role of coach in the first place?

It is helpful, as coach, to ask yourself regularly during coaching conversa-
tions: ‘How does this coachee’s organisation want me to feel?’ In other
words, what sort of function do I fulfil as a coach in the coachee’s organisa-
tion? For what stories and emotions am I a ‘safety valve’?

This question can also be put to the coachee: ‘How does your organisa-
tion want you to feel?” What is the emotional ‘value’ of your role in the
organisation? What is it that you are taking on for this organisation, as a
coachee? This may put you on the track of phenomena known as valencies
(see Bion, 1961, or Learning with Colleagues, Chapter 12): susceptibilities of
certain people and roles in organisations to particular emotional charges,
which express themselves most — or even exclusively — in that person and
role. Valency can therefore relate to an individual susceptibility, but also to
a susceptibility associated with a certain role in the organisation.

An example
There is a preliminary meeting with the coachee, the director of a
consultancy, and his manager, the majority shareholder in the consul-
tancy. Strikingly, the coachee asks the coach for ‘positive support” and
‘a constructive approach’ and even warns of the risk of ‘burnout’.

In the first coaching conversation a few weeks later, the coachee
says how ridiculously hard he has worked in recent years and how he

3. Compare the utilisation of counter-transference as described in Chapter 8. See
also the organisation coach step in the ANALYTIC METHOD in Chapter 10.
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is not accustomed to complaining about it: ‘I don’t know where my
limits lie.” The image of ‘burning’ recurs, now in the form of ‘fire-
fighting’. This is his most frequent activity at work, but a change has
occurred: recently he has been confronted on a daily basis with his
own limitations and with failure.

He talks a lot about the majority shareholder, whom he experi-
ences as negative, undermining and intimidating. He himself realises
how, after his last promotion, the shareholder started to see him as a
threat for the first time. In recent months he has therefore combined
the valencies of ‘protegee’ and ‘scapegoat’ and it is starting to become
too much for him. The coach feels paternal, concerned, caring. It is as
if he is being called on to supply all of the behaviour not shown by
the majority shareholder and the other consultants in the firm ...

Figure 14.3 The coach and coachee

Behind the coach stands the  Behind the coachee stands the organ-

emotional experience of the coach,
who is sensitive to what the coachee
triggers in him or her. Behind that are
the reserves of the coach: other
aspects of his or her personality that
may be brought to this coaching
conversation.

isation in the emotional experience of
the coachee, traces of the coachee in
his or her role in the organisation.
Behind that are the reserves of the
coachee, other roles, life experiences,
that are present both in that role, and
in this coaching conversation
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Summary: the organisation coach

Every coach is an organisation coach: the coachee's organisation is just as
present as the coachee personally. The coachee continues to be part of the
organisation and the coachee has built up an internal representation of
the organisation of which (s)he is part, so all coaching is organisation
coaching.

Questions to ask yourself regularly as a coach:

e How does the coachee's (negative) problem contribute towards the
(positive) functioning of the coachee or the (positive) functioning of
the coachee's organisation?

e  What am I seeing here and now? But also — what am I not seeing here
and now?

e  How does this coachee want me to feel?

e How does the coachee's organisation want the coachee to feel?

e How does the coachee's organisation want me to feel?

Struggles of the coach in the role of coach:

e influences based on his/her own memory and desires

e distorted perception due to illusions - filtering and generalisations

e distorted perception due to selective attention — his or her own interest,
concentration and choices

e distorted perception due to distortions — distorting glasses and blind
spots.

Struggles of the coachee in the role of coachee:

e emotions, including those connected with entering into the coaching
relationship

attachment to symptoms

symptoms masking problems

defences

resistance.

Struggles of the coachee in the role of professional in his or her organisa-
tion:

finding a role

making a role

taking a role

valencies for emotions related to his/her own role.




Limitations of coaching
with colleagues

Coaching with colleagues is a broad concept. As discussed earlier in this
book, both colleagues from outside the organisation (external coaches) and
colleagues from within the coachee’s organisation (internal coaches) can play
a role in this respect. There are also managers who use a coaching style of
management but at the same time remain hierarchically responsible for their
staff, with inevitable consequences in terms of what can and cannot be dis-
cussed during a coaching session. This book is not concerned with coaching
leadership, though we find that leaders are able to use most coaching styles
very effectively. In the relationship between manager and ‘coachee’, the
coachee cannot really be at the centre: the manager’s task is to represent the
interests of the organisation and the department, and those interests do not
always coincide with the interests of the coachee.

In recent decades the perception of coaching within organisations has
changed radically (Frisch, 2001). The negative status and stigma that previ-
ously attached to managers who needed a coach to support their professional
development appear to have been replaced by a particularly positive status —
the manager is apparently important enough to the organisation to warrant the
investment in coaching. At the same time, coaching within organisations is
being viewed less as a way to put derailed career paths back on track, and more
as an investment in future careers. These developments have been accompanied
by the phenomenon of internal coaches, which has developed into a formal
staff discipline in a growing number of large organisations.

In this chapter we examine characteristics of internal coaches; the advantages
and limitations of working with internal or external coaches; the application of
the various styles by internal coaches; and the framework and codes of conduct,
ethics and practice which we consider important in that respect.

Characteristics of internal coaches

Internal coaches differ from coaches coming from outside the organisation
in two respects (Twijnstra and Keuning, 1988):
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e First, the internal coach is not truly independent with respect to the
organisation. The coach has a personal role to play in it, and also has his
or her own (emotional) experience of the organisation. This sometimes
makes it difficult for the coach to ‘empty his/her mind’ and listen with
complete objectivity to what the coachee is saying.

e Second, the internal coach has more knowledge of the organisation and
therefore a clear idea of the context within which the coachee is operating.
This can be an important advantage over some external coaches who are
unable to assess that context properly, with possible adverse consequences.
However, it can also impede a fresh and independent assessment of the
organisational context (see Chapter 14).

There are several reasons why an organisation might choose to work with
internal coaches. Those reasons may derive from convictions within the
organisation regarding how people should be managed. For example:

e The organisation sees coaching as an effective form of learning and
wants to acquire relevant knowledge and experience of it, to enable the
organisation to gain maximum benefit.

e The organisation sees regular coaching of staff as relevant to the
effectiveness of the organisation and therefore wants to invest in it.

But there may also be entirely practical reasons for working with internal
coaches. For example:

e The organisation wants to have constant access to coaching expertise
and not to be dependent on outsiders.

e The organisation wants to keep the costs of coaching under control or
offer it to broader target groups: external coaches may charge high fees.

Internal coaching can take a variety of forms. Some organisations decide to ask
senior professionals to take on the role of coach on an occasional basis, in addi-
tion to their other responsibilities. This often occurs within consultancies. Other
organisations decide to work with internal coaches who take on that role for the
entire organisation, or they may even assemble a ‘pool’ of internal coaches.

Advantages of internal coaches

There are a number of advantages to working with internal coaches:!

e The internal coach has wide knowledge of the organisation, the sector
and sometimes the coachee’s discipline. This gives the coach an idea of

1. We refer to Frisch’s article (2001) about internal coaches and also use the advantages
of working with internal consultants mentioned by Twijnstra and Keuning (1988).
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the context within which the coachee is operating and enables him or her
to make progress more quickly, especially in the early stages.

e The internal coach knows something about the power relationships,
culture and problems within the organisation. This sometimes gives the
coachee a sense of safety and confidence.

e  For coachees, the psychological barrier separating them from an internal
coach is often lower. The advantage in terms of cost may play a role in
this respect, but also the greater familiarity and proximity.

e The internal coach can often be contacted quickly and easily. It is easier
to pop in to visit, if necessary, than it is with an external coach.

e  The internal coach has more opportunity to observe what the coachee does
in the organisation and can bring those observations to the coaching
conversations.

e Working with internal coaches means working towards a more
‘learning organisation’ (Senge et al., 1994), if only because then
internal professionals are more explicitly involved with their
colleagues’ learning.

Limitations of internal coaches — advantages of external coaches

Besides the advantages, the use of internal coaches also has a number of
limitations.? Of course, these are also advantages in external coaching.

1. The internal coach is less free with respect to the coachee’s organisation:

— The internal coach’s knowledge of an organisation can also result in
a ‘corporate blind spot’ which prevents him or her from seeing
certain (power) patterns and mechanisms, or from raising them for
discussion.

— The internal coach has a personal history within the organisation. As
a result, (s)he may be more tempted to become unhelpfully directive,
as in: ‘what was good for the coach is good for the coachee’.

— The internal coach is dependent upon the organisation — being on the
payroll personally, (s)he has managers and is part of the system within
which the coachee is operating. This can be experienced as very limiting
and less confidential, both by the coach and by the coachee.

— The internal coach often has a reputation with the coachee already,
which can sometimes get in the way of the coaching.’

2. Again, see Twijnstra and Keuning (1988) and Frisch (2001).

3. Sue-Chan and Latham (2004) compare internal and external coaches with a wide
difference in reputation in terms of (perceived) expertise and credibility. The out-
come study was performed among MBA students and compared the perform-
ances of these students under three conditions: tutors as coaches, peers as coach-
es, and ‘self-coaching’ (with instructions). The internal coaches score much lower
than the external coaches, and sometimes even lower than ‘self-coaching’.
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— The internal coach may be contractually committed to management
objectives, and see the senior management of the organisation as his or
her first and most important client. Just as in coaching leadership, this
means that the coach cannot truly serve the coachee. We do not recom-
mend such a contract for coaching, but realise that it is sometimes
unavoidable for coaches operating from within the Human Resources
function.

— The internal coach may be prone to choose an approach that is custom-
ary within the organisation (for example, solution-focused coaching in
a solution-focused culture), while the coachee would sometimes be
better served by a completely different approach: perhaps a person-
centred approach, for example.

— Internal coaching can raise internal costs, such as administration,
training, use of office space, and so on.

2. The internal coach has a less clear and well-defined relationship to the
coachee:

— Because the internal coach is part of the hierarchy, it is sometimes
unclear who his or her client is for the coaching. It it his/her own boss,
the coachee’s boss or the coachee personally? To whom is the coach
accountable, and for what? What happens, for example, if a valued
coachee, after a successful coaching journey, decides on the basis of
this work to leave the organisation?

— The internal coach often quickly develops an informal, ‘amicable’ rela-
tionship with the coachee. Limits on the coaching conversations, and on
containment of the coaching within the sessions (see Chapter 8), may
suffer as a result. A temptation may arise to carry on coaching conver-
sations ‘as you go along’, neglecting the monitoring of start and finish
times and the importance of avoiding disruptive interruptions.

Limitations of external coaches

Every new coaching issue raises the question of whether the coachee would be
better served by an internal or an external coach. The summary of advantages
and limitations above may help this decision. The question should also be
considered carefully before adopting one of the coaching approaches
mentioned. On the basis of our own experience, as both internal and external
coaches, we consider that every approach can, in principle, be applied by inter-
nal and external coaches. We do believe that some specific coaching approaches
may be appropriate in particular contexts, however, remembering the fact that
physical distances between an internal coach and coachee are often relatively
small (especially in smaller organisations), and also the type of issues that are
often brought to internal coaches. Not surprisingly, we have concluded that the
directive approaches are often more suitable for internal coaching than the
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person-centred and analytic approaches. The latter in particular call for a
proper contract, a high level of confidentiality, a clear framework and an
adequate time frame.

The profession of ‘coach’ is perhaps one of the most unregulated professions
in current business practice. There are (as yet) no universally accredited train-
ing programmes, no generally recognised codes of conduct, and no generally
recognised professional associations or disciplinary boards. It is hard to say
anything definite about the background and professionalism of external
coaches. We do note that external coaches often have a background in
psychotherapy, external management consultancy or management — or a
combination of the three. Each background and each individual brings with
them their own qualities and limitations as coaches. As pointed out already
(see, for example, Chapter 11), other factors that come into play include the
person of the coachee, the nature of the coaching issues, the type of coaching
relationship that develops, and the objectives and context of coaching. What
we have noticed is that:

e Coaching management consultants are often troubled by the possible
presence of psychological health issues and problematic personal cir-
cumstances when dealing with coachees; they are generally aware of the
need to have criteria for referral (see, for example, our suggestions in
Chapter 13) and to build up a network among psychotherapists.

e  Coaching psychotherapists often have trouble with the organisational
context, and with both the organisation’s impact on the coaching and
the coaching’s impact on the organisation. They tend to overlook the
context to some extent and focus primarily on the thinking, feelings and
actions of the individual coachee.

e Coaching managers often find it difficult to create the right coaching
relationship, in terms of providing service and advice. They sometimes
find it hard to put the coachee and his/her issues truly at the centre and
to intervene in a way that respects the autonomy of the coachee.

Beyond these three fairly general comments, we find it difficult to make any
broad statements about the limitations of external coaching, if only due to the
great diversity of that professional field. It would be a step forward if more
generally accepted qualifications and professional codes were developed in the
coming years. Until then, we can only continue to emphasise how important it
is that coaching should go hand-in-hand with an excellent understanding
between coach and coachee, and a clear and explicit coaching contract.

Ashridge’s Code of Conduct for coaches

One of the risks of internal coaching is that it is fitted in amongst normal
day-to-day activities, and that internal coaches may overlook a number of
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rules of conduct that external professional coaches tend to adopt more
explicitly. Many different codes of conduct for coaches are in use. We have
based the Ashridge Code of Conduct for Coaches on the standards for pro-
fessional conduct of the British Association of Counselling Practitioners
(BACP) and on the ethical codes of the Dutch organisation of professional
coaches (NOBCO) and of the International Coach Federation (ICF). We
believe this provides a framework which is relevant to both internal and
external coaches. These documents are available for reference on the Internet
(see www.bacp.org.uk, www.nobco.nl and www.coachfederation.org).

The purpose of this Code of Conduct is to establish and maintain standards
for coaches and to inform and protect members of the public, their individual
clients and organisations seeking their services.

Ethical standards embody such values as integrity, competence, confiden-
tiality and responsibility. Ashridge coaches, in assenting to this Code, accept
their responsibility to clients, colleagues and Ashridge. The client’s interest is
paramount, but where coaches sense a conflict of responsibilities they have
to use their considered judgement. Therefore the Code of Conduct is a
framework within which to work rather than a set of instructions.

Figure 15.1 Sometimes it is difficult to open yourself up as a coach. Practical
experience and knowledge, however useful, can form an obstacle
to effectiveness!
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General principles
Firstly, we maintain that:

1. Coach and client enter into an equal relationship which is used inten-
tionally for the benefit of the client.

2. Clients ultimately know best what is best for them and can decide for
themselves what they do or do not want, both in their private and in
their professional lives; clients are therefore also responsible for the
choices that they make and accountable for their actions.

3. The responsibility of the coach is to give the client an opportunity to
explore, discover and clarify ways of living and working more satisfyingly
and resourcefully.

4. During coaching the goals, resources and choices of the client have
priority over those of the coach.

Code of ethics
ISSUES OF RESPONSIBILITY

e Coaches are responsible for observing the principles embodied in this
Code of Conduct.

e Coaches accept responsibility for encouraging and facilitating the self-devel-
opment of the client within the client’s own network of relationships.

e The coach takes account of the developmental level, abilities and needs
of the client.

e  The coach is aware of his/her own cultural identity and that of the client
and of the possible implications of any similarities and differences for
the coaching.

e Coaches are responsible for ensuring that they are not dependent upon
relationships with their clients for satisfying their own emotional and
other needs.

e During coaching the coach will not engage in non-coaching relation-
ships, such as friendship, business or sexual relationships with coachees.
Coaches are responsible for setting and monitoring the boundaries
between working and other relationships, and for making the bound-
aries as explicit as possible to the client.

e The coach will cooperate in the handling of a complaints procedure if
one is brought against him/her, and makes sure that reasonable arrange-
ments have been made for professional liability.

ISSUES OF COMPETENCE
e Coaches recognise the power inherent in their position: they realise that

they can exert considerable influence, both consciously and uncon-
sciously, on their clients and possibly also on third parties.
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e Coaches are aware of the limitations both of their coaching and their
personal skills and take care not to exceed either. They refer a client to
a colleague, if necessary, and maintain a professional network to that
end.

e  Coaches commit themselves to training in coaching and undertake further
training at intervals during their careers.

e Coaches seek ways of increasing their professional development and self-
awareness.

e Coaches monitor their coaching work through regular supervision by
professionally competent supervisors, and are able to account to indi-
vidual clients, colleagues and client organisations for what they do
and why.

Coaches monitor the limits of their own competence.

Coaches, along with their employers and organisation clients, have a
responsibility to themselves and their clients to maintain their own
effectiveness, resilience and ability to help clients. They must be able
to identify any situation in which their personal resources have become
depleted to the extent that they must seek help and/or withdraw from
coaching, whether temporarily or permanently.

Code of Practice
This Code of Practice is intended to provide more specific information and guid-
ance in the implementation of the principles embodied in the Code of Ethics.

MANAGEMENT OF THE WORK

e  Coaches should inform clients as appropriate about their training and
qualifications, and the methods they use.

e  Coaches should clarify with clients the number and duration of sessions
and fees. They should also explore a client’s own expectations of what
is involved in coaching with him/her.

e Coaches should gain the client’s permission before conferring with other
people about the client.

e Coaches should abstain from using any of the information that they
have obtained during coaching for their own personal gain or benefit,
except in the context of their own development as a coach.

e If there is another internal client (e.g. a manager), coaches must ensure
before the coaching starts that all parties have the same information
concerning the goal and structure of the coaching and the intended
working method. The coaching can progress only if there is agreement
between them with respect to its goals and structure. If there is any
change in the situation or the assignment, the coach formally revises
the arrangements with all parties.

e Coaches who become aware of a conflict between their obligations
to a client and their obligation to an organisation employing them
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will make explicit the nature of the loyalties and responsibilities
involved.

e In situations where coaches have a difference of opinion with the client
or other involved parties, they will maintain a reasonable attitude and
keep dialogue open.

e Coaches work with clients to terminate coaching when the clients have
received the help they sought, or when it is apparent that coaching is no
longer helping them.

CONFIDENTIALITY

e Coaches regard all information concerning the client — received directly,
indirectly or from any other source — as confidential. They protect their
clients against use of personal information, and against its publication
unless this is authorised by the client or required by law.

e Treating information ‘in confidence’ means not revealing it to any
other person or through any public medium, except to those to whom
coaches owe accountability for coaching work, or on whom coaches
rely for support and supervision.

e If coaches believe that a client could cause danger to others, they will
advise the client that they may break confidentiality and take appropriate
action to warn individuals or the authorities.

e The coach obtains the agreement of the client before releasing his/her
name, or any other client identifying information, in references — for
example, for potential clients.

ADVERTISING/PUBLIC STATEMENTS

e Coaches do not advertise or display an affiliation with an organisation
in a manner that falsely implies the sponsorship or verification by that
organisation.

e Coaches do not make false, exaggerated or unfounded claims about
what coaching will achieve.
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Summary: limitations of coaching with colleagues

Two characteristics distinguish internal coaches from external ones:

e The internal coach is not truly independent with respect to the organ-
isation.

e The internal coach has greater knowledge of the organisation within
which (s)he practises.

There are different reasons — both fundamental and practical — for choos-
ing internal or external coaches. There are also different possible ways of
organising internal coaching, for example using a pool of coaches, or as
an organisational function.

Opting for internal coaches has both advantages and limitations. These
can be weighed up when choosing a coach in a specific situation.

Internal coaches can use all of the coaching approaches described in
this book. In general, a directive approach appears to be quicker to apply
in this context, especially in short-term coaching.

Internal coaches can make use of the codes of conduct for external
coaches. They can use the same ethical framework with regard to:

respect

integrity and confidentiality

responsibility

professional conduct and conflicts of interest.




Appendix A

Personal coaching profile

This form can be completed after a coaching conversation, by you in the
position of coach, but also by your coachee for you.

It is interesting to compare the two approaches — by completing the form
yourself as the coach, for example, and asking your coachee to fill it in as
well. Once the form has been completed you can consider together with your

coachee:

e  On what dimension did the coachee experience the best interventions?
e  What are the coachee’s expectations? Do they coincide with the coach’s

profile?

Indicate the coach’s position on each dimension:

Directive
Serious

Focused on
issues/content

Unambiguous
Solution-focused
Accepting
Analytic
Detached
Focused on past

Open-minded

Non-directive
Playful

Focused on
emotions/process

Ambiguous/ironic
Development-focused
Changing

Intuitive

Involved

Focused on future

Informed



Appendix B

Verbatim exercise for the coach

One of the best ways to increase your professionalism as a coach is to reflect on
how you are doing it now. It is difficult to gain an unbiased view of your own
style of coaching. The following tool can help here, because it is based on the
most literal representation of part of a coaching conversation. The exercise
involves the verbatim — or word for word — exploration of a coaching session
and comprises the following steps:

1. Record the first five to 15 minutes of a coaching conversation. Both
video and audio recordings can be used.

2. Within a few days of the event, transcribe the tape recordings in the
right-hand column using the following format:

Left hand column | Right hand column

(literal text, including ‘ums and ers’)

This will quickly give you several pages of text.

3. In the left-hand column, write down thoughts and feelings of which you
were aware during the conversation, as literally as possible.
4. Check the right-hand column text in terms of the following ingredients:
a. Identify your own ‘most-used’ words; pay special attention to the use
of words such as ‘but’, ‘though’, ‘because’, ‘so’, which - although
short — express a clear intention.
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b. Decide where on the scale of ‘push’ and ‘pull’ (see Appendix C) your
own contributions are located.

c. Look at your own focus: what appears to be your primary concern
here as the coach? (Examples: making contact, continuing to ask
questions, applying structure, supporting, challenging, finding solu-
tions ...)

d. What was the atmosphere like during the conversation and what
indications of that atmosphere are there in the ‘verbatim’ text?

Have your own coach or supervisor read and comment on the ‘verbatim’
text. Look together at the links and tensions between left- and right-hand
columns. How much did you use your own internal responses (in your left-
hand column) to inform your interventions?



Appendix C
The sliding scale of ‘push’ and ‘pull’

Coaching is really only possible with a strong and personal contact between
yourself and the other person. You vary in the extent to which you as the
coach or the other person as the coachee are at the centre. It is useful to be
aware of this sliding scale between yourself and the other person, which runs
from strict and clearly ‘directive’ to warm, attentive and ‘non-directive’ or, in
other words, from ‘push’ to ‘pull’.

Pull Push

Pull Push

Pull Push

Pull Push

Pull Push

H

Pull Push

ﬂ

Pull Push

Making clear what you want and what you want to talk about.
Example: ‘Listen, I would like to discuss your latest results.’

Giving the other person an opinion or personal feedback.
Example: ‘1 think you’re good at meeting almost impossible
deadlines. I'm also pleased to see you so enthusiastic.’

Associating with the other person’s input, and revealing something
of yourself that is triggered by that input.

Example: “That makes me think of my time at Planning and
Control, two years ago ...’

Continuing with closed questions, or leading questions.
Example: “Yes, but I am curious about what you did exactly.
Did you or didn’t you go to the manager?’

Continuing with directive open questions.
Example: ‘And what did you do once all of the figures were in?’

Continuing with clarifying, ‘pulling’, open questions.
Example: ‘Could you say more about what you mean by
“analysing”?’

‘Reflecting’ the other person: contributing your own here-and-
now experience.

Example: ‘Do you know, the way in which you talk about it is
giving me a feeling of powerlessness now myself.’
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Pull

Pull

Pull

Push

Push

Push

Giving a summary of content and meaning for the other person.
Example: “You say that you would like to start all over again,
and I notice that you’re disappointed with the way things have
turned out.’

Giving a summary by literally repeating what the other person says.
Example: “Think it through again ...?

Listening with concentration, and occasionally encouraging the
other person to continue with a gesture or ‘mmm’.
Example: © ...~



Appendix D

Person-centred reflection form'

This form can be used just after a counselling conversation. It can help to
deepen your contact with your coachee and to put your coachee more at the
centre of the coaching conversation.

1. Contact

Did you have contact with the coachee?
Did you feel connected with the coachee?
If not, was that because of you? Your coachee? The situation? Or ...?

2. Being accepted

e  Were you accepted by your coachee?

e What evidence of that did you see in the coachee?
e What evidence of that did you perceive in yourself?
e How could you become more accepted?

3. Unconditional positive regard

What associations did you have with regard to this coachee?

Did you make assumptions about the coachee?

Did you give the coachee directions or guidance?

Was there any particular issue or situation that led you to feel less
confidence in the coachee?

e Did you have the feeling that the coachee expected something of you? If
s0, what? What was your response?

1. Inspired by a feedback form used by Maggie Ridgewell and Jonathan Rosen of
the Metanoia Institute, London.
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4. Empathy

¢ Did you manage to move within your coachee’s frame of reference?

e How do you think the coachee felt during the conversation?

e Did you interpret the coachee’s question or want to solve the problem?
e Did you stay in strong contact with yourself?

5. Congruence

e  What were the things that you did not say? That you found difficult to
say?

What did you find difficult to do?

Was there something preventing you from just being yourself?

What physical sensations did you notice in yourself? What emotions?
What did you criticise in yourself?

Did you disclose anything about yourself? If so, what was your
coachee’s response?



Appendix E

Coaching behaviours questionnaire’

This is the coach’s version of the Ashridge Coaching Behaviours Survey,
presented as a self-assessment exercise.

Introduction

This questionnaire has been designed to help you to assess your inter-
ventions as a coach. It lists a number of different ways in which you
might act towards people, and asks you to think about how often you act
in each of these ways.

Instructions

Listed below are many different ways in which you might act towards
people in a coaching role. For each item, please indicate your perception
of how often you act in that way in the right-hand box. None of these
behaviours are good or bad in themselves — there are no ‘right’ or ‘wrong’
answers. You will get the most value from this exercise by being
completely honest with yourself. Don’t spend too long considering your
replies: your immediate spontaneous answer is likely to be the most
appropriate one.

If you find it difficult to give just one answer to a question (perhaps
because you consider that you act differently towards different people)
we suggest that you try to give an ‘average answer’ on this form. You
may then want to raise this issue for discussion at a review with your
own coach or supervisor.

When answering the questions:

0 — Not at all (or ‘not applicable’)
1 — Rarely

2 — Sometimes, but not often

3 — Moderately often

4 — Often

5 — Very often

1. This questionnaire has been developed by Richard Phillips at Ashridge, based on
the six categories of counselling intervention that John Heron (1975) has pro-
posed. We are grateful for Richard’s help in publishing his questionnaire.
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“When working with people as a coach, I tend to do the following’:

Question 'Your

reply

0 Example answer: please fill in your replies in this box —s  [[-5
1 advise them of the appropriate action to take
2 explain the purpose of a task
3 raise their awareness of their own learning needs
4 ask them to tell me about a negative incident which they have
experienced
5 encourage them to set their own learning goals
6 show my respect for them as individuals
7 give them feedback about the impact of their behaviour
8 invite them to talk about a difficult personal experience of theirs
9 help them to reflect on their experiences
10 express my concern to help them
11 suggest that they choose a particular solution
12 inform them about a learning opportunity
13 ask them what they have learnt from a particular incident
14 acknowledge the value of their ideas, beliefs, opinions
15 persuade them to take a particular approach
16 interpret their experiences or behaviour
17 ask questions to uncover what they are hiding or avoiding
18 encourage them to express their emotions
19 apologise for anything I do which is unfair, forgetful, hurtful
20 ask them how they can apply what they have learnt
21 help them to recognise their own emotions
22 challenge their denials or defensiveness
23 make them aware of the choices open to them
24 ask that they change their behaviour
25 ask them how they feel about a success which they achieved
26 make them aware of their mistakes
27 offer them an explanation of what has happened
28 inform them about the criteria for measuring success in performing

a task
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29 ask open questions to promote discovery
30 praise them for a job well done
31 encourage them to find their own solutions and answers
32 ask them why they are upset or angry
33 offer them emotional support in difficult times
34 present facts which contradict their opinions
35 demonstrate skills or actions that I want them to copy
36 give them information which they need to achieve a task
37 draw their attention to facts which they have missed
38 reflect their feelings by describing what I see in their behaviour
39 make them feel welcome when they visit me
40 recommend the best way to do something
41 challenge their assumptions
42 ask them to evaluate their own performance
43 give them feedback about their results
44 propose the best course of action for them to take
45 ask them to express feelings which are blocking their progress
46 show them the consequences of their actions
47 ask them to set their own work objectives and targets
48 make myself accessible to them when needed
49 help them ‘with my hands in my pockets’: i.e. without interfering
50 ask them how they feel about a current difficulty
51 encourage them to feel good about themselves
52 tell them where to go to find information and help
53 show them how to correct their mistakes
54 confront issues of poor performance
55 tell them how to get started on a new task
56 reveal information about my own experiences
57 affirm positive qualities or actions of theirs which they are denying
58 help them to express their insights after an emotional experience
59 help them to map out their present understanding
60 share information about my own failures and weaknesses
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Record the score corresponding to the item number (1-60) in the appropri-
ate spaces indicated below. Total each row to get your final score for each of
the six behavioural styles of coaches.

| S 2. 3t 4. St 6.0 e
11 .. 12 ... VAT 8.1 9.t v 10.: ......
150 e 16.: ...... 1700 e 18 ...... 13.: ... 14.: ......
24.: ...... 23 e 22 e 21 e 20.: ...... 19.c ...
28t e 27 e 26.: ...... 25 e 29 . 30.: ......
35 36.:...... 34 ... 32 ... 31.: ... 33
40.: ...... 37 41.: ... 38.:...... 42 ... 39.: ...
44.: ... 43 ...... 46.: ...... 45 ... 47 ... 48.: ......
53 52 ... 54.: ... 50.: ...... 49.: ... St ...
55. ... 56.: ...... 57 e 58.:...... 59.:...... 60.: ......
DR: ...... IN: ...... CH: ...... RE: ...... DI ...... SU: ...
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DR directing (Heron’s prescriptive interventions)
IN informing (Heron’s informative interventions)
CH challenging (Heron’s confronting interventions)
RE releasing (Heron’s cathartic interventions)

DI discovering (Heron’s catalytic interventions)
SU  supporting (Heron’s supportive interventions)

Like the Personal Coaching Profile in Appendix A, this is an excellent tool
for comparing your own scores with those of your coachee. You can then ask
your coachee to complete the Coaching Behaviour Questionnaire with
regard to yourself, both in terms of your most prominent behavioural styles
and of what the coachee would like to see more or less of. At Ashridge
Consulting we have available appropriate questionnaires for coachees, as
well as interpretation software and a database of 600 coaches with which to
make comparisons.
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